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Session 1 Coronado 

 

APPLICATION OF "THE COURAGE TO TEACH" 

Friday, February 11, 2005 9:00 a.m. - 10:30 a.m. 

 

    

Evans Karen Indiana Univ - NW Campus 

Teaching in Community: A Subject-Centered Education and 

Learning in Community: The Conversation of Colleagues 

Hug Richard Indiana Univ - NW Campus The Heart of a Teacher: Identity and Integrity in Teaching 

Szarletta Ellen Indiana Univ - NW Campus Knowing in Community: Joined by the Grace of Great Things 

Schenck William Indiana Univ - NWt Campus Divided No More: Teaching from the Heart of Hope 

Zinner Susan Indiana Univ - NW Campus The Hidden Wholeness: Paradox in Teaching and Learning 

    Session 1 Fiesta 

 

ON-LINE DELIVERY Part I 

Friday, February 11, 2005 9:00 a.m. - 10:30 a.m. 

 

    Sussman Stephen Troy Univ New Methods in Teaching an On-line Public Policy Course 

Fernandes Ronald DePaul 

Teaching Quantitative Methods (Statistics) to Public 

Administrators Online: Challenges and Opportunities 

Bryan H. Jean DePaul 

Teaching Quantitative Methods (Statistics) to Public 

Administrators Online: Challenges and Opportunities 

Hostetler Dennis 

Southern Illinois U at 

Edwardsville Pitfalls in Designing Online Discussions 

Shetterly David Troy Univ 

Faculty/Student Interaction and the DL Student: Frequency, 

Intensity, and Implications for Course Quality and Class Size 

    Session 1 North Tiki 

 

NEW CHALLENGES 

Friday, February 11, 2005 9:00 a.m. - 10:30 a.m. 

 

    

McDonald Scott Valdosta State 

Innovation and Creativity as Instructional Foci in NASPAA 

Accredited Programs 

Hale Travis U Texas 

Gaining Classroom Experience: Expanding Teaching 

Opportunities for Public Administration/Public Policy 

Graduate Students 

Wong Pat U Texas 

Gaining Classroom Experience: Expanding Teaching 

Opportunities for Public Administration/Public Policy 

Graduate Students 

Aldinger Robert Valdosta State 

Homeland Security and the MPA at Valdosta State University 

Examining the Why, What, and How of Teaching HS in an 

MPA Program 

Beinecke Richard Suffolk Univ Response to the Crisis in Training Senior Managers 

    

Session 2 Coronado 

 

INTERACTIVE TEACHING WORKSHOP: 

GOVERNING MARBLEVILLE 

Friday, February 11, 2005 11:00 a.m. - 12:30 p.m. 

 

    

Dunn Thomas Troy Univ 

Governing Marbleville:  An Innovative Approach to 

Illustrating the Basic Principles of Public Administration 

Dunn Sandra S&T Associates 

Governing Marbleville:  An Innovative Approach to 

Illustrating the Basic Principles of Public Administration 

Anderson Terry Troy Univ 

Governing Marbleville:  An Innovative Approach to 

Illustrating the Basic Principles of Public Administration 



    Session 2 Fiesta 

 

ON-LINE DELIVERY Part II 

Friday, February 11, 2005 11:00 a.m. - 12:30 p.m. 

 

    

Cherry Brian Northern Michigan U 

Evaluating Distance Education at Northern Michigan 

University 

Cole Erin Univ of Delaware 

Teaching the Geographic Information System (GIS) to Make 

Better Public Administrators  

Horiuchi Catherine Seattle U Literature Review Strategies for the Digital Age 

Lynch Thomas Louisiana State  Microsoft Producer File Project: Learning Requirement 

    Session 2 North Tiki 

 

METHODOLOGIES 

Friday, February 11, 2005 11:00 a.m. - 12:30 p.m. 

 

    

Olshfski Dorothy Rutgers 

Vicarious Experience: The Use of Case Studies in Public 

Administration Education 

Callahan Kathe Rutgers 

Vicarious Experience: The Use of Case Studies in Public 

Administration Education 

Shockley Gordon Florida International 

Teaching E-Government and Public Information Technology 

by the Case Method  

Landau Douglas International College 

A New Pedagogy or Did I Fail When My Students Did Better 

Using My Interactive Case Study Than After My Lecture? 

Dunning John Troy Univ 

A Review of Simulation Games to Support MPA Core 

Courses 

    Session 3 Coronado 

 

COMMUNITY ENGAGEMENT Part I 

Friday, February 11, 2005 2:00 p.m. - 3:30 p.m. 

 

    

Reinke Saundra Augusta State U 

Exploring the Unknown: What We Know, and Don't Know 

About Civil Engagement in College Students 

Rosenhoover Donald Troy Univ 

Introducing Citizen Driven Government Performance 

(CDGP) To MPA Students 

Anderson Terry Troy Univ 

Introducing Citizen Driven Government Performance 

(CDGP) To MPA Students 

Knepper Hillary U of Central Florida 

The Implications of Government and Governance in the 

Classroom: A Comparison and Integration of Concepts for 

Public Administration Educators 

Sitren Alicia U of Central Florida 

The Implications of Government and Governance in the 

Classroom: A Comparison and Integration of Concepts for 

Public Administration Educators 

Smith Hayden U of Central Florida 

The Implications of Government and Governance in the 

Classroom: A Comparison and Integration of Concepts for 

Public Administration Educators 

Petrescu Claudia Eastern Michigan U 

Community Building through Academic Service- Learning: 

the Case of Eastern Michigan University and the University 

of Central Florida 

Kapucu Naim U of Central Florida 

 

    Session 3 Fiesta 

 

THEORY AND REALITY 

Friday, February 11, 2005 2:00 p.m. - 3:30 p.m. 

 

    



Barnett Tim Jacksonville St 

Dichotomous Student Mind: Evolving Challenges for 

Teachers in Public Administration Programs 

Zalkind Alan Rutgers 

The Link Between Theory and Reality: A Practical Approach 

to Problem-solving 

Hull Jack Christopher Newport 

Using Case Studies to Link Theoretical Concepts with 

Practical Applications 

Kirkland Glenda Bloomfield College/Rutgers 

Visualizing Public Administration:  The Use of Images to 

Teach Theory in the Undergraduate Classroom  

    Session 3 North Tiki 

 

DIVERSITY Part I 

Friday, February 11, 2005 2:00 p.m. - 3:30 p.m. 

 

    

Argyle Nolan Valdosta State 

Are We Preparing Our Students for Diversity? Diversity 

Management in MPA Programs 

Rich Wilbur Wellesley 

Public Administration Teaching and Diversity: The Challenge 

of Educating Students that Don't Look or Think Like You 

Antonova Victoria Perm State Tech Univ Russia 

Developing of Diversity Awareness Among The Civil 

Servants in Russia’s Regions 

Leuenberger Deniz U of Nebraska at Omaha 

The Millennials in Public Administration: Considering 

Creative Class and Generational Diversity in Classroom 

Knowledge Development 

Drapal 

Kluver Jodie U of Nebraska at Omaha 

The Millennials in Public Administration: Considering 

Creative Class and Generational Diversity in Classroom 

Knowledge Development 

    Session 4 Coronado 

 

COMMUNITY ENGAGEMENT Part II 

Friday, February 11, 2005 4:00 p.m. - 5:30 p.m. 

 

    

Frost-Kumpf Hilary Univ of Illinois-Springfield 

Service Learning Projects for Courses in Nonprofit Fund 

Raising and Marketing 

Olberding Julie Northern Kentucky Univ 

“Adopting” a Nonprofit Organization to Teach Fund Raising 

More Effectively: Rewards, Challenges and Lessons 

Bramson Ruth Ann Suffolk Univ 

Preparing MPA Graduates to Serve as Intermediaries in 

Community Building and Public Engagement   

Reinke Saundra Augusta State U 

Looking for Oz: Reflections on the Journey Towards a 

University-Community Partnership 

Walker Ralph Augusta State U 

Looking for Oz: Reflections on the Journey Towards a 

University-Community Partnership 

    Session 4 Fiesta 

 

LEADERSHIP  

Friday, February 11, 2005 4:00 p.m. - 5:30 p.m. 

 

    Blanchard Lloyd Syracuse Can Leadership in Public Administration Be Taught? 

Donahue Amy Univ of Connecticut Can Leadership in Public Administration Be Taught? 

Revell Keith Florida International 

Leadership Can’t Be Taught: Teaching Leadership to MPA 

Students 

Fasano William U of Delaware 

Influencing the Future: Could Leadership Save City 

Planning? 

Watson Charles Troy Univ 

Confusing Meta-Strategies in Organizational Behavior: The 

Case of Power, Influence, and Leadership 

    



Session 4 North Tiki 

 

DIVERSITY Part II 

Friday, February 11, 2005 4:00 p.m. - 5:30 p.m. 

 

    Tschirhart Mary Syracuse Univ Making It Real: Exercises for Teaching about Diversity 

Wise Lois Indiana Univ Making It Real: Exercises for Teaching about Diversity 

Soninen Maritta Stockholm Univ Making It Real: Exercises for Teaching about Diversity 

Rubaii-

Barrett Nadia Binghamton Univ Making It Real: Exercises for Teaching about Diversity 

Mesch Debra IUPUI Making It Real: Exercises for Teaching about Diversity 

    Special Session North Tiki SIMULATION IN HUMAN RESOURCES 

Saturday, February 12, 2005 7:30 a.m. - 8:30 a.m. 

 

    Cunningham Bob U Tennessee Simulation in Human Resources 

    Session 5 Coronado 

 

ETHICS: NOT YOUR AVERAGE CASE STUDY 

Saturday, February 12, 2005 8:30 a.m. - 10:00 a.m. 

 

    

Smith Robert Clemson 

Teaching Ethics Workshop: Using Abu Ghraib -- Not Just 

Your Average Case Study  

Reinke Saundra Augusta State Univ 

Teaching Ethics Workshop: Using Abu Ghraib -- Not Just 

Your Average Case Study  

Stefanovic Dragan Appalachian State Univ 

Teaching Ethics Workshop: Using Abu Ghraib -- Not Just 

Your Average Case Study  

    Session 5 Fiesta 

 

TEACHING STUDENTS WHERE THEY'RE AT 

Saturday, February 12, 2005 8:30 a.m. - 10:00 a.m. 

 

    

Bergerson Peter Florida Gulf Coast University 

Teaching students where they’re at: Creating relevance 

through innovative delivery, content, audiences. 

Walsh Roberta Florida Gulf Coast University 

Today’s MPA Student Audience and the Introductory Course 

in Public Administration:  An Approach to Substance and 

Delivery  

Grubbs Joseph Florida Gulf Coast University 

A Project-Management Approach to Service Learning: 

Strategies for Planning, Facilitating, and Monitoring MPA 

Student Engagement in the Service Community 

Banyan Margaret Florida Gulf Coast University 

Teaching Public Administration to Public Safety 

Professionals 

    Session 5 North Tiki 

 

LOOKING BACK FROM CITY HALL 

Saturday, February 12, 2005 8:30 a.m. - 10:00 a.m. 

 

    

Gaston Sam 

City Mgr, Mountain Brook, 

AL 

Through the Looking Glass: Stepping from Graduate School 

into City Hall 

Levy Bob City Mgr, Pembroke Park, FL 

Through the Looking Glass: Stepping from Graduate School 

into City Hall 

Lee Bob City Mgr, Naples, FL 

Through the Looking Glass: Stepping from Graduate School 

into City Hall 

    Session 6 Coronado 

 

INTERNATIONAL PERSPECTIVES 



Saturday, February 12, 2005 10:30 a.m. - 12:00 p.m. 

 

    

de Ridder Jacobus 

Univ of Groningen, 

Netherlands Modeling a Master's Program 

Fourie Leon 

Tshwane Univ of Tech 

(Pretoria Technikon) 

Transforming the ABC Public Management at the Tshwane 

University of Technology 

Mostert Willem 

Tshwane University of 

Technology (Pretoria 

Technikon) 

Transforming the ABC Public Management at the Tshwane 

University of Technology 

Al-Kazemi Ali Kuwait University 

Higher Diploma in Public Administration Offered by Kuwait 

University: An Analytical Assessment 

Facon Pedro 

Catholic Univ of Leuven, 

Belgium 

Making Public Administration Courses More Attractive to 

Our Students: First Experiences at the Public Management 

Institute 

McKendrick Janice 

 

The Culmination of Public Administration, Academia and the 

Real World on Islands 

    Session 6 Fiesta 

 

COLLABORATION AND PARTNERSHIPS 

Saturday, February 12, 2005 10:30 a.m. - 12:00 p.m. 

 

    Van Wart Montgomery UCF Moderator 

Aliaga Manuel UCF 

A Graduate Program in Trans-border Public Administration 

and Governance 

Kapucu Naim UCF 

Capacity Building Program for Small Nonprofits: University-

Community Partnerships 

Feldheim Mary Ann UCF Service Learning in an Online World 

    Session 6 North Tiki 

 

LOOK TO THE FUTURE 

Saturday, February 12, 2005 10:30 a.m. - 12:00 p.m. 

 

    

Dunning Pamela Christopher Newport Univ 

To Test or Not To Test: Comparing Types of Testing and 

Outcomes 

Carlson Peter Christopher Newport Univ 

To Test or Not To Test: Comparing Types of Testing and 

Outcomes 

Craig Kern Troy Univ 

Kern's Course: The Decimal System and Scientific 

Methodology 

Sharma Sangeeta U of Rajasthan, India 

Methodological Questions: Toward Futuristic Idealizations in 

PA 

Klay Earle Florida State Univ 

The Teaching of a Required Doctoral Course, "The History 

and Future of Public Administration" 

    Session 7 Coronado 

 

WHAT'S MISSING? 

Saturday, February 12, 2005 1:00 p.m. -2:30 p.m. 

 

    

Pynes Joan U So Florida 

Is There a Communication Skills Void in Public 

Administration Textbooks and Curriculums? 

Husain Zohair U So Alabama Student Oral Reports: Utility, Futility, Futurity  

Rosell Ellen Troy Univ 

Integrating Effective Internships into MPA Distance Learning 

Programs 

Mills Janet Boise State Strongest-Self Portraits: Appreciative Inquiry in Action 

    



Session 7 Fiesta 

 

SPECIAL CHALLENGES 

Saturday, February 12, 2005 1:00 p.m. -2:30 p.m. 

 

    

Hale Travis U Texas 

Working with Non-Graded Students: Using Lessons from the 

Camp Context to Enhance Presentations to Elective 

Audiences 

Wong Pat U Texas 

Working with Non-Graded Students: Using Lessons from the 

Camp Context to Enhance Presentations to Elective 

Audiences 

Harrington Jonathan Troy Univ 

Teaching Overseas for Troy and the Expatriate Professor 

Experience 

Chilton Bradley Univ North Texas 

The Undergraduate Introductory Textbook in Public 

Administration 

King Stephen Campbell University 

The Undergraduate Introductory Textbook in Public 

Administration 

Loutzenhiser Kirsten Barry Univ 

Master's in Public Administration and Master's in Public 

Administration for Adults: What's the Difference? What's 

Missing? 

Orman Richard Barry Univ 

Master's in Public Administration and Master's in Public 

Administration for Adults: What's the Difference? What's 

Missing? 

    Session 7 North Tiki 

 

POLITICS AND PUBLIC POLICY 

Saturday, February 12, 2005 1:00 p.m. -2:30 p.m. 

 

    

Choudhury Enamul Miami University 

Teaching Politics in Administration: An Application of 

Inquiry Based Pedagogy 

Russo Philip Miami University 

Teaching Politics in Administration: An Application of 

Inquiry Based Pedagogy 

Tietje Louis 

Metropolitan College of New 

York 

An Interdisciplinary Approach to Team Teaching Social 

Policy 

Crookendale Humphrey 

Metropolitan College of New 

York 

An Interdisciplinary Approach to Team Teaching Social 

Policy 

    

    

Session 8 Coronado 

 

ACADEMIC DISHONESTY AND ETHICAL 

RESPONSIBILITY 

Saturday, February 12, 2005 3:00 p.m. -4:30 p.m. 

 

    Roquemore Robert Kentucky State Academic Dishonesty 

Abbey Robert Troy Univ 

Academic Dishonesty: Consistency in Punishment or 

Remediation 

Bradbury Mark Binghamton Univ 

Assessing the Ethical Priorities of Public Administration 

Students 

Lynch Cynthia Southern Univ 

Where the Rubber Meets the Road: How Academics and 

Practitioners Conceptualize Ethics for Nonprofit 

Organizations 

    

Session 8 Fiesta 

 

TEACHING NETWORK THEORIES IN THE PUBLIC 

ADMINISTRATION CURRICULUM 

Saturday, February 12, 2005 3:00 p.m. -4:30 p.m. 

 

    



Choi Sang Ok Florida State 

Application of Social Network Analysis to the Nonprofit 

Curriculum 

Kapucu Naim UCF 

Social Network Analysis as an Analytical Tool for Public 

Managers 

Brower Ralph Florida State 

Integrating Network Theories and Concepts into Doctoral 

Seminars 

Word Jessica Florida State 

Integrating Network Theories and Concepts into Doctoral 

Seminars 
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--------------------------------------------------------------------------------------------

Abstract:

The paper describes the development and implementation of a new and

innovative Master’s degree program in Transborder Public Administration

and Governance, jointly offered by San Diego State University (southern

California) and the Autonomous University of Baja California (in northern

Mexico). The presentation focuses on the innovative approach to teaching

and course delivery developed by the creators of the program, its regional

scope, and its target population (professionals working in local and state

government on both sides of the California-Baja California border region).

The paper explores the place of the program within recent challenges to the

way public administration is conducted, studied and taught.

------------------------------------------------------------------------------------------------------------
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I. Globalization, Devolution, Governance, and the Field of Public Administration

Recent changes are transforming the practice, study, and teaching of public

administration (Kettl 2002, 2001, 2000).

A. Globalization. Economic, political, technological, cultural, ideological, and

administrative aspects. Some of these effects have been present in the border region well

before the term was coined.

Describes an empirical trend but also has advocates who prescribe it as a solution to

several problems (ideology). Impact on the national, sub national, regional, and local

level. “Intermestic”—as opposed to domestic—affairs (Ventriss 1994, p. 9)

State and local governments have, in many cases, “developed their own foreign policies

through strategies to promote trade and attract foreign investment” (Kettl 2002, p. 122)

Some have suggested that globalization forces us “to live in an economy rather than a

society … with government’s role in economic affairs now deemed obsolete” (Smadja

2000 as cited in Kettl 2000, p. 490). In any rate, at the beginning of the 21st century, new

challenges for coordination, cooperation, and governance.

B. Devolution. Transfer authority and capacity to lower levels of government, to entities

closer to the people and the issues. Also, transfer of resources to non-governmental

actors (for profit and non-for profit). Results: Non-bureaucratic mechanisms of

governance. Non-hierarchical networks of publicly-involved organizations. Boundary-

spanning mechanisms. Evolution of a less hierarchical, more decentralized, and

increasingly willing to cede their role as dominant policy actor to the private sector

(Frederickson and Smith, 2003, Kettl 2000).
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“…the powers and responsibilities of the city, the state, and the nation-
state are becoming less defined and increasingly merged with other
jurisdictions and the private sector. The administrative state is now less
bureaucratic, less hierarchical, and less reliant on central authority to
mandate action” (Frederickson and Smith 2003, p. 208)

New situation: “…public policies and programs in the United States and elsewhere are

being administered … through complicated webs of states, regions, special districts,

service delivery areas, local offices, non-profit organizations, collaborations, networks,

partnerships and other means for the control and coordination of dispersed activities”

(Lynn, Heinrich, and Hill 2001, 1, as cited in Frederickson and Smith, 208).

“In the disarticulated state, borders are less meaningful in political
jurisdictions of all types—special districts, cities, counties, states, and
nation-states… Economic and social activity is increasingly
multijurisdictional, a trend encouraged by the development of new
technologies, the globalization of the marketplace, increased residential
mobility, and immigration. … The benefits and the problems of public
policy and public management are increasingly harder to confine within
the borders of one political jurisdiction because so many relevant policy
issues are multijurisdictional” (Frederickson and Smith, p. 222).

Challenges:

“How do you define and understand public management when political
jurisdictions are less relevant? How do you define and understand public
management when sovereignty is in considerable doubt? How do you
conceptualize a representative democracy where decisions that affect the
represented are not controlled, perhaps not even influenced, by those who
represent them? How does public administration, traditionally the agent
of government that linked the decisions of the representatives to the
preferences of the represented, reposition itself to deal with this growing
gap between government and the governed?” (Frederickson and Smith p.
222)

Decentralization is also at the center of the Mexican political debate.
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C. Governance. In the U.S., these changes have raised “questions about the scope and

nature of public administration, both as a profession and as a scholarly discipline”

(Frederickson and Smith, 2003, p. 207). This, in turn, is having an impact on the way the

discipline is imparted in the academia. In previous decades, “[t]he theoretical landscape

of public administration changed, but its professional and empirical reality remained

stable” (Idem., p. 208). However,

That stability was irretrievably upset by the worldwide movement to
develop and adopt alternate methods of carrying out policy and providing
public service. Although this movement was not centrally directed or
planned and varied widely in specifics, it was characterized by common
core elements. These included adoption of market-based management and
resource allocation techniques, an increased reliance on private sector
organizations to deliver public goods, and a deliberate and sustained effort
to downsize and decentralize government’s role as the central policy actor
in society” (Frederickson and Smith 2003, 208)

“[T]he term ‘governance’ is increasingly a surrogate or proxy for ‘public
administration’ or ‘public management’ in the discipline’s leading
literature… The linguistic morphing of public administration into the
study of governance acknowledges the new realities of the administrative
state and is argued by some to herald a new and theoretical orientation for
the discipline” (Frederickson and Smith, p. 209)

II. The U.S.-Mexican Border Region’s Governance Landscape

In general,

“Human boundaries seldom coincide with natural boundaries (such as
mountain ranges or bodies of water). Thus, from the economic,
geographic, environmental, historical, or ethnical perspectives, they
artificially divide natural regions. International boundaries often disrupt
social and economic transactions and create extrapolitical jurisdictions,
exacerbating the fragmentation of governance” (Clement 2001, p. 19)

In addition to these difficulties, the reality in the U.S.-Mexican border region is one of

progressive economic integration: A long history in the U.S.-Mexican border region. The
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geographic proximity to the U.S., and its historic isolation from the rest of Mexico have

led Baja California to develop strong regional ties with California and Arizona. More

recently, the implementation of the North American Free Trade Agreement (NAFTA) has

had a definite impact, deepening relations even further (IRSC, April 26 2002, p. 2). The

NAFTA represents the latest stage of an enduring process. In fact, the process is

complex, and involves, aside from increased economic interaction,

 Demographic change on both sides of the border

 Cultural issues

 Environmental concerns

 Security issues

“The new economy, based on conservative ideology emphasizing market-
oriented, supply-side economics, has resulted in central governments’
diminished involvement in attaining full employment and economic
growth. This devolution of power means that local and regional
governments are forced to accept more responsibility for economic
development in their own jurisdictions” (Clement 2001, p. 19).

Christopher Hood speaks of a “general cultural shift from hierarchism to individualism”

(1995. p. 180).

Border regions “pose peculiar problems of policy, service delivery, and infrastructure for

those who desire to govern them.” (Sparrow, 2003, p. 2). These problems become more

acute when economic and other forms of integration are under way, but no effective

governance mechanisms have been formalized. To understand the magnitude of the

problem, need for an interdisciplinary approach, especially to provide orientation for

policy makers (Clement 2001: 18).
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As we have seen, sub national governments increasingly involved in international affairs.

States, cities: regional governance. These developments ought to have an impact on the

U.S. border regions. Examples:

 Border Governors Conference

 Cooperation between San Diego-Tijuana, Calexico-Mexicali, El Paso-Ciudad

Juarez, and others

 Examples: Wildfires, cooperation between fire departments; etc.

Increased movement of goods and people across borders. Increased expectations from

local actors to have a say in the regulation of these movements.

North American and Border education initiatives:

 U.S.-Mexican border: California, Arizona, New Mexico, Texas

 Other U.S.-Mexico initiatives – TIES and others

 U.S.-Canadian border

 Other U.S.-Canada initiatives

 Conahec

New demands on governance. Cooperation between subnational governments.

“The development of adjoining border regions partially depends on their
ability to successfully regionalize decision-making processes across
international boundaries” (Clement 2001: 18).

“…lack of coordination across the U.S.-Mexican border frustrates
resolution of many problems that spill across the border and makes
binational collaboration to take advantage of opportunities inefficient or
impossible. Thus, to serve their own citizens, Baja California local border
governments need to develop better collaborative relationships and
mechanisms across the border and the same is true for local governments
in San Diego and Imperial counties.” (Master’s degree… p. 3)
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Need for capacity building, both for dealing with traditional issues (mainly on the

Mexican side of the border, but also with smaller local governments in poorer towns on

the U.S. side), as well as to deal with counterparts on the other side of the border. Need

to overcome at least a century and a half of distrust in the border region.

Economic integration, sustainable development, quality of life, environmental concerns,

and security threats require more governance (and more government) in the border

region.

Toward the end of the twentieth century, borders that were formerly
barriers to interaction, appeared to change. Due to information exchange,
increased international traffic—in both freight and individuals—
globalization, and the end of the Cold War, their barrier function
diminished. Despite the impact of terrorism and all of its uncertainty most
international boundaries still serve as a zone of transition from nation to
nation, but this degree of change is becoming less critical and less
noticeable. This softening of borders is most apparent with respect to
economic differences, but in recent years culture and race have
increasingly filtered more easily from nation to nation across international
boundaries. (Sparrow, 2003, p. 3)

economic linkages, tourism, and the needs relative to supply and demand
of the cities. These regions may even be the North American models for
the newly emerging Global city-region (Scott). However, even given a
relatively long and stable period of interaction, and strong economic
linkages the two sets of cities are still learning to coexist and compliment
each other. (Sparrow, 2003, p. 3-4)

III. Teaching Public Administration in the Border Region

Globalization’s impact on the teaching of public administration:

“In a context of increasing economic, environmental, and demographic
interdependence, U.S. public affairs/administration (PA) education is
being reassessed by those who find its vision curtailed. Domestic



9

administrative practice is changing in ways that are not yet fully clear. …
[P]ractice is becoming internationalized, however, not in the traditional
sense of the term. ‘International’ no longer denotes foreign or exotic; it
simply indicates that domestic administrative functions and planning must
increasingly take into account policies and opportunities in other nations.
Further, the impetus for internationalization, I argue, is being supplied by
state and local practitioners whose functional boundaries can no longer be
restricted by municipal or state jurisdictions. PA education, by contrast,
continues, with a few exceptions, to isolate international curricula in
courses labeled ‘comparative’ or ‘development administration’ tailored for
a select few. There is no integration of the new, domestically originated
interest in international linkages into the PA core curriculum” (Ryan 1994,
p. 23)

Higher education and PA education in the border region. Regional programs. Binational

joint degrees

According to Kettl (2001, pps. 214-216), the public service is being transformed in the

following directions:

 Not all public service will be in government

 More program implementation will occur through non-hierarchical relationships

 More domestic policy will be shaped by global (and cross-border) forces

 Government will need to incorporate new forms of public participation

According the Kettl, in general,

“Globalization and devolution are well established and irreversible. The
old management strategies are a poor fit for the management challenges
they pose. Public affairs programs have no choice about whether to adapt:
if they do not, they risk gradually becoming less relevant at huge cost to
their students and, ultimately, to pursuit of the public interest. These
forces pose problems, and managers will devise new solutions, even if the
answers are ad hoc and not grounded in the enduring values of American
democracy. …
On the other hand, researchers and teachers in public affairs education
have a unique opportunity. Government is cobbling together new
strategies and tactics. Neither government nor the schools of public affairs
are fully prepared to cope with the transition. The very effort to adapt can
help remind us what techniques prove most effective and what enduring
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values matter most. That has long been the biggest contribution of the
schools of public affairs and it is the signal opportunity of the new
century” (Kettl 2001, p. 216-217)

Denhardt and the big questions in PA education (2001):

 Do we seek to educate our students with respect to theory or to practice?

 Do we prepare our students for their first jobs of for those to which they might

aspire?

 What are the appropriate delivery mechanisms for MPA courses and curricula?

 What personal commitments do we make as public administration educators?

IV. The Graduate Program in Transborder Public Administration and Governance

Natural to expect a reciprocal influence between changes in the U.S. public service and

academic approaches to training public servants, for there is an “interdependent

relationship between a nation’s public service and its institutions of higher learning”

(Balfour, p. 1789). Development and implementation of a new and innovative Master’s

degree program in Transborder Public Administration and Governance, jointly offered by

San Diego State University (SDSU) and the Autonomous University of Baja California

Mexico (UABC. The presentation focuses on the innovative approach to teaching and

course delivery developed by the creators of the program, its regional scope, and its target

population (professionals working in local and state government on both sides of the

California-Baja California border region). As we will see, the new graduate program in

transborder public administration and governance represents an attempt at addressing

several of these concerns as they have been experienced in the U.S.-Mexican border
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region by both U.S. and Mexican actors. In what ways is the transborder program

responding to these issues?

Scholars familiar with the border region identified as back as 1990 that there was a need

for cooperation in the training of public officials in the border region. The United States

Agency for International Development (USAID) provided the opportunity for this project

to become a reality, through its U.S.-Mexico Training, Internships, Exchanges,

Scholarships (TIES) Partnership program.

The initiative, which started its planning phase in 2003, represents “an attempt to

identify, recruit, and educate a group of individuals who may become the future policy

makers and implementers along in the California-Baja California region of the U.S.-

Mexico border”; “created with the goal of educating a generation of border practitioners

to address the manner in which governmental agencies can improve the development and

delivery of services to border communities and across international boundaries” (Sparrow

2003, p. 2). Given the differences in economic, political and administrative development

found in the U.S.-Mexican border region, concerns for quality of live and sustainable

development are at the forefront of border communities’ list.

Two stages: a graduate certificate (first year, started in November, 2003) and a second

year (to begin in January 2005) to complete the master’s degree.

The curriculum of the program, the courses, recruitment of faculty and students, the

development of the individual courses, the Advisory Board, and how university approval

was achieved. Finally, the case describes and analyzes what we learned and what we can

share with others who we would encourage to undertake similar endeavors.
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 The administration: Initiative by Paul Ganster, director of the Institute for

Regional Studies of the Californias, and long-time researcher on the history and

policy issues affecting the border region. Professor Glen Sparrow, School of

Public Administration and Urban Studies. Dr. Louis Rea, director of SDSU’s

School of Public Administration and Urban Studies. Support from the president

of the university, Stephen Weber. On the UABC’s side, Adela Figueroa, Patricia

Moctezuma, Guillermo Torres, and the president of the university (who used to

teach at SDSU), Alejandro Mungaray Lagarda.

 Advisory board: Representatives from the private and non-for-profit sectors, as

well as elected and appointed officials from both sides of the border.

 The faculty: Instructors from both schools.

 Applicants and students. Advertising among people affiliated to SDSU’s School

of Public Administration and Urban Studies as well as local, state, and federal

agencies in the San Diego – Calexico region (U.S. side of the border). On the

Mexican side of the border, UABC

 Locations: On the U.S. side of the border, SDSU’s San Diego and Calexico

campuses (Calexico is about 100 miles east of San Diego). On the Mexican side

of the border, UABC’s Tijuana (x miles south of San Diego), Mexicali (5 miles

south of Calexico), Tecate (30 miles east of Tijuana), and Ensenada (90 miles

south of Tijuana) campuses.

 Courses: First year: Second year

 Course delivery. Each course was team-taught by one SDSU and one UABC

instructor. Different locations. Field trips.
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 Course materials

VI. How the Transborder Program Fits in the Evolution of U.S. Public

Administration?

The program itself is the product of the cooperation between two state universities on

both sides of the border. It represents initiative and leadership of academic and policy

researchers committed to cross-border mutual understanding. It represents a local and

regional response to governance problems experienced on a daily basis by border

communities. The program is built on years of personal and institutional experience and

involvement in cross-border cooperation.

Administrative difficulties within the university’s
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Kuwait is in the midst of a rapidly changing political, economic, and
social environment. It has been long realized and emphasized in Kuwait that
an efficient and effective government system is a vital and key pre-requisite
for any successful effort to meet the challenges and fulfill the ambitions of
the people and the government. Historically, the government sector in
Kuwait dominates the economy and takes responsibility for providing wide
range of services from birth to death – they follow the cradle-to-death
system. Consequently, introduction of constructive programs in the education
curriculum has become an immediate need. In fact, the privatization
movement and becoming a member of the World Trade Organization (WTO)
has added additional demands for reforming the public sector. The
introduction of the Higher Diploma in Public Administration Program
(HDPAP), which has potentially strong elements, may be one such policy
towards the reforming the government sector.

The Higher Diploma in Public Administration is a professional
Diploma aims to develop administrative leaders and provide them with
essential knowledge and skills needed to improve the operations of
government. It is a one year diploma with (23) credits in seven courses and
graduation project. Candidates should have a university degree with GPA no
less than (2.33) in addition to a two years experience in the government
sector. This Program is administered by the College of Graduate Studies,
Kuwait University. Taken together, the factors that will be further itemized in
the paper suggest that HDPAP has the potential to have a substantial impact
on the education of civil servants in Kuwait.
The objective of the study is fourfold : to shed light on the Higher Diploma
offered by KU since the fall of 2003; to critically analyze the Diploma
curriculum since its introduction by the Department of Public Administration
through the College of Graduate Studies; how to develop this Diploma into a
"Leading to Masters Degree" Program, and to obtain the feedback of experts
in the field participating in this conference. Furthermore, it will discuss the
rationale and causative factors of a non-so-very-successful academic program
which has become redundant. Because this is a theoretical paper, the purpose
is to establish the hypothesis, rather than to test it.

This paper will also provide educators of public administration with
useful notions regarding Kuwait's experience in offering the Higher Diploma
in Public administration in Kuwait and thus call for more imperative and
effective reforms in the design and implementation of the program.
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Are We Preparing our Students for Diversity? Diversity Management in
MPA Programs

Nolan J. Argyle
Research Assistance

By
Bryan Conrad

Valdosta State University

Knowing what makes groups tick is as important as understanding individuals.
Successful managers learn to cope with different national, corporate, and vocational

structures.
P. Christopher Early and Elaine Mosakowski

What second language do 23 percent of the public school children speak in Beverly
Hills, California? If you answered “Farsi,” you would get this question right on a

future quiz show!
Elizabeth Keller

Abstract

The American workforce, in both the public and private sectors, is becoming increasingly
diverse. Asians and Hispanics are now the fastest-growing segments of the work force, and that
trend is projected to continue well into the current century. An emphasis on Affirmative Action
and Equal Employment Opportunity (AA/EEO) no longer provides adequate guidance for
managing the workforce in either public or private sectors, yet much of what we continue to
teach in MPA programs and continue to practice in public-sector management remains driven by
AA/EEO.

The public sector was in the forefront of implementing AA/EEO, serving as a role model
for the private sector. The same cannot be said when it comes to managing diversity. The
private sector leads in this area, and we in the public sector are playing catch-up. This is
reflected in the human resource management literature as well as in the course offerings in MPA
programs. This paper will first examine the extent to which a focus on managing diversity is
developing within academic programs in public administration. It will then review and contrast
the human resource literature relating to diversity management in both the public sector and the
private sector, and will conclude with recommendations for bringing this literature into the MPA
curricula.

Introduction

The phrase affirmative action remains as controversial today as it was 40 years ago. And
it is now a concept that is under fire not just from its traditional opponents but also from its
traditional defender–the courts. Support for affirmative action is now often presented under the
rubric of "diversity;" however, as Sonnenschein's argues, "they are not" the same thing (1999, p.
25). Its critics often saw affirmative action as an unwarranted boost for African Americans
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primarily, and for women secondarily; yet, as Sonnenschein points out, "A group of white male
engineers is a diverse group" (199, p. 3). Politically, we are seeing, as Gurwitt (2001) calls it, a
"relaxation of racial politics," although he adds that there is a very real difference between
relaxing and disappearing (p. 20). TalentSmart argues that “enlightened self-interest” will drive
employment opportunities of tomorrow (2004, 1).

These changes are not yet well-reflected in the curricula of programs affiliated with the
National Association of Schools of Public Affairs and Administration (NASPAA). NASPAA
guidelines call for programs to build and maintain a diverse faculty and student body, but do not
call for teaching our students how to manage an increasingly diverse workforce (2003). The
work force is becoming more diverse, as is the citizenry our students are serving or will serve.
And the response to this growing diversity can’t be the infamous one of Lewiston, ME’s,
mayor—an open letter to the communities 1,800 Somali residents to “communicate with out-of-
state Somalis and discourage them from considering Lewiston as a destination” (Kellar, 2005, p.
7.). This is hardly an appropriate adjustment to the changing realities we are and will continue to
face. Our students, as managers, must make a successful adjustment if their organizations and
communities are to be successful.

If managers are to make this adjustment those of us who teach public administration
must also make this adjustment, and assist our students in that process—we must assist them in
both valuing diversity in their communities and organizations, and in developing management
skills in managing diversity. Yet the public sector, including public administration programs at
most colleges and universities, remains fixated on affirmative action/equal employment
opportunity (AA/EEOC) which at best reflects only some aspects of diversity. Diversity issues
seemed to be moving to the fore at the national level during the Clinton administration, as shown
in the actions of the Employment Service Diversity Office. Their Building and Maintaining a
Diverse, High quality Workforce: A Guide for Federal Agencies, published in 2000, is a useful
guide not only for those agencies, but for those of us teaching in public administration. That
emphasis has largely disappeared under the Bush administration, an administration whose
indifference, if not hostility, to affirmative action has fueled a renewed emphasis on it among
public administration academics. An August 2004 symposium on affirmative action in PA Times
begins with Harvey’s assertion that “affirmative action and equal opportunity are still badly
needed” (4). This author does not disagree with that assertion, but argues that we who teach
public administration must in addition move beyond AA/EEOC to address managing diversity.
In doing so, we find ourselves playing catch-up to the private sector.

Diversity management as a field has become well-established in the private sector over
the past decade. In 1996 the American Society for Training and Development published The
ASTD Trainer’s Sourcebook (Rasmussen), providing a ready-made training program for
organizations. The first master’s program in diversity management started in 1997 at Cleveland
State University in the Department of Psychology. Journals and a professional association
(Diversity Leadership Forum [DLD]) all testify to the emphasis diversity management is
receiving—in the private sector. We need a similar focus in the public sector.

Diversity in MPA Curricula

Standards for MPA and related programs are established by the NASPAA (2003).
Standard 4.21 reads in part:

The common curriculum components shall enhance the student’s values, knowledge, and
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skills to act ethically and effectively:

In the Management of Public Service Organizations, the components of which include:
 Human resources

The ability to act ethically and effectively in managing human resources will increasingly call for
the ability to understand and to manage a workforce that is becoming more divers.

As shown in Figure 1, the national work force will continue to increase in all relevant
demographic categories well into the future. That is, there will be more white males in 2020
than there are today. That growth, however, will not be the same for each category.

Figure 1: Percent Change in Work Population by Demographic Category, 1990 – 2010
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Source: Compiled by the author from Department of Labor Data.

The percentage of white males in the workforce increased by 8.6% between 1980 and
1990, and increased by another 7.2% by 2000, and is projected to increase by another 6.7% by
2010. On the other hand, Hispanic females in the work force increased by 45.2% from 1980 to
1990, by another 52.4% between 1990 and 2000, and are projected to increase by an additional
43.8% between 2000 and 2010.

These changes are clearly reflected in the student bodies of MPA programs. As a student
in the late ‘60s and early ‘70s, the author went through a program that was predominantly white
male with a smaller number of white females. Minorities of either gender were just that—a
small minority. When I took over the MPA program at my present school in the mid-1980s, not
that much had changed—my students didn’t look that different than my earlier peers. Today, the
single largest demographic group in our MPA program is female, and when broken down by
both gender and ethnicity, female African American. And these students are either already part
of or will join a work force that is increasingly diverse. Beverly Hills, California finds having
employees who can speak Farsi a valuable asset, (Kellar, 2005, p. 6) something that would have
been unheard of 40 or even 20 years ago.

Unfortunately, while it does appear that our students and the clientele they will serve are
becoming more diverse, it also appears that those of us who prepare those students may not be
adequately preparing them to effectively and ethically manage and to respond to that diversity.
This paper examined websites of NASPAA-affiliated programs to see if those sites demonstrated
a commitment to diversity. Data from the sites was downloaded and examined to see if these
programs had any of the following:

 A mission statement that emphasized diversity as a value
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 A statement of any kind that emphasized a diverse faculty
 Faculty with demonstrated research or service interests emphasizing diversity
 A course on managing diversity
 Language in other courses stressing diversity

Table 1 summarizes the result.

Table 1: Diversity Issues in MPA Program Websites1

Diversity Element Percentage of Websites Found

Diversity in Mission Statement 2.5
Diversity Statement in General Information 12.5
Faculty Demonstrating Diversity as a

Research or Service Interest 28.8
Course on Managing Diversity 6.3
Diversity Management in Course Description 11.3

This approach has a number of limits, some obvious, some less so. Among the obvious
limits is the great disparity of information contained on the various websites. Some websites are
truly barebones operations; others are very extensive. Some schools that have faculty pages list
only the names of faculty; others have complete vitas. Some schools list courses, but not course
descriptions. Less obvious limits include the fact that while the school may not list diversity in a
course description, individual faculty may still bring it in to their course or courses. Still, the
data does provide a measure of how well NASPAA-affiliated programs are bringing diversity
into their programs, albeit an imperfect one.

Several mission statements included “diversity” in the statement, but the diversity
referred to issues other than preparing students for managing and/or valuing diversity. The
author must confess that his own program’s mission statement lacks such a statement. This is an
area that clearly needs improvement.

General program information available on websites did emphasize a commitment to
valuing or preparing students to manage diversity more than did mission statements, with 12.5%
of websites touching on this.

Faculty research or service in valuing and managing diversity ranks much higher. Fully
28.8 percent of websites list one or more faculty with demonstrated research or service interests
in this area. It appears that diversity is becoming an increasingly important research focus, and
one might reasonably expect those faculty members to bring that research into their teaching.
That is not shown in examining courses, however.

Only 6.3% of programs list a course that deals with managing diversity in the title,
including some on managing urban diversity. When issues relating to diversity among work
organizations or communities are added in, the percentage increases to 11.3%. Some schools
bring diversity issues into courses such as public policy and methods. The most common type of
course with diversity issues clearly in their course descriptions is human resource management.

One factor not shown in the table is an interesting regional difference: California
programs are much more likely than other state programs to have diversity shown on their
websites. Fully 71.4% of these schools have faculty listing either research, service, or both as
interests; 21.4% list either a course or have a course description listing diversity. This is

1 Data for this paper is based on a sample of 80 drawn from these schools.
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something that one might expect in the first state in which White Anglo-Saxons have lost their
majority status.

The data indicates that programs can do much more in the area of valuing and developing
management skills in diversity. The next section of the study looks at the question of whether or
not material in the form of books or articles is available to do so.

Playing Catch-Up: What the Literature Tells Us2

The books and articles selected for this review offer different but complementary
approaches to understanding diversity management. No attempt is made to provide an
exhaustive overview of the literature; rather the intent is to examine a portion of the literature
deemed useful to one interested in developing an approach to teaching diversity management.
Two books and several articles with a public sector focus will be discussed first. Broadnax' book
provides a good starting point for anyone interested in the background and development of
affirmative action and does contain elements that begin to bridge the change from affirmative
action to managing diversity. Broadnax' collection, although having a more recent publication
date than some of the selected books with a focus on the private sector, comes across as the most
dated of the books examined. This may be an inevitable side effect of an anthology; one is bound
to include articles reflecting different time frames. Still, it is a defect not found in one of the two
anthologies with a private-sector focus reviewed here. Broadnax’ text, by its lack of an emphasis
on diversity, does make a statement about the current literature in public administration. It will
be examined first.

Yanow offers an interesting critique of the roles “race” and “ethnicity” play in American
public policy, and relates that to managing diversity in the public workplace. She argues that
race and ethnicity are and always have been state-constructed categories with little scientific or
anthropological validity. Articles were selected primarily from Public Administration Review
(PAR) and from Review of Public Personnel Administration (RPPA).

Literature in the private sector has a much clearer focus on managing diversity. Five
books have been selected for this essay: Carr-Ruffino's text stresses understanding and working
with a diverse workforce from a cultural context, Thomas and Woodruff use a fable about a
giraffe and an elephant as the springboard for their discussion of strategies for managing a
diverse workforce, Sonnenschein offers us a "toolkit" for diversity training, Gentile’s collection
is something of a private-sector counterpart to Broadnax, and Plummer’s anthology makes a
serious attempt to integrate the emerging field. Other books and articles will also be brought in
to the discussion.

Literature in the Public Management: Big on AA/EEOC,
Scarce on Managing Diversity

Walter Dean Broadnax’ book is part of the American Society for Public Administration
classics series. He has brought together 20 readings, including 4 that are minisymposia. The
majority of the readings, including the minisymposia, are from Public Administration Review;

2 This section is based in part on a review article by the author, From Affirmative Action to Diversity: Managing
Human Resources for Productivity, published in Public Performance & Management Review, Vol. 25 No.3, March
2002 324-335 @ 2002 Sage Publications. The material from that article has been updated and modified for this
paper.
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the remainder come from other leading journals in the field. They are organized under five
topics: representative bureaucracy and equal employment, affirmative action, diversity, gender,
and aging and disabilities. All but the first topic contain a minisymposium, each with its own
editor.

Part 1's focus is on representative bureaucracy and equal employment opportunity (EEO).
Frederickson's "Public Administration and Social Equity" provides an excellent introduction to
the issues brought out in the remainder of the book. Broadnax' "From Civil Rights to Valuing
Differences" foreshadows the move from affirmative action to managing diversity. The
remaining articles in this section are also excellent, providing a necessary background for any
manager. McGregor's article, for instance, contains an excellent, quick summary of some of the
key court cases between 1968 and 1972.

Part 2 focuses on affirmative action and contains the first minisymposium, edited by
Lloyd G. Nigro. The mini symposia contained in this and succeeding chapters are an interesting
approach. The symposia editors' comments supplement those of the main editor. Nalbandian's
lead article brings us up to the late 1980s in terms of court action. The remaining articles provide
an excellent overview of the controversies swirling around affirmative action during its first two
decades as a policy.

Part 3 deals expressly with diversity, and here the "dated" feel of the text becomes the
most pronounced. Of the eight articles in this unit (including six in the minisymposium), three
deal with African Americans, one with Asian Americans, and one with Chicanos. The remaining
three, although more general, still present a rather narrow view of diversity. No article discusses
diversity writ large.

Part 4 deals with gender issues, and Part 5 deals with aging and disability concerns. Only
one of the articles deals with the issue of disability, and given the impact that the Americans with
Disabilities Act (ADA) has had and continues to have on human resource management, this is a
weakness of the text.

In summary, Broadnax' anthology contains a number of key articles concerning AA/EEO
and to a lesser extent, diversity, written over the past quarter century. Together, these articles
provide the human resource manager with a wealth of background on the legal basis of AA/EEO.
It does less well on more current issues such as the ADA. The statistical data contained in the
various readings provide a great deal of information, but it is information largely of the past, not
the present or future. And herein lies the primary weakness of Broadnax' work: It does not do
much to assist today’s managers with the actual task of diversity management. It provides a
needed background; it fails to then help us move into the future.

Current personnel-oriented articles in the public administration/public policy literature
share many of the strengths and weaknesses of Broadnax’ anthology. These focus primarily on
AA/EEOC issues; diversity per se is not prominently featured. Taken collectively, this literature
does address some aspects of diversity management—but it tends to do so one element at a time.
Reese and Kindenberg’s article looks at sexual harassment Riccucci looks at the Supreme
Court’s impact on ADA and on the Age Discrimination in Employment Act (ADEA), and so
forth. Brady (2003) provides one of the few theoretical pieces in the literature, examining the
ethics of focusing on “particularity.”

The final text from the public sector literature to be examined reflects the attacks on
AA/EEOC, and rejects “diversity” as an alternative. Yarnow provides an overview of how we
arrived at our current status, and then examines how the terms are used in everyday
policymaking. She provides a historical background of how we have viewed race and ethnicity,
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pointing out that our view has been constantly shifting. “Concepts and categories of race and
ethnicity,” she tells us, “are dynamic reflections of intergroup relations and/or group-government
relations ….” We have now reified them, which “forestalls further discourse about [their]
artifactual nature… it silences public discourse concerning economic (and other) bases of status”
(2003, 209).

Yarnow Argues that our categories of race/ethnicity are socially constructed concepts,
that “they are perceived and understood to be human inventions, created to impose some sense of
order on the surrounding social world, often for political purpose,” yet we we often use them “as
if they were fixed, stable, and scientifically grounded…” (p. vii). She points out that we have
changed how we categorize “race” (the author couldn’t help but think of Plessey v. Ferguson,
where Louisiana classified Plessey as “Black,” even though he was 7/8 “White”), she then
examines some of the changes we’ve made. Yarnow looks at what we meant, and how
government used, the original five standard race/ethnicity categories of American Indian or
Alaska Native, Asian or Pacific Islander, Black, Hispanic, and White set up by the Office of
Management and Budget (OMB) Statistical Policy Directive No. 15, released in 1980. This
categorization led to problems in the 1990 census, and resulted in additional reclassification. She
argues that these classifications are socially-constructed concepts with little or no foundation in
science, and that we need to move away from them.

Yarnow argues that we need to rethink how we use racial categories, calling such
categories an anthropological and scientific joke. She argues that the use of such categories runs
counter to America’s classic liberal tradition. She concludes (2003, 228):

We need to return to some central questions driven by human concerns, and ask again,
publicly: How do we get to where we wish to be without reinforcing the very thing we
want to get rid of? What is wrong? How might we fix it? Does the present system work?
Is there a better way of repair? There is a very real social experience of continuously
being viewed as different and being treated as different, given the American predilection
to see “different” as “lesser.” Through the proliferation of American identity tales, on the
one hand, and the softening, if not outright elimination, of the race-ethnic discourse that
takes place through common, everyday policy and administrative category practices, on
the other, we may eradicate that punishing sense of difference along these insidious lines.
We might, then, no longer need a race-ethnic discourse, except in a celebratory sense.

Whether or not one believes that we ever can reach a world in which race-ethnic discourse is
done in only a “celebratory sense” or not, Yarnow’s arguments need to be taken into account.
They are implicit in much of the private-sector literature, as well.

Literature in Private Management: Moving from AA/EEOC to
Managing Diversity

Four recent books drawn from the private sector literature are examined here, along with
additional references to other works. Again, as the books drawn from the public sector, the
books selected for review are not meant to reflect all the private sector literature, but are selected
based upon their usefulness to someone interested in teaching diversity management.

Carr-Ruffino targets midlevel management in her text. Noting that the legal approach to
AA/EEO can only go so far, she points out that (p. 9):
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it does not provide an adequate basis for managing diversity. What is emerging is an
action-oriented approach that values diversity and also works toward creating a corporate
culture that reflects the cultures of all employees. This culture has values, heroes, hero-
ines, myths, rituals, and customs from all the cultures and lifestyles of its employees.

She then proceeds to examine those cultures.
Carr-Ruffino starts by examining the dominant culture-Euro-Americans. She then

devotes a chapter to stereotyping, concluding that chapter with a very useful "Collaboration Skill
Drill." She continues by examining male-female bonding and then looks at main cultural groups.

These latter chapters each start with a section on "myth and reality." She often uses her
myths to set up straw men, however, which she then can easily knock down by her reality. One
of her myths is that "the typical American family consists of a husband with a career and a wife
who stays home and takes care of two children" (p. 91). Another is, "Gay persons don't have
normal, lasting relationships" (p. 211). Really? Although creating straw men (and I am probably
guilty of gender discrimination myself with that dated term–straw people?) may be a useful
device, presenting them as if they were dominant beliefs among her target audience greatly
weakens their utility. And here is a key problem with her book: It often becomes overly
simplistic.

Another problem is in her treatment of various cultural groups. Again, she is overly
simplistic and indeed risks stereotyping these groups herself. One example is as follows (217):

Most gay persons are socialized in a middle-class environment, yet the adoption of mid-
dle-class values traps them in antigay prejudice. Becoming aware of their gayness inevi-
tably means their self-esteem is wounded. . . . The result of this devaluation and neglect is
often a sense of loss: loss of self esteem, loss of initiative, and loss of the belief that
they're entitled to a full life.

At best, she has oversimplified; at worst, she creates the very thing she admonishes us to avoid:
stereotyping.

Finally, her admonishment to reflect the culture of all employees, if taken seriously, has
the potential to open a Pandora's Box of problems for managers at all levels of an organization.
As she points out, many of these values will come in conflict. Still, if one takes her arguments
with the proverbial grain of salt, a manager may find much useful information. The self-
awareness exercises in and of themselves make the book a valuable resource.

Carr-Ruffino starts to provide a manager with the information that she or he needs to
understand the diverse workforce and the changing realities of the workplace. The next text takes
that a step further by using a number of stories, or mini-case studies, to illustrate effective
management in a diverse setting.

Thomas and Woodruff begin their text with a fable about an elephant and a giraffe and
carry that imagery forward throughout the remainder of the book: "The elephant and giraffe
represent a diversity mixture, which I have defined as any combination of individuals who are
different in some ways and similar in others. It is in this collective mixture that true diversity
lives" (p. 5). This ploy allows them to neutralize the emotional baggage that using racial and
ethnic language carries with it.

Unlike Carr-Ruffino's argument that organizations should create an environment that
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accepts all aspects of cultural diversity, Thomas and Woodruff recognize the types of conflict
that diversity may inject into an organization and stress management of that (10-11):

In companies large and small, people at all hierarchical levels struggle with diversity
issues and with their role in resolving them. They engage in the struggle, even though it is
occasionally uncomfortable, because they want to respond to diversity consistently in
ways that help to achieve their personal goals and also their organization's objectives.

They argue that although welcoming diversity is often beneficial, there are times when
management must insist on more integration: "The workforce diversity mixture can contribute
enormously in pursuit of organizational objectives. It can also result in chaos" (p. 57). You may
end up with frustrated giraffes and angry elephants.

A key strength of the book is found in the stories, or minicases, used to illustrate their
arguments. Their discussion of the "assimilated giraffe," George, contrasts nicely with that of the
"uncompromising giraffe, Jeff' (pp. 155-174). These minicases are particularly good at showing
how an individual's background affects her or his view of diversity.

Thomas and Woodruff argue that "diversity-mature" organizations find a way to be
comfortable with diversity tensions and complexities and that by recognizing them, they shift
that tension into productive effort. A fault of their work is their tendency to downplay the
difficulty in doing so. The next book to be examined develops a managerial toolkit for the
purpose.

Sonnenschein’s "toolkit" is organized into 10 chapters. The first 2 chapters define and
then examine issues in diversity. Chapters 3 through 5 focus on individual development. Chapter
3 offers tools for increasing self-awareness, chapter 4 focuses on developing effective
communication skills including listening and empathy, and chapter 5 offers tools for
communicating with a diverse group of others. The next 5 chapters offer tools for effective
diversity leadership.

Sonnenschein begins by arguing that "workforce diversity is not a matter for debate. It's a
fact. It presents one of the greatest challenges facing today's organizations, and only through
hard work and committed leadership can the potential for benefit be realized" (p. 2). He then
adds that the benefits are there if we are willing to do the necessary work to realize them.

Sonnenschein explicitly recognizes White men as part of the new diverse workforce
needing management. Pointing out that White men now constitute a minority of new entrants to
the workforce, and that women and traditional minorities are making increased gains in midlevel
and beginning to make gains in upper level management, he focuses on managing diversity from
a broader perspective than is found in the previous texts.

His toolkit is interesting. In chapter 3 he provides a "Socialization and the Ism Prism" to
help us examine why we think and react the way we do. Starting with chapter 3, each chapter
contains one or more checklists, exercises, or other short items useful to a manager at any level.
Exhibit 4.3 (pp. 67-68) provides aspects of culture from a "mainstream American" to different
cultures-aspects of culture as mundane as food and eating habits to as complex as values and
norms.

Like Carr-Ruffino, Sonnenschein may be accused of being overly optimistic in his
presentation. His breakdown of leadership styles (p. 6) is more a list of preferred styles than one
found in the real world. There are no autocrats in his world. His conclusion that "in order to
model, mentor, and coach, we need to continually work on our skills" presupposes all leaders
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wish or are even comfortable with modeling, mentoring, or coaching (p. 189). He assumes that
all of Thomas and Woodruff's giraffes and elephants are or want to be assimilated. Still, this may
be an unfair criticism; his toolkit is written assuming we are looking to manage diversity
effectively.

Articles drawn from the private sector literature may also focus on narrow aspects of
AA/EEOC, but they tend also to deal with diversity more broadly than those from public sector
literature. Private-sector literature also makes better use of online. Boston Review, for example,
published an excellent symposium on Rethinking Affirmative Action
(http://bostonreview.mit.edu, 2000/2001) Sturn and Guinier (2000/2001, 1), in the opening piece,
discuss their vision for the future of Affirmative Action, arguing that “It is time to shift . . . the
conversation about race, gender, and affirmative action in a wider account of democratic
opportunity by refocusing attention from the contested periphery of the system of selection to its
settled core.” They argue that standardized tests should be dropped in favor of “experienced-
based” approach to selection (9). Tests should be used only to the extent that they can screen out
those lacking the capability of learning to perform in the organization. They call for a period of
demonstrating competence and growing into a job—something that Scully and Kolb point out is
“still a test, though a test of a different sort” (2000/2001, 1).

Two anthologies with private sector foci are worthy of note: Gentile’s Differences that
Work: Organizational Excellence through Diversity (2000), and Plummer’s Handbook of
Diversity Management: Beyond Awareness to Competency-Based Learning (2003). Gentile’s
anthology collects a number of articles originally published in the Harvard Business Review.
The book is divided into six sections: Differences at Work, Racial Differences in the Workplace,
Women in the Workplace, AIDS in the Workplace, Emerging Issues in the Workplace, and
Managers Wrestle with the Issues. The first two readings provide a good overview of the need to
focus on diversity, highlighting the changing global workforce and the need to move from
AA/EEOC to “Affirming Diversity.” The remaining readings cover most of the elements of
diversity, but, in doing so, point out once again a major problem in this area—articles tend to
focus on disparate aspects, with little attempt at integration. In this, it shares many of the same
strengths and weaknesses that characterize Broadnax’ anthology. Plummer’s anthology attempts
to correct this fault.

Plummer’s anthology came out of Cleveland State University’s Master in Diversity
Management program. The chapters in the book represent the curriculum in the school, and are
divided into three major components: Theoretical Foundations, Skill-Based Learning, and
Professional Issues. The Handbook makes a serious attempt to integrate the field of diversity
management within one text, and it largely succeeds. The text was written as “a comprehensive
text that students could use as reference after a course” (Plummer, ix), rather than as a textbook.
It may, however, serve admirably as a textbook for a course on diversity management.

The text begins with an overview of diversity management, written by the editor. This
includes a self-test on racial identity that can serve as a great springboard for class discussion.
The seven remaining chapters in the first section provide an excellent overview of the theory
underpinning diversity management. Winbush and McLemore’s article does an excellent job of
tying diversity management into the study of group dynamics, and Fletcher does an excellent job
of tying it into the organizational change literature. The six chapters in the next section provide
an excellent overview of the field as a professional practice. Hubbard provides a guide on
measuring the effectiveness of diversity initiatives, for example, while Brazzel provides models
for managing diversity conflict. The final section looks at professional issues from diversity
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consultation to diversity ethics. This section contains the only reading that specifically deals
with the public and non-profit sectors: Henkelman-Gahn and Bahn-Henkelman’s “Diversity
Management in Specialized Settings: Non-Profit, Faith-Based, and School Organizations,
Community and Government Agencies.” This section concludes with Shullman’s piece looking
at diversity management’s future as a profession. She concludes (576):

Diversity will likely struggle with a number of challenges from within its community as
differences in models of practice emerge as significant issues. It would appear to be a
truly exciting time to be working within diversity management. The field is still being
crafted, and professional roles and paths are still emerging. It promises to be a bumpy,
thrilling and rewarding ride.

It is a ride that those of us teaching public administration need to climb aboard.

Literature Summary

Collectively, these books may provide managers with an understanding of and the tools
needed to manage diversity. Broadnax provides the necessary background to place current issues
in context. Yarnow provides a classic liberal (conservative) critique of the issue. Carr-Ruffino's
analysis of various cultures, despite its shortcomings, still provides one with a basic
understanding of cultural differences. Thomas and Woodruff's marvelous little fable and their
subsequent discussion may sensitize managers to the role that background plays in creating and
in managing difficult situations. Sonnenschein's toolkit provides an excellent guide to improving
diversity management within any organization, public or private. Plummer’s text, reflecting the
curriculum of a master’s program, may be used to organize a single course in an MPA program.
These books, articles, and others may provide those of us in public administration with the
understanding and tools we need to move from AA/EEOC to managing diversity; they will do
so, however, only if we are ready, willing, and capable of obtaining that understanding and those
tools. That is less a weakness of the literature, however, than of those of us using it.

Conclusion

It has become almost trite to say we are becoming an increasingly diverse society; terms
such as “global village” are part of our daily lexicon. These changes, however, have yet to show
up widely in the curricula of our programs. We still seem to be stuck on Affirmative Action and
Equal Opportunity, and while the author certainly accepts these topics as needed in our
programs, he also argues that we need to be moving beyond them; we need to change our
programs to better reflect the increasing diversity of both our students and the clientele they will
serve. This change may be coming. The number of faculty with diversity as either a research or
service interest would seem to bode well for more curricular emphasis on diversity as well.

This research may begin to provide us with more material with a clear, public-sector
focus. For now, however, those wishing to emphasize diversity issues will find the most useful
literature in the private sector. We need to introduce it to our students.
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Abstract

Teaching public administration as an applied science degree poses a set of challenges and

opportunities for educating public administrators. The unique nature of Florida Gulf

Coast University’s Public Service Management degree highlights a variety of questions

regarding the proper content and pedagogy of public administration education. It is

within this framework that the Public Service Management has found success in

integrating theory and practice utilizing a reflection-based pedagogy. While suffering

from some inherent limitations that arise from the program’s design and students’ lower-

division experience; the curriculum delivers a program of study from which students

learn their own style of excellent practice. The martial arts analogy of Jeet Kune Do

offers a lens through which mastery of knowledge and practice can be viewed. The

conclusion of this paper is that practice-based exercises and reflective pedagogies can be

effective tools for teaching public administration in non-traditional and traditional

contexts.
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Introduction: Lessons from Jeet Kune Do

Bruce Lee, the great martial arts master, was not overly concerned with strict adherence

to a single martial arts tradition. He believed that no one approach to martial arts would

be effective all of the time. His philosophy of Jeet Kune Do taught that individuals are

unique in their set of skills and abilities and thus should use those techniques that work

and reject those that do not. Herein is the wisdom of Lee’s approach: Any one individual

may not be capable in every area, but true mastery lies in one’s ability to be flexible and

adapt. In Jeet Kune Do mastery is achieved when one possesses a cadre of techniques

that can be reframed and adapted to achieve a goal. Jeet Kune Do masters are able to

respond, react, and adapt to problems and opportunities as they arise. Those who teach

Jeet Kune Do strive to show students the way to developing their own style of practice

(Encyclopedia Britannica, 2005; Martialarm, 2005). The adaptive philosophy of Jeet

Kune Do has something to teach us about educating public administrators. The following

paper discusses the usefulness of “Administrative Jeet Kune Do” and the framework it

provides for public administration education. It proceeds by reviewing selected literature

on public administration education, describing the unique history of an undergraduate

public services program, assessing the challenges and opportunities presented by this

program, and offering some lessons for teaching public administration education in

general. This paper uses the experiences of the Public Services Management (PSM)

program at Florida Gulf Coast University (FGCU) to highlight the value of a reflective

pedagogy for in-service students.
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Adaptability in Public Administration

Many scholars recognize that public administrators work within an inherently

unpredictable, unstable, and constantly shifting social milieu (Cayer & Weschler, 2003;

Rainey, 2003). The ability to adapt is necessary for leadership and organizational success

that serves the broader public interest (Alexander, 2000; Cayer & Weschler, 2003;

Denhardt, 1993; Sliverthorne & Wang, 2001). Looking to the martial arts to improve

leadership and organizations is not a totally new concept. A variety of scholars find

relevance in aikido and judo techniques that teach the importance of flexibility and

human relationships (Clawson & Dover, 1996). Similarly, the art of Jeet Kune Do can be

used as a framework for directing our administrative energy toward the public good. For

the purposes of this paper, “Administrative Jeet Kune Do” is the mastery of public

service knowledge and practice, skillfully adapted to resolve problems and take

advantage of opportunities.

The thinking on creating excellence in public administration is not at all unique. Scholars

of public administration education have covered a wide range of subjects including the

content of curriculum (Denhardt, 2001; Ventriss, 1991), the need for a common base of

academic preparation (Wechsler & Baker, 2004), and effective pedagogies (Dicke,

Dowden, & Torres, 2004; Herzog, 2004; Killian, 2004; Koliba, 2004; Whitaker & Berner,

2004). In particular, Denhardt (2001) and Ventriss (1991) concern themselves with

whether public administration education focuses too heavily on teaching technical skills

at the expense of public service practice. They argue that as public managers move up in
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their respective career fields, technical skills become less important than practice. There

is a need for public administrators to develop the capacity to lead, influence, and get

results (Denhardt, 2001, p. 531). Simply put, Denhardt argues that public administration

education does not deliver the kinds of educational experiences to students at the time in

which they need it. For him, the key to resolving this dilemma is to identify, separate,

and design educational experiences in which students concentrate on the most appropriate

skills. The experience of teaching in the PSM program demonstrate that by using

reflective pedagogies the theoretical and practice-based needs of students can be

addressed within the same classroom. This appears to be true for both pre and in-service

students. An example of how this has been done comes from the PSM program at

FGCU.

Public Services Management

The Bachelor of Science in Applied Science (BSAS) is a collaborative degree between

Edison College and FGCU, with two concentrations in Public Services Management and

Computer Technology. When FGCU’s Division of Public Affairs agreed to provide the

upper end of the PSM concentration, it took on more than a new program of study. Both

explicitly and implicitly the program pushed the boundaries of a liberal arts university’s

role in delivering a technically-based and applied curriculum. Not only did the BSAS

push the boundaries of a liberal arts institution, but the PSM concentration pushed the

boundaries delivering a public management degree to undergraduate in-service students.

As described below, the unique history and institutional partners have played a dominant

role in the program’s shape.
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Institutional Partners

Edison College is a two-year community college, offering Associates of Arts and

Associates of Science degrees. For many years, Edison College was the primary delivery

mechanism for higher education in the Southwest Florida region. In the 2003-04

academic year, Edison College had 15,618 students taking classes in five counties.

Edison’s mission statement describes its role in pre-professional and lower division

education. It also describes a central role in workforce development through its AS

degrees and certificates in specialized fields (Edison College, 2000).

FGCU was established in 1991 with opening day in August 1997. As a new campus,

FGCU had the opportunity to develop an innovative, research-based mission and strategic

vision. FGCU has grown rapidly with 2,584 students in 1997-98 to 5,825 students in

2003-04. Some estimates account for over 7,400 students by the 2005-06 academic year

(FGCU Board of Trustees, 2005). Included in the mission of the FGCU Guiding

Principles is the notion that the University should provide a “connected” education where

students are encouraged to think in whole and interrelated systems and principles, as well

as be engaged citizens (FGCU, 2004).

Program Development

The PSM program was initiated by Edison College who conducted the initial research

and program planning for the degree. Edison’s desire was to develop and deliver four-

year degrees as part of a nationally growing, but controversial, idea. The Community
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College Baccalaureate Association, chaired by Edison College’s president, has been a

leader in advocating for community college access to granting bachelor’s degrees

(Community College Baccalaureate Association, 2004). The Florida State Board of

Education instead approved a joint degree between Edison and FGCU. In the PSM

concentration students complete their AS degrees in Criminal Justice, Fire Safety,

Emergency Management Services, Crime Scene Technology, and Paralegal Studies at

Edison College. They then transfer to FGCU to complete their BSAS in PSM. One of

the unique features of the program is that students receive credit for their work-related

certifications. For example, Criminal Justice AS students who attend basic certification

to become a deputy at the Southwest Florida Public Safety Academy receive 30 credit

hours towards their AS. At the upper end, FGCU collaborates with the Academy by

sharing instruction and granting credits for a specified set of leadership and management

related courses.

Student Profile and Needs

By program design, PSM students are primarily in-service and are currently working in

their respective fields. Many of the PSM students are employees of area law enforcement

agencies and fire districts that are attracted into the program because they can receive

both academic credit and monthly incentive pay for completing joint Academy/FGCU

training. As practicing managers students bring to the classroom a set of operating

assumptions about managing and leading in the public sector. Generally, however, they

recognize that this informal knowledge is inadequate. Students generally recognize that

to be successful they need to develop their management skills beyond their current
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expertise. PSM students also share a similar background in that their academic

preparation is primarily technical in nature. The lower-division AS degree provides only

minimal preparation in the areas of critical thinking, analytical skills, and writing. As

explored below, students in the PSM program require a heavy emphasis on content as

well as the guidance to make the content relevant in their work environments.

Program and Curricular Approach

The similarities of PSM students allow the curriculum to more easily target their

educational needs. Instruction in the PSM courses is often shared between local area

agency leaders and FGCU faculty. This is done to provide both an academic and applied

focus. Classes are held in local area law enforcement and fire stations. By combining

Academy and FGCU credit and teaching students in their workplace, students become

acclimated to the university setting. This is especially important for students who have

not been in the classroom for many years. The PSM curriculum provides a set of core

and elective courses that focus primarily on managing in the public sector. These include

content-rich but relatively basic courses in supervision, management, collaboration,

organizational behavior, information technology management, and program planning.

The boundaries of the program offerings are marked by the nature of the institutional

partners, the program’s history, students, and curricular design. These combine to create

a unique set of challenges and opportunities in delivering this degree, which is explored

below.

Challenges and Opportunities in Theory and Practice
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The PSM program presents several unique and inter-related challenges in public

administration education. The first challenge is the difficulty presented by the program’s

design, which requires FGCU to translate the underlying culture and assumptions

inherent in a technically-focused program to a whole-systems approach. This leads to a

second challenge related to the educational background and preparation of students. A

third challenge is the capacity of the program to uphold academic integrity while creating

relevance for students.

Challenge #1: Program Design

The first challenge of the PSM program stems from the competing culture and

assumptions embedded in its initiation and design. Edison College’s AS-related mission

is workforce development; whose role is to sustain the area economy by providing

competent workers. Workforce development typically takes a standard training approach

to education, operating on the assumption that skills can be developed in a

straightforward manner. Everyday firemen are trained on how to put out a fire, as the

basic steps in prevention and suppression are straightforward. A fire has a fairly stable

set of parameters: the presence of oxygen, fuel, and enough heat to raise the two elements

to a level of combustion. Teaching a fireman to lead is an entirely different matter. As a

public servant the fireman requires the ability to lead, exercise discretion, influence

people, and negotiate the sometimes competing roles of politics and administration.

Unlike a fire, the public milieu is inherently unstable with interconnected and shifting

political coalitions and conditions. The education of a public servant is similar to

educating good teachers. Good administration, like good teaching takes place in a highly
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contextualized process that is as much, “a personal performance, a moral endeavor, and a

cultural script, as it is a technical craft” (Gay & Kirkland, 2003, p. 182). As public

managers, firemen must consider a much broader scope of implications and

responsibilities while simultaneously accomplishing efficient and effective goals. The

complexity of public administration requires that FGCU teach students the ability to think

in complex terms. For students, moving from Edison College to FGCU presents a

formidable intellectual transition. The PSM program must manage this transition from a

technical degree delivered in a workforce development context to one in which critical

and whole-systems thinking is the norm.

Challenge #2: Academic Preparation

Generally students come into the program with inadequate skills in writing and analysis.

This is largely a function of student’s technically-oriented training where, as stated above,

critical thinking and writing are not a primary focus. In addition to this, students lack a

basic background in the social sciences of sociology, psychology, political science and

history. This is crucially important, as these areas of study place public administration in

a larger context and make it meaningful. These challenges require that faculty work

more closely with students to develop the necessary skills to be successful both in a

liberal arts upper division program and in their roles as public managers.

Challenge #3: Public Administration Science or Art?

The final challenge inherent in the PSM program pertains to Denhardt (2001) and

Ventriss’s (1991) concerns over whether public administration programs should teach
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technical skills or practice. This dilemma is fully manifested in the PSM program that

has relatively few core credits, but a basic responsibility to maintain some minimum level

of public administration theory. An overemphasis on theory risks developing

practitioners without the necessary ability to translate into practice. The obvious

conclusion, then, is to focus on practice. This too is problematic because it gives students

little substantive criteria from which to distinguish good practice from bad. Edison

College would teach public administration as a science, FGCU would teach it as an art.

Meeting the Challenge

Meeting the challenges posed above has caused the PSM program to seek a balance

between theory and practice. By taking an interdisciplinary approach and using reflective

pedagogy, theory and practice are integrated throughout the curriculum. These

approaches are described below.

Leveraging Interdisciplinary Knowledge

Despite the challenges posed by the competing visions over the PSM degree, FGCU has

several opportunities to transition students in ways that are public-serving while creating

academic rigor and relevance. Initially, PSM students assume that the program will

move along the same lines as their previous skills-based training. Most students, whether

they realize it or not, have street-level training in dealing with crisis situations; yet they

lack the broader sociological and political background to translate this experience at the

managerial level. The PSM program uses its general survey courses in Public

Administration Supervision and Public Services Management to co-create with students
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what it means to be an excellent practitioner. PSM introduces students to theory within

the context of their agencies, not through the academic fields of sociology or political

science. Because students internal and external agencies serve as a microcosm of the

larger social and political world, this is an excellent practice ground in which to test out

ideas and generate new theories. For example, in the PSM course Information

Technology, upon reading the course text, students write a paper analyzing the potential

implications of newer technologies on their agency’s culture, training division, and/or

budget. By relating the theory to the student’s organization, they are simultaneously

applying their new knowledge in light of earlier studies in the social psychology of

organizations or collaboration theory. Not only are students are testing, reframing, and

reinforcing their previous knowledge, they are embedding new knowledge within a

carefully established framework.

Adaptive Practice and Reflective Pedagogy

Public administration theory takes on real meaning when it is applied to student’s

experiences in the field. Faculty and guest instructors use a hands-on approach with case

studies and in-class exercises. Faculty take advantage of what is happening in the field

through work related assignments, tours of students’ facilities, and ride-alongs between

police and fire personnel. Course assignments often require students to think critically

about theory in relationship to their own practice. Assignments take place in the context

of the students own work where practice and education are combined, not separated. The

applied notion means that faculty can unapologetically focus on the adaptive art of public

administration, using the student’s experiences as leverage for learning. Students do not
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come to the classroom as blank slates without prior knowledge and experience (recall the

Jeet Kune Do master). Students come to the classroom with a combination of personal

experiences, agency culture, and wisdom from elders (managers). The problem of course,

is that lessons of experience are neither strategic nor intentional. As Dewey (as cited in

Rodgers, 2002) thought, experience can mis-educate and lead to increasingly narrowed

routine action. Hence, the theories that faculty present in the classroom must meet the

test of “what works”. This allows students to practice, reflect on, and create new theories

for managers to apply and test for themselves. Dewey’s framework of reflective

education provides the structure in which this occurs. Students are led through he steps

of observation and description, analysis, generating explanations for an event, and the

development of theory (Rodgers, 2002). This provides faculty the opportunity to

construct an educative (as opposed to a mis-educative) understanding of experiences in

light of newly introduced theory.

Writing supports the reflective classroom as a means to build skills in critical thinking

and analysis. PSM program faculty value writing as a pedagogical tool. In this regard,

the faculty provide ample and detailed comments on students’ work, as well as assist with

editing student’s drafts. Considerable scholarship supports the importance of writing,

where it is shown to develop critical thinking (Tsui, 2002) and reflective practice (Koliba,

2004; Rodgers, 2002; Schon, 1983). Reflective pedagogies are used as a tool to bring

academic coherence and relevance to practitioners. It allows practitioners to make

educated choices about their unique art of administration. In this way, faculty become

Administrative Jeet Kune Do masters.
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Teaching Administrative Jeet Kune Do

Facilitating administrative adaptability requires faculty who are comfortable with an

interdisciplinary approach to teaching (e.g., using sociology, psychology, and political

science) and who value a whole systems approach. To build students toward critical and

whole systems thinking, faculty take advantage of the manageable scale provided by the

students’ agencies. Teaching Administrative Jeet Kune Do requires a different role for

educators. It involves facilitating a theory-base as well as structuring experiences for

students to reflect on practice. Because Administrative Jeet Kune Do at the very least

means structuring the conditions of learning, educators are cast in a role similar to the

martial arts master. The PSM instructor leverages a pre-existing set of skills with

reflection on the theories and practice of public service. This moves students toward true

mastery, integrating both theory and practice in a seamless educational experience.

Lessons Learned

There are two primary lessons this paper offers with respect to teaching public

administration at both the graduate and undergraduate levels. The first is related to what

we teach; the second is related to reconciling teaching among those with diverse

academic backgrounds.

How We Teach

The PSM program takes a practical approach to public administration education. Clearly,

it is limited in its ability to deliver the in-depth content possible in a typical
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undergraduate or graduate degree. Whether applied management degrees are delivered at

the community college or university level, an enormous burden is placed on the program

to carefully construct course experiences in order to leverage as much theory with

practice as possible. At the very least FGCU’s PSM program has set the conditions for

continued adaptation, learning and practice. At the same time the PSM program offers a

base of theory that can frame excellent practice.

However, if programs are to focus on public administration practice the field should more

adequately confront the question of whether teaching mastery of public service is

possible. The answer has serious consequences. If mastery is not possible, then a skills-

based approach should be re-considered. For example, being an excellent firefighter

means that when responding to calls, extra time will be taken to clear a home of fire

hazards. Being an excellent deputy means comforting a child with a teddy bear after

his/her mother is arrested. Public safety personnel understand the idea of putting the

public’s safety before their own. Similarly, being an excellent public servant means that

one’s administrative skills function to serve the public, not oneself. This is but one

notion of public sector excellence. Others, for example, Vinzant and Crothers ( 1998)

identify the ideal public administrator through a lens of leadership or “street-level

leadership.” King and Stivers (1998) identify excellence as stewardship or “active

administration” (p. 195). In both cases, the standard of excellence is judged within the

mind of the public administrator where theory and practice both rest. It is easy to enforce

compliance in learning theory by testing students on their content knowledge. Effecting

change in attitudes, such as the desire to effectively lead or motivating one to practice
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stewardship, is an entirely different matter. This is where the teachings of Jeet Kune Do

are most powerful. The master does not teach but simply guides the way in order for

students to understand their own best practice. The PSM program demonstrates that it is

at least possible to lead students toward attitudinal shifts, where they frame and re-frame

what it means to be a public manager. Entry and exit surveys conducted as a part of the

courses described above demonstrate increased depth and complexity in student’s

perception of their role as leaders, as managers, and as public stewards. Most

importantly, students demonstrate an awareness of the broader social and political

community in which they serve. This seems to occur through continual application of

reflective experience-based activities and writing assignments.

Reconciling Different Student Audiences

Numerous scholars have documented that public administration students come from

diverse backgrounds out of which educators must fashion relevant experiences (Denhardt,

2001; Wechsler & Baker, 2004). Teaching both pre- and in-service students in the same

classroom presents a challenge for faculty to create meaningful experiences for both.

Resource constraints and the nature of small programs require that faculty meet the needs

of both types of student. This can be effectively accomplished by incorporating

experiential, service-learning, and reflective pedagogies. In this way, students are able to

learn from one another by articulating their assumptions and generating new theories.

Pre-service students may benefit from comparing their own service-learning experiences

with other student’s in-service experiences. The key to reconciling differing audiences in
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public administration classrooms requires a relatively equal experience base that can

generate mutual learning for both pre and in-service students.

Conclusion

The Public Services Management degree program, while working with a unique set of

challenges and limitations provides the opportunity to clearly articulate a vision for

public administration education. That vision takes into account the need to provide

public administration content while facilitating the development of excellent practice.

The ideal that this paper proposes is a public servant that is ready and flexible, educated

and reflective, listening and ready to act. In sum, Administrative Jeet Kune Do should be

the standard by which we judge success. Where students, at varied levels of experience,

become Jeet Kune Do masters; able to readily draw upon a base of theory made practical

through critical thinking and reflection.
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Abstract

Twenty-first century public administration students bring an assortment of expectations

and learning tendencies to their studies. Part of the challenge of teaching in today’s environment

is deciding out how to make good use of students’ intellectual curiosity and uneven preparation.

The paper argues for two dichotomies. The first is the dichotomy of the aggregate student

mind: the polarization of competent students from an increasingly large body of under-prepared

students. The second dichotomy exists within the minds of many individual students. It is a gulf

between outcome expectations and the work ethic applied to the learning endeavor. The growth

of these two dichotomies make it increasingly difficult for MPA programs, especially in the

South, to maintain a properly rigorous curriculum in the discipline’s theoretical literature.

Two anecdotal accounts are provided in support of the dichotomy thesis, both accounts

applying to the pool from which MPA students are drawn (not the students themselves). The

first account observes the recent voter rejection of the Alabama Governor’s sweeping state tax

reform effort. The Governor sought to inject progressivity into the code, thus reducing the

burden on low and middle income earners — the same people who opposed the effort. It appears

from this account that a majority of voters did not understand the proposal or their own interests.

The second account involves an experiment with undergraduate students on a public

policy topic. Approximately eighty students were assigned the task of evaluating the Donald

Trump asset based tax proposal of 1999. Students were asked to analyze the proposal with

regard to its societal effects and administrative plausibility. The outcome of the experiment

illustrates the difficulties many students face in evaluating political policy proposals and the

implementation role of the modern bureaucracy.

This paper argues that the students involved in the experiment are representative of the

pool from which students later rise to pursue the MPA and other graduate degrees at Southern

universities. Many of these students enter MPA studies with no more than a semester or two of

political science course work. This often occurs because the MPA is an afterthought that

develops when people start looking for a meal ticket toward better employability. Thus, many

students enrolling in the lower half of ranked MPA programs are frequently unprepared to read

the MPA literature within an appropriate political science context. While these students can be

exposed to the literature it is much more difficult to get them to assimilate it and develop an

apprenticeship mastery of it. In view of this daunting challenge, the paper sets forth several

recommendations to further the cause of quality teaching in MPA programs.



Introduction: The Dichotomies

The so-called politics/administration dichotomy has been a popular topic of discussion

and debate in MPA programs. As early as 1887, Woodrow Wilson wrote that political thinkers

had spent two millennia trying to figure out who should make the basic decisions for society.

Wilson argued that to run a country efficiently and to produce effective policy decisions there

should be a realm of administrators outside the proper sphere of politics. Wilson argued that

although the elected agent of the people should exercise ultimate control over technical officials,

politics should not have direct impact upon core administrative functions. Hence, the Wilsonian

contribution to the politics administration dichotomy (Ricci, 1984, 85-86).

In this paper I propose that the idea of dichotomy is a useful tool by which to think about

the modern college student, and particularly graduate level public administration students in the

South. I argue that there are two senses in which a dichotomy exists in the student mind on

today’s college campuses. In the first sense there is the dichotomy of the aggregate student mind:

two sets of students with contrasting perceptions and goals. In the second sense, an increasingly

large number of individual students operate with contradictory beliefs and expectations that can

be likened to a dichotomous mind set. Our challenge as teachers is finding ways to teach

effectively in the context of a double dichotomy.

By way of analogy, aggregate student performance at most public universities — highly

ranked schools aside — looks like an unevenly loaded weightlifter’s barbell. Excellent students

are represented by the light end of the barbell. Poor students are represented by the overloaded

end. Connecting the two uneven masses is the bar — the slender distribution of students in the

middle. Where did the bell curve distribution of students go? It seems that much of the broad

middle slumped into the lower end. Granted, the barbell analogy disappears when we speak of

grades. In grading matters the redeemable portion of the lower mass is reconstituted into the

middle region out of academic necessity. This perspective is not offered merely on the basis of

my own observations but with an eye to the anecdotal evidence I’ve received from a large

number of other academics. The dichotomy here is the polarization of student performance (not



grades), especially on exams that require substantial comprehension of technical terms and

concepts.

The second student dichotomy is one that possesses individual minds. This is the

dichotomy of applied effort versus outcome expectations. The prevailing situation is that

students want to minimize the amount of work involved in completing a college degree while

maximizing the employability of the credentials they gain. Public administration professors are

faced with the challenge of teaching students with a work ethic that is detached from

employment goals. If it is hard to do administration without politics, it may be just as difficult to

prepare students for administrative careers without some elbow grease along the way.

Truth be told, an increasingly large percentage of MPA students, perhaps the majority in

the lower half of ranked MPA programs, approach their studies as though they are tourists on a

sightseeing trip. They snap some photos (so to speak), gain some experience, sample the coffee,

learn a few new phrases, and exchange some ideas with fellow travelers. But they remain

novices regarding the territories visited when the trip is done. Most of them are unable to map

the landscape in an MPA comprehensive exam or provide a coherent and systematic explanation

of the sights seen. This occurs too frequently because of an indifference to the history, evolution,

relationships, and proportionality of the elements under study. Students have learned where

programs set the bar to facilitate student retention and adequate levels of graduation. Many

students could perform at a higher levels but give just enough effort to clear the bar.

There is a difference between barely clearing the bar and gaining an apprentice’s mastery

of a subject matter or skill set. Today’s students know that most employers need young bodies

and will hire students with credentials who appear trainable. The purpose of higher education is

thus lowered to providing a few basic “evidences” for employers — evidence that a graduate can

stay on course for a few years, read at a tenth grade level or better, follow instructions (on some

days), turn in assignments on time, stay in “the boss’s good graces,” and cooperate with a

profession’s norms and socialization process.

The work ethic of many graduate students is this: Do the minimum to garner a “B” in the

difficult classes, while making sure to obtain “A” grades in the easy courses. In this way students

can obtain something like a 3.2 to 3.5 GPA, while having a grasp of substantive material in the

harder courses that coincides with a soft “C” grade. Indeed, the bottom of today’s “B” bracket

looks like the lower half of the “C” bracket twenty years ago — and some professors tell me this

is the optimistic view.



Fortunately, there will always be outstanding students and the “honestly trying” students

who make teaching worthwhile. I get a fair number of superb students at my current institution,

perhaps owing to the fact that there are students who want to stay close to family and good jobs

while they complete their educations. However, what one sees in the lower half of the student

performance spectrum is very disconcerting — and my sources at some near-elite private schools

tell me they are seeing things that distress them as well. This leaves a great challenge for today’s

professorate: How does a teacher meet the needs of hungry and able minds who are in school for

the right reasons while carrying along the vast majority of students who are enrolled primarily for

the meal ticket? Before exploring this challenge further, it is helpful to reflect upon the nature of

the learning that is rightly associated with an MPA education. What do tomorrow’s new

bureaucrats-in-training need to know? What resources do struggling students bring to their

learning endeavors? Why are so many students struggling?

The Amorphous Student Mind and the Missing Literature

The conventional MPA student today does not have a background in political science.

Typically, political science students are more interested in pursuing a law degree than an MPA.

Students entering MPA programs have an assortment of undergraduate degrees. Many of these

students have little college exposure to political subject material beyond a survey or introductory

course. What this means is that the MPA curriculum is read out of context. The rich debates and

theories that have informed the design of American government — the considerations that create

the context for the politics administration dichotomy — are foreign to the average student.

Consequently, is it any surprise that students frequently view their MPA educational experience

as a credential acquisition exercise rather than an intriguing educational opportunity. Without

the knowledge and appreciation of building blocks, there is relatively little that can be

constructed.

There was a time when a liberal arts education meant something in terms of intellectual

building blocks. Classical literature provided students with a view of how people across the

pages of history thought about the development of institutions, societal norms, and prospects for

change. Now, the undergraduate curriculum is so fluid, multifaceted, unsynchronized and even

faddish that students bring little common understanding of a scholastic nature by which to build

thoughtful debate in a classroom setting (Bloom, 1987). Consequently, when one moves into a



subject like Organizational Theory, most students will not read carefully because they cannot

connect the portions of the subject matter that strike them as “dated” to other parts of their

information universe.1

Say, for example, that one aims at discussing with MPA students the role of bureaucracy

in the modern society. Into what context can students put an essay like one that Larry Hill did on

the topic of taking bureaucracy seriously? Hill believes that although Americans have both

positive and negative perceptions of bureaucracy, these perceptions are framed against “a

background of disinterest” (ibid, 1992, 23). But why the disinterest? Could it be that students

know little of the fascinating history of how the administrative state developed? Do they struggle

to put the pieces together? Students lacking a literature and learning context can only say, ‘Well,

I think this,’ or ‘My opinion is....’ Thus, a classroom discussion turns into a potpourri of

relatively disconnected ideas that does little to advance a coherent shared understanding.

What is the nature of a classroom discussion where students work from a wealth of

retained learning? For example, where might Adam Smith fit into a discussion on the

administrative state? Smith argued for propriety, duty, virtue, and utility (Smith 67). He

contrasted merit and demerit and believed that government had important duties to perform that

could not be left to private initiative (Miller, et al., 1991). By contrast, the modern and highly

abridged version of Adam Smith portrays a man relatively unconcerned with the morality of

markets and consumed with the notion that the vigorous pursuit of individual self-interest under

competitive conditions will tend to produce economic growth and efficiency, which in turn foster

a prosperity that spreads across a society (Miller, et al., 1991, 476). This half-picture distorts the

real Adam Smith and sets him as an opponent to bureaucracy. However, when Adam Smith’s

views are learned more broadly, his arguments make the work of government more interesting.

Thus, students with a firsthand knowledge of Adam Smith’s thinking can use his arguments as

reference points in connecting the modern administrative state to business sectors that

bureaucrats regulate. In a way, Hill’s observation that Americans are disinterested in

1 Arguably, one reason many students have gleaned so little by the time they arrive at their graduate studies is
because they have not been exercised adequately in their writing skills. They do not understand how to record their
learning for valuable purposes. Will Fitzhugh, editor and publisher of The Concord Review, makes this argument.
The journal provides high school students the opportunity to write, refine, and publish a scholarly piece. Fitzhugh
provides students with expert feedback on the papers they submit, helping them develop their skills and gain
confidence in their abilities. It is a worthy undertaking. More of these ventures are needed. Fitzhugh can be
contacted at The Concord Review, 730 Boston Post Road, Suite 24, Sudbury, MA 01776.



bureaucracy is a commentary on our lack of a philosophical context for thinking about the work

of government.

What do MPA students know of Algernon Sidney’s arguments regarding how very good

governments admit changes in their superstructures while keeping their foundations unmovable

(Sidney, 1698). Do students know anything of Johannes Althusius (1603) in regard to political

prudence in a commonwealth’s administration? Or if we move from the European Continent to

the U.S., are there many PA students that have even read piecemeal from a history of the

American Revolution written during the era of the revolution?2 If not, how can students fully

appreciate the price paid to ground the administrative state in checks and balances?

In colonial America there were dozens of pamphlet writers and political preachers setting

forth arguments as to the proper nature of government and administration. Nathan Niles,

Jeremiah Atwater, and John Tucker wrote on the origin, nature and consequences of liberty.

Theophilus Parsons, Samuel West and Carter Braxton set forth political principals for people to

debate. These names do not matter as much as the fact that this entire genre of literature is

unknown to most students. In fact, most MPA students that I’ve met have but a passing

familiarity with the writings of prominent federalists and anti-federalists.3 So what hope is there

of students integrating Francis E. Rourke’s argument (1992) on the exceptionalism of American

bureaucracy with the antibureaucratic sentiment that imbued Americans arguing about public

administration back in colonial times? Without a knowledge of the Founding Era, how can

students relate to the notions of PA scholars such as Gary Wamsley, Charles Goodsell, John Rohr

and others when they argue that students of politics and administration cannot be excused when

they overlook the fact that the American political system was “consciously designed first to

establish a means of governance then to constrain it” (Wamsley, et al. 1992, 63).

In my view it is the knowledge of context and the early interplay between people who

were pushing and shoving on behalf of philosophies, values, or interests that makes the

administrative state so interesting. But what do students know of the Founders’ debates on the

place of virtue in the public bureaucracy?4 Do many MPA students have the vaguest conceptions

2 One thinks of David Ramsey’s 1789 masterpiece “The History of the American Revolution.”

3 See Hyneman and Lutz (1983) for an introduction to the colonial political pamphlet literature.

4 Vetterli and Bryner, 1996, provide a fascinating exploration of how the Constitution’s framers thought about the
place of virtue in a Republican government.



of what the Founders thought could be learned from the historic administration of classical

states?5 Not really! Few students arriving at the gates of an MPA program can identify

Machiavelli let alone comment on the way he saw administrative states forming, developing,

maturing, overreaching, slipping into crisis, undergoing liquidation, and then being rebirthed out

of the ashes. Even if a student is a political science major and knows something of Machiavelli,

it is not likely to involve much beyond the idea that Machiavelli’s “prince” was a dissembler.

Hence, there will be no opportunity to compare or contrast the prince’s administrative prudence,

expedience, and morality (Zeitlin, 1997, 57) with presidential scholar Terry Moe’s conception of

a president having limited ability to direct the executive bureaucracy because of the way

Congress insulates a portion of the bureaucracy’s autonomy (Moe, 2003). And what good will it

do to jostle the philosophies of Aristotle, Locke, or Montesquieu against the evolutionary process

of institutionalized bureaucracy in Ralph Chandler’s book “A Centennial History of the

American Administrative State” (1987) — unless one enjoys blank stares?

When MPA programs enroll an excessively large segment of students that cannot put

American public administration into a historical context, the range of topics for constructive

classroom discussion is reduced. In many cases MPA courses become excessively dependent

upon unrealistic simulation exercises and a simplified casework literature. Why? Because

instructors must do something to get students talking.

A good example of this literature trend is a recent book for aspiring city managers entitled

“Tales from the Trenches.” While works of this genre are fun, legitimate and helpful as side

exhibits, in some cases they have migrated to the near-center of courses because students can

understand them and will evaluate courses favorably when such materials are emphasized. But

how does a classroom discussion of “Dragon Notes” provide “higher education”?

At the annual executive management retreat, City Manager John Jelson stated that

managers were not following up on some of their assignments. After a long

pause, Mike Barnes, public works director [said]...”What is needed is something

distinctive that will grab our attention.” ...After discussing the problem for over

two hours, Parks and Recreation Director Mary Thompson suggested that a

5 Richard finds Commager credible when he claimed that “the founding fathers knew the ancient world better
perhaps than they knew the European or even the British world.” Richard says, “The founders knew well the
fountainhead where the Whigs drew their water, having spent most of their childhood filling their own buckets
there” (1994, 1-2).



distinctive note be designed that would grab everyone’s attention (Wood and

Baker, 2003).

The story continues: A helpful staff member quickly designed memo pads for the boss

with a cartoon picture of a red dragon breathing out fire. The idea was that when the city

manager had something important to say, he would use the dragon notes. Eventually, the city

manager took a management job in another municipality and tried to use the dragon notes there

as well, but this time without success. It seems that some members of his new staff took offense,

since they had not been party to the creation of the unusual dragon notes.

The point of the case story according to the text is that every organization has its own

culture. What works in one place may not work in another. In sum, it is risky to assume that

people will go along with an idea that is foreign to their culture.

I agree with this notion and think cultural issues are important for students to understand.

But how is it that we’ve been reduced to teaching graduate students what they should have

learned at home or in a school, club, or church? After all, many of us probably remember doing

exercises somewhat like this in junior high. Do we need to re-teach common sense? And why is

it that we can come away from class feeling good about a robust discussion of dragon notes,

whereas if we try to discuss the formal literature we face the onset of student paranoia?

If the formal literature, specific skill sets, and scientific aspects of our curriculum are not

important enough to emphasize over amusing case studies, why should the master’s credential

figure into promotion and hiring decisions public organizations make? If it is sufficient for

students to be exposed to our core literature without actually assimilating it or attaining an

apprentice’s mastery of it, why burden taxpayers with the support of our programs? If degrees

were completely detached from issues of career enhancement and earnings, would students come

to class? If students cannot use or apply the formal learning, and if all they need is a level of

applied learning equal to the demands of an associate degree program, why is a master’s degree

offered for such an education? Are many universities trapped into a competitive environment in

which they function as credential mills? If so, what is the ethical role of faculty members?

Weber’s conception of the prototypical bureaucrat was of a person of superior

administrative abilities and discerning thought. Frank Goodnow defined administration as an

activity requiring people of special training and competence. He saw this special level of

competence as an important offset for the irrationality that seems prevalent in democratic



practice (Ricci, 1984). By contrast, in today’s world many of our future bureaucrats come to

their MPA studies not understanding basic protocols for public meetings. If we are preparing the

“great unwashed” for administrative stations, what should a public administration education

entail?6 Are we crossing the threshold of morbidity for assimilated theory and verging on a new

era of administration untethered to our foundations? Is there a difference between the rank and

file bureaucratic mind and the public mind?

Increasingly, modern bureaucrats have college degrees, and this applies to state and local

government bureaucrats as well. England reports that at the city government level, 89% of city

managers now have bachelors degrees, and 60% have earned master’s degrees (England, 2003,

199). It takes no genius to figure out that most of these degrees are coming from institutions that

enroll the broad public — a far-flung public that was not perceived as destined for college when

modern bureaucracy was developing its theories about public administrators. So what is the

public like today — the public that is becoming tomorrow’s public administrators?

The Public Mind and Tax Reform in Alabama

One way to answer this question with regard to the South is to observe the warp and

weave of Alabama’s biggest political event so far in the twenty-first century. When former

Republican congressman Bob Riley became governor of Alabama in the new century, he decided

that Alabama needed some strong medicine to begin curing its ills. Alabama has a regressive

state tax system and one that relies heavily on sales tax while putting relatively little load on

property taxes. Alabama’s property taxes are among the lowest in the nation with an effective

annual rate that is under ½ of 1% of the market value of residential properties. Governor Riley

proposed a sweeping overhaul of the state tax system that would make it less regressive and shift

the state tax burden more substantially onto the backs of persons with high value real estate. The

proposal was systematic, balanced, and integrated in such a fashion that the tax increases on low

value real estate would be more than offset by other state tax savings for people in medium to

6 We have over 87,000 governmental units in the United States, of which over 3,000 are counties, and 36,000 cities
and towns. There are 3.3 governments in the United States for every 10,000 persons (Rich, 2003). With so many
governments there are a massive number of responsible administrative jobs to fill, thus increasing the difficulty of
drawing America’s rank and file administrators from the narrow segment of society that individuals such as
President John Adams saw as fit for administrative station based upon personal heritage and learning associated
with class.



low income brackets. The Governor’s office did a remarkably good job of making the case that

the change in the tax structure would be to the benefit of the vast majority of Alabamians.

Furthermore, most of the major newspapers took positions strongly supportive of the Governor’s

tax plan as did university administrators, various public interest groups and some church

organizations.7 There was, however, vigorous opposition from well-organized groups with a

vested interest in low property taxes.

The Governor’s tax reform plan was soundly defeated even though the plan found strong

support among Alabama’s most educated and financially prosperous residents. In other words, a

small minority of well-heeled voters that would have born the burden of the tax shift were strong

supporters of the shift at their own potential expense. Meanwhile, the vast majority of

Alabamians who stood to gain substantially from the tax reform plan voted against it. Should

this give educators an uneasy feeling?

When I inquired of my undergraduate students about the matter (over 80 students), I

found that the vast majority of them had no workable understanding of the state tax system and

did not comprehend how the Governor’s proposal would benefit the average person in Alabama.

From what many of them said it seems that their parents believed what a few special interests had

claimed; namely, that if the tax proposal became law, religious freedom in Alabama might

decline. No reasonable basis for this allegation was established, yet this speculative argument

did resonate with some voters. In retrospect, the objection seems almost analogous to arguing

that if you trim your toenails, your hair may fall out. Perhaps the allegation move people who

fear changes that they struggle to understand.

This leaves us with a distressing question: How can democracy work adequately if the

majority of citizens in a state fail to understand what is in their own best interests? The related

issue is whether the MPA curriculum at some institutions is now substantially constrained by the

nature of student enrollments.

The Student Mind: A Research Experiment build on the Trump proposal

Distressed by the apparent struggles of my new students to understand the basic politics

of public administration in Alabama, I decided in September of 2004 to test two groups of forty

7 For publicly reported background information on Governor Riley’s tax reform proposal, see the WTVY-TV web
site at http://www.wtvynews4.com/unclassified/342281.html.



to forty five students (over eighty total) on their ability to assimilate and evaluate information of

relevant interest to Alabamians. The students were enrolled in my course “Introduction to

American Politics” and had three weeks of instruction under their belts. Two-thirds of the

students were freshman and sophomores and one-third were juniors and seniors.

I announced that we would take a full class period (one hour) to discuss a proposal made

by Donald Trump to redistribute assets in America as a means of eliminating the national debt,

shoring up the social security system, and producing a non-debt based economic boom in

America. To assist us in our discussion of the Trump proposal I collected Internet based articles

published by the Trump Presidential Exploration Committee, plus articles published at CNN.com

and other national news outlets. The content of these Internet articles was available in print for

student examination as well as projected onto a screen from a computer terminal. The whole

matter was basically new to students, with only three or four having heard of the Trump proposal

or having any recollection of it.

Organized information on the Trump proposal was presented to the students in a

systematic fashion, supplemented by exposition and answers to student questions. All of my

responses to student queries were neutral to modestly favorable to the Trump proposal. I said

nothing to demean Trump or diminish the legitimacy or feasibility of his proposal.

Students in both sections were informed that Donald Trump formed an presidential

exploratory committee in the hope of ascertaining the feasibility of running for the presidency

most likely as an independent (i.e., with the Reform Party). Known for his marketing initiatives,

Trump wasted no time in taking his potential bid to the arena of public opinion. For a period of

several weeks from early November through early December, Trump’s possible presidential bid

was highlighted in the news. Then, it disappeared, almost mysteriously.

Importantly, the Trump media splash was about far more than Trump the man. The

primary emphasis was upon his emerging platform. This platform blended elements of

conservative economic theory with social policy liberalism, libertarianism and populism. The

platform crossed historic partisan lines and had the potential of resonating with most voting

groups apart from the very rich.

Trump proposed the equivalent of a one-time asset redistribution initiative that would

diminish the wealth inequality that has been building since the mid-1970s. Students in the course

had already been exposed to the fact (in their textbooks) that in the 1973-1974 period, the

wealthiest 1% of families held about 21% of the nations total family wealth, based upon U.S.



Bureau of the Census findings and research publications (Dye, 2003, 37). However, by the year

2000, the richest 1% of American families had accumulated over 41% of nation’s wealth — a

remarkable change for just two and a half decades. I pointed out that if this trend were to

continue even at a moderated pace, the wealthiest one to two percent of Americans would soon

control a majority of all national wealth, putting representative democracy in a potentially

precarious position.

In this context, Donald Trump proposed the following, in his own words:

A one-time 14.25% net worth tax on individuals with a net worth of greater than

$10 million. This would raise $5.7 trillion in revenue. I would pay off the

national debt entirely. That would save us $200 billion in annual interest

payments. I would use $100 billion of this savings for tax cuts on the middle

class and put the other $100 billion in the social security trust fund every year.

That would make the social security system solvent for the next century. I would

also repeal the 55% Inheritance Tax (Donald J. Trump Committee, 1999, 1).

I explained to students that apart from inheritance taxes and property taxes, the American

tax system is aimed mostly at income, investment gains, and purchases (sales tax). However, one

time asset taxes are not without historical precedence. In the Bible, the early nation of Israel (i.e.,

pre-1000 B.C.) used a asset redistribution on fifty year intervals in what was called “The Year of

Jubilee.” The Jubilee Year redistribution was used to keep the rich from getting too terribly far

ahead of the middle and lower classes. This partial redistribution helped recapitalize

commonplace families so that they could own land and businesses and recover a competitive

place in the system. I explained that this system was not “communism,” for it did not aim at a

quasi-leveling of assets and income, nor did it involve government ownership of assets or

centralized planning.

The foregoing comments were provided to students because I realized that over half of

them had Republican parents and an upbringing in a Bible-belt environment. My aim was to

keep the Trump proposal from sounding foreign, threatening, unAmerican, or unfeasible. The

strategy in my presentation was to anticipate areas of confusion or resistance and unobtrusively

mitigate objections. However, I was careful not to “market” Trump lest I create student

resistance to something the professor thinks is good.

Recognizing that some the students have parents who believe that great wealth in a few

hands is important so that capital stock can be preserved and wealth can “trickle down” to the



masses, I noted that Trump’s repeal of the inheritance tax would allow some wealthy families to

gradually recoup a portion of the cost of the redistribution over a few decades. At the same time

I noted that the inheritance tax does not bring a great deal of money into the U.S. Treasury

because most wealthy persons have means of getting around a good part of it. In fact, Trump

claims that the inheritance tax in recent years is bringing in a meager $20 billion annually.

Following this discussion, I reviewed with students Trump’s answers to questions set

forth on the Exploratory Committee web site. The site provides answers to a variety of

objections, and we discussed some of the most prominent ones (Donald J. Trump Committee,

1999).

Q. Isn’t your proposal unfair to the rich and confiscatory?

Q. Don’t you think that capital will flee the country due to your tax proposal?

Q. Some critics have said that your plan can cause a stock market crash as the

wealthy dump stock in order to pay their taxes.

Q. How will rich people come up with a 14.25% payment to the government?

I explained some of the mechanics of the proposal, noting as Trump does that payments

could be spread out over a multi-year period, and other adjustments could be made as well to

prevent dislocations. It was made clear to the classes that the tax would be levied only on

individuals worth $10 million. We played with some numbers, such as the wealth of a person

worth $100 million being trimmed to about $86 million. I asked the class how that would change

a lifestyle. Exchanges like this produced laughter and good natured chatter. There was no

indication of tension, stress, or communicative dysfunction that could produce confusion.

Finally, we reviewed some commentaries on the Trump proposal from sources like

CNN.com. It was noted that with Trump’s alleged five billion dollars of net worth, the proposal

would cost him about 700 million dollars — plus the money he had committed to spend

campaigning. This could be viewed as an expensive way to buy the presidency. It was pointed

out, however, that the Republicans or Democrats could pick up the proposal and run their own

candidate on a competitive platform. Trump could not truly buy the presidency with the

proposal, even if he could claim to have originated it.

Having consumed two-thirds of our allotted time, I informed students that we would have

a quick survey and brief town hall meeting to discuss students’ feelings about the idea of a one-



time asset redistribution. My first question concerned general support or opposition to the

concept. In both sections the vast majority of students were in opposition to the Trump plan. I

then asked the students for input. The input received was overwhelmingly from the opponents of

the Trump plan. I expected that there might be some opposition based upon concerns about

economic dislocations and such, but there was little of this. Most of the commentary can be

categorized into five themes, placed here in the order of their frequency of mention.

1. Trump’s proposal will cause the majority of the people in the U.S. to lose

out.

2. Trump’s proposal will make the wealthy much richer.

3. Trump’s proposal is unfair to wealthy families.

4. The idea of an asset redistribution is unAmerican and would not work.

5. Trump’s proposal is good and would help America and the poor.

As I heard this feedback the first time I was stunned. Simply dumbfounded! Only a few

of the students’ comments made any sense. With my mind reeling, I still managed to jot notes on

student comments as they were voiced. Although I was ready for more of the same in the second

section — and received it — at least I was prepared for what was coming. So, I asked the second

group of forty-some students to tell me in a few words what emotions they felt as they thought

about the matter. The word “fear” was mentioned frequently. Some students explained that they

were afraid any changes in the tax system would become little more than new means of prying

away money from working people. Finally, the student who proved to be the brightest in the

class (by the end of the semester) raised his hand and made an intelligent observation. In effect

he said: ‘Professor Barnett, the problem is comprehension. The class does not understand the

matter.’ He was polite, and as he spoke I noticed several other students who had been sitting

quietly now nodding their heads affirmatively.

The outcome of the experiment suggests a limited ability on the part of most of these

students to reason correctly about a governmental matter that they found hard to put into a

familiar context. They possessed so little understanding of government or history that a knee-

jerk reaction to the word “tax” overpowered their ability to examine the overall issue. The

analytical powers possessed by some of these students are so underdeveloped that conclusions

are formed independently of cause and effect relationships.



This experiment left me with two questions. Did the students’ difficulty result from their

lack of exposure to learning that would allow them to put the Trump proposal in an reasonable

interpretive context? Or did their struggle reflect a situation that science has not yet fully

explained; namely, that when it comes to “abstract” information, people of average intelligence

have a hard time thinking rationally? If the first explanation is the reality, then quality education

can help democracy. If the second explanation is closer to the truth, then our nation is at the

mercy of elites who may or may not lead the masses to vote responsibly.

To put this challenge in perspective, I was at a political science conference in the spring

of 2004 where a couple of professors from other southern public universities said that the

students my university enrolls tend to be stronger than the ones they teach. Anyone can find

midrange SAT and ACT scores at various institutions and make their own comparisons. The

point is that PA teachers have a responsibility to help students become as competent as possible

in the field of public administration, and to do this effectively we have to understand the student

mind.

Much of the early literature on the voting public concluded that the public is not rational,

not able to hold ideologically coherent belief systems, not adequately informed about politics,

and not able to participate in representative democracy without excessive dependence upon

voting heuristics such as party identification.8 Over the years, the image of the American voter

has been somewhat repaired as researcher methodology has been transformed and party-politics

have hardened around ideological themes.9 Regardless, the American voter is the parent of the

MPA student, or perhaps the MPA student himself or herself.10 As an increasingly large

percentage of students pursue graduate level degrees not because of intellectual interests but

because of a desperate desire to get a better job, the MPA student looks even more like the

American voter and not like some type of bureaucratic elite. The real question becomes this: Is

8 Frequent starting points in this discussion include Berelson, Lazarsfeld, and McPhee’s 1954 classic “Voting: A
Study of Opinion Formation....” or “The American Voter,” by Campbell, Converse, Miller, and Stokes (1960).

9 Some literature that may slightly rehabilitate the rationality of the mass participant in American politics could
include William Jacoby’s AJPS article “The Structure of Ideological Thinking in the American Electorate” (1995)
or a 1996 AJPS article by Brians and Watternberg entitled “Campaign Issue Knowledge and Salience: Comparing
Reception from TV Commercials, TV News, and Newspapers.”

10 For a helpful discussion of the research that has gone on in the area of voter rationality and voter ignorance, I
recommend Larry Bartels 1996 AJPS article “Uninformed Votes: Information Effects in Presidential Elections.



the average American college student prepared to comprehend, discuss and work with material

that was originally conceptualized as appropriate for America’s fittest minds?

Competing Explanations for the State of the Student Mind

There are many theories as to why there seems to be so many credential seekers relative

to gifted students with a true hunger for learning. I suspect that there is truth in many of the

theories, and this is why quantitative research is not providing a clear scientific explanation for

the phenomenon of today’s majority student mind. There are just too many contributing

considerations. Still, a few considerations seem especially relevant to the subject of the

dichotomous student mind.

Changed Enrollment Patterns

College enrollments have changed. America is no longer focusing most of its higher

education efforts upon the most intellectually gifted and motivated upper twenty percent of the

population. Our nation seems to believe that the vast majority of our high school students should

go on to college. An attempt at college is now the norm for both sexes. As one professor told

me: ‘Even if we cannot impart a bon fide college education to many of these students, it is

important to retain the plodders for several years so that they can acquire the equivalent of a high

school education. Plus, we can help young adults along the path of socialization they missed as

adolescents.’

Although this line of reasoning might have seemed preposterous a couple decades ago, it

is the reality now at many universities. Accounting and economic professors in the Mountain

West have told me that they have markedly eased the knowledge requirements for their courses.

I’ve heard similar things from professors on the coasts. Here in the South I’ve been told by math

teachers that a substantial number of entering freshmen do not understand that the fraction 5/8

has a value between zero and one. Other professors tell me that they see many entering freshmen

that do not understand the difference between dividing eight by four or four by eight.

One accounting professor with over twenty years of public institution experience told me

that in upper division classes she simplifies her exam questions to the point that it makes her feel

ashamed. She adds, however, that she has little choice, as proper standards would decimate the



enrollment in the accounting speciality. I’ve heard the same type of things from professors

teaching biology, chemistry and physics.

One of my upper division students recently expressed concern about something in a

reading suggesting that individuals are born with varying capacities. He protested by referring

the U.S. Declaration of Independence, arguing that the document shows that “all people are

created equal.” As an isolated case this is humorous. However, it is representative of the

emerging student mind. Furthermore, it says something about the level at which lectures

nowadays are often pitched: A good number of students in our public institutions are not

prepared to discern between an aspirational statement (as in the Declaration) and scientific data.

Furthermore, among many students there is no passion to discern reality from preference, and no

seeming discomfort at the thought that a lack of discernment, when magnified in the aggregate,

leaves a democratic republic in a highly vulnerable position.

Perhaps the top twenty percent of America’s current college enrollment represent the

equivalent of the historical cross-section of college students. If so, the intellectual abilities and

energies of the student mind may have remained fairly constant. This view can be used to

advance the argument that there is no crisis in higher education that is the fault of higher

education, contrary to the claims of some.11 Higher education is simply adapting to the

environment — an environment that for a wide variety of reasons produces high school graduates

the majority of whom need a remedial, inclusive, or softened college experience.

It can be further argued that the top ten percent of college students remain very good, and

these students are the ones who will be the engine for America’s bright future. This argument

imagines that for every brainy innovator, the economy needs a goodly number of worker bees.

Thus, while many manufacturing jobs that provided employment for America’s former blue

collar workers have gone overseas, the new “blue collar worker” is recast for service sector

employment through college socialization processes. While the acquisition of job seniority led to

pay increases for unionized blue collar workers in times past, now the blue-to-white converted

workers need to acquire college degrees if they want higher pay in non-unionized service

positions. This phenomenon is an outgrowth of pressures in the work place to provide

11 Critics of today’s higher education could include Charles Sykes (“Profscam”) and George Roche (“The Fall of
the Ivory Tower.”) The cottage industry of criticism about the faults of higher education has blossomed during the
last fifteen years. Now there is a quarterly journal by the name of “Academic Questions” devoted entirely to
exposing the follies of higher education and proposing remedies.



nondiscriminatory merit-based means for making hiring and promotion decisions in large

organizations.

The beauty of this explanation is that it can make higher education look good, adaptive,

sensibly pragmatic, and benevolently utilitarian — and maybe it is. Or maybe these are not the

right terms in which to couch the debate.12 Regardless, the explanation is useful to some

educators in justifying the current fashion of exposing students to college level material without

requiring a mastery of it. Why expect students to wrestle with deep questions if students cannot

appreciate the bearing or worth of the questions?

The prevailing view seems to be that college professors must continue to pose difficult

propositions to expose the student minds to the idea that deep questions exist — questions that

the nation’s intelligentsia must address. It helps students feel secure to think that they can

participate fully while relying on others to do the work they do not understand. Likewise,

underperforming students feel “included” when assured by a curriculum that emphasizes the “all

are created equal” thesis, so that no sense of prevailing condescension pollutes the atmosphere.

How is this pulled off successfully in the classroom? The widely known ‘secret’ is to

create exams that do not test students on an actual comprehension of important matters but test

instead on students’ familiarity with the questions. In other words, don’t ask MPA students to

analyze Woodrow Wilson’s theory of proper government in the context of the times and in

relationship to other theories or practices. Simply ask them to give the name (provided earlier in

class) of the president who said “it is getting harder to run a constitution than to frame one.” If

this must be a discussion question rather than multiple choice, allow students to give their

opinion on why it might be harder to run a constitution than to frame one. Good students will

give a quality answer that is disciplined by the formal literature. Weak students will pull their

vague notions out of the air. But since the question asks for “opinions” the weak students can be

given an adequate grade along with the ones who know something. The problem is that the gulf

between the solid A answer and the low B answer is the gulf between knowledge and ignorance.

12 It could be argued that what is really needed is to create a vast array of associate of science degrees for the casual
learner of modest intellectual means, such as an associate degree in public administration. Then, return the
master’s degree curriculum to its appropriate basis. The challenge here is that people will seek out the degrees that
are linked to career advancement and increased earnings. If organizations judge individuals on the status or stature
of the degree (AS, BA, MA/MPA, Ph.D.) instead of the actual work performed, then demand will continue for
institutions of higher education to market degrees as a mutually beneficial business proposition.



The Disenchanted Learner

A competing explanation as to why there seems to be so many credential seekers relative

to gifted students with a true hunger for learning is that students exposed to lackluster teaching,

hodgepodge concepts, or ultra-relativism become disenchanted with the idea of learning. By the

time they reach college, these students may have concluded that there is little enduring

knowledge in the social sciences and nearly all supposed truth is up for grabs. Consequential

data and information is no longer held primarily within the jurisdiction of the educational field:

Television and the internet make fact-learning available at the fingertips, thus reducing the

comparative value of what higher education can offer. Hence, if the social sciences — public

administration included — are so conflicted with value-laden agendas and contradictory findings

that even the experts cannot agree on much, why should students invest their energies in the

pursuit of insights with relatively little payoff? Students learn to do what we teach them that

public administrators do: Make do. Get by. Compromise.

Other Explanations

It is apparent that many universities have lost the ability to provide a unified and

philosophically coherent educational experience, thus creating the impression for students that

education is about the acquisition of career-enhancement credentials, not the acquisition of a

meaningful philosophy (Dye, 2003, 147). Then, too, it can be argued that many modern college

campuses have become so politicized by concepts like “diversity” and “inclusivism” that

ideology has trumped objectivity and knowledge. In places where the college experience is more

about diversity and inclusivism than intellectual prowess, merit-based performance, and good

character, it is not unreasonable that students interpret this as a defacto devaluation of the

curriculum. Why should students seek to acquire knowledge and master skills that

administrators’ actions imply are comparatively unimportant?

There are other challenges as well. Widespread cheating and plagiarism discourage some

students. Indications of favoritism for students in special categories trouble other learners. The

technical nature of much of today’s journal literature stymies many students. The emphasis upon

relative power in some curriculums as the explanation for nearly everything in politics

disenchants some. Even the mere proliferation of books and articles overwhelms timid souls that



have not learned how to differentiate between critically important texts and fluff. Thus, at the

end of the day it is all too easy for students to rationalize the idea of doing the minimum

necessary to secure academic credentials rather than cultivating an abiding education. This is

especially true for MPA students that are working full time, shouldering family responsibilities,

living the modern distracted American life, and trying to knock out a nine hour per semester

graduate course load.

With regard to the classroom situation: How can professors put students on notice by

asking individual members of the class pointed questions about the readings when to do so will

demonstrate that at least two-thirds of the class has done little more than skim the readings?

When most of the class protests that it doesn’t have time to do the work, or cannot understand the

readings even if they try, can a professor fail the whole lot? What purpose would this serve other

than to create a small riot in the Dean’s office? Besides, isn’t the provision of SOME education

better than no education? Isn’t it better to let the tuition payers and taxpayers’ children graduate

then to send them home empty-handed?

My guess is that when most professors consider these questions they conclude that once a

PA department or school sets entrance standards, the individual professor should be willing to

pass most of those who are accepted into the program as long as they provide a good faith work

effort comparable to what other students are putting forth. If the school wants higher intellectual

performance it should set more selective standards and accept the enrollment consequences (or

benefits). If a MPA program expects a work ethic from students that is above the soft social

standard to which many people are accustomed, this information should be provided to students

before they’ve forfeited other opportunities.

Lessons and Applications for PA Teachers

In essence I have argued that we have a two tier system with MPA programs in the United

States. Upper tier schools attract many highly talented students who can do almost anything

asked of them IF instructors can find ways of motivating them. The rest of the MPA universe,

especially in the South, attracts many students who cannot or will not do the work if the work

asked of them has a significant degree of difficulty or requires much time. Unfortunately, once

ungifted or unmotivated students form the majority enrollment in a program it becomes difficult



to do right by the minority of intellectually gifted students who are trying to get their educations

in a challenged environment.

I have a few suggestions for the majority of us who teach in environments where a

substantial number of the enrolled students are not prepared or willing to demonstrate an

apprentice’s mastery of the appropriate subject matter, as traditionally conceived.

First, do not let the winds of student lethargy blow away departmental standards just

because the department makes a commitment to serve a local constituency. Sit down with the

department chair, other department members, and key administrative personnel to work out an

understanding regarding generous yet meaningful student and teacher performance conventions.

If one professor is giving it all away while another is enforcing traditional learning expectations,

a dysfunctional environment will result. There is a need to balance the academic freedom of

individual professors with the overarching consideration that it is schools that give the

credentials, not individual teachers. No teacher is an island. Students appreciate land bridges

between teacher expectations.

Second, do not be afraid of making room for academically sound and non-sectarian

morally-connected discussions in the classroom. Something goes amiss with public

administration as an educational field when morality as an element in the larger picture is blotted

out. Not only is a skewed picture the result but a context devoid of moral connotations is less

interesting to most students with a bit of maturity under their belts.

Nowadays it is popular to lump all questions having moral content into the catchall of

ethics. A good dictionary, such as the Lexicon Webster’s dictionary, makes it clear that while the

two terms have content that overlaps, there are distinctions. Most notably, ethics pertains to a

system or philosophy of conduct practiced by persons or groups. Hence, a professional

association can by a democratic or other means arrive at a system of conduct that is required of

members as a minimum standard of behavior. In contrast, the idea of morals is concerned with

the principles of right and wrong in conduct and character. Although right and wrong can be an

individualistic matter of conscience, the idea is associated with the notion of truth that is bigger

than the individual situation and cannot be understood without an appreciation of unfolding

history and the consequences of human actions (Ricci, 1984).

Students of public administration need more than exposure to professionalized ethical

creeds. Today’s students, many of which remain at least religiously curious, deserve to feel free

to think about the morality of public administration in the context of a college education. My



experience is that the diplomatic, sensitive, and non-sectarian injection of morality into

discussions dramatically elevates student involvement and enhances the student work ethic. On

numerous occasions students have thanked me orally and in writing for showing the courage and

intellectual alertness to do this. Many issues are pregnant with moral implications, and to ignore

these matters produces the equivalent of a biased result.13

Third, be willing to do a little cheerleading. Today’s students tend to believe in

themselves for superficial reasons: Clothing, hairstyles, automobiles, knowledge of pop issues,

inflated GPA, the success of the college football team, and such things. Students need to be

motivated to find academically meritorious reasons to believe in themselves. Student progress

should be closely assessed, benchmarks provided, comparisons made between earlier work and

more recent work, and praise given for progress. Today’s students need help in understanding

why the wrong way is wrong, and what makes alternative ways closer to right. This is clearly

more work for the professor, and it means less research will be done. But this approach will

produce students with stronger skill sets and more ability to retain their learning. In situations

where teachers are providing students with this type of help, departments need to make

adjustments so that teachers are not badly overworked.

For example, in upper division and graduate level courses I often give exams in which at

least half of the exam is composed of discussion questions. In advance of administering the

exam I develop “benchmark” answers — samples of what I think a competent answer to a

particular question might look like. Since I gave students notice in the course syllabus that I may

share with the class (on an anonymous basis) any exam answer I receive, I take some of the exam

answers, re-type them and provide them along with my benchmark answers. Then, I work with

the class on examining the differences between answers that work nicely and those that do not.

When I start this process early in the semester, I see more student progress by the end of the

semester than if I do not utilize this learning tool.

Fourth, students lacking a love of learning will take shortcuts at every opportunity. Some

of these shortcuts undercut the worth of the educational experience. I find that students today

13 For example, consider Philip Selznick’s commentary on structural-functional analysis. At first blush it is highly
mechanical “Structural-functional analysis relates contemporary and variable behavior to a presumptively stable
system of needs and mechanisms. This means that a given empirical system is deemed to have basic needs,
essentially related to self-maintenance” (Selznick, 1948). One can see students eyes start to glaze over at this point.
But there are moral implications in Selznick’s argument as he continues to lay it out and these considerations can
help students make connections: “An inspection of these needs suggests that organizational survival is intimately
connected with the struggle for relative prestige....” [emphasis mine].



have fairly constrained vocabularies because they’ve never formed the habit of trying to learn the

meaning and significance of words they don’t understand. Many students have learned to read by

the sight and sound method. They can recognize significant words in a textbook and say the

words, but they don’t have a clue as to what the words mean.

To prove this point, I’ve selected a half dozen students to read a passage from an

important text. The students I select come from the top half of the class but are not the very best

students. I’ve learned that students in the bottom half of the class stumble over everyday words

and cannot even guess at the more difficult words. (Restated, half of a graduate level class may

be populated by students reading at the tenth grade level or less.) Anyway, the passages I select

will have a number of somewhat uncommon but accessible non-technical words. These words

are important to any adequate understanding of the argument. The students who read the

assigned segments, often (but not always) will be able to pronounce these words, although

perhaps in a halting manner. As soon as the passage is completed, I ask students to begin

defining the words or giving a sense of their general meaning. One quickly finds that if students

have any comprehension at all of what a consequential term means, it is vague and unpowerful.

They cannot discuss the noteworthy words with synonyms or antonyms, or associate the words

with appropriate contexts or applications. Furthermore, students’ impressions of what important

words mean are often far afield from the actual meanings.

Recognizing the seriousness of this problem, I inform students at the start of the semester

that I may test their comprehension of reading vocabulary from time to time. I may even tell

them that I will check reading comprehension on a particular date for a small assigned reading.

Remember, these are not the “key terms” highlighted at the end of the chapter, but are all types of

words — verbs and adjectives as well as nouns — scattered throughout the assigned material.

When quiz time comes and students are asked to give a meaning to twenty terms, a majority of

students in the class will likely miss a majority of terms. They will miss the majority of terms

even if one gives the correct definitions to choose from on the other side of the page.

The only way to change this habitual pattern of reading without understanding is to begin

inspiring students as to the beauty and wonder of learning. Most students will not be coerced

into this discipline. They would rather see their grade suffer than do something they don’t want

to do — like learn words they don’t plan on using. But if one can take ten minutes from each

three hours of class time to help students understand the excitement and benefits of learning,

some can be brought around. There is a reward as well for the instructor. At the end of the



semester the students who have been inspired to learn will oftentimes provide treasured

statements on their evaluations of the course. They will tell you that you have turned around

their educational experience and given them a whole fresh vision of what it means to earn a

college degree.

There are many types of shortcuts that students use. Shortcuts in preparing for exams.

Shortcuts in researching for a paper and in writing it as well. Shortcuts in the things they do (or

mostly don’t do) to retain learning. To the degree a good public administration teacher can help

students address these shortcuts, to that degree the educational experience can be improved

beyond merely going through the motions.

Finally, help students put together the pieces. Help them synthesize their learning. I

never cease to be amazed at how the majority of today’s political science majors and graduate

students pursuing the MPA fail to connect the dots. In many instances it is as though the learning

in the individual courses is discrete, boxed off or segregated from the other courses. The

overarching rubrics of analysis, the connective tissue of reasoning, the proportionality of

comparable issues, the construction of a multifaceted world view — these are foreign notions to

many students.

The sad truth is that many students get spoon fed through college. They succeed because

they are told in advance exactly what will be on the exams. Somehow, this sad cycle must be

broken — the cycle of recording information in short-term memory only to replay it once or

twice and then “dump it.” The only way I know to begin breaking this problem pattern is to

begin forcing students in classroom discussion to make comparisons and connections between

things in which they see no immediate association.14 It is an analytical skill that the mentally

ungifted will never acquire fully. Still, students of average ability can through practice achieve a

bit more comfort thinking abstractly and out of the box. Don’t expect miracles but the ability to

generate independent thought that capitalizes upon available resources is to some degree a

teachable skill.

Conclusion

14 Herbert Simon’s PAR article “The Proverbs of Administration” (1946) is a good example of the type of PA
literature that can be readily connected to the literature of classical political theory. This activity of connecting dots
that at first appear unrelated is, in my opinion, highly beneficial to the development of critical thinking.



It has been argued that many of today’s MPA students are not attaining a suitable level of

competency in their MPA studies. Some of this may be attributable to the fact that many MPA

programs are enrolling students who are much more interested in getting a credential than

acquiring an education. It may also reflect among some students a growing detachment from the

reality that high learning achievements are build upon hard work. An equally vexing problem is

the fact that a seeming majority of MPA students read the MPA literature out of context from its

political science moorings. Thus, the connective tissue of reasoning is truncated, and a

philosophy-based foundation for hewing out administrative principles is made less feasible. In

sum, it is a challenging time to teach the MPA curriculum, and a time that calls for a renewal of

strategies that are foundational in any legitimate learning enterprise.

At the end of the semester we are prone to ask ourselves whether our efforts have made

much of a difference for our students. No single professor can infuse in students a mastery of

any subject matter, for it takes the strain of conflicting opinions, styles, and goals to produce a

rich tapestry of perceptions in the human mind. But independent of the efforts of peers, each of

us can work to narrow the gaps in the dichotomies of the modern student mind. We can help

students gain new ground, prize that ground, and cultivate an altruistic vision of working from

that ground for the public good. Our cause is noble and our students deserve the best we can

reasonably give.

* * *
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Suffolk University Public Management Department’s Response to the Crisis in
Training Senior Managers

Richard H. Beinecke DPA, ACSW, Associate Professor, Suffolk University
Department of Public Management, Boston

Background

We face a crisis in senior managers and leaders in government, health care, and non-
profit agencies. Only 7.5% of the Federal workforce is under age 30, while over 40% is
over 50. By 2006, about 31% of Federal employees will be eligible for retirement,
Fifteen percent overall and as many as 50% of workers in some agencies will actually
retire. As of 2004, more than 7 out of 10 top Federal government managers could claim
their pensions. The situation is similar in other public fields. As many as 40% of senior
managers at all levels of government, health, local agencies, and advocacy organizations
will retire within the next five years (Broder, 2001; Civil Service Subcommittee, 2003;
GAO, 2001; Spors and Fialka, 2002; Wamunyu, 2003). The Federally funded training
programs of the 70s and 80s are largely gone. We are facing a crisis in administration and
leadership. The degree and certificate programs of the Suffolk University Department of
Public Management are designed to help address these critical gaps.

Suffolk’s History

In 1906, Gleason Archer opened the Suffolk School of Law in Boston, a night school
established to “serve ambitious young men who are obliged to work for a living while
studying.” Archer believed that the Irish and other growing waves of poor immigrants
should have the same opportunities as the wealthy few who went to schools such as
Harvard and which discriminated against these groups. In 1914, after a two year fight,
Suffolk was given the right to grant degrees. By 1930, Suffolk was one of the largest law
schools in the country. It continues to be a major training ground for practicing lawyers
and state legislators and managers.

In 1934, the School of Liberal Arts began. In 1937, the School of Management started
serving part time students in business and expanded to include graduate programs in
1948. In 1973, the Department of Public Administration (now the Public Management
Department) within what is now the Sawyer School of Management was formed. We
recently celebrated our 30th anniversary with a reception hosted by Mayor Tom Menino.
The values, objectives, and tradition of serving minorities and working practitioners have
continued to guide the programs in the three Suffolk schools.

Until two years ago, the university had no dormitories. This contributed to its students
primarily being from the Boston region and also other countries, but not to a great extent
other parts of the United States. As the university with its new dorms attracts more
students from around the country, all of its schools now have an exciting blend of local,
national, and global students.
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The Public Management Department

Students, Niche and Mission

The Public Management Department has always had a unique niche in Boston area
graduate programs. It is the primary training ground for practicing public administration
middle managers and leaders in government, health care, and non-profit organizations.

In government, our students are legislative, state, local, and Federal government staff,
many of whom move on with their degrees to become legislators and department heads.
In health, we provide clinicians, lab directors, and others with the management skills to
run community agencies, large departments, hospitals and networks, citizens with the
knowledge to become effective advocates, and MBAs with specialized health training to
manage in the many bio-technology companies in our area. While we are a major
training ground for mental health and social service managers, students focusing in the
non-profit area may become leaders in settings as diverse as housing agencies,
HIV/AIDS organizations, and museum management. We have a long history of training
people with physical disabilities as advocates and agency managers.

In developing our programs, what we are not is as important as what we are. While our
classes address policy formulation and issues, management and leadership skills are our
primary teaching emphasis. While we emphasize the political process, discuss political
issues, and train many people who work in and with government, we are not a political
science department, but have a much more applied focus. While our full-time faculty are
respected researchers, we are not primarily a research institution or training ground for
researchers, but rather emphasize how to use statistics and other research to manage more
effectively. We have a continuing tradition that permeates our work of supporting the
skills and values of community activism, action, and empowerment. We bring theory and
practice together with high academic standards so that they can be used in daily activities.

These values and objectives are reflected in our most recent Mission Statement (below)
and Educational Philosophy (Attachment 1):

1. Program Mission

The mission of the MPA Program is to prepare students to function as leaders in
enhancing the responsiveness, efficiency, and effectiveness of government,
health, and non-profit organizations while adhering to the democratic values of
inclusion, egalitarianism, and respect for diversity.

More broadly, they are embodied in the School’s Mission where, for example, tenure is
granted on the basis of 40% teaching, 40% research, and 20% service, with teaching
being much more a priority than at some other universities.

Students come to our programs because they want to, not because they have to. Sixty-two
percent of new MPA students in Fall 2004 worked and came to school part-time, while
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38% were full time. Students bring a wealth of diverse experiences to the classroom.
Faculty can frequently be more facilitators then lecturers, students often learn as much or
more from each other than from their textbooks, and networking including job finding is
a key part of the classroom experience.

The average age of our MPA students is 30 and the average age of our part-time
(working) MPA students is 33; the average age of our MHA students is 38. It is not
unusual to have a range in a class from 22 to over 60. Most have multiple responsibilities
and time commitments in addition to school. Many have working spouses, children (or
even grandchildren), and some may be caretakers of parents or disabled family members.

What Students and Employers Need

Our discussions and focus groups with students and employers, and interviews of
mentors by students in their introductory class identify the following priority skills that
they need in the workplace and to learn or improve in their graduate program:

 Teamwork and team building, negotiation skills and consensus building
 Networking
 Written and verbal communication, listening and learning
 Leadership skills
 Community building and support
 Organizational skills, problem solving
 Research skills
 Human relations and human resources
 Policy formulation and implementation and knowledge of specific policies
 Computer and technical skills
 Financial management and budgeting
 Analytical thinking
 Strategic planning, evaluation, assessment
 Legal and regulatory knowledge
 Appreciation of cultural differences
 A global perspective.

Students who are coming directly from their undergraduate degrees, are changing careers,
and are from other countries need internships to gain experience and improve their
resumes.

Suffolk’s Programs

The Department is continually reviewing and revising its offerings to better respond to
these changing needs. We offer a broad mix of degrees and certificate programs within
the Department, with other Sawyer departments, and with other departments in the
university’s schools.
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Degree Programs: We offer the following degrees and concentrations:

 MPA
 MPA/Health
 MPA/State and Local Government
 MPA/Community Leadership and Public Engagement
 MPA/Nonprofit Management
 MHA

With the rest of the School, we offer MBA/Health and MBA/Non-profit Management
degrees, with the Department providing the specialized courses in each area.

With other university departments, we have the following joint degrees:

 MPA/MS in Mental Health Counseling
 MPA/MS in Criminal justice
 MPA/MS in Political Science
 JD/MPA

Our greatest number of students graduated with the MPA degree. The three health
degrees are a close second, followed by the MPA Nonprofit and MPA State and Local
Government. Fewer students select the joint degrees, but they still fill important niches
in the market.

The concentration in Community Leadership and Public Engagement began this fall and
reflects the strong community advocacy orientation of the Department1. Until a year ago
we had a separate concentration in Disability Studies that has now been merged into the
health degrees, reflecting the mainstreaming of people with disabilities. We also had a
separate Human Resources concentration; we dropped that due to low enrollment but,
unlike the School’s MBA program that has no human resources courses, kept one as a
required core course.

These degrees are targeted towards particular needs of people in different types of
organizations who need management and leadership training. For example, the objectives
of the three health degrees are:

 MHA: To prepare management leaders to guide high quality networks and
systems (i.e. institutions such as hospitals, Health Maintenance Organizations).

 MPA/Health: To prepare public managers for community advocacy and
government agency positions to manage and lead in a dynamic health care
environment (community agencies).

1 A separate presentation at this conference by Ruth Ann Bramson covers this area in more depth.
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 MBA/Health: To prepare business leaders with specialized skills in finance,
accounting, strategic management, marketing, and information systems in the
healthcare industry (business and community specialists in these areas).

The MPA degrees share a core curriculum that includes communication skills, policy
analysis, program evaluation, financial administration, legal issues, quantitative analysis,
human resource management, team building and community and organizational
effectiveness, and leadership strategies. The MHA core covers many of these same areas
but focused on healthcare, with additional required courses such as Global Health.

Certificate Programs

Our degree programs represent a major effort to train senior managers. However, we
have found that many professionals and their organizations do not want a full degree but
instead want to take additional courses to improve their management and leadership
skills. Three years ago, we made a commitment to train 500 leaders by 2007 in addition
to those in our degree programs. We are now halfway to our goal.

Through the Department’s Center for Public Management, we currently offer certificate
programs for about 100 social service and health students each year in collaboration with
the Latino Health Institute, the Massachusetts League of Community Health Centers, the
Massachusetts Council of Human Service Providers, the Massachusetts Alliance of
Portuguese Speakers, and the Home and Health Care Association of Massachusetts.
These sponsors recruit students from a wide variety of agencies; thus, we have had mid-
level and senior staff from over 100 organizations in the program.

The programs are contracts developed by the Center with each sponsor. A key to their
development has been having full time and adjunct faculty who are involved in the
community, have strong area networks, and understand local needs. Each has different
forms of creative financing, including direct student payments, Federal and state grants,
foundation support, and support from the sponsors and their participating agencies. In
most cases, the agency employers give an average of one day off per week for student
staff to attend classes.

Students select certificate instead of degree programs for a variety of reasons including
lower cost, less available time, and more accessible locations. The programs draw a
larger number of minority students and students from inner city communities. Degree
students feel that having a graduate degree is critical to their advancement, while many in
certificate programs believe that a certificate with the new applied skills they learn is
sufficient.

The certificate programs are generally five courses offered during a nine month period.
The courses are a mix of existing Suffolk courses and other courses tailored to the
specific needs of our partners. They take place at convenient off-campus sites, provided
by our partners.
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Maintaining the academic integrity of the certificates is important. Courses are taught at a
graduate level by Suffolk full and adjunct professors. Students may complete each course
at either a certificate level or, based on extra work or a high grade, at an honors level.
Those who complete their certificate at an honors level may receive credit for two Public
Management courses if they continue on with their MPA or MHA degrees. The Center
maintains a database of student transcripts that it shares with the Graduate Admissions
Office. At the completion of each year’s program, Suffolk hosts a graduation ceremony
and reception for students, their families, their employers, and the sponsor.

The programs have proven very popular. In addition to providing an alternative way of
management and leadership training, they have proven to be excellent degree recruitment
and marketing vehicles.

LEND (Leadership Education in Neurological Disabilities), is an additional program
funded by a five year grant from the US-HSRA to the Shriver Center. Each year, ten
Fellows take courses at Shriver and Suffolk with the option of completing either a five
course certificate or a ten course MHA degree in 14 months. The physicians,
psychologists, nurses, physical therapists, and other participants have found this to be
valuable mid-career training that complements their clinical skills.

Our most recent program is the Massachusetts State Legislature Staff Training Program,
sponsored with the John Joseph Moakley Institute through the legacy of Congressman
Moakley. Held on January 27-28 2005, freshman legislators and their staffs were trained
in how to make a difference, negotiating state government, dealing with the press, the
legislative process, the state budget process, community meetings, and ethics. Faculty
were a mix of Public Administration Department faculty and state legislators and staff.

We are currently exploring other degree and certificate programs with a number of local
and international organizations, especially in the health and mental health areas. The
potential for these is virtually unlimited.

A New Global Focus

In the last three years, the Sawyer School led by a new Dean made a decision to become
one of the leading “global schools of business in the world.” The Public Management
was one of the first departments in the School to offer comparative public policy classes
abroad. The challenge is how to incorporate this objective more broadly into our whole
curriculum. The topic is now part of every introductory class and is starting to be
discussed in other classes. A Global Health class will be piloted this summer and will
become a required course in the health degrees in the next year. What other actions will
evolve remain to be seen, but it will become a growing part of our curriculum.

Undergraduate Degree

Until the mid-1980s, the Department offered an undergraduate public administration
degree, similar to that of the business departments. It was dropped due to low
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enrollments. Two years ago, we recognized a potential market of people working in
public fields who needed this degree. Collaborating with the School of Liberal Arts, we
developed a BSBA degree in public management. Thus far, it has few students, but great
potential. A combined BA/MPA is a program that has been requested by a number of
potential students and is an option that may be considered in the future.

Accessible and Convenient Programs

It is not enough to have a solid academic curriculum. It must also be accessible and
convenient to the working student. We do this in a number of ways.

Locations: Our main campus is on Beacon Hill in Boston close to the Statehouse and
neighborhoods where many of our students live and work, and near good public
transportation (although affordable parking is an unsolvable problem). We have branch
programs on Cape Cod and more recently in North Andover to the north that allow
students to take many of their classes without coming into the city.

Semesters and Hours: We have fall and winter/spring semesters as well as two summer
sessions. Classes are held at 4:30 and 7:15 Monday through Thursday and on Saturdays,
either in the morning or afternoon or, in some periods as a five week all day course. The
School’s MBA program has a separate Saturday Executive program, but we dropped ours
and resist re-instituting it, so our students can mix and match weekday and weekend
times. Luncheon classes were not popular; we are currently offering a 7:00 am class
targeted to legislative staff with some success.

Only about 20% of our students are full-time (4-5 courses per semester), while 80% work
and come part-time (1-2 courses); they can do both at different periods of their program if
needed. Thus, some of our students complete their degrees in under two years, while our
famous “gas guys” (employees of Boston Gas) took one course a semester, five years to
complete the program, and had a great graduation party.

E and DL: Internet (E) and Distance Learning (DL) (video classrooms) are becoming
more common ways of increasing accessibility for students, especially those who are
working. The Sawyer School created one of the first On-line MBA programs, that has
had mixed success. The Department has not set up an On-Line MPA. Thus far, few
potential or current MPA students have requested on-line programs. The main concern
among students as well as faculty, especially for a program that is regionally based, is the
lack of direct face to face contact. Instead, faculty are building e-learning and linkages
into existing courses, and preparing to respond to some employers who want on-line to be
part of any training that they contract for.

The Department teaches several courses a year to and from our Cape Cod campus, using
video classrooms. Students as well as faculty have mixed feelings about this, but
acknowledge that it does allow courses to be offered to Cape students without a long
commute to Boston.
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Financial Support: Many students in public fields cannot afford to come back to school.
A weakness at Suffolk is that we do not offer as much financial support as we would like,
although it is improving. We try to address this with university supported graduate
fellows, hiring students for some of our research projects, and soliciting training contracts
from area organizations.

Discussion

The emerging work force crisis in management and leadership is a real one that is
moving quickly upon us. This presentation describes one Department’s efforts to reach
this targeted audience, our creative curricula, and our other ways of responding to the
needs of working persons who need continuing management education. We have learned
that we need to listen carefully to our individual and “corporate” customers to identify
their real needs, not just what we as academics believe they should have. We need to
offer them a variety of options, tailored to the fields in which they work and the jobs that
they want to have in the future. We have come to appreciate more than ever the value of
an MPA or MHA in helping professionals advance to leadership positions in their
careers. At the same time, we recognize that not every one wants or can afford to get a
degree and that customized certificate programs offer an opportunity for training that full
degrees cannot provide.

Creating and implementing such diverse programs is not easy. New curriculum
development is time consuming and costly. Tensions continue at Suffolk (hopefully
creatively addressed) between those who want our primary focus to be on degree
programs and those who support more certificate offerings, between balancing the needs
of full time and adjunct professors, and between the need for academic rigor and theory
presentation and teaching other more practical skills (and the professors who favor one of
these orientations). Finding time and ways to market programs is a challenge, especially
when there are so many possibilities. Financing mid-career students is not easy.
Teaching a class of students with a wide range of ages, experiences, and professions is
both exciting and difficult.

Not all programs should target the mid-career middle manager. We will always have a
need for those that train senior managers and policy makers, researchers, and more
political science oriented academics.

Nevertheless, we have discovered that this goal is one that is rich and rewarding. We feel
that we can make a difference in peoples’ lives, not only our students but through them
the many that they serve.
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Attachment 1

2. Educational Philosophy

The Public Management Department’s philosophy of education includes the
following components:

Organizing Principle. Our program creates a learning environment that seeks to
excite students regarding learning, to provide the basis for on-the-job learning,
and to motivate students to engage in continuous learning. We emphasize
intellectual rigor and balance theoretical knowledge with real world cases and
practice based projects.

Scope. We design our courses to expose students to a wide range of educational
experiences and encourage them to develop their own perspectives on public
service. We demonstrate that one builds one’s managerial capacity by viewing
decision situations from a variety of perspectives, because each perspective
suggests a possible action. We instill respect for diverse perspectives and
democratic values, in order to provide for responsive and responsible decision
making.

Applied. We highly value our adjunct faculty who offer our students first hand
insights into the practice of public management. Most of our faculty members
have had extensive experience in public service. Faculty often incorporate
students into grant and contract work to improve their applied research skills.

Interdisciplinary. We offer a variety of concentrations that call for a variety of
disciplinary approaches, and we necessarily maintain a highly qualified faculty
representing a range of perspectives in theory, research, service, and practice in
public service.

Flexibility. We offer considerable program choice to students, and we encourage
them to customize their educational experience. We allow them to pursue these
diverse interests through course assignments and research papers. For qualified
students we allow, on a limited basis, course transfers, substitutions and waivers.
We offer generalist programs and a host of concentrations (health administration,
non-profit management, state and local government management, and community
leadership and public engagement; these concentrations are classified as
individual degrees in Suffolk University and they require at least two courses
beyond the MPA degree requirements). Short of formal concentrations, we offer
faculty advising to help students rationalize their elective courses (two of which
can be taken outside the Public Management Department). We offer independent
study opportunities for students to work directly with a faculty member, Saturday
courses, travel courses, courses on Cape Cod (Cape Cod Community College
campus) and Merrimack (Merrimack College), and we promote distance learning
options.
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Global. We offer courses in Puerto Rico and Ireland to foster a better
understanding of international perspectives in public management. Travel courses
in the MBA program are also available to our students. The Sawyer School
maintains branch campuses in Senegal and Madrid.

Skills-Based. Our program communicates substantive knowledge to students, but
we are cognizant of the need to develop basic skills applicable to management or
leadership positions. We assign a high priority to skill development in
communication – written and oral, as well as analytical. We encourage a team
approach to learning in order to develop team skills. We help students to respond
creatively and innovatively to the demands of the public service environment. We
also emphasize leadership skills for both pre- and in-service students, because we
hope that they will aspire to positions of leadership in order to improve the
functioning of public service delivery systems. We seek to produce students
confident in their abilities and capable of assuming leadership positions.

Ethics and Values. Our program not only educates students for management and
leadership positions, but we also make them aware of the ethical challenges of
public service. We make them aware of ethical issues in order that they may take
responsibility for their actions. We encourage respect for diversity and the pursuit
of the democratic values of egalitarianism, inclusiveness, and procedural justice.

Market. Our program primarily serves Eastern Massachusetts, along with students
from the rest of New England, other states, and foreign countries.
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1. Introduction

The question posed in the title is one that will likely spark debate on a well worn theme

of nature versus nurture. Are leaders born to lead, or can people be taught to lead? Whichever

side one falls on this debate, we submit that this question is moot for teachers in Public

Administration/Policy/Affairs (PA) programs, particularly at the graduate level. We must teach

leadership; we can’t afford not to! Thus, a more appropriate question may be, “How do we teach

leadership?” We assert that leadership is an important part of PA curricula, and teaching it is one

of the more difficult tasks a PA department faces. Moreover, we argue that traditional classroom

approaches are inadequate for students to assimilate leadership lessons, and present a

pedagogical model that we believe is more appropriate for teaching leadership in PA.

Whether students can be taught to become effective leaders will likely depend on the

conception or definition of leadership being applied. If a leader must possess a certain amount of

management or analytic skill in her profession, then PA departments are well-equipped to teach

these attributes. However, if effective leadership requires a certain instinct about the people

being led, or holding high moral standards, it becomes less clear whether PA departments are as

well-suited. This is not to say that PA faculty lack high moral standards, or that we do not

connect with our students. It is to say, however, that our professional training has not prepared

us necessarily to teach such topics. How do we overcome this shortcoming?

However talented PA leadership teachers may be, it is likely that the successful ones use

a variety of pedagogical styles to facilitate their students’ learning of the subject. This is because

lessons in leadership likely require learning to go beyond the cognitive domain and into the

affective and behavioral domains of learning. According to Bloom et al (1964), when learning

takes place in the cognitive domain, one acquires knowledge and intellectual skills. Learning in
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the affective domain requires that one effectively deal with attitudes, emotions, and values

associated with the phenomena under study. PA programs are well-equipped for the former, but

less so for the latter.

This paper seeks to demonstrate how teachers of leadership in PA can adopt an

instructional strategy that allows students to gain knowledge about leaders and their attributes, as

well as internalize the emotional dimension of leadership lessons as they implicate feelings,

values, and attitudes. We start with two main assumptions: 1) that leadership is value-laden, and

2) that a leadership curriculum can be effectively delivered to the extent that a teacher effectively

matches his teaching methods with the domain of learning required. Existing pedagogical

approaches applied to this topic likely vary from a traditional lecture to completely immersing

students into a simulation-based role-playing exercise. We argue here that the traditional

approach is inadequate, and that the power of leadership lessons comes from putting students in

situations where their learning is maximized and sustained. Thus, we examine the conditions

suggested by the literature that are necessary for effective learning of the nuances of leadership.

This paper is organized as follows. We will review the literature on leadership in section

2, both the concepts and teaching thereof, and in section 3 we develop a strategic framework that

matches the key leadership requirements with the components of a well-known learning

framework, and use this to suggest instructional strategies for teaching leadership’s multiple

dimensions. Finally, in section 4, we discuss the practical challenges one might face in teaching

a leadership course drawing largely on our experience with the Maxwell School’s simulation-

based capstone course for the MPA degree, “Executive Leadership and Policy Politics.”
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2. Literature on leadership concepts and development

There are myriad treatises on the subject of leadership. Many of these focus on

leadership in PA by din of highlighting the lives of presidents, senators, and other notable public

officials. The concept of leadership is one that people use in a vast number of ways, making it a

difficult concept to study systematically. Nevertheless, there is a very large literature on the

concept with many authors affirming this same difficulty. It is beyond the scope of this paper to

review this literature comprehensively, so we draw heavily on the excellent historical review by

House and Aditya (1997) to summarize this work below. A literature on teaching leadership in

PA is non-existent, but there is a literature on leadership development that appears largely in

business management and applied psychology journals. In summarizing this work, we draw

primarily from Day (2001) and Fiedler (1996).

The study of leadership

House and Aditya (1997) provide a comprehensive review of the history of social

scientific study of leadership, focusing on those prevailing theories that enjoy empirical support.

They discuss the classical theories that meet this criterion, and chart the evolution of more recent

leadership theories, many of which evolved directly from the classical ones. The classical

theories include those focused on the importance of traits, leader behavior, and contingencies.

More recent ones include a focus on leader member exchange, implicit leadership, and neo-

charismatic leadership.

The leadership trait paradigm is perhaps the first to gain widespread currency in the study

of leadership. This research, however, is atheoretical, as it concerns itself with searching for

those individual characteristics that separate leaders from non-leaders. Occurring largely

between the 1930s and 1950s, trait research produced such inconsistent results that scholars in
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this area developed a consensus around the futility of finding such universal traits. Most of the

problems associated with this research included the dearth of personality theories to guide the

trait search, the lack of trait measurement validity to allow generalizations, and the failure to take

into account the situational demands of leaders (House and Aditya, 1997).

This field began to correct these deficiencies by the 1970s, developing a body of work

clarifying how and when traits are likely to explain individual behavior (Bern and Allen, 1974;

Mischel, 1973; Schneider, 1983; and House, Shane, and Herold, 1996). The consistently found

traits in this new work were intelligence, pro-social assertiveness, self-confidence, energy-

activity, and task-relevant knowledge. Lord, DeVader, and Alliger (1986) conducted a meta-

analysis of 35 of the early studies dealing with six leader traits and found that intelligence,

dominance, masculinity, and adjustment were all traits significantly

associated with follower perceptions of leadership.

A major problem with the trait research is that it implicitly assumes that leaders are born

with the traits said to make them leaders. To the extent that the important traits are immutability,

this research becomes less useful for leadership development and training. Nevertheless, recent

trait research has focused more on theory development and four such theories enjoy some

empirical support --McClelland’s (1961) achievement motivation and his Leader Motive Profile

(LMP) theories (McClelland, 1975), House’s (1977) charismatic leadership theory, and Kenny

and Zaccaro’s (1983) leader sensitivity and flexibility theories. Given the lack of satisfactory

results from the empirical trait research, leadership scholars turned to theories that focused more

on the processes by and the conditions under which persons become leaders or leaders become

effective. This shift signaled a willingness in the field to define leadership more broadly, and

likely had the effect of democratizing its membership.
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The leader behavior paradigm is indicative of a process-based approach to identifying

leaders. From this perspective, it is not so much what they are as what they do that defines good

leadership qualities. It is similar to the trait research in its atheoretical approach, and

consequently empirical analyses produce inconsistent results. This literature categorized leader

behaviors into task-oriented and person-oriented behaviors. This work is clearly based on the

assumption that there exist universally effective behaviors, and that we can observe them.

However, like the trait work, it suffers from not considering specific role demands of leaders, the

context in which they function, or differences in dispositions of leaders or followers (House and

Aditya, 1997).

Five contingency theories were advanced to reconcile differences among the findings

concerning leader behavior. These were Fiedler’s (1971) contingency theory of leadership, the

path-goal theory (House, 1971), Hersey and Blanchard’s (1982) life cycle, the cognitive resource

(Fiedler and Garcia, 1987), and the decision process theories (Vroom & Yetton, 1973). These

are all situational theories that focus variably on the factors that mediate leadership effectiveness.

Given our interest for teaching leadership, the cognitive resource theory’s empirical findings are

worth noting. Fielder and Garcia (1987) found that under low stress, intelligence is positively

correlated performance, while experience is negatively correlated. Moreover, they found that the

opposite is true under high stress situations --experience can be helpful and intelligence can be

harmful. Thus, leadership under high stress situations may require a different set of skills than

under low stress situations. This would be in important finding with relevance to how leadership

is taught in PA.

As with the trait and behavior paradigms, empirical support for the contingency theories

are mixed at best, but their most significant contribution led to the development of better
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theoretical constructs. These include the neo-charismatic leadership, leader-member exchange,

and the implicit leadership theories. The leader member exchange theory is unique from

previous ones in that it focuses on the relationships between leader and follower, as opposed to

the leader’s traits and behaviors. Also unique in its approach, the implicit leadership theory

relies on the perceptions of the followers to define leadership (Lord and Maher, 1991). In this

framework, one might exhibit the traits and behaviors of a leader, but only the followers in a

given circumstance can decide whether to follow such a leader.

The neo-charismatic theory is perhaps the latest dominant paradigm in the literature, with

Bryman (1993) referring to them as the “New Leadership” theories. These include theories of

charismatic leadership (House, 1977), transformational leadership (Burns, 1978; Bass, 1985),

attributional theory of charismatic leadership (Conger & Kanungo, 1987), the visionary theories

(Kousnes and Posner, 1987; Bennis and Nanus, 1985; Sashkin, 1988; and Nanus, 1992), and the

value based theory of leadership (House et al, 1996). These are all similar in that seek to explain

how corporate, political, and military leaders have overcome long odds in moving their

organizations successfully toward the intended goal. They focus on the leader’s often

extraordinary ability to motivate followers and gain their respect, admiration, and loyalty. They

are similar to the behavioral paradigm, but with a focus on the symbolic and emotive behaviors

in the leaders, and how these behaviors lead to the emotive behaviors of the followers.

House and Aditya (1997) conclude the review of neo-charismatic empirical studies by

claiming that the results clearly suggest that such a leadership style leads to a high-level of

follower motivation and commitment, and above average performance. What should be clear

from the entire review of these theoretical paradigms is that the power of leadership lies in the

emotive forces they engender in those being led. Despite the inconsistent empirical support,



8

which likely have more to do with measurement and external validity problems, the relevant

traits and behaviors of leaders contain a mixture of task-oriented and people-based skills that

refer less to what a leader possess than how she applies what she possesses. This becomes

relevant in the next section when we review the literature on leadership development.

Leadership development

The study of leadership above clearly has lessons for the teaching of leadership, but only

to some extent does the teaching of leadership require a full understanding of the above

literature. This is because effective leadership development must go beyond its cognitive

dimension. Since there is no literature on teaching leadership in PA, we look to the leader and

leadership development literature to understand the approaches organizations use to develop

leader and leadership skills. Day (2001) distinguishes leader and leadership development by

relating the development of human capital to the former, while relating the development of social

capital to the latter. In other words, leader development is a training activity targeted to the

individual, while leadership development is one that targets individuals in an organizational

group context.

The individual-based model of leader development programs tend to be based on

intrapersonal competencies focused on personal empowerment, knowledge, and trustworthiness

(Day, 2001). The skills sought to be developed include self-awareness, self-regulation, and self-

motivation. This traditional approach is in line with the vast amount of leadership research that

focuses on the traits and behaviors of leaders. These skills contribute to the intrapersonal

competencies that have been proposed as fundamental to being an effective leader (Zand, 1997).

On the other hand, Day (2001) categorizes leadership development within a relational-based

model that focuses on commitments, mutual respect, and trust. Interpersonal competencies are
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what is sought here, and the skills sought to be developed include social awareness and other

social skills like conflict management, team-building, and being a catalyst for change.

Clearly, developing intra- and interpersonal competencies are at the heart of successful

programs that seek to develop leaders, and these competencies are developed using a wide range

of methods. Day (2001) summarizes those practices that appear in the psychology literature,

while Ingraham and Getha-Taylor (2004) describe leadership development programs used in 13

federal government agencies. These practices include coaching, mentoring, 360-degree

feedback, networking, on-the-job training, and project-based action learning. All of these, with

the exception of networking, are targeted at developing the human capital-based competencies

identified above.

Fiedler (1996) asserts that most of the leadership development and training programs are

“untested and, at best, of uncertain value.” However, in their systematic evaluation of 70

management training studies, Burke and Day (1986) concluded that only two training methods

had been validated empirically: Sorcher and Goldstein’s (1972) behavior modeling approach,

and Fiedler and Chemer’s (1984) leader-match training program.

While these practices are well known in the world of organizational human capital

development, they are less often used in PA programs largely due to the logistical nature of

instruction in professional graduate programs. Coaching and mentoring occur to the extent that

students take the initiative to build relationships with faculty, but these practices are difficult

within a program that might contain over 100 students. The challenge for PA departments is to

find a way to teach the associated intra- and interpersonal competencies of leaders. One way PA

departments avoid this challenge is to rely on their admissions processes to select applicants who

demonstrate their having already developed these some of these competencies. Nevertheless, PA
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departments might consider innovative ways, either in their beginning program orientation, case

studies, or in practicum-based courses, to impart leadership lessons. The next section presents a

strategic framework that we believe will help PA departments think about how to develop

instructional strategies for effective leadership teaching.

3. A strategic model for teaching leadership

The literature on the study of leadership tells us that, 1) there is no consistent leadership

trait or behavior, 2) leadership effectiveness depends on how the leader’s personality and

abilities match the situation at hand, and 3) leader control over process and the stress and

uncertainty they face are important mitigating factors. The literature on leadership development

tells us that “we know very little about the processes in leadership and managerial training that

contribute to organizational performance” (Fiedler, 1996). Thus, to answer the question of how

one should teach leadership, these literatures offer a resounding, “it depends.”

It is clear to us that different people have different skills, dispositions, aspirations, as well

as different abilities and approaches to learning. While the literature advises us that the relevant

skills will differ with the situation at hand, it is beyond the scope of this paper, and indeed, of

most teachers, to identify the myriad situations in which leaders might find themselves. An ideal

strategy for teaching leadership might start with a matching of competencies and skills required

to some range of contingencies, and it appears that the successful training programs identified in

the literature do just that (Day, 2001). However, the literature does not spend much time on how

people come to learn various skills and competencies. Thus, we develop a strategy for teaching

leadership that attempts to match components of a well-known learning theory with the

requirements that emanate from the leadership literature reviewed above.
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The primary theory of learning that we draw upon is from Bloom et al (1964), whose

“taxonomy of educational objectives” is very useful in distinguishing general learning styles.

They develop a model that comprises three domains of learning: cognitive, affective, and

psychomotor. This last category refers to the physical attributes of learning, not unlike how

athletes and artists learn their crafts. Katz and Stotland (1959) used a similar tripartite

breakdown in describing attitudinal distinctions, claiming that attitudes have three components:

cognitive, affective, and behavioral. We use the behavioral nomenclature in describing Bloom’s

incompletely developed psychomotor levels of learning to emphasize the notion that behavior, or

action, is required for effective learning in this domain. Each of these learning domains contains

lower and higher levels, or orders, of learning, as presented in Table 1.

[insert Table 1 about here]

The cognitive domain of learning is the one that we typically call upon in an academic

setting. This domain involves the acquisition of knowledge and the development of intellectual

skill. The lowest (i.e., simplest) levels of learning in this domain are knowledge acquisition and

comprehension, while the highest (i.e., most complex) levels are synthesis and evaluation. The

affective domain deals with emotional intelligence, or the attitudes, values, and feelings

associated with the phenomena being taught. Receiving and responding to this phenomena are at

the lowest levels of learning, while organizing and internalizing values associated with the

phenomena are at the highest levels. The behavioral domain involves learning that requires

physical activity, like the learning that would take place at basketball or dance practice. Lower

levels include perceiving, or observing, the activity being taught, while the higher levels include
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adapting the skill and origination (think of a spectacular basketball move or an improvised

dance). The goal of education is to attain the highest level of learning possible.

When one argues that traditional classroom lectures are inappropriate for the teaching of

leadership, they are essentially arguing that leadership development requires more than

cognition. Indeed, the competencies and skills summarized in the literature point to those that

are intra- and interpersonal. In other words, they are affectations that appeal to the heart rather

than the head. Cognitive skills are limited in their usefulness when it comes to learning how to

build consensus or motivate employees, and this is why teaching leadership in a traditional

classroom would not be very effective. The instructional method does not match the learning

domain required for the content of interest. Our strategy for teaching leadership chooses an

instructional method that appeals to the learning domain that will allow greater assimilation of

the content.

It should be clear that the affective domain plays a big part in learning leadership, but the

behavioral domain is important, too. The cognitive domain is where students gain an

understanding of the various leadership concepts and models, and it is in the affective domain

that they begin to appreciate the values and attitudes required for good leadership. However, a

student must attempt to motivate people to act in some beneficial fashion to appreciate the

complex and nuanced nature of such interpersonal interactions. This is the way leadership is

learned in the behavioral domain. For example, good communication skills are important for

good leadership, but developing these skills often requires practicing a speech or presentation at

a podium. For this skill, the student must go beyond having a strong understanding of the topic;

she must also be able to deliver the presentation in an effective or persuasive manner.
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Our strategy groups a comprehensive set of leadership competencies by the domain that

we believe is most relevant for learning the competency. We then propose instructional methods

that appeal to the domain-competency match. For the comprehensive set of competencies, we

draw from Quinn et al (2003) who developed a multi-dimensional theoretical framework that

captures a broad number of the disparate approaches found in the literature. Their “competing

values” framework basically assumes that the full range of theories can be categorized into four

perspectives: the rational model, the internal process model, the human relations model, and the

open systems model. Like much of the literature, it assumes that leadership effectiveness is

contingent and situational, but unlike the literature, it assumes that an effective leader’s style also

changes with the situation.

The Quinn framework places these four perspectives along two dimensions that define

the organizational environment in which the leader must operate. The first dimension is the

organizational focus, whether it is internal or external. The internal process and human relations

models are said to be internally focused, while the open systems and rational goal models are

externally focused. The second dimension refers to the level of flexibility and control required,

with the human relations and open systems models being appropriate in more flexible

environments, and the rational goal and internal process models being appropriate in more

controlled environments. What emanates from this framework are eight roles that leaders can

find themselves playing, with three key competencies for each role. Figure 1 summarizes

Quinn’s competing values framework and the eight roles.

[insert Figure 1 about here]
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We now bring together the learning and leadership frameworks represented in Table 1

and Figure 1, respectively, by asking which domain is most appropriate for learning each of

these roles. We can generally distinguish the more flexible models from the control models by

the types of roles a leader must play in each. Being a mentor, facilitator, broker, and innovator

require the sort of interpersonal skills discussed above in the leadership development literature.

On the other hand, being a monitor, coordinator, director, and producer appear to call more upon

cognitive skills, although affectations remain important here. It should be clear that multiple

domains of learning are implicated in the teaching of leadership, and though we are not be able

to identify the extent to which one domain is more relevant than another, the point here is to

suggest those instances where appeals to the cognitive domain alone are inadequate and what

instructional strategies might allow for effective appeals to the affective and behavioral domains.

Gagne and Dick (1983) surveyed the research on matching instructional methods to

educational objectives, and identified some strategies that have been found to be effective in

certain areas. Weston and Cranton (1986) summarized their lessons by suggesting that

instructor-centered methods are efficient at conveying information when the objective does not

include the student using the information. If the objective is to have the student interact with the

educational material, more interactive and experiential methods are required. Moreover,

lectures, programmed instruction, and modular instructional methods are listed as appropriate for

the lower levels of learning in the cognitive domain, while independent projects, simulations,

role-playing exercises, and field experience are appropriate for higher levels of cognitive

learning.

We synthesize these findings in Table 2 by counting the number of teaching methods

Weston and Cranton (1986) listed as appropriate for each level of learning in each domain. It
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organizes these frequencies by domain and four classes of instructional methods: instructor-

centered, interactive, individualized, and experiential. The various teaching methods for each of

the four classes are also shown.

[insert Table 2 about here]

Four patterns emerge from Table 2. First, the instructor-centered methods appear to be

appropriate when the learning objectives remain at a low level, regardless of the domain. As the

level of learning required increases, one must consider methods that are non-instructor-centered.

Second, interactive methods appear to be appropriate for higher levels of learning, but only when

the learning objective targets the cognitive and affective domains. Third, to the extent that the

behavioral domain is the target of the intended lessons, experiential instructional methods are

likely to be the appropriate choice. Finally, individualized and experiential instructional methods

appear to be appropriate for most levels of learning regardless of the domain being targeted.

We now draw upon these lessons and apply this framework to the teaching of leadership.

For each of the 24 leadership competencies identified within the Quinn framework, we start with

the assumption that we want to achieve the highest level of learning possible, and place a check

mark under the class of instructional method that provides the best match between the content

(the competency listed) and the method class likely to increase the level of learning. We first

denote competencies as task-based and people-based, and assume that the former can be taught

using any instructional method, while the latter requires methods that force students to interact

with other people. The individualized instructional methods are assumed to be helpful in those

instances where study of a competency can be self-directed and does not require interpersonal
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interaction. Finally, given the patterns suggested in Table 2, we assume that the interactive and

experiential methods might be helpful in all cases except where individual instruction is required

for higher learning. We find no instance of this for the purpose of leadership.

What results from this process is summarized in Table 3. While the assumptions above

largely drive the selections, it appears to suggest some intuitive insights about teaching

leadership. First, the leadership competencies associated with the more flexible models appear

to require interactive and experiential instructional methods. The mentor and facilitator roles

(from the human relations perspective) are similar to the broker and innovator roles (from the

open systems perspective) in that they all require deploying interpersonal skills. Second, our

analysis suggests that the effectiveness of instructor-centered methods may be limited to these

competencies associated with control-oriented perspectives of leadership –being a monitor or

coordinator (from the internal process perspective) and being a director or producer (from the

rational goal perspective). Third, individualized instruction may a useful in certain cases where

interactive and experiential approaches are not available or feasible to use. And finally, to the

extent that the affective domain is not implicated through interpersonal activity, instructor-

centered or individualized instruction may serve as reasonable alternatives to interactive and

experiential instructional methods.

[insert Table 3 about here]

Finally, we attempt to draw from these disparate frameworks to summarize what success

might look like. Referring back to Table 1, if we aspire to the highest level of learning possible,

success in learning leadership in the cognitive domain requires analyzing, synthesizing, and
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evaluating the material being taught. Success in learning leadership in the affective domain

requires the organization and internalization of values implicit in the subject. Finally, success in

the behavioral domain requires adaptation and origination. In Table 4, we take our cues from

this framework and the respective competency to posit standards for success. This is not a

comprehensive set of success criteria, but simply indicative of what we might expect to see if

leadership lessons had been effectively delivered.

[insert Table 4 about here]

Clearly, there are multiple instructional strategies that could be deployed to effectively

teach the competencies associated with the roles above. In general, we believe that leadership

concepts can be learned from a cognitive perspective, but internalizing these concepts require s a

deeper appeal to the affective and behavioral domains. We believe that small-group discussions,

role-playing, and simulation-based exercises are instructional methods that are more likely to

appeal to these non-cognitive domains of learning. Instructional methods that allow students to

carry a project from development to evaluation appeal to the behavioral domain in ways that are

also appropriate for effective learning of leadership. In the next section, we present some

practical requirements for teaching leadership drawn mostly from our experience with a

leadership course offered by the Maxwell School’s Master of Public Administration (MPA)

program. We then offer tactical advice for developing a leadership course that adheres to the

framework developed in this paper.
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4. Practical requirements for teaching leadership in PA: A case example

While there is a plethora of writing on leadership, scant advice exists on how to teach it.

As we have argued, part of the dilemma is that to be able to teach leadership effectively, it must

be characterized in a way that permits identification of appropriate educational approaches.

Fundamentally, the contingent nature of leadership undermines the validity and efficacy of

traditional didactic methods. In our discussion so far, we have identified the fundamental

principles of a pedagogical strategy for teaching leadership. We now turn to the question of how

to operationalize these principles in the classroom. To demonstrate our propositions, we

reference a case example from our own experience grappling with teaching leadership.

For decades, the Master of Public Administration (MPA) program at the Maxwell School

of Citizenship and Public Affairs at Syracuse University has culminated with the capstone

course, “Executive Leadership and Policy Politics.” The course has taken many forms over the

years, but its enduring objective has been to bring alive the exigencies of leadership in the

complex context of policy imperatives and political interests. Generations of students can

recount war stories from their Executive Leadership experience, which asks students to

consolidate and employ the skills they have gained throughout the MPA program to find

practicable solutions to a set of thorny, real-world public policy challenges in a context that

crosscuts an array of policy questions and practical approaches, and that accounts for the

political dimensions of the policy process and executive decision-making. In a sense, a

fundamental goal of the course is to give life to the abstract principles and techniques of public

administration by unleashing the students’ individual capabilities, skills, knowledge, beliefs, and

passions, not only as students, but as citizens and public leaders.
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Despite variation in course structure over the years, its core operating assumptions have

been stable. MPA graduates are likely to engage policy debates that affect all levels of American

government and crosscut all sectors of the U. S. society and economy, and thus a multitude of

constituencies have vested, but conflicting, interests that must be resolved through an intricate

process of tradeoffs. Analytical skills and reasoning are necessary to sort through the possible

solutions, but critical doses of leadership are likewise essential to navigate the various courses of

action and achieve final resolution. Moreover, the search for common elements among

competing interests may be the hardest and least obvious of the leadership tasks. This challenge

demands the cooperation of leaders at many governmental and organizational levels and calls on

the principles of leadership that are vested in every individual who participates in the policy

debate. Given these assumptions, the course’s mission has been to help students apprehend these

challenges and develop personal strategies for meeting them. In effect, the course attempts to

teach leadership, and thus proceeds from the principles we have articulated above.

The course attempts to help students gain a pragmatic perspective by providing an

opportunity to consider the dilemmas of leadership in a policy context through both plenary

sessions and hands-on experience. Thus, the course has two major components that operate

concurrently throughout its three week period: 1) a lecture and discussion series on

contemporary principles and issues of policy, leadership, and management in modern

governance, and 2) a policy analytic exercise that employs leadership principles and practices in

a multi-dimensional simulation. Through these vehicles, we have designed the course to fulfill

four functions:
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1. It is a program capstone that draws on and synthesizes the MPA graduate experience.

A student’s education in public administration would not be complete without an

opportunity to consolidate what he or she learned during the program. A capstone course is one

of many possible mechanisms for accomplishing this, but we argue it the most appropriate

mechanism for a professional degree program. It is an opportunity for students to try out the

concepts, principles, and skills they learn in the MPA program in a safe setting that simulates

conditions and exigencies they are likely to confront when they leave the program and rejoin the

“real world” soon after the course ends. In this way, it helps students to see the value of their

MPA degree and to make the transition out of academia and into practice.

2. It provides a conceptual grounding in the basic themes, principles, and institutions of

leadership and politics.

The didactic element of the course allows students an opportunity to think rigorously

about the behavioral dynamics in institutions facing the challenges –both expected and

unexpected– of governance in a constitutional democracy. Through readings, lectures, cases,

and panel discussions, students engage the leadership and management issues that arise as public

officials pursue a multitude of conflicting goals and confront variegated constituencies. Formal

treatment of these topics may occur sporadically elsewhere in a student’s coursework, but typical

MPA courses rarely give substantial attention to the responsibilities and methods of public sector

leadership under these conditions. For this reason, careful classroom attention to concepts and

principles is required to support the students’ experiential learning.

In particular, this course looks at both organizational and policy leadership. With respect

to the former, it helps students to recognize the challenges inherent in guiding deliberative

decision-making. At the same time, it promotes systematic examination of important dimensions
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of public policy making–what the appropriate role of government is, how policy problems are

defined, how analysis facilitates the choice among policy alternatives, and how we can know

whether policies will achieve the desired ends–and demonstrates how each of these dimensions

is inherently political. This didactic component of the course forms the substrate on which the

practical component rests.

3. It provides practical experiential education about leadership.

In particular, it allows students an opportunity to experiment–to learn which strategies

and tactics for making decisions and influencing the actions of others succeed and which fail in a

political context. Moreover, it supports many different valid and potentially successful styles of

leadership, and allows students to identify the styles with which they are most and least

comfortable. This experience is facilitated through an intensive three-week simulation exercise.

The simulation component recreates the public policy process within a competitive

setting, highlighting the politically charged nature of resource and policy decisions. It is a series

of live exercises during which students each take on the role of an actor in the legislature, in the

executive, or in a special interest group. Throughout the simulations, careful, reasoned analysis

of the problems and development of convincing policy options is critical, but achievement of

results depends on garnered support for preferred solutions. Thus the central focus of the

exercises is the essence of leadership: understanding the objectives, developing a course of

action, and achieving a solution. We often use budgetary processes in the simulation component

of the course as it is used in the real world–as a mechanism to reach agreement and formulate

policy solutions about larger social issues.

One important characteristic of the Executive Leadership simulation component as it has

evolved over time is that how the exercises progress–what actually happens–is determined
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almost exclusively by the decisions the students make and by the actual conventions of the

policy- and budget-making processes. Only a few parameters necessary to facilitate a coherent

simulation are specified in advance. After that, it’s up to the students. This makes it a more

exciting and engaging event that if the causes and effects were programmed in advance.

Our experience has been that students readily see that analytical skills and reasoning are

necessary to sort through possible policy solutions, but perhaps realize for the first time in the

program how critical doses of leadership are likewise essential to navigate the various courses of

action and achieve final resolution. The simulation causes students to recognize that public

administrators must balance a multitude of constituencies with vested, but conflicting, interests

that must be resolved through an intricate process of tradeoffs. The search for common elements

among competing interests may be the hardest and least obvious of leadership tasks, and the one

with which students struggle the most. This course presents students with this challenge and

demonstrates how it demands the cooperation of leaders at many organizational and

governmental levels and calls on the principles of leadership that are vested in every individual

who participates in the policy debate.

4. It permits exploration of real and significant policy questions.

The course uses a simulation component that requires students to engage in role-playing

in order to experience the demands and challenges of leadership. It thus has something of a

fictional quality. This is moderated by the focus on real, contemporary, and contentious public

policy questions, which gives the students an opportunity to probe the complexity of these

dilemmas, and which makes for some very worthwhile substantive discussions. Thus, the

students take from the course more careful and thoughtful perspectives on contemporary policy

issues, in addition to a leadership experience.
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5. Tactics for effective teaching of leadership in PA

Attempts in the literature notwithstanding, we have argued that it is hard to generalize

about leadership–to characterize leadership prospectively and to identify attributes of success. In

fact, leadership is typically identified and understood after it occurs because it is so contingent–

that is, the match of a particular person, their unique aptitudes, and the specific nature of

circumstances may collude to generate a circumstance where successful leadership is

demonstrated. Accordingly, we seek to create an educational context that prompts leadership to

emerge naturally. In a practical sense, we seek to create learning conditions under which

students can acquire knowledge of the principles of leadership (the cognitive domain), can

appreciate the challenges of leadership and recognize their own innate leadership potential (the

affective domain), and can develop and experiment with useful leadership skills (the behavioral

domain). Below we present ten tactics that we believe or have found can help to contend with

the cognitive, affective, and behavioral aspects of teaching leadership.

1. Assume that leadership can be taught.

We began this paper with the common argument that “leaders are born, and not made.”

We follow Quinn et al (2003) in our contention that, in fact, circumstances that call for

leadership vary dramatically, and thus demand a variety of skills and talents that students can

recognize in themselves and that can be refined. Thus we advocate teaching and using a

framework of leadership that considers the variety of styles that have been shown to be

successful, but also the many dimensions of leadership (e.g. directing, mentoring, facilitating,

etc.). This allows students to recognize for themselves which kinds of situations call for which

skills, strengths, functions, and styles. The Executive Leadership course described above

explicitly presents students with conceptual frameworks that can help them organize their
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thinking about leadership, but also involves substantial practice trying out various leadership

competencies.

2. Create a realistic experiential learning environment.

Simply being told about leadership may satisfy cognitive learning objectives, but ignores

affective objectives, making it hard for students to fully apprehend what is involved in leading.

In effect, students will “own” leadership better if they learn by doing. This argues for using

simulations and role-playing.

3. Ensure that the learning environment is non-deterministic (unscripted).

Much of leadership has to do with creativity and with each person’s ability to marshal

their particular skills and abilities to solve problems and make decisions. If the precise

parameters of problems and solutions are set in advance, then the learning environment is not

open to creative solutions that students might devise. This argues for simulations to be

structured flexibly–such that the students can change the rules to the greatest extent possible.

Other than certain boundaries that should be inviolate to be realistic, the students should control

their destiny–and bear the consequences of their choices. And, among the most important

consequences are those that are values-based. Students should be confronted with difficult

ethical dilemmas and with the ethical implications of their decisions.

4. Confront time, information, and resource limitations.

Leaders never have as much time, money, people, information, political capital, etc. as

they would like, but this does not preclude success. Most especially, leaders must make

decisions quickly, but early information is most certainly inaccurate. Students should learn how

to operate under conditions of scarcity, how to make decisions under uncertainty, and how to

enhance their knowledge in real-time through data gathering and analysis.
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5. Create a learning environment that is simultaneously political and operational/administrative.

Leaders must not only solve problems but contend with the complexity of motives and

incentives that may not align with the apparent problem at hand. In other words, political

leadership often varies dramatically administrative leadership in its motives and objectives. The

course should help students notice these differences and their interaction.

6. Incorporate unexpected contingencies.

Leaders regularly make decisions under conditions of uncertainty. This kind of decision-

making involves techniques that can be taught, but then students must be confronted with the

affective dilemmas in making risk-versus-reward tradeoffs. Likewise, the skills of crisis

management should be addressed. Leadership really emerges when things are not routine. To

prompt sophisticated leadership behavior, then, students must confront unforeseen

circumstances.

7. Involve analysis, but keep it in its place.

Leaders depend on sound analysis to solve complicated problems; therefore the learning

environment should demand good analysis be conducted and employed. This also creates a nice

opportunity for students to put the skills they learned to use in a dynamic and realistic setting. At

the same time, perfection can be the enemy of the good, or good enough, and students need to

strike a balance between precipitous decision-making and “analysis paralysis.” Students must

also recognize that it is rare that appropriate solutions are analytically optimal.

8. Provide multiple iterations.

In an experiential learning environment, students won’t succeed fully the first time they

attempt to lead. They should have opportunities to try skills out, reflect on what they learn, and

try again. They should also view leadership from various perspectives, and so should play
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various roles. Learning can be periodically consolidated during periodic in-progress reviews

where students are afforded the opportunity to reflect on their rationale for and the results of their

choices.

9. Create dynamic, long-duration experiences.

Leadership is something real leaders don’t put down at the end of the day. Students must

experience the ramifications of this “burden.” Moreover, policy, political, and operational

contexts are not static, but evolve in interaction with a leader’s decisions. A learning

environment that permits this interaction allows students to develop skills of flexibility and

adaptability.

10. Provide meaningful assessment.

Students should receive feedback that allows them to become better at leading. This

means that students must perceive the consequences of their actions and decisions. At the same

time, they should not face retribution for taking the risk of trying out new, unfamiliar skills with

which they are not yet facile.

6. Conclusion

This paper has attempted to draw from key literatures and perspectives to develop a

strategic model for teaching leadership. We synthesized the comprehensive leadership

framework of Quinn et al (2003) with the learning framework of Bloom et al (1964) to highlight

the learning conditions appropriate for the lessons in leadership. We then drew from Gagne and

Dick’s (1983) match of instructional strategies to Bloom’s learning domains to identify

instructional strategies appropriate for teaching leadership. In summarizing our experience with

the Maxwell School’s capstone course for the MPA degree, we hoped to identify practical
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challenges that would mitigate the effective application of our conceptual framework to the

teaching of leadership in PA.

Our advice for teaching such a topic attempts to draw from these conceptual and practical

underpinnings. We do not pretend to have the “answer” to this perplexing challenge. However,

we believe that with a well-developed strategy and a solid commitment from the “powers that

be,” effective teaching of leadership in PA is not insurmountable. Indeed, given the political and

policy environment in which we will send our graduate students, we believe teaching leadership

is absolutely necessary. Our paper simply offers a model that others could use to develop such a

strategy.
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Table 1: A Taxonomy of Learning Objectives

Domain of learning

Level of learning Cognitive Affective Behavioral

Low Knowledge Receiving Perception

Comprehension Responding Set

Application Valuing Guided response

Analysis Organization Mechanism

Synthesis Internalizing values Complex overt
response

Evaluation Adaptation

High Origination

Source: Bloom et al (1956)
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Figure 1: Leadership Roles within the Competing Values Framework

Flexibility

Human Relations Model Open Systems Model

Mentor Broker

Facilitator Innovator
Internal

Internal Process Model Rational Goal Model
External

Monitor Director

Coordinator Producer

Control

Source: Quinn et al (2003).
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Table 2: Matching instructional methods with learning domains

Instructor-
centered

Interactive Individualized Experiential

Instructional methods

Domain

Lecture, questioning,
demonstration

Class discussion,
discussion groups,

peer teaching, group
projects

Programmed
instruction,
modularized
instruction,

independent projects,
computerized

instruction

Field and clinical,
laboratory, role

playing, simulation
and games, drill

Cognitive

Knowledge 1 1 1

Comprehension 1 2

Application 1 2 3

Analysis 1 1 1 4

Synthesis 1 1 3

Evaluation 1 1 2

Affective

Receiving 1 1 1 1

Responding 1 1 3

Valuing 2 1 3

Organization 2 1 1

Internalizing 1 1

Behavioral

Perception 1 1

Set 1 1

Guided response 1 4

Mechanism 4

Complex overt response 2

Adaptation 1 2

Origination 1 2

Source: Adapted from Table 3 in Weston and Cranton (1986). The numbers in the cells of the table represent the
number of instructional methods in the second row of the relevant column that are said to be appropriate.
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Table 3: Matching instructional methods with leadership competencies

Instructor-
centered

Interactive Individualized Experiential

Mentor

1. Understanding self and others (p)   

2. Communicating effectively (p)  

3. Developing employees (p)  

Facilitator

1. Building teams (p)  

2. Using participative decision making (p)  

3. Managing conflict (p)  

Broker

1. Building and maintaining power base (p)  

2. Negotiating agreement & commitment (p)  

3. Presenting ideas (t)    

Innovator

1. Living with change (p)  

2. Thinking creatively (t)   

3. Managing change (p)  

Monitor

1. Monitoring individual performance (t)    

2. Managing collective performance/process (p)  

3. Critically analyze information (t)    

Coordinator

1. Managing projects (t)    

2. Designing work (t)    

3. Managing across functions (t)    

Director

1. Developing/coordinating vision (t)    

2. Setting goals and objectives (t)    

3. Designing and organizing (t)    

Producer

1. Working productively (t)    

2. Fostering productive environment (p)  

3. Managing time and stress (t)    

(t) denotes task-based competencies, and (p) denotes people-based competencies.
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Table 4: Standards for success in learning leadership roles

Roles Indicators of high level of learning

Mentor Evaluate self and others, internalize value differences, adapt behavior in self and others, sustain
message synthesis, value-based appeals, and organize values

Facilitator Obtain goal synthesis, evaluate decision alternatives, organize disparate values, adopt hybrid
approaches

Broker Synthesize positions and support, analyze disparate ideas, organize disparate values, adopt
creative solutions

Innovator Evaluate alternatives, appeal to values, originate new approaches, organize disparate values

Monitor Analyze and synthesize information

Coordinator Analyze and synthesize information, adopt new processes

Director Synthesize and evaluate information, internalize and organize values in others, adapt change in
others

Producer Analyze and synthesize information, internalize and organize value of productive inputs, adopt
productive practices
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Ethics in Public Administration

The leading organizations in the field have emphasized the importance of ethical

values to sound management. Notably, the NASPAA Guidelines for MPA programs

suggest that enhancing students’ skills to act ethically is no less important than

developing capacities for effectiveness. Similarly, the American Society for Public

Administration has numerous initiatives designed to underscore the centrality of public

sector ethics including an ethics section, the quarterly journal Public Integrity, and the

Ethics Corner in PA Times. Indeed, one need only turn to the inside back cover of Public

Administration Review to find ASPA’s Code of Ethics.

The public administration literature similarly abounds with discussions, analysis,

and research focused on the significance of public sector ethics to individuals, teams,

agencies, and networks. In their analysis of the ethics-related literature published since

1970, Menzel and Carson (1999) categorized the research by foci: ethical decision-

making, ethics laws and regulatory agencies, organizational performance and ethics,

ethics management, and community and the ethical environment. Across these five

categories, the authors observed that, despite a noticeable increase in the number of

articles that use empirical methodologies, the literature continues to be dominated by

works with a theoretical or conceptual focus. Of particular interest here is the implication

that there are but a handful of empirical works that addresses ethical decision-making and

value prioritization.



3

Ethical Assessment for Individuals

A relatively small, though increasing, number of scholars have used empirical

methodologies to examine the ethical standing of individuals (Menzel, 2003). Many of

these studies are based on Kohlberg’s (1980) stages of moral development. Examples of

such work include Stewart and Sprinthall (1993), Stewart, Siemienska, and Sprinthall

(1997, 1999), Wittmer (1992, 2000), Jurkiewicz and Brown (2000), and White (1999).

These studies measure the levels of ethical reasoning and ethical sensitivity in public

officials and students.

Other scholars have used survey research and case studies to analyze the ethical

development of public administrators. Strait (1996, 1997, 1999) used interviews and

surveys to describe ethics-related attitudes and behaviors of public employees and

students. Frederickson and Newman (2001), on the other hand, conducted an in-depth

case study of a high-ranking public official who resigned her position “out of a sense of

responsibility” (360).

Q-Methodology

The exercise presented here uses Q-methodology to assess the ethical priorities of

MPA students. A brief overview of the method is in order. Exercises based on Q-

methodology ask individuals to rank a set of statements about a given topic according to

their strength of agreement (Brown, 1986). The completed ranking, called a Q-sort,

reflects the individual’s attitudes about the topic (Brewer, Selden, and Facer, 2000).

Unlike surveys that typically ask about each statement in isolation from others, the

ranking of statements in Q-methodology presents a relative, comparative picture of
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attitudes. Once the Q-sorts are completed by all of the individuals in the sample, the

results are correlated and factor analyzed to identify groups of respondents who have a

similar ordering of attitudes. As will be discussed later in the paper, the analysis of the Q-

sorts in this exercise was modified so as to broaden the potential audience and usefulness

of this ethics-assessment exercise.

Q-methodology has been used to assess various topics in the public administration

literature. Selden, Brewer, and Brudney (1999) identified five conceptions of

administrative roles and responsibilities. Brewer, Selden, and Facer (2000) assessed the

predilection of certain individuals to pursue public service careers. Of particular interest

is Hiruy’s (1987) research on the ethical orientation of public administrators.

Respondents were asked to rank statements that reflected ethical theories that emphasized

personal, situation, social, and existential ethics (Hiruy, 1987).

Q-sort Statements

The statements for the exercise presented here were adapted from the code of

ethics of the American Society for Public Administration. As such, the statements reflect

the primary ethical values of public administration and public service. ASPA adopted a

revised code of ethics in 1994 that reflected the moral obligations of members (Bowman,

2001). The code is organized around five core principles: Serve the Public Interest,

Respect the Constitution and the Law, Demonstrate Personal Integrity, Promote Ethical

Organizations, and Strive for Professional Excellence. Each of these values is largely

consistent with Cooper’s concept of the ethical principle, which is “a general law or rule

that provides a guide for action” (Cooper, 1998, 12). Under each of the five principles is
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a list of four to eight so-called commitment statements that serve to elaborate on the core

principles. There are a total of thirty-two commitment statements in the code of ethics.

These commitment statements are reminiscent of Cooper’s moral rules, where

“rationality and systematic reflection are involved but only in a limited, piecemeal

fashion” (11). These thirty-two commitment statements were modified and condensed for

use in the exercise, resulting in a total of twenty-five statements. Thus, the five principles

in the ASPA code are each represented by five statements in the Q-sort (see Exhibit A:

Statement Groupings).

P-Sample

The Q-sort was completed by students in a required course on public service

ethics in the Masters of Public Administration Program at Binghamton University. A

total of fifteen Q-sorts were completed. These fifteen completed Q-sorts constitute the P-

sample.

Ranking of Principles

The Q methodology exercise presented herein incorporates both the list of five

core principles and the twenty-five modified commitment statements from the ASPA

code of ethics to assess the ethical priorities of MPA students. Respondents were first

asked to answer eight basic questions that could serve as important independent variables

in subsequent analysis. Next, the respondents were instructed to rank the five core

principles from the ASPA code of ethics in their order of relative importance to the

student’s sense of public service ethics (see Exhibit B: Response Sheet).
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Q-Sort

The second part of the values-ranking exercise was the Q-sort of the twenty-five

statements. Students were asked to sort the statements along a continuum from least

important to most important (see Exhibit C: Q-sort Sheet). The continuum approximates

a normal distribution, with relatively more responses categorized as neutral than either of

the two extremes.

Results

The responses to the first part of exercise indicate the relative importance of the

five core principles from the ASPA code of ethics: Serve the Public Interest, Respect the

Constitution and the Law, Demonstrate Personal Integrity, Promote Ethical

Organizations, and Strive for Professional Excellence. When these results are interpreted

as general laws or rules that provide a guide for action (Cooper, 1998), the exercise

reveals which principle is most important to a respondent’s sense of public service ethics.

The results can also be considered in the aggregate, with a similar implication for the

respondent group (P-sample).

The aggregate results are presented in Table 1. With a range of 1 to 5, the average

rankings of the five statements clearly show that demonstrating personal integrity is of

highest importance to the MPA students. Serving the public interest received the second

highest average ranking, followed by striving for professional excellence, respecting the

Constitution and the law, and promoting ethical organizations.
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The interpretation of the results from the Q-sort is more complicated. As was

previously mentioned, Q-methodology relies on factor analysis to interpret the Q-sort

data. Factor analysis is an important tool used by researchers that yields robust and

sophisticated outputs. This sophistication proves, however, to be both a blessing and a

curse. The methodological rigor that factor analysis brings to Q-methodology also

presents a barrier to the technique for those lacking a firm grasp of statistical analysis.

Consequently a new approach to interpreting the Q-sort results is proposed. The obvious

trade-off for this simpler, more accessible analytic technique is the loss of statistical

integrity.

The seven categories on the Q-sort continuum between least important and most

important are assigned a numerical value from 1 to 7. The numerical value and the degree

of importance are positively correlated. The completed Q-sort, then, indicates the relative

importance of all twenty-five statements with a range of 1 to 7. While this raw data is

intrinsically interesting, the interpretation of over two dozen scores can be cumbersome.

Since each of the statements corresponds to one of the five core principles, it is useful to

pool the statement rankings into these five groups. With five statements in each of the

five groups, the average ranking of the five statements in the group represents a second

measure of the relative importance of the core principles.

The results from the Q-sort are presented in Table 1. The statements related to

respecting the Constitution and the law received the highest average ranking. Serving the

public interest and demonstrating personal integrity were next highest, followed by

promoting ethical organizations and striving for professional excellence. When the

statements are considered approximations for Cooper’s moral rules (1998), these results
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suggest that MPA students regard respect for the law as having primary importance for

their sense of public service ethics.

A comparison of the results from the value ranking and statement Q-sort suggests

a partial inconsistency in the ethical priorities of the respondents. While demonstrating

personal integrity and serving the public interest were ranked high in both parts of the

exercise and striving for professional excellence was ranked relatively low in both, there

is an apparent disconnect in the importance of respecting the law. Although the

statements associated with respecting the law received the highest average Q-score, the

value, in and of itself, was only ranked fourth out of the five core principles.

The inconsistency in the ranking results can partly be explained by the nature of

the nature of the statements in the two exercises. The five ethical principles in the first

exercise reflect a higher order of ethical analysis (Cooper, 1998). Respondents were

asked to make distinctions based on perceived importance among five principles that are

all fundamental to public administration (by virtue of their inclusion in the ASPA code of

ethics). While a “rough hierarchy” emerged for each respondent, the principles reflect an

idyllic and abstract notion of ethical priorities.

The statements in the Q-sort, in contrast, are more action-oriented and practical in

nature. While the twenty-five statements retain a degree of universality and abstraction,

the practical consequences of each statement are more apparent than the general

principles to which they are all related. Thus, this interpretation of the results suggests

that the five principles are ethical ideals while the twenty-five statements constitute

practical ethical guides for action.
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Conclusion

Since this value-ranking exercise has been conducted only once, no grand

assertions can be made about its usefulness or applicability. Having reviewed the extant

literature and research on ethics, this exercise makes a valuable contribution due to the

focus on public sector values in the first place, and the relative ordering of values in the

second. Further applications of this exercise are planned, most obviously with the next

group of students in the ethics class. Finally, formal factor analysis will be conducted on

the Q-sort data once a larger pool of respondents has completed the exercise.
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Exhibit A: Statement Groupings (based on the 5 values in the ASPA Code of Ethics)

Group I: Serve the public interest
3. Exercise discretionary authority to promote the public interest.
21. Recognize and support the public’s right to know and participate in the public’s

business.
15. Exercise compassion, benevolence, fairness, and optimism.
16. Respond to the public in ways that are complete, clear, and easy to understand.
11. Assist citizens in their dealings with government.

Group II: Respect the Constitution and the law
1. Work to improve and change laws and policies that are counter-productive or obsolete.
9. Eliminate all forms of unlawful discrimination and harassment.
24. Prevent all forms of mismanagement of public funds by establishing and maintaining

strong fiscal and management controls.
17. Respect and protect privileged information.
4. Promote constitutional principles of equality, fairness, representation, responsiveness,

and due process.

Group III: Demonstrate personal integrity
10. Maintain truthfulness and honesty and do not compromise them for advancement,

honor, or personal gain.
8. Ensure that others receive credit for their work and take responsibility for their own

errors.
23. Zealously guard against conflict of interest or its appearance.
19. Respect the public, subordinates, colleagues, and superiors.
2. Conduct official acts without political bias.

Group IV: Promote ethical organizations
18. Enhance organizational capacity for open communication and creativity.
12. Establish procedures that promote ethical behavior and hold individuals and

organizations accountable for their conduct.
20. Provide organization members with an administrative means for dissent, assurance of

a fair process, and safeguards against reprisals.
5. Promote merit principles that protect against subjective and inconsistent actions.
25. Encourage organizations to adopt, distribute, and periodically review a code of ethics.

Group V: Strive for professional excellence
22. Accept as a personal duty the responsibility to keep up-to-date on emerging issues

and potential problems.
6. Provide support and encouragement to enhance professional competence.
13. Encourage others, throughout their careers, to participate in professional activities and

associations.
14. Interact with students of public service to bridge theory and practice.
7. Promote public service as a civic responsibility.
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Exhibit B: Response Sheet

1. What are the last four digits of your social security number? ___ ___ ___ ___

2. What is your current age? ______

3. What is your gender (circle one)? Female Male

4. How many years have you worked in the public/non-profit sectors? ______

5. How many courses have you completed in the MPA program? ______

6. What was your undergraduate major? ______________________________

7. What is your race/ethnicity? _________________

8. How would you describe your political ideology (circle one)?

Very Liberal Liberal Moderate Conservative Very Conservative

Please rank the statements below in their order of relative importance to your sense of
public service ethics (“5” is most important, “4” is next most important, etc.). A lower
ranking for a statement does not mean that it is unimportant, rather it signifies that it is
less important to your sense of public service ethics when compared to the other
statements.

___ Serve the public interest: Serve the public, beyond serving oneself.

___ Respect the Constitution and the law: Respect, support, and study government
constitutions and laws that define responsibilities of public agencies, employees,
and all citizens.

___ Demonstrate personal integrity: Demonstrate the highest standards in all activities
to inspire public confidence and trust in public service.

___ Promote ethical organizations: Strengthen organizational capabilities to apply
ethics, efficiency, and effectiveness in serving the public.

___ Strive for professional excellence: Strengthen individual capabilities and
encourage the professional development of others.



Exhibit C: Distribution of Statements

Least Most

Important Neutral Important

-3 -2 -1 0 +1 +2 +3

(3) (3) (4) (5) (4) (3) (3)

_____ _____ _____ _____ _____ _____ _____

_____ _____ _____ _____ _____ _____ _____

_____ _____ _____ _____ _____ _____ _____

_____ _____ _____

_____



Table 1: Results

Average rank of the 5 principles (scale: 1-5)

3.47 Serve the public interest: Serve the public, beyond serving oneself.

2.73 Respect the Constitution and the law: Respect, support, and study government
constitutions and laws that define responsibilities of public agencies, employees,
and all citizens.

4.13 Demonstrate personal integrity: Demonstrate the highest standards in all activities
to inspire public confidence and trust in public service.

1.87 Promote ethical organizations: Strengthen organizational capabilities to apply
ethics, efficiency, and effectiveness in serving the public.

2.80 Strive for professional excellence: Strengthen individual capabilities and
encourage the professional development of others.

Average score for the 5 statements in each of the statement groups (scale: 1-7)

3.97 Group I: Serve the public interest

5.24 Group II: Respect the Constitution and the law

3.97 Group III: Demonstrate personal integrity

3.91 Group IV: Promote ethical organizations

2.91 Group V: Strive for professional excellence
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Preparing MPA Graduates to Serve as Intermediaries in Community Building and
Public Engagement

Ruth Ann Bramson, Ph.D.
Assistant Professor

Suffolk University, Boston, MA

The need to prepare public managers with the knowledge and skills to be
intermediaries in building communities and engaging stakeholders in public problem
solving is receiving increased attention in the literature of public administration and
at professional meetings. Recognizing the need for public managers with the will
and expertise to design and facilitate participatory public processes, the Department
of Public Management at Suffolk University in Boston has made curricular changes
which include the development of a Master’s in Public Administration specialization
in Community Leadership and Public Engagement. This paper outlines the
rationale for this new focus and provides an overview of the program.

Introduction
In 2004, the faculty of the public management department at Suffolk University in
Boston made several curricular changes in the Master’s in Public Administration program
in order to assist our graduates in grappling with a confluence of trends impacting
community problem solving: governmental downsizing and decentralization, demands
for greater stakeholder participation in decision making, increasing reliance on
partnerships to address public problems and, at the same time, a decline in many
traditional forms of civic engagement. The department added a new course in
collaborative leadership to the required core curriculum for all students receiving the
MPA degree; we increased our course offerings in civic engagement; and we introduced
an MPA specialization in Community Leadership and Public Engagement.1 This article
has three primary aims: The first is to present the rationale behind the curricular changes
in the Suffolk MPA program. Second, the article describes the approach the Suffolk
University public management department is currently taking to prepare graduates in
community leadership and public engagement. Third, the article discusses some of the
questions, opportunities, and challenges our department has encountered in the process of
making these program changes.

There is a young but crucial movement beginning within public administration to re-
examine the role of the public and public administrators in policy making and
implementation by looking at legitimate ways of engaging citizens more actively in
deliberating about and solving community problems (Reich; Thomas; Behn;
Frederickson; Cooper; Fox and Miller; Wamsley and Wolf; Nalbandian; King and
Stivers; Denhardt and Denhardt; Box). This seems to be happening for a number of
reasons. First, many scholars, officials, and thoughtful citizens have expressed concern
about the health of American democracy and civic life (Barber 1984, 1998; Mansbridge;
Pateman; Sandel; O’Connell; Mathews; McSwite). The need to strengthen community
has become a persistent theme, with commentators from various disciplines and political
perspectives focusing on different aspects of community in America (Bellah et al 1985,
1991; Etzioni 1988,1997; Wolfe; Putnam). Second, there is an increasing recognition
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that traditional hierarchical and bureaucratic approaches to public problem solving are no
longer working. Today’s public leaders are learning they must reach beyond their
organizational boundaries and engage a much broader group of stakeholders in order to
create sustainable strategies to address complex interconnected problems.
(Stone; Frederickson, 2003; Luke; Linden; Bryson; Denhardt and Denhardt). Finally,
discourse theorists have generated a movement to reconceptualize public administration
through changes in the ways in which people talk and relate to one another in the
policymaking process. This has bolstered interest in the underutilized approach to
policymaking known as public deliberation (Farmer; Fox and Miller; White; Reich;
McSwite; Yankelovich; Mathews; Forester).

Civic Engagement Needed
Many social observers have expressed alarm as fewer Americans vote, participate in civic
life, or involve themselves in voluntary organizations that meet regularly. Voting rates
have dropped about 25 percent since the 1960’s, and the proportion of people who tell
pollsters that “they trust the federal government to do what is right” has fallen from three-
quarters in the early 1960’s, to less than a third at the turn of the twenty-first century
(Skocpol and Fiorina 1999). In his book, Bowling Alone, Robert Putnam points to a
decline in institutions such as clubs, professional groups, and other forms of communal
and associational life. Recently, there have been numerous calls for reinvigorating the
role of citizens in governance and in community problem solving, including from those
within the profession of public administration (Frederickson and Chandler 1984; King
and Stivers 1998; Box 1998). King and Stivers (1998) assert that public administrators
should utilize their discretionary authority to foster collaborative work with citizens in
deliberating, making decisions, and implementing public policy. Some even argue that
the key role for public administrators today is to build community and encourage citizen
involvement in public decision making (Nalbandian,1999).

Public Managers are Key to Community Leadership and Public Engagement
If citizens are to be engaged in tackling public problems, public managers must help to
make it so. By virtue of their positions public managers have significant resources for
playing an intermediary role in community problem solving.2. Intermediaries may
assume roles as facilitators, mediators, public process designers, organizers, coalition
builders, capacity builders, public educators, as well as others, especially at the local
community level.

Whether community involvement is procedurally required or generative, it is typically
public managers who do the work of designing and implementing public involvement
processes. Elected public officials, as well as other community leaders, have a crucial
role as advocates for community engagement. Elected officials may request that a
process be initiated, but it is generally public managers who make it happen. They can
either use their authority to limit the role of the public to appearances in pro forma public
meetings, as happens far too often, or they can design and implement processes that cross
organizational and sector boundaries and engage diverse community members in the
hard, noisy, messy work of collective problem solving. Public managers also have
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staying power. Unlike elected officials, who come and go with the election cycle, public
managers typically stay in their positions for many years. Many public managers also
share a common knowledge base and expertise gained in public administration programs
and have opportunities for on-going professional training to keep their skills current
(Frederickson, Kettering, 1997).

Chris Gates of the National Civic League has observed, “the local city official or
manager of the future is increasingly seen as a catalyst and facilitator of broad efforts by
many different groups or individuals not as a stand alone problem solver” (Gates, p.4).2

William Ruckelshaus described this catalytic approach well in his 1996 Webb lecture at
the National Academy of Public Administration when he presented four or five instances
in which public administrators stepped back from their accustomed roles and served as
facilitators and supports while citizens directly affected by a complex environmental
problem hammered out solutions which all, or most, of them could accept. He then went
on to observe: “Historically, public administration has prided itself on its ability to apply
the tools of rationality to complex problems….I think that in the future many decisions
will, rather, emerge from the sort of group processes I have been talking about…The role
of the public administrator will be largely to foster the process and make sure that it has
technical support…” (Ruckelshaus).

The Will/Skill Dilemma
In order to engage the public in community problem solving, public managers must
believe it is important to do so and have the knowledge and skills to become effective
intermediaries. The failure of public managers to engage community members in
deliberation regarding public problems falls into the category of intractable problems that
Daniel Yankelovich has called “will/skill dilemmas.” Yankelovich writes that “some
problems resist solution because the will to solve them is lacking. Others resist solution
because the knowledge to solve them is lacking. The worse kinds of problems are those
cursed with a lack of will and a lack of skill, creating a vicious cycle. The skills remain
undeveloped because of low motivation and motivation doesn’t kick in because of lack of
skills” (Yankelovich, p.158 ).

Public managers face a will-skill dilemma in regard to public engagement. Many public
managers are skeptical about whether the public has the knowledge, interest, and civic
commitment to contribute anything of value to the public problem solving process. From
the apolitical rationalist point of view the public’s inferior level of information, relative to
that of experts and professionals and the public’s tendency to judge issues based on moral
values, introduces random levels of subjectivity and misinformation into what they
believe should be an objective and fact-based process. Engaging community members in
public problem solving also requires knowledge and skills that have not traditionally been
part of the preparation for careers in public administration, such as change management,
systems thinking, community organizing, group process and facilitation, leadership,
conflict resolution, interpersonal skills (Luke; Bryson; Mathews; Frederickson, Kettering
1997). This double bind leads to inaction and blocks the effort to engage community
stakeholders in public problem solving.
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This will/skill dilemma presents big challenges for public administration, as it is currently
constituted. Despite the need for public administrators to be more than technical experts,
the curricula of many graduate programs in public administration, including Suffolk
University, have centered on technical preparation in such areas as personnel
management, administrative law, finance, budgeting, program evaluation. These
knowledge and skill areas are necessary but not sufficient for today’s public managers.

Early in the Learning Process
Unfortunately, while many academics and other opinion leaders have made a compelling
case for civic engagement and for public managers as key agents in community problem
solving, the effort to develop, document, and test new structures, processes and norms is
still in its infancy. We are at a very early stage of our learning process about what it
means to prepare public managers for an intermediary role. We don’t even have
consistent language yet for this new way of doing business. Research on the goals,
structure, and outcomes of collaborative public problem solving is limited. But, we do
have stories.

There are hundreds of case studies from communities all across the country, as well as
internationally, where public professionals, primarily at the local level, are providing
stakeholders with the opportunity to learn about the technical and political facets of
policy options and creating opportunities for them to discuss and evaluate these options
and their likely consequences, according to their own values and preferences. Through
communal deliberation, decision making, and action, they are working with community
members to address crime problems, school problems, environmental problems, problems
of ethnic and racial conflict, and many others. Can we share these case studies and
engage our students in learning from them? Can we create learning experiences for our
students which will help them to build both the will and skill to be intermediaries,
facilitators and community capacity builders? Can we develop an educational framing to
assist public managers in thinking about when and how to involve community members
in public deliberation and multi-stakeholder decision making? Can we help our graduates
negotiate the complexities of community partnerships and alliances? Can we accelerate
the emergence of this new model of public administrator?

These are some of the questions that faculty members in the Public Management
Department at Suffolk University asked themselves while conducting a year-long
curriculum review in 2002-2003. That discussion, along with a literature review,
interviews with scholars and practitioners, a study of other MPA programs and review of
syllabi from other institutions, focus groups with current and former students, and a
dialogue with colleagues in other departments of the university, led us to the decision to
add a required course in collaborative leadership to our core curriculum for all MPA and
MHA students, to increase our course offerings in community engagement, and to pilot a
specialization in community leadership and public engagement for MPA students
interested in providing guidance and technical assistance to public and non-profit
organizations on multi-stakeholder problem solving.
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Suffolk University MPA Program: Recent Curriculum Changes
Suffolk University is an urban university located at the top of Beacon Hill in Boston,
between the Massachusetts State House and Boston City Hall. The public administration
department is housed in the School of Management along with undergraduate and
graduate business programs. The Suffolk MPA program enrolls approximately 200
students, the majority of whom are part-time graduate students working in local, state and
federal government and non-profit organizations, especially health care. Most classes are
offered in the evenings and on Saturdays. Students who graduate with a straight MPA
degree take 15 three-credit hour courses; those who choose to graduate with a specialized
MPA degree take an additional two courses, for a total of 17 three- credit courses.
Currently, we offer four specialized degrees: state and local government, health care
administration, non-profit management, and most recently, community leadership and
public engagement.

In the process of deciding to introduce a new specialized MPA degree in Community
Leadership and Public Engagement, our faculty had extensive conversations about our
program, its identity, and its future. We had lively discussions about our individual
philosophies regarding public administration and about personal and professional values
and goals. Some colleagues questioned whether taking leadership by being a convener
and facilitator in the policymaking process is a constitutionally proper role for a
professional administrator. Public managers must lead, countered other department
members, (reflecting Robert Behn and others) because our current policy making process
is broken and they are in a position to make it more democratic, at least potentially.
Others argued, following Terry L. Cooper and George Frederickson (1997), that public
administrators are, properly, representative citizens who are employed by their fellow
citizens to do the work of citizenship on their behalf, by reinforcing communal values
and democratic processes. Several colleagues saw public deliberation and community
problem solving as unrealistic and too removed from the machinations of the political
process, especially in a part of the country dominated by strong mayor governments.

Faculty members questioned whether there was a market for a specialized MPA degree
which, unlike our other specialized MPA degrees, was not focused on a sector, such as
state and local government, health care management, or non-profit management, but
rather on a body of process-oriented knowledge and skills which cuts across all sectors.
Our focus groups with alumni and government, health care and non-profit executives led
us to believe that question could be answered affirmatively.

Underlying our differing views and priorities, we found a shared concern on the part of
our faculty, that in order to address the complex interrelated problems facing
organizations and communities, all of our graduates need leadership competencies for
working collaboratively with multiple stakeholders. The best public managers have
probably always operated this way; our students need to learn from the ‘best processes’
that they have employed. We also need to bring together what has been learned in other
fields, such as organizational development, systems thinking, conflict resolution, about
participative decision making in order to make policy making more democratic and more
effective. We decided we want our program to provide graduates with a theoretical
framework and practical skills for designing and implementing deliberative democratic
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processes and collaborative problem solving. We have taken the following steps to
implement that decision:

New Core (Required) Course for all MPA Students: PAD 718 Leadership Strategies
for an Interconnected World
We agree with Robert Behn and others, who argue that public managers are obligated to
lead because the American system of governance is facing basic failures which public
managers can help to correct (Behn; Denhardt and Denhardt, Frederickson, 1997).
Beginning in Spring 2004, Suffolk began requiring all MPA students to take a course
which presents a collaborative leadership model, called Leadership Strategies for an
Interconnected World. The decision to add this new course to our required core reflects a
recognition that public policy is increasingly being made through the interaction of many
different interest groups and organizations with overlapping and often competing goals
(Denhardt and Denhardt; Luke; Bryson). Getting things done requires leadership to bring
together diverse individuals and groups from multiple institutions, sectors and
jurisdictions in a collaborative manner. We decided all of our students, regardless of
whether they worked in government, non-profit organizations, or healthcare, needed to
build knowledge and skills in collaborative leadership, so we made this a required course
in both MPA and MHA programs.

The course introduces a facilitative or collaborative model of leadership and applies it to
the handling of societal problems in a system of distributed governance which requires
partnerships among government agencies, non-profit service providers, businesses,
neighborhood groups, educational institutions. Students are introduced to what Jeffrey
Luke calls the tasks of catalytic leadership (Luke). Through readings, written and video
case studies, experiential exercises, group work, and reflective writing, students are
provided with opportunities to build knowledge and skills related to these leadership
tasks.

Engaging the public in collaborative process can be a high risk and consuming activity.
There is no guarantee it will succeed. People need commitment and drive to step out into
the unknown. Having a sense of purpose helps public managers to take unavoidable
setbacks and failures in stride. In our new student orientation, held each September, we
engage students in an Appreciative Inquiry process designed to help them identify
personal and professional aspirations and goals. This new leadership course builds on the
work done in the orientation by challenging students to do some hard thinking about their
own values and priorities and how they define their purpose as public service
professionals.

Much of the course is devoted to the dynamics of partnerships and alliances through the
analysis of case studies and reflection on what it means to play a go-between role in
public problem solving. By requiring that all MPA students take a course in collaborative
leadership as part of the core curriculum, we are saying that all of our students need to
understand this new way of doing business, reflect on what it means in their own
professional environment, and have an opportunity to develop and practice collaborative
leadership skills.
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MPA Specialization in Community Leadership and Public Engagement
In spring 2004, Suffolk University began offering students seeking the Master’s in Public
Administration an option to pursue a specialized degree in Community Leadership and
Public Engagement. Our goal in creating this degree is to provide a course of study
which will prepare public service professionals with the specialized knowledge and skills
to design, facilitate, and evaluate participative public processes and multi-stakeholder
decision making. Students who choose the Community Leadership and Public
Engagement specialized degree are those who wish to build a particular set of
competencies which they can bring to careers in local, state, or federal government,
international development, non-profit organizations, or consulting.

If we want to engage the public more effectively in community problem solving, our
public and non-profit organizations are going to need people with the knowledge and
skills to design, implement, and evaluate these processes. In 1999 and 2000, forty-two
in-depth interviews were conducted with public managers, including many city managers,
who are utilizing deliberative public processes in their communities. Almost without
exception, the study participants said they had relied on a methodology developed
elsewhere, such as Study Circles, or worked closely with an outside consultant over an
extended period of time. The overwhelming majority of the interviewees said they had
no one on their staffs with knowledge of models for participative public decision making
nor the ability to design and guide the organization in implementing and evaluating such
a process (Bramson,2000). This specialized MPA degree seeks to address this deficit by
preparing a cadre of public service professionals with the advanced knowledge and skills
to serve as coaches, consultants, and resources on democratic public processes for their
organizations and communities.

In developing this new degree, the public management department went through a
process of identifying what we believed to be the key content and skill areas needed for
expertise in community leadership and public engagement. When we did that we found
that many of our colleagues had academic and professional experience and interests, of
which we were not fully aware, that would support this new specialization. We also
reviewed our current course offerings to determine how they might support the new
program. For example, if public managers are to function as catalysts and community
capacity builders they need a firm grounding in theories of democratic citizenship and in
the history and political context of public administration. This is covered in Foundations
of Public Organizational Administration, an entry-level required course for all MPA
students. Community facilitators also need to understand the theories and practices of
organizational development and change management. Organizational change
management is the major focus of another required core course, Organizational
Effectiveness in Government. Issue analysis, the analysis and communication of data,
performance measurement, program design and evaluation, and strategic planning are
other knowledge areas that are important for community problem solving and are taught
elsewhere in our core curriculum (Appendix A).

The curriculum for the Community Leadership and Public Engagement specialized MPA
degree takes a multi-disciplinary approach. For example, from political science we look
at the role of citizen as it was conceived by the Founding Fathers and as it is being
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practiced today. From sociology, anthropology and psychology, we draw concepts
regarding community building, community organizing, and community problem solving.
From organizational development we draw practices and principles for implementing
change and for involving whole systems in participatory processes. We agreed that
students who specialize in community leadership and public engagement should be able
to demonstrate:

 A theoretical understanding of leadership models, community organizing, issues
of democracy versus bureaucracy, change management, conflict resolution, public
communication, strategic planning, group process, systems thinking, as they apply
to bringing together diverse parties in communities to forge new solutions.

 Ability to work with a group to analyze a community issue and design a process
for engaging multiple stakeholders, resolving disputes, implementing changes,
and evaluating results.

 Ability to analyze a participatory governance process in terms of its ability to
advance democratic values such as, equity, accountability, transparency,
effectiveness, representation.

 Advanced level knowledge of models and methods for large and small group
democratic processes.

 Concern for democratic values and their role in enacting those values.

Two New Courses Support Specialized Degree
Two new courses, Civic Innovation, Community Engagement and Effective Governance
and Public Involvement Strategies and Facilitation Methods, have been added to the
curriculum to support this new specialized degree. They were offered for the first time in
Spring and Summer 2004 (Appendix B):

PAD 855 Civic Innovation, Community Engagement and Effective Governance
Across a wide range of policy arenas proponents of community engagement are
developing innovative programs that apply deliberative democratic practices to public
problem solving (Sirianni; Fung). In this course, students examine cases which are drawn
from areas as diverse as policing, restorative justice, public education, urban governance,
youth development, civic journalism, environmental regulation, health care, community
visioning, international development. In each case, practitioners have developed
institutional arrangements that engage the participation of ordinary citizens, empower
groups made up citizens and public servants, and hold these groups responsible for
producing and measuring outcomes. Students analyze these programs, in detail, focusing
on their goals and outcomes in terms of advancing the values of participation, fairness,
deliberation, accountability, and effective governance (Fung).

PAD 856 Public Participation, Group Theory and Facilitative Practice
In order to effectively engage stakeholders in public problem solving, public managers
need the ability to design and manage participative processes that assist community
members in building a shared notion of the public interest. This new course is designed
to integrate the theory and practice of group facilitation, with a particular focus on public
participation. Students have ‘hands-on’ opportunities to develop and demonstrate the
competencies necessary to create arenas and facilitate processes in which stakeholders
can engage with one another in addressing public concerns. Coursework provides an
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overview as well as specific practice in participative process design, techniques, and tools
for involving various stakeholders in defining problems, formulating policies or plans,
making decisions, and implementing them. The course does not set forth a
comprehensive theory of group facilitation. Instead, it describes a set of core values and
congruent principles—elements of a theory—and shows how to use various methods to
apply the principles in practice—with both small and large groups. The course is taught
by two instructors who provide students with extensive coaching. Specific methods
covered include Institute of Cultural Affairs (ICA) group facilitation methods, Future
Search, Open Space Technology, Appreciative Inquiry, as well as others.

Other Components of the Specialized MPA Degree in Community Leadership and
Public Engagement
In creating this new specialized degree we have brought together several courses which
have been offered in the public administration department, and in other departments of
the university, for many years. Community and Citizen Empowerment and Alternative
Dispute Resolution are public management courses which have each had consistently
high enrollments.

PAD 846 Community and Citizen Empowerment
This course explores the major approaches currently being used in community building
efforts to strengthen community capacity. The course explores strategies intended to
build a community’s social capital and ways in which community organizing strengthens
broader community building efforts. Students are introduced to asset based community
building while contrasting that with problem oriented approaches. Recognizing that
community change begins with changing the way people think about and talk about
issues, this course introduces students to theories and models for civic dialogue and
public deliberation. Students examine such models as: National Issues Forums, Study
Circles, AmericaSpeaks, deliberative polling, citizen’s jury, citizen panels and others. In
the course, students develop a framework for public managers who are designing a public
participation process and considering how much influence to share with the public, who
from the public to involve, and how to choose among specific forms of public
involvement.

A key component of the course involves students in leading an organizing project in
connection with various institutions involved in community capacity building in the
greater Boston area or on the campus. The organizing projects involve students in
organizing other people to join them in achieving a clear outcome by the end of the
semester.

PAD 850 Alternative Dispute Resolution or MGOB 855 Conflict and Negotiation
Engaging citizens in community problem solving requires public managers to have
knowledge and skills in negotiation and conflict resolution. Coursework in either
alternative dispute resolution or negotiation is required of all students in this specialized
degree. In the public management alternative dispute resolution course, students learn
guidelines for designing a dispute resolution system that will help handle conflicts
effectively on an on-going basis and avoid the damaging costs of attorney’s fees, lost
productivity, and emotional injury. Students examine key questions to be answered when
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analyzing a dispute and principles of dispute system design, such as designing procedures
that encourage disputants to return to negotiation. Distinctions are made amongst
negotiation, mediation and arbitration and each is explored extensively. Dispute
resolution is discussed in settings involving labor-management disputes, environmental
issues, community disputes, construction claims, and business disputes. Special attention
is paid to multi-stakeholder negotiations and public disputes.

Students also have the option of substituting an MBA course in the theory and practice of
negotiation for alternative dispute resolution. This course emphasizes that effective
negotiation involves a combination of analytical and interpersonal skills. Analysis is
important because negotiators cannot develop sound strategies without an understanding
of the context of the situation, the interests of all parties, and the range of possible
options. Interpersonal skills are important because negotiation is fundamentally a process
of communicating, building trust (or not), and mutual persuasion.

Multi-Disciplinary Electives and Practice-Oriented Capstone
In order to examine the issue of public engagement in community problem solving
through the eyes of scholars in various disciplines and fields of study and to gain
knowledge and skills not included in the public administration curriculum, students in
this specialized degree are encouraged to take selected electives in other departments of
the university. (Appendix B.) For students in this program, the capstone course, which is
required of all MPA graduates, takes the form of either an internship (for pre-professional
students) or a practicum seminar (for in-service students) and is designed to provide
opportunities for mentoring, experiential learning, working on real community problems,
and reflection-in-action (Schon).

Unique Approach or Repackaging?
The content of the courses in this specialization is not unique to the Suffolk program.
Other MPA programs offer courses in conflict resolution, community organizing,
collaborative leadership, public participation methods. In bringing these content areas
together in this specialized degree, we are arguing that the public arena needs people with
expertise that incorporates and builds on processes from organizational development,
conflict resolution, community organizing, group process and systems thinking, who can
serve as intermediaries, facilitators, and change agents in public problem solving. In
order to overcome the will/skill dilemma, public organizations need individuals grounded
in democratic theory with knowledge and experience regarding the “who,” the “when,”
and the “how” of civic engagement to whom they can turn for assistance. In order to do
this important work, we think people need an integrated course of study, not just scattered
electives, in order to develop the level of knowledge and skill, and the confidence
needed. They also need a chance to practice what they learn both in the classroom and in
the community.

Developing a curriculum which prepares public management students to function as
skilled intermediaries and facilitators in collaborative community problem solving takes
our department into new and challenging territory. Our goal is to develop an educational
framing for some practical guidance for public managers in thinking about when and how
to involve citizens in public deliberation and multi-stakeholder decision making—a
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framework for practice. But, skilled practice involves artistry as well as a theoretical
framework. Can the interpersonal and communication skills necessary to be an effective
community facilitator be taught? Will we need to develop teaching methods different
from those usually found in graduate education to help community facilitators develop
artistry through reflection-in-action? As we seek to teach our students to be reflective
practitioners as community facilitators, how can we be more reflective practitioners in
our own teaching?

Although this specialized degree program is less than one year old, members of the
public management department faculty say that our focus on developing community
change agents is having the effect of changing us. Our curriculum discussions provided
us with a setting for dialogue about the core questions of public administration: Who are
we? What is our core purpose? What is most meaningful and important about what we
do? As we shared our basic assumptions and weighed options together, trust levels rose.
We are a public management program which is housed within a school of business. This
new specialized MPA degree, and the process we went through to develop it, has helped
our department to clarify its purpose and role within the university. We are working
more effectively across our own boundaries, collaborating with colleagues from other
departments in the university to transcend turf issues and create a multi-disciplinary
program. We have also strengthened long-time community partnerships and built new
ones, as we seek opportunities to give students hands-on experiences linked to class
work. In some interesting ways, our internal process seems to be paralleling what we are
seeking to create in the community at large.

This new specialized degree is influencing the way in which some of our courses are
taught. For example, our budgeting course now includes cases involving participative
budgeting; in the statistics course we decided we needed to send students into the
community to conduct a program evaluation. It is also impacting hiring decisions; we
expect to be adding new faculty to buttress our resources in organizational and
community development in the near future.

The further we go in developing this new specialized degree program, the more conscious
we are of how much more needs to be done. Public service educators who are committed
to accelerating the emergence of new brand of facilitative catalytic public managers need
to be brought together to learn from one another and to promote the design, development,
assessment, and dissemination of innovative learning methodologies and approaches.
We need resource banks for sharing syllabi, readings, case studies, films, websites,
simulations, and developing and supporting research agendas.

Public professionals have always been involved in the process of making public policy.
But, if policy making is to be made more democratic, public managers must overcome
the will/skill dilemma that currently blocks them from providing leadership as
community conveners, facilitators and intermediaries. In order to mobilize the will to
engage key stakeholders and the general public, the public manager must begin with
herself, with her own commitment to democratic values and sense of personal purpose.
Addressing the skill problem involves providing public managers with models, processes,
theoretical frameworks and practical experience for engaging the public in collaborative



12

problem solving. Can we overcome these obstacles to democratic public problem
solving? Can public administration rise to the challenge? We certainly hope so. Our
democracy’s future might depend on it.

(I want to acknowledge the support and assistance of my colleagues in the Public Management Department
at Suffolk University in describing and reflecting on our process in developing this program. Earlier drafts
of this paper were presented at the international conference on “The Deliberative Position in Public
Debate” in Tours, France, May 2003 and at the annual conference of the National Association of Schools of
Public Administration and Affairs, October 2003 in Pittsburgh, PA.)

Notes

1 “Engagement” means that the people who are involved in a problem have a
responsibility, working with others of differing views, to try to devise a solution that will
work, and that will be accepted by most of those affected (Widener).
2 Intermediaries, as used here, refers to people and institutions who connect, support and
assist others in becoming more effective.
3 The term ‘catalyst’ literally means an agent that initiates or speeds up a chemical
reaction without itself being used up in the process (Webster’s New World Dictionary).
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Appendix A: Key Content Areas for Community Engagement Concentration/ MPA Courses

Courses: Orient. 711 712 713 714 715 716 717 718 758/9 846 855 856 850
Content Areas:
Change models/theory X X
Facilitation theory and practice X X
Democratic Theory X X
Public participation methods X X X
Dynamics of power X X X X X X
Group dynamics X X X
Survey research X X
Public administration, history,
theory

X X
X

Data analysis X X
Legal basis for public participation X
Social capital X
Networks, partnerships, coalitions X X X X X
Community economic
development X
Community involvement in
budgeting

X
X

Self-Knowledge, values X X
Leadership X X X
Dialogue and deliberation X X
Governance and civil society X X
Negotiation/conflict resolution X
Collaborative problem solving X X
Community
organizing/development X
Public deliberation models X X X
Cross-cultural communication X
Technology tools for participation X
Framing issues X X X X
Systems thinking/mental models X X
Team building X X X X
Strategic planning X X X
Community assessment X X
Staff and volunteer management X
Applied/ Service Learning X
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Appendix B:
Suffolk University Master of Public Administration with a Specialization in

Community Leadership and Public Engagement

The 51-credit MPA in Community Leadership and Public Engagement consists of 17
courses: 9 required core courses, 4 required courses, and four electives from the
specialization.

Required Core Courses
All Suffolk MPA students must take the following required core courses:
PAD 711 Foundations in Public Organizational Administration
PAD 712 Foundations of Public Policy Analysis
PAD 713 Foundations of Public Financial Administration
PAD 715 Quantitative Analysis
PAD 716 Public Service Human Resource Management
PAD 717 Organizational Effectiveness in Government
PAD 718 Leadership Strategies for an Interconnected World
PAD 758 Internship in Public Management (for pre-professional students)

or
PAD 759 Practicum Seminar in Public Management (for in-service students)

Students in the community leadership and public engagement concentration are required
to complete an internship or practicum employing action learning that involves working
on real community problems and implementing solutions—learning by doing.
* A law class is also required: either 714 Legal Basis of Public Management; PAD 825
Legal Environment of Health Care; or PAD 900 Non-profit Law and Ethics

Required Community Engagement Courses
PAD 855 Civic Innovation, Community Engagement and Effective Governance
In this course, students examine a variety of civic innovations that apply deliberative
democratic practices to public problem solving by bringing together diverse parties
across a variety of policy areas to forge new solutions.

PAD 846 Community and Citizen Empowerment
This course focuses on the theory and methods for community organizing, community
development, and community learning and explores ways empowered citizens can bring
about social and economic change.

PAD 856 Public Participation, Group Theory and Facilitative Practice
This course is for those who wish to increase their knowledge of group theory and build
skills for designing processes to facilitate complex situations involving community. The
course provides opportunities for practice and feedback and for reflection that integrates
knowledge and application.



18

PAD 850 Alternative Dispute Resolution
This course reviews all areas of alternative dispute resolution: mediation, arbitration,
negotiation, conciliation, with an emphasis on resolving public disputes.
or
MGOB 855 Conflict and Negotiation This course emphasizes the theory and skills of
win-win negotiation.

Four Community Leadership and Public Engagement Elective Courses selected from the
following:
PAD 830 Public Liaison Strategies
PAD 813 Admin. Strategies of Local Government
PAD 838 Ethics and Management
PAD 815 Client and Community Relations
PAD839 Leadership and Decision Making
PAD 820 Governmental Decision Making
GVT 657 Urban Politics and Government
GVT 639 Community Advocacy
GVT 623 Political Survey Research
GVT 658 Politics and the Media
GVT 671 Topics in Democracy
GVT 664 The Internet and Politics
GVT 673 American Political Thought
EHS 736 Consultation
EHS 658 Systems Thinking
EHS 664 Communicating for Results
EHS 668 Organizational Development
EHS 659 Reflection and Dialogue
CJN 739 Interpersonal and Intercultural Communication
CJN 721 E-Community and the Digital Divide
CJN 740 Political Communication
CJN 703 Presentation Skills
MGT 866 Crisis Management
MGT 811 Emotional Intelligence
MGT 806 Organizational Change
MGT 802 Power and Influence
MGT 821Managing Diversity
CJ 688 Restorative Justice
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ABSTRACT

We teach the introductory public administration course to undergraduates and are frustrated in

finding a textbook that is appropriate to the reading and experience level of our undergraduate

students. Enrollments in undergraduate introductory public administration courses are growing

and the course is often required in related growing fields, such as criminal justice. Yet, nearly all

introductory public administration textbooks are written for the reading level and experience of

graduate students. Few include a sufficient treatment of the use of private, non-profit, and faith-

based organizations in the delivery of public services. Selecting eleven introductory public

administration textbooks, the paper critiques their topical coverage, reading and life experience

assumptions, and coverage of private, non-profit, and faith-based organizations in the public

sector. We conclude with recommendations for introductory public administration textbooks

that may be more appropriate to undergraduate reading levels, experience assumptions, and

timely coverage of private, non-profit and faith-based efforts in the public interest.
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THE UNDERGRADUATE INTRODUCTORY TEXTBOOK IN PUBLIC
ADMINISTRATION

By

Bradley S. Chilton, University of North Texas
And

Stephen M. King, Campbell University

“The textbook sucks!” (Anonymous, 1992).

“No one reads textbooks for fun,” Anthony Haynes (2001).

We all know the familiar textbook greeting: a collective groan from the reluctant class.

So, the textbook for the undergraduate introductory public administration course is not the most

glamorous of books on the shelf. It is dull, colorless, with little graphic appeal, and reads like the

“challenge cuisine” of Scottish Haggis or Norwegian Lutefisk. It flies under the academic

regalia colors of “grey on grey” and evokes little enthusiasm or sympathy. Are we doomed to

some purgatory of endless repeat performances of this dreary scene?

No! At least, it is our hope to partially illuminate our grey landscape by suggesting the

addition of some style, color, graphics, even glamour within these tomes on bureaucracy. We

teach introductory public administration courses to undergraduates and have frustration in

finding a textbook that is appropriate to the reading and experience level of our undergraduate

students. Enrollments in undergraduate introductory public administration courses are growing

and the course is often required in related growing fields, such as criminal justice. Yet, nearly all

introductory public administration textbooks are written for the reading level and experience of

graduate students. And few include lengthy treatment of the use of private, non-profit, and faith-

based organizations in the delivery of public services. Taking selected, widely-available

undergraduate-level introductory public administration textbooks, the paper critiques their
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topical coverage, reading and life experience assumptions, and coverage of private, non-profit,

and faith-based organizations in the public sector. We conclude with recommendations for

introductory public administration textbooks that may be more appropriate to undergraduate

reading levels, experience assumptions, and timely coverage of private, non-profit and faith-

based efforts in the public interest.

THE UNDERGRADUATE PUBLIC ADMINISTRATION COURSE

Higher education enrollments in the US are booming (Hebel, 2004; Jamilah, 2004A) and

the introductory course in public administration, public affairs, and the administration of public

services has benefited greatly (Chronicle.com, 2004). Undergraduate programs in political

science, public administration, public policy, and related programs in the liberal arts require the

course for their majors. Further enrollments are picking up as the course is increasingly required

or collateral for nearby multi-disciplinary programs in criminal justice, social work, and other

public service and professional degree programs. This is a large market for undergraduate

textbooks; the undergraduate introductory public administration course are “bread-and-butter”

lecture courses, commonly generating large enrollments in multiple, over-enrolled sections (e.g.,

Sharpe & Prichett, 2004).

In addition to introducing undergraduate students to public administration, such

textbooks are useful to politicians, officials, judges, bureaucrats, and citizens as a comprehensive

survey of public service and bureaucracy. Thus, undergraduate-level introductory public

administration textbooks may also be suitable for purchase and personal reference in markets

outside higher education (contrary to the introductory quote from Anthony Haynes). It may be

particularly helpful, for example, to new or re-invented managers of public, non-profit, faith-

based, or other private agencies who seek a better understanding of the rule of government,

administration, management, and public policy at the national, state and local level. If only they
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could get through all the unnecessary jargon, extensive bibliographies, and seemingly endless

endnotes!

The undergraduate introduction to public administration courses (and closely similar

courses) typically are offered to students at associates and bachelors degree programs no lower

than the sophomore level through the senior level. Students enrolled in the course generally have

no more than two years (freshman and sophomore) of college, consisting of general education

requirements and including typical pre-requisites as “introduction to American government” and

“state and local government” courses. The students are usually majoring in one of the social or

behavioral sciences (e.g., political science, psychology, economics, public policy, public

administration, sociology, and so forth). An increasing number of students in the course are

majors in a professional program (e.g., criminal justice, business, social work, and so forth). The

general prerequisites for “introduction to public administration” may include some general

education courses (e.g., history, English). More relevant, some require a specific prerequisite

course or two in American national government. Most liberal arts programs throughout the

country have similar types of requirements; however, each college makes this decision. (See,

generally, Teaching Public Administration Roundtable, 2005).

The teaching challenges for such a course are typical of undergraduate instruction and,

among other factors, include: (1) inadequate student writing abilities; (2) inadequate preparation

(i.e., too process-oriented) for the deeper, philosophical, value-based issues at these

administrative levels; (3) little, if any background and knowledge of private, non-profit and faith-

based organizations in public service; and (4) a dated liberal-state-bias of students coming out of

American government and related courses. The vast majority of prerequisites and course

materials are written by faculty of an older generation and background that bias in favor of now-

dated approaches to expanding the liberal-state and “jobs for the boys” mentality. Students come
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out of prerequisites and other courses in political science, for example, which are generally more

liberal than conservative in their ideology. And once again, little attention has been paid in these

pre-requisites to the growing role of the non-profit sector in public service delivery, especially

with faith-based and community organizations. But America has changed and students and their

instructors need to recognize the importance of these new approaches in public administration.

SELECTED UNDERGRADUATE INTRODUCTORY TEXTBOOKS

Most introductory public administration textbooks are written for the reading level and

experience of graduate students. Few include lengthy treatment of the use of private, non-profit,

and faith-based organizations in the delivery of public services. Taking a look at eleven selected

undergraduate-oriented introductory public administration textbooks, we critique their topical

coverage, reading and life experience assumptions, and coverage of private, non-profit, and faith-

based organizations in the public sector.

I. Richard C. Box, Public Administration and Society: Critical Issues In American Governance

Typical of these more graduate-oriented textbooks surveying public administration is a

new one by Richard C. Box, Public Administration and Society: Critical Issues In American

Governance (Armonk, NY: M.E. Sharpe, 2004). Professor Box clearly designed this for the

introductory course within a traditional graduate-level M.P.A. degree program. It is a theme

book on the central issues of “content, change, and democracy” within national government.

However, it may be used at the senior level in undergraduate programs in public administration.

The text is divided into five parts: PART I - Introduction to the Central Issues: Context, Change,

and Democracy; PART II - Debate and Decision in the Founding Era; PART III - Community

and the Individual; PART IV - Social Equity and Economic Efficiency; and PART V - The Role

of the Practitioner in a Democratic Society. The primary strength is the emphasis placed on the

role of major philosophical values in the development and implementation of issues in public
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administration. Too often this approach is missing, placing the study of public administration in

a nearly valueless framework, except if the values of “efficiency, economy, and effectiveness”

are counted. In fact, Box writes, “...many who teach the introductory course find that students

have little knowledge of the historical, social, and structural basis of the American system of

government and its effects on key issues facing today’s public administrators” (vii). Further, he

notes that, “...instead of the emphasis on management topics found in introductory public

administration texts, this book provides a macro-level view of the cultural, political, institutional,

and economic context of public administration, within a framework that is historical and critical”

(vii). In addition, Box incorporates several previously published pieces that make up Parts II-V,

including selections from The Federalist Papers.

Problematic for use in the undergraduate introductory public administration course, is

that the Box book is more of a supplemental reader than a textbook. Second, it is designed for

the graduate level student and experiences in a typical M.P.A. degree program. Third, even

though Box says that he offers an historical, social, and structural basis for the study of public

administration—an approach that he notes is overlooked in introductory courses—he limits his

“historical, social, and structural” analysis to a cursory overview of the US Constitution, drawing

upon both federalist and anti-federalist perspectives in overused sections of The Federalist

Papers (papers 10 and 51, specifically). In other words, Box gives little attention to

constitutional issues than is expressed in an introductory-level American government textbook.

Fourth, Box highlights H. George Frederickson’s “social equity” thesis and contrasts this with

economic efficiency values, once again trumpeting the liberal view that government

administrators are to be equally concerned with social conditions as they are with administrative

effectiveness. This is hardly a novel idea and takes us little distance in understanding how public

administration might work in a re-invented, privatized, de-regulated world with non-profit and
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faith-based organizations.

II. George E. Berkley and John Edward Rouse, The Craft of Public Administration.

Of the currently available textbooks with an undergraduate focus, the longest-running has

been: George E. Berkley and John Edward Rouse, The Craft of Public Administration, 8th edition

(New York: McGraw-Hill Higher Education, 2000). Berkley and Rouse set out to produce a

“pedagogical gathering of pertinent yet limited literature, assembled to inform and interest

college students in the dynamics of the public, or government, sector in the United States” (2000:

ix). To their credit, the book reads fairly well, staying away from unwieldy jargon and acronyms

that are too often found in most public administration texts. Each chapter is summarized and

includes a “Case Study” that highlights some aspect of the chapter. In addition the student is

challenged to think more clearly about the issues through reading and discussing several end-of-

the-chapter essay questions.

Of course, the Berkley and Rouse text has the usual glaring weaknesses so typical of the

undergraduate introductory public administration textbook. First, it lacks color; the text is black

and white throughout. Second, besides the end-of-chapter case study and questions, it lacks any

pertinent pedagogical highlights, such as “action steps,” “web sites,” “interactive student

sections,” or a discussion or prominent figures and their roles in public policy and

administration. Third, it does not emphasize the founding principles or historical values of

public administration, such as federalism, separation of powers, order, security, and justice and

how these principles and/or values lay the foundation for future direction in public

administration. Instead, it focuses on the values of equality and efficiency, two values that they

contend “...are likewise the crucial determinants of how well the public, or government, sector

functions in the United States” (ix-x). Fourth the text spends the first two chapters on the “craft”

of public administration, a term that is not well defined or explained. Chapters 3 and 4 discuss
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the development and influence of public organizations. The remaining eight chapters cover

personnel, unionism, leadership, communications, budget, productivity, administrative law, and

regulatory pressures. This is not a comprehensive survey of public administration in America.

III. Michael D. Lemay, Public Administration: Clashing Values In the Administration of Public

Policy.

One of the newest introductory public administration textbooks is one that takes seriously

its undergraduate audience: Michael D. Lemay, Public Administration: Clashing Values In the

Administration of Public Policy (Belmont, CA: Wadsworth, 2002). The Lemay textbook has the

following three primary strengths: (1) it is not value neutral; (2) it focuses on administrators at all

levels of government, particularly focusing on state and local levels; and (3) it employs a number

of pedagogical devices. First, it does not present the sham of some ‘value neutral’ approach to

public administration. Instead, it focuses on fundamental values of constitutional public

administration in America, including: freedom, equality, order, responsiveness, efficiency,

neutrality toward others, tolerance, societal versus individual rights, limited government, popular

sovereignty, separation of powers and checks and balances, judicial review, judicial activism or

restraint, federalism, freedom of expression, the right to assemble, functional administration,

chain of command, standard operating procedures, national versus local standards,

accountability, comparable worth, affirmative action, reverse discrimination, entitlement,

rationality, and maximum participation. Second, Lemay gives greater emphasis on the role of

state and local administrators. Where most public administration textbooks focus almost

exclusively on the national government bureaucracy, statutes, cases, rules and regulations,

Lemay uses many examples from state and local levels. Third, Lemay employs a wider variety

of instructional devices, including boxed inserts, boxed readings program, cartoons and graphics,

tables, figures, glossaries, and so forth. He chooses relevant readings, punctuating them with
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lively discussion questions. The copy-editors at Wadsworth Publishing Company added great

graphs, figures, and other graphics to assist today’s undergraduate in a more visual-oriented

learning approach. Like Berkley and Rouse (2000), Lemay limits the number of footnotes and

lists of recommended readings.

However, while we applaud his values-based approach, Lemay may incorporate too

many values for a single undergraduate textbook. Instead of limiting his repertory of values to

between four and eight, for example, he attempts to fully incorporate a much longer list of values

(see above). This may be confusing to the undergraduate reader. In addition, he juxtaposes

values that are traditionally considered within “administration” against those analyzed as

“political” without distinguishing the contexts of their institutional differences. Obviously, the

distinction of administration and politics is familiar and one can overdo a dichotomy between the

two; however, this distinction may help in making Lemay’s rather long list of values more

understandable to the undergraduate reader. While Lemay’s list of values is much better than in

Berkley & Rouse, he once again fails to include much on the pervasive influence of non-profit,

faith-based, and other community organizations in the administration of public services. And

like all the textbook authors considered in this sampling, Lemay fails to summarize his thoughts,

advice, future directions, and actions. The undergraduate reader needs to learn to see the

implications of a choice among values.

IV. Nicholas Henry, Public Administration and Public Affairs.

The Nicholas Henry text (Public Administration and Public Affairs, 9th edition, 2004,

Upper Saddle River, NJ: Prentice Hall) has several positive and negative features associated with

an introductory text in public administration. First, one of the disadvantages is its length (482

pages). Interestingly enough, though, this is not atypical, with three other public administration

texts over 550 pages each.1 According to Henry, the length is largely justified in order to help
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explain how the field and practice of public administration changed after the events of September

11, 2001. Second, in order to document all of these changes (and many more besides) Henry

utilizes over 2000 footnotes! The average number of footnotes per chapter is 154, with the

smallest number equaling 60 (in the organization theory chapter, chapter 3) and the largest

number of footnotes totaling 305 (in the human resource management chapter, chapter 9). We

believe this simply too long and unwieldy for an introductory undergraduate text. Third, another

disadvantage is that the text is sometimes plagued by cumbersome academic-sounding jargon;

although in places he addresses a topic in an almost conversationalist style, such as his opening

sentence: “Bureaucracy is in our bones.” Unfortunately, this example is the exception and not the

rule. And fourth, like many of the other texts, Henry’s is absent of color, sidebars, pictures,

discussion questions, and web sources.

On the flip side, one of the advantages is its depth of coverage (However, as we

mentioned above this raises the problems of too many pages and too many footnotes). Several of

the substantive additions to the text for the 9th edition include, but are not limited to, discussion

and examination of globalization’s impact on public administration, the new era of governance,

the unique characteristics of organizations in the nonprofit sector, red tape and public

organizations, game theory, decision trees, the critical path method, and cost-benefit analysis, e-

government and its implications for public administrators and many others (2004: xi). Second,

the text does provide several helpful appendices that document items pertinent to public

administration, such as ASPA’s Code of Ethics, and information on how to write a resume for a

public service position.

V. George J Gordon and Michael E. Milakovich’s, Public Administration in America.

George J Gordon and Michael E. Milakovich’s Public Administration in America, 6th

edition (New York, NY: St. Martin’s Press, 1998) is a fairly readable text. It contains chapter-
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ending “Suggested Readings;” it is fairly-well organized, researched and written; key terms and

concepts throughout the text are in bold to catch the student’s attention; and it has fairly

understandable tables, charts, and graphs including the text.

However, its advantages are in many ways overshadowed by its disadvantages: it is

almost thoroughly directed toward the national government, with very little attention paid to state

and local administration; only one reference to nonprofit organizations (and nothing on the

burgeoning role of faith-based organizations); and no attention to the role of technology,

including e-government, and public administration and policy formulation.

VI. Robert B. Denhardt and Joseph W. Grubbs’ Public Administration: An Action Orientation,

4th edition.

Robert B. Denhardt and Joseph W. Grubbs’ Public Administration: An Action

Orientation, 4th edition (Belmont, CA: Thomson-Wadsworth, 2003) succeeds where many public

administration texts fail. The chapters are clearly organized, fairly well-written, free of

burdensome footnotes--instead, the authors simply list the references used or cited at the end of

the book; and each chapter comes complete with boxed references of cases and/or illustrations

and periodic inserts highlighting information technology aids, especially web sites, which can be

useful teaching tools. In addition, the authors provide each chapter with “Terms and

Definitions,” “Study Questions,” “Cases and Exercises,” and “Additional Readings”

components. Besides the pedagogical and writing pluses of the text, the substantive highlights

include a fuller discussion of the role of non-profits, the expanding global role of public

administration, and the authors’ popular distinction: “an action orientation,” where Denhardt and

Grubbs discuss “…the influencing of operations of public agencies,” and the acquisition of skills

necessary by managers to work in public administration.

Overall the text is sound pedagogically. However, the Denhardt and Grubbs’ text
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overemphasizes the specificity of such values as postmodernism, Jungian psychology, and

interpersonal relations in the development of public administration and policy. These values have

their place; however, the role of public administrators and public administration in the 21st

century is, we believe, not centered in the individualistic aspects of human relations as much as it

is (or should be) around the broader view of the public interest. Too much time and attention is

drawn away from the larger concerns of the public interest than compartmentalizing public

administration into explaining how and why public managers do their job; hence the “action

orientation” that the authors refer to. Administrative and management action is laudable, but so is

the bigger picture of administration in the public interest.

VII. Melvin J. Dubnick and Barbara S. Romzek’s, American Public Administration: Politics and

the Management of Expectations.

Where Professors Denhardt and Grubbs are successful in clarity, organization, and

coverage of public administration to an undergraduate audience, Melvin J. Dubnick and Barbara

S. Romzek’s American Public Administration: Politics and the Management of Expectations

(New York, NY: Macmillan Publishing Company, 1991) fail. Despite their claim that it is a text

intended for the upper-division undergraduate, it falls outside the traditional mode and

understanding of public administration topics and standard coverage of those topics. In their

defense, they do claim that “…as we wrote the book, we discovered that it has a voice and

message welcomed not only by our targeted group, but also by both lower-division

undergraduates and post baccalaureate students who have little background in the field but who

found our presentation challenging and useful” (iv-v). Perhaps this explains why there are

chapters entitled “The Ecology of Public Administration,” “Physical and Technological

Ecology,” “Living up to Expectations,” and “Demographic, Cultural, and Economic Factors;”

chapter titles not typically found in introductory public administration textbooks.
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Several items catch our attention. First, who is the primary target audience—graduates,

undergraduates, or others? Second, the theme—perhaps purpose or motivation is a better term—

of the text is similar to most other public administration texts: the defense of the public sector

and the civil servants who work in the various national, state, and local administrative offices.

We quote from the preface: “This is a book that stresses respect for those who devote their lives

to public service…this is a book about the accomplishments of public administration and the

pressures facing America’s public servants each working day…” They conclude “We are

convinced that most public service professionals do not deserve the bashing they frequently

received, but rather that they deserve to be understood and appreciated for what they are able to

accomplish” (iii). We, too, do not believe that bureaucrats need to be constantly bashed, but then

neither do we believe we should simply make a blanket implication that public service and

public servants do not need to be scrutinized. Public service is a noble task, even a calling in the

spiritual sense of the term; however, it also requires public servants to be accountable for not

only achieving the goals, but in also pursuing a greater and higher purpose: the pursuit of the

public interest.

VIII. Jeffrey D. Greene’s, Public Administration in the New Century: A Concise Introduction.

Jeffrey D. Greene’s Public Administration in the New Century: A Concise Introduction

(Belmont, CA: Thomson-Wadsworth, 2005) intends for his text to be read by introductory MPA

students, but he believes it is written, “…at a level that is appropriate for both undergraduate and

graduate students” (xi). Greene’s motivation was to write a concise—the emphasis on concise—

introduction to public administration, even for the first-year MPA student. We greatly applaud

his efforts. The text is limited to nine chapters, many of them labeled “Fundamentals of…” or the

“Basics of…” emphasizing that the following material is just that: the fundamental and basic

terms and concepts and ideas associated with that particular topic. The best chapter, we believe,
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is Chapter 2: “Studying Public Administration: An Overview of the Discipline.” It not only

covers the basics of the historical and disciplinary concepts and ideas associated with public

administration, beginning at the turn of the 20th century, but it focuses on several of the key

historical and contemporary figures, both scholars and practitioners, who help shaped public

administration, beginning with Woodrow Wilson and ending with David Osborne and Ted

Gaebler (vi). Even though they are black and white, the photos of many of the founders of public

administration are a welcome diversion from straight text.

One problem may also be the advantage of the text: it is too concise, at least in terms of

breadth of coverage. In fact, some chapters are almost too detailed for depth of coverage, with

the total number of footnotes exceeding 70 in a couple of instances, and in one case over 100. So

it is not the depth of the individual chapters that is of concern, but the lack of coverage. This can

partially be solved by separating current chapters into multiple chapters, and by adding chapters

on nonprofit and faith-based organizations. A definite plus is that Greene dares to tread in water

that is declared off limits by most public administration scholars: the influence of religion in the

development of ethics (pp. 369-371). Although he does not really posit a definitive point of view

of this topic, he does note that, “Religion requires faith and a belief in God, whereas the

principles and morals associated with philosophies do not. The impact of Christian-based morals

on American society has been significant” (p. 370). We commend Professor Greene for his

courage. We also are argue that religion, notably Christianity, especially when conceived and

applied as the basis of a moral value system, is the core of many faith-based organizations, and

their widespread influence in public administration circles, particularly in the delivery of social,

labor, education, and other similar types of services at all three levels of government, and most

notably in the non-profit sector.

IX. David Schuman and Dick W. Olufs III, Public Administration in the United States, 2nd
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edition.

In Schuman and Olufs’ text (Lexington, MA: D. C. Heath and Company, 1993), the

authors strive to distinguish their work from the standard public administration texts. First,

although the book is historical; it also looks to the future. As the authors note in the preface, “We

wanted the first edition of this text to take us and our students out of the 1980s and toward the

turn of the century” (v). The authors believe the second edition moves the reader closer to the

turn of the century. Second, most introductory public administration texts, Schuman and Olufs

examine in great detail the role, function, and place of state and local governments in public

administration. Third, their aim was “to present the material in a way that gets students to think

about public administration” (v). Thus they use a “reader friendly” writing style; not verbose

scholarly jargon. Fourth, they use ample boxed cases, examples, and photos to highlight selected

aspects of the topic matter.

However, the text has some disadvantages as well. First, like many of the texts the book

is simply too long. Instead of incorporating too many footnotes, for example, they simply carry

their arguments too far. (For an example, see Chapter 9, “The Civil Service.”) Second, even

though they added a chapter on “Ethics,” which is commendable, they did not include a chapter

that examines the growing importance of non-profits and privatization. Also, the text does not

address the primary role of public administrators to address the public interest.

X. Dennis Palumbo and Steven Maynard-Moody, Contemporary Public Administration.

In Dennis Palumbo and Steven Maynard-Moody’s Contemporary Public Administration

(White Plains, NY: Longman Publishing Group, 1991) the authors highlight a popular thesis

among public administration text writers: “Administrators are policy-makers, not just the faithful

(or unfaithful) servants of elected officials” (xii). The notion that public administrators “live in a

world of friction between abstract principles and actual practice” (xii) is certainly not new, not
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even to undergraduates. Still, it is worth exploring, although we are not convinced it deserves an

entire textbook devoted to it.

Pedagogically, the text meets several of our “very readable” criteria: fairly-well written,

clear and distinct, and nicely organized (although the chapter on federalism should probably be

more toward the front of the text rather than at the end). Each chapter, with the exception of the

first, ends with a case study that is designed to bring together as many of the diverse ideas of the

chapter as possible in order to give the reader and instructor something to discuss, something that

is practical and able to put into place the theories and principles discussed.

The text seems to be more strongly directed toward a public management class than it is

toward an introductory text in public administration. Parts 3 (“Micro-Administration—The Art

and Science of Management” and 4 (“Macro-Administration—The Art and Science of

Policymaking”) are clearly oriented toward this theme. Even though this approach is certainly

laudable for the study of public administration, we are not sure it should be the primary theme

for an undergraduate introductory public administration course. The emphasis of the book is

largely on the environment of the tightly knit group of federal managers, rather than upon state

and local policymakers. For example, the majority of cases are oriented toward the federal

government (7 of the 12 chapters). Further, as it true of most of the texts surveyed, there is little

emphasis placed on the pursuit of the public interest and the development of non-profits in the

policy making process.

XI. Richard J. Stillman’s, II, Public Administration: Concepts and Cases.

Just as we began this survey of texts, we end it: by examining a non-traditional text. The

last text we survey is not in the purest sense an introductory text to public administration. It is a

hybrid between a text and a reader, much like the Box text, but with notable exceptions. Richard

J. Stillman’s II, Public Administration: Concepts and Cases, 8th edition (Boston, MA: Houghton
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Mifflin Company, 2005) is probably the best of the eleven. The eighth edition marks thirty years

since publication of the first edition. It is an immensely popular supplement to most introductory

public administration texts, and we contend could probably stand on its own, providing the

instructor supplemented the readings with solid lectures, highlighting the various parts of public

administration.

As with the previous editions, the eighth edition employs the “concept-case study

method,” which, as Stillman notes, “…permits students to read firsthand the work of leading

administrative theorists who have shaped the modern study of public administration” (xxi) with

current case studies, drawn from all levels of government, and includes the important role that

private and non-profit organizations play. Stillman uses four questions for selecting the scholarly

pieces and the corresponding cases. First, “Do the writings focus on the central issues

confronting public administrators;” second, “Do the writings, individually and collectively, give

a realistic view of the contemporary practice of public administration;” third, “Do the individual

conceptual readings and cases studies relate logically to one another;” and fourth, “Are the

writings interesting and long enough to convey the true sense and spirit intended by the

authors?” Presumably, a definitive “Yes” is required of each question, each reading, and case

study before any piece is included.

The book is subdivided into three parts: Part I covers the Environment, Structure, and

People of public administration; Part II describes the major activities, responsibilities, and roles

of public administrators; and Part Three focuses on value questions, issues, and dilemmas of

public administration. What is exciting is that Stillman devotes one entire chapter (Chapter 15) to

discussing the relationship between public administration and pursuit of the public interest.

Pictures, cases, illustrations, end-of-chapter references, and other reader-friendly

pedagogical techniques make this an important part of any undergraduate public administration
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instructor’s library.

PUBLIC SERVICE AND ADMINISTRATION IN THE PUBLIC INTEREST

When did we take out “public service” from administration in the public interest? It

seems that many authors of public administration survey textbooks have constricted less and less

of the public service. To be sure, some recent scholarship pushes back against this constriction.

Marc Holzer assembled an overview of public service motivations, commitments, and the

contribution of a wide range of public administrators in Public Service: Callings, Commitments,

and Contributions (1999). And Cheryl Simrell King and Camilla Stivers have taken on the

misunderstandings of the media and an anti-government popular culture that would bury the

study of public administration in Government Is Us: Public Administration in an Anti-

Government Era (1998). Overall, though, undergraduate introductory public administration

textbooks seem to defer to other academic disciplines in neglecting the inclusion of the role of

non-profits, faith-based, and private organizations involved in the administration of the public

interest.

We believe that public administration includes all that is within the “administration in the

public interest,” including activities by public, non-profit, faith-based, community, and aspects of

private and corporate organizations. While we must defer to and work with others who have a

stake in this broad “administration in the public interest,” our overview of public administration

must include in its survey the efforts of these many different organizations toward the betterment

of public life. This does not make the pitch that everything and everyone is public

administration, but demonstrates how public administrators must work with a wide variety of

organizations to affect public goods and ends. That the colleges of business administration, law,

social work, criminal justice, and so forth, have taken recent interest in the provision of public

services by, e.g., non-profits, faith-based, and community organizations, has not diminished their
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role in the practice of public administration. Public administration stands to lose a great prize if

it forfeits its legitimate interest in the study of the administration of public services by these

disparate organizations. If we only study public sector agencies, indeed only federal agencies,

we lose sight of the vast bulk of the control, power, and management of the public interest in our

society. And our undergraduate introductory textbooks are a highly important place to stake our

claim to the study of administration in the public interest that brokers, directs, and coordinates

the efforts of a wide variety of public, non-profit, faith-based, and private organizations.

This is a time of public service commitment. Students, college administrators, and

politicians have recently proposed public service components of undergraduate education (e.g.,

Hebel, 2002). And students are volunteering and looking toward careers in public service to a

greater degree (e.g., Jamilah, 2004B). Now is the time for public administration to affirm its

scholarly interests in the study of administration of public services, not to retreat to some historic

pastures of the past. The rise of many high school magnet programs in “public service,”

“leadership & public affairs,” “law & public service,” “law, government & public service,” and

so forth demonstrates the bumper crop of potential undergraduate students to come in these

fields. For example, the West Orange County Public High School in Orlando, Florida (Magnet

in “Law, Government & Public Service”), offers the basic course in public administration, as

well as related electives in law, criminal justice, and in-service learning in a variety of federal,

state and local government agencies.

The undergraduate introductory public administration textbook must embrace the current

flood of interest by undergraduates in public service. Instead of narrowly defining the field to

the dictates of the specialties of scholars or deference to other academic fields, public

administration needs to embrace the role Harland Cleveland called the “get it all together

profession” (Cleveland, 1988).
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TEXTBOOKS WRITTEN FOR UNDERGRADUATES

The fundamental problem of undergraduate introductory public administration textbooks

is that they are written primarily for the reading and experience level of graduate students in the

M.P.A. programs. Our examples only touch the tip of this iceberg; there are many more. These

are textbooks by experts deeply immersed in and debating the literature of public administration.

We get a sense that these expert authors took on the task of writing an introductory public

administration textbook in the hopes of converting a few years’ worth of MPA lesson plans into

a classroom bestseller. Instead, the better writers seem to be at a level that may be only

somewhat familiar with most of the subject matter to be covered, with a willingness to brush up

on the less familiar areas through writing a textbook. This tension of expertise and writing for

undergraduates is described by Professor Bauman:

“...do I write for students or for the professors who order the copies? Students

want simplified, clear, and entertaining text; to reach an average student, your style must

compete with the local newspaper, Saturday Night Live, and Puff Daddy. Professors

want intellectual complexity and vocabulary that announces, ‘This is college, ladies and

gentlemen.’ They want you to sound like The New York Times Review of Books, PBS,

and Joan Didion. From my observation, most textbook writers figure out which group

butters their royalty checks. I, however, took the path less traveled and wrote directly for

students. Sure, some reviewers sniffed, ‘Maybe it’s OK at a community college, but we

would never use it here’ - meaning at place of higher education. I gathered my integrity

about me like sagging underwear and pressed on. Today it gratifies me when students

say my book talks to them and they really like that it’s not too heavy to carry. Rule #2:

Write for both students and professors, to spread the alienation around.” (Bauman, 2003:

B5)



20

20

Behind the humor is a very serious statement about the issue of the way people learn -

something often neglected in the study of public administration, higher education, and the

textbook publishing world (Sordi, 2003). We are witnessing a startling increase in the numbers

of undergraduate students in the USA, from diverse backgrounds, educational preparation, and

learning styles. As we move to an information society with increasing educational requirements,

we address a wider range of readers, experiences and learning styles. We need to balance

“abstract conceptualization” with “concrete experience” and move between different learning

styles to ensure that all readers are educated, perhaps even captivated by the classroom

experience (Haynes, 2001).

CONCLUSION

In this paper we examine eleven introductory public administration textbooks for general clarity

and readability, topic coverage, use of pedagogical techniques, and development and coverage of

specific issues, such as private, nonprofit, and faith-based organizations and the role of public

administration and administrators in pursuing the public interest. We find most of the eleven

texts wanting in one or more areas. The result is the lack of sufficient and effective

undergraduate introductory public administration texts.

The undergraduate introductory public administration textbook must face the challenge of

a new age in higher education with a more balanced writing style oriented to the reading level,

experiences, and interests of contemporary college students. Of course, we will continue to write

for our graduate students in the MPA degree programs, doctoral programs, and for other

scholars. But we should take our readers seriously in the undergraduate introductory public

administration course and write to them as well. The discipline of public administration must

take seriously the important task of presenting itself through its textbooks (e.g., as in psychology:

Roediger, 2004), especially as we expand the umbrella of higher education to larger portions of
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American society, and include more within the administration of public services.
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Abstract

I have been using two heuristic devices in combination for over a decade. One I refer to as the Decimal
System and the other as Scientific Methodology. The devices themselves are not at all unusual but my
application of them is. The first provides an alternative to the usual types of exams, i.e. true-false,
multiple-choice, single short-answer, and essay. Each of my questions typically requires ten short-answers
that are in some way related: by time or place, chronologically or geographically, or logically, structurally,
functionally, etc. But, unless I am very careful, more or less than ten would usually be more appropriate.
Students are thus repeatedly exposed to the arbitrary nature of answers as well as questions. I think this is
especially appropriate for Teaching Public Administration in the Real World.

Administrators are typically faced with too many intractable problems and too few possible solutions. As a
result, they generally try to reduce the range of inputs as well as extend the range of outputs. This exercise
in contraction and expansion brings me to the second heuristic device, Scientific Methodology. It provides
a number of alternatives with regard to focus, be it microscopic or telescopic, close-up or wide-angle,
analytic or holistic. The toolbox of science includes everything from induction to deduction, from fact to
theory. But, not surprisingly, I offer (you guessed it) ten tools, no more and no less: Observe, Name,
Measure, Compare, Classify, Associate, Sequence, Control, Explain (the past), and Predict (the future).

This paper was prepared for presentation at the Public Administration Teaching Conference on February
10-12, 2005, in Fort Walton Beach, Florida. It remains the property of the author and may not be
photocopied without written permission.
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I have been using two heuristic devices in combination for over a decade. One I

refer to as the Decimal System and the other as Scientific Methodology. The devices

themselves are not at all unusual but my application of them is. The first provides an

alternative to the usual types of exams, i.e. true-false, multiple-choice, single short-

answer, and essay. Each of my questions typically requires ten short-answers that are in

some way related: by time or place, chronologically or geographically, or logically,

structurally, functionally, etc. But, unless I am very careful, more or less than ten would

usually be more appropriate. Students are thus repeatedly exposed to the arbitrary nature

of answers as well as questions. I think this is especially appropriate for Teaching Public

Administration in the Real World.

Administrators are typically faced with too many intractable problems and too

few possible solutions. As a result, they generally try to reduce the range of inputs as

well as extend the range of outputs. This exercise in contraction and expansion brings me

to the second heuristic device, Scientific Methodology. It provides a number of

alternatives with regard to focus, be it microscopic or telescopic, close-up or wide-angle,

analytic or holistic. The toolbox of science includes everything from induction to

deduction, from fact to theory. But, not surprisingly, I offer (you guessed it) ten tools, no

more and no less: Observe, Name, Measure, Compare, Classify, Associate, Sequence,

Control, Explain (the past), and Predict (the future).

Not all questions are amenable to this twofold treatment involving the Decimal

System and Scientific Methodology. Some require few and simple answers whereas

others require many and complex answers. I typically avoid both types of questions on

the grounds that they are better left to individual students on the one hand or different
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courses on the other. But there are many questions that fall between these two extremes.

Indeed, I have several hundred canned lectures based on such questions. Most are timed

to last approximately fifty, seventy-five, or a hundred and fifty minutes. Here is just one

example of this pedagogy that is applicable to Teaching Public Administration in the

Real World: “Discuss ten generic types of taxes other than payroll taxes.”

I typically begin this lecture by discussing five payroll taxes in order to

specifically exclude them: Personal Income Tax, Social Security, Medicare,

Unemployment Insurance, and Workman’s Compensation. I then continue with a

discussion of ten non-payroll taxes: Corporate Income Tax (a double tax), Unearned

Income Tax (on interest, dividends, etc.), Capital Gains Tax (on profitable sales),

Property Tax (both real and personal), Intangible Personal Property Tax (on stocks,

bonds, etc.), Severance Tax (on oil, wood, etc.), Unified Transfer Tax (previously Gift

and Estate Taxes), Inheritance Tax (a double tax), Franchise Tax (or Business Privilege

Tax), and Sales Tax (including Excise Tax, Fuel Tax, Luxury Tax, Sin Tax, etc.)

I sometimes extend this lecture with a discussion of (yes, ten) more taxes but ones

that are known by other names: Tariffs (or Customs or Duties), Permits, Fees, Tuition,

Tolls, Fines, Court Costs, Lotteries, Inflation, and Licenses (including Fishing, Hunting,

Driver’s, Marriage, Business, etc.). Then I generally conclude by discussing five former

and/or foreign taxes (which when added to the five payroll taxes equals coincidentally

ten): Stamp Tax (on official documents), Poll Tax (to vote), Value Added Tax (VAT in

Europe), Sumptuary Tax (on bearded Russians for instance), and Seigniorage (profit from

minting or shaving coins). Students should be reminded that many taxes can be assessed

at different levels of government: nation, state, county, and city. Any of the above
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discussions can be conducted in greater or lesser depth depending upon time constraints

and student interest. The answers serve simply as an outline.

The Decimal System depends upon one or more aspects of Scientific

Methodology first to pose a question and then to answer it. Consider the example above.

First, I observe there are a number of taxes. I then name and classify them. It is, of

course, possible to measure the revenue generated from each type of tax. But taxes have

impacts far beyond the pocketbook. In some cases, this is intentional as with “sin taxes”

on alcohol, tobacco, etc. In most cases, however, this is unintentional. It is, for instance,

possible to explain or predict investor behavior as a result of capital gains tax. Stocks in

mature companies are held longer so stocks in new ventures are bought later. Indeed,

you can imagine all sorts of behavior modification as a tax consequence. You can also

ask many other questions aside from taxes that beg to be answered using one or more

aspects of Scientific Methodology.

It is generally difficult to control other variables beyond the presumed cause and

effect. So, to meet the condition of ceteras paribus, it is essential to compare as many

variables as possible. One can sometimes associate them quantitatively through the

process of correlation. The direction (positive or negative), degree (from 1 to -1), and

probability of association (from 0 to 100%) when compared to the predetermine level of

significance (or alpha level) can thus be more precisely understood. One can then

eliminate otherwise confounding variables both constant or invariable and random or

unpredictable so as to more parsimoniously construct or test a theory. Ideally, there

should be a small variation with respect to a large number of variables (the variables of

control) and a large variation with respect to a small number of variables (the variables of
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interest). The most common problem involves simply too many variables and too few

cases.

In order to maintain control, it is also essential to compare as many cases as

possible. One can then decide what to do about outliers. They can be retained as

exemplars or deviants, best or worst cases, or they can be eliminated as unrepresentative.

But any reduction in either variables or cases is a matter of good judgment. It is thus

important to state your rationale. One can group cases as most similar or most different.

One can also divide a large number of similar cases into control and treatment groups.

Such techniques can even be employed in natural or contrived field experiments as

opposed to laboratory tests. Causation is of course much more difficult to determine than

association. But sometimes one can at least sequence events to avoid the tautological

conundrum best known in the form of a life-cycle question: Which came first, the

chicken or the egg? But diachronic or longitudinal studies as opposed to synchronic or

contemporary are problematic in terms of accessible and comparable data not to mention

time and money. Since we live in the present, it is almost as difficult to explain the past

as it is to predict the future.

The toolbox of science provides a variety of methodologies, some logical and

some empirical, some qualitative and some quantitative. With regard to the latter, it is at

times desirable to vary the scope of measurement. Simple counting can be done with

cardinal numbers: 1, 2, 3, 4, etc. Rank order can be indicated with ordinal numbers: 1st,

2nd, 3rd, and 4th. Time and distance can be measured with interval numbers, arbitrary

units of seconds and minutes, inches and feet, etc. (but any attempt to measure speed and

location simultaneously invokes the principle of uncertainty since it impossible to know
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both at once). A ratio scale can be used to compare two numbers on the same scale as

either a fraction or percentage. A weighted scale can be used to compare two numbers on

different scales thus yielding a third indicator of some practical value, i.e. multiplying the

number of inventory items by the price. These five scales are progressively more

complicated. The level of sophistication possible depends both on the devices and the

phenomena at hand.

And, speaking of degrees, it is often advantageous to establish various levels of

analysis (say ten). Take for instance: world, area, nation, region, state, county, district,

city, precinct, and individual. The first could of course be expanded to universe and the

last to subconscious. But the ten in question serve nicely for most administrative

purposes. Both macro and micro perspectives can lead however to the fallacy of

composition, reasoning from the whole to a part or vice versa. This is usually a judgment

call and one that should be discussed rather than overlooked. Further complications can

arise as a result of the inherently offensive nature of generalizing or stereotyping at any

level or in any group especially with regard to race, sex, ideology, religion, etc. Such

problems can however be mitigated by maintaining the basic standards of classification

or taxonomy: conceptually comparable, mutually exclusive, and logically exhaustive

(categories). It also helps if you have no axe to grind.

This leads us to the “real world” problem of perception. Some people rely more

on one means than another, simply stated in the vernacular as eyes, head, heart, gut, or

soul. In other words, some are more attuned to their senses, i.e. sight, hearing, smell,

touch, and taste, whereas others are more attuned to their thoughts, feelings, instincts, or

spirit. So people tend to be more or less objective, rational, emotional, intuitive, or
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mystical. This eternal paradox of common humanity has been aptly expressed in a well

known poem by John Godfrey Saxe (1816-1887) entitled The Blind Men and the

Elephant. But much less is usually said about the problem of philosophy. Some people

are of course more philosophic than others. There is thus a quantitative difference. But,

there is also a qualitative difference since different people understand the world in

different ways.

Let me pose this question to you: Who’s in charge of your life? There are only

five possible answers (and these added to the five perspectives yields of course the magic

number). First, you could say that God or the devil is in charge. Thus your life is a

matter of faith or fear, heaven or hell. Second, you could say that you are in charge.

Thus your life is a matter of choice or willpower. Third, you could say that heredity is in

charge. Thus your life is a matter of genetics or ancestry. Fourth, you could say that

environment is in charge. Thus your life is a matter of conditioning or history. Fifth, you

could say that nobody or nothing is in charge. Thus your life is a matter of random

chance or dumb luck, like a stochastic ping-pong ball.

The first and second answers represent the ancient yet ongoing debate between

the spiritual and humanistic, religious and secular. Both the third and fourth deal with the

past as opposed to the present or future so it is possible to lump them together as fate,

determinism, or predestination. The fifth is of course a residual category or none of the

above. I personally believe in all of the above including the fifth or accidents. But this

is, without a doubt, a very personal matter. In science, be it natural or social, we all too

often tend to ignore such philosophic questions. But we do so at our own peril making it
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difficult to know whether our studies are objective or subjective. It is seldom as easy as it

seems to distinguish between sense and nonsense or fact and fiction.

For example, most people in the world still believe that the sun goes around the

earth. After all, it still rises in the east and sets in the west. This simple theory seems

both logical and true. A few bright and brave souls have however challenged the

conventional wisdom: Aristarchus of Samos, Nicolas Copernicus, etc. Being first and

being right is often hazardous to one’s health. The heliocentric theory is now at least

accepted in academic circles. It is of course more complicated. The earth goes around

the sun rather than vice versa. As it does, it spins on its axis. This rotation makes

appearances deceiving. It is important to note that both theories, old and new, are

perfectly logical. Indeed, all theories should be logical by definition. But, in this case,

only the second one is true.

In conclusion, the Decimal System provides a mechanism that takes the

guesswork and the subjectivity out of exams. Students are required to remember the

answers rather than agree with them in some politically correct way. There can be a big

difference between education and knowledge just as between income and wealth. The

former depends on what you learn versus what you remember just as the latter depends

on what you earn versus what you save. Since people are used to counting on their

fingers, ten is the maximum number of things they can easily remember. The Decimal

also makes it easy to grade students precisely and objectively. True-false and multiple-

choice questions are more likely to measure IQ than anything else. A series of single

short-answer questions are more likely to confuse than connect. And, essay questions are

more likely to measure language skills than course content.
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I would like to take this opportunity to acknowledge my indebtedness to all who

contributed to my life-long learning including not only my many teachers but also my

many students. In particular, I would like to express my thanks to J. David Singer for his

book, Models, Methods, and Progress in World Politics (1990). More than a decade ago,

it provided me with a much deeper understanding of Scientific Methodology. Since then,

I have borrowed much to prepare my courses but I have also lent much to prepare my

students. The tools of science have provided me with a variety of devices with which to

adjust the scope of discovery in ways that are both eye opening and thought provoking.

And that, more than anything else, defines my mission as an educator. I hope that you

find a little something here that either catches your eye or provides food for thought.
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PS-440 Management and Human Resources (XHR), in HSS-64 3:40-6:20 Tuesdays
Bob Cunningham -- 1008c McClung Tower, 974-7050, rcunning@utk.edu

Office hours: Tuesday 2:30-3:30, by appointment, or whenever I am in

Welcome to PS-440, aka XHR!! This class is a semester-long organizational simulation. It is an organization whose
product is “Learning.” You learn HR concepts by practicing management and by teaching HR concepts to others. You
will do this as part of a group. The group’s teaching and managing performance is evaluated by other groups and the
instructor. Your personal performance is evaluated primarily by others in your group. There are many small evaluations;
no big evaluations. If you regularly perform well, you will earn a good grade; if you slack off, you will earn that grade.

You will learn by doing, reading, and listening. By managing, you will learn to think like a manager. You and your group
will teach HRM-related concepts. The instructor serves as senior manager, everyone else is both a middle manager and a
front-line employee. The rules are this syllabus; decisions are made by CONSENSUS (voting is not allowed), or imposed
by the senior manager. Communication occurs by e-mail and via the class web site. Roger Putzel, Business Professor at
St. Michaels College in Vermont, put a lot of effort into designing the concept upon which XHR is based.

You must learn to operate this system, just as if you were a new manager at General Motors, The Gap, McDonalds, the
Department of Defense, or The City of Knoxville. Because everyone is new to the organization, everyone is learning the
system at the same time. If XHR were to work perfectly, everyone would learn and demonstrate the learning. That won’t
happen, because people are human. People don’t automatically follow the rules—sometimes they don’t know what to do,
sometimes they don’t want to do what they know needs to be done.

You will be VERY confused for the first two weeks, and at least moderately confused long after that. Put aside traditional
notions of memorizing and regurgitating facts. XHR is different. It is different from my PS-340, although ideas from 340
are applicable. In PS-340, every group usually does the same thing. In XHR, as in the workplace, every group does
something different, and the tasks are interdependent. Your group has to do its job on time in order for other groups to do
their jobs. One group’s delay slows others in the system. If a group you depend on doesn’t seem to have done its job, your
group may have to talk to them about it. In this class you can’t hide, and your group can’t hide.

Making mistakes, and admitting them, is important. Don't worry about mistakes; pay the price, learn from them, and get
on with life. These mistakes are cheap. Mistakes are the way we learn. Repeating the same mistake can be a problem--you
aren't learning. You will make mistakes, just as I make mistakes, and all managers make mistakes. If I were afraid of
mistakes, we wouldn’t be having this class. This is the sixth time for PS-440 to be taught as an X-type course, and it gets
reorganized regularly. Some of you will come to know the rules better than I do. The syllabus is not as complicated as the
UT quarterback’s playbook, but it is not easy, and you need to learn it.

To get started, read the syllabus, many times. Learn how the components of the organization fit together. At the end of the
first class, each group must prepare and deliver a 2-minute presentation. Learn what each group does, and how the
organization fits together. You must grade each group’s performance every two weeks. To be fair, you need to know their
responsibilities in order to decide how well they have performed.

Groups take turns teaching. In preparing your teaching presentation, the SM will assign basic readings for everyone in the
class. Your presentation must NOT teach those materials. Each group must find other materials for the topic it is teaching.
Consult the library, the web, the Production Group, or the SM for presentation ideas and materials. Be creative. A boring
presentation is not a winner. If it isn’t interesting to you, it probably won’t be interesting to anyone else, and will receive
a low evaluation. I am asked, “What do I need to do to get an A.” As mentioned above: impress your group and help
your group impress the rest of the class. Most people will get A’s and B’s, but if you don’t do your work, you will get
less, and your group can throw you out if you slack off. At least once a month each group must initiate a short meeting
with the SM. Additional meetings are possible at any time.

There is no mid-term or big final. A heroic effort at the end won’t bail out a casual performance all along. If you and
your group do well all along, you will get a good grade. There are no surprises at the end. Peer ranking both inside the
group and among the groups occurs every two weeks and counts substantially in your grade. You get a good grade from
your teammates by helping them complete the group tasks; your group gets a good grade by convincing other groups that
your group is helping the XHR organization. To be sure you get an A, go beyond your job. Figure out something that
you can do to make your group more effective, or something your group can do to improve the effectiveness of XHR. Do
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it. This is like the real world, where you get promoted by not only doing your job well, but also by being creative and
going beyond your job. However, do not do more than 20% more than the other hardest working member of your group.
If you try to take charge and do most of the work, the others may let you. You will shortly burn out, get angry at your
team, and the team will not be effective. THAT IS IMPORTANT INFORMATION. Team means team!! Each person’s
job is to share the managing and to share the work. That is the key to an effective organization, and to being a good
manager.

Next to the CEO, I think the HR manager is most important person in a business or governmental organization. Because
HR is complicated, and is a function where substantial efficiencies can be achieved, its importance is becoming
appreciated by major organizations. By participating in managing XHR, you will come to appreciate the challenges of the
Human Resources Department and get ideas for building and maintaining any organization.

GETTING STARTED
After getting into your Presentation groups, prepare two copies of the following information: Group name, each person’s
name, e-mail, phone. From the syllabus, learn the responsibilities of your group and prepare a 2-minute presentation for
the class, including your hopes, fears, and anticipations regarding this class. Honesty is good. Read and question each
other about this syllabus. Figure out other groups you must work with; contact them and share your thoughts. If you have
responsibilities for the next couple of weeks, begin working on those and develop a strategy for getting that work done. I
realize that it may be difficult for some groups to have face to face meetings. Many organizations face the same challenge.
Figure out how to share the load and to communicate effectively without necessarily being face to face. I will visit each
group on the first day. ASK QUESTIONS.

Read through the syllabus; read it many times. Talk with your fellow group members.
Figure out your group’s responsibilities and tasks. What do you do for other groups? What must other groups do for you
in order that you can carry out your responsibilities? Have conversations with each of those groups.
Look for the timelines for each activity. When must each activity be completed? Develop a schedule, plan backward
from the due date in order that you begin your work with time to spare. Remember the basic law: “If something can go
wrong, it will.”
Don’t depend on a single source for anything; have a back-up plan for everything.

The motivators differ from the motivators in the usual class. Eighty percent or more of your grade comes from the group’s
performance. You earn what the group earns. Your only individual components are mentoring reflections and your peer
assessment. You must learn how to work effectively in a group. There are many ways to work effectively, and a few
ways that will guarantee failure—trying to do everything or to take total control, to do nothing, and to promise and not
deliver. If someone doesn’t deliver on commitments, that person can be dismissed from the team. Dismissal requires
convincing staffing, informal, and then SM that such action is justified.

A group learning experience can be more beneficial and satisfying than the usual class, or it can be a disaster.
Work hard to make it the former. For most of you, your lives will be spent working in groups. Learning to be group-
effective is an important competency; and we can all improve our group skills. This class intends to force you to
cooperate and work with those in your groups. There is too much for one person to know or do. You have to cooperate to
be successful. You can’t do it all by yourself.

PRESENTING GROUPS: THEIR RESPONSIBILITIES.

PLANNING
Plan class activities for each of the 14 weeks of the semester and for each class period. Each class must start promptly at
3:40 and dismiss at 6:20. (Beginning in week 3, the Effectiveness meeting will commence at 6pm, at which time those not
involved may leave. The Effectiveness meeting will last until 6:30.) Usually, beginning week two, three twenty-minute
group presentations will occur during each class period. If necessary, you can juggle to accommodate one more or one
less presentation. SM will assign the presentations for Weeks 2 & 3, which he will give to you, and you will communicate
with the Presenting groups. You will schedule weeks 3 and thereafter. Presentations for Weeks 4 & 5 should be assigned
in the next couple of days. Work with each group and with the Directing group on the schedule for each week and for the
semester. Plan time each week for presenting groups and reading committees to meet. Beginning week 4, Effectiveness
reports activities from last week’s effectiveness meeting. Class members may raise questions at this time. Together with
Directing, you need a planned back-up activity if there is extra time at the end of the day, and you must be prepared to
resolve the problem if there is insufficient class time to complete all planned activities. It is your joint responsibility with
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Directing to employ class time productively. Build in 3 minutes toward the end of each class for SM comments. Provide
the daily schedule to Directing prior to class.

DIRECTING
The class begins at 3:40, and ends promptly at 6:20 (or at 6pm commencing week 3). Obtain the class schedule from
Planning and post the schedule on the board prior to class. Directing is in charge during the entire class period. Make
sure each minute is used effectively. Open class each day with a memorable quotation relevant to effective management.
Explain why this quote is important. You should always be thinking how the theories or ideas presented in class relate to
practice, and to XHR. You are responsible for ending class in a significant way. You open and close class yourself, or
assign another group the task. Together with Planning, you need a planned back-up activity if there is extra time at the end
of the day, and you must be prepared to resolve the problem if there is insufficient class time to complete all planned
activities. Work closely with Planning and Effectiveness. Work with Planning and by Feb 1 create a master calendar for
all assignments and due dates throughout the semester. Send to Communications to post on the web. Revise as necessary.

STAFFING
Meet the human resource needs of XHR. First day: assemble basic information from each member of XHR, organized by
group, into an Excel file. Send this information to every member, including SM, within 24 hours. (Mailing it to everyone
will test whether all the e-mail addresses are accurate.) If you are able to do this during class on the first day, this will
speed the process. If an address is inaccurate, check the UT website. If that does not give you the information you need,
telephone the individual or contact members of the individual’s group. Update and re-send as frequently as necessary.
Work with the Readings group to assign members to their reading committees by Jan 25. Throughout the semester make
whatever staffing changes are necessary. Groups should be of uniform size. Discuss your proposals with affected
individuals, groups, and the Effectiveness group. A decision by Staffing may be appealed by a member, first to Informal,
and then to SM. Students adding the class will be referred to Staffing for a group assignment and orientation to the class.
Every group must have at least one person transfer in and out between Feb 22 and March 30. No personnel changes may
be made after Mar 30. Most of your obvious work comes now and over the next 6 weeks. Find something to do over the
final half of the semester.

COMMUNICATIONS
Effective communications is the greatest challenge in every organization. It is your job to be sure that everyone has, on
time, the information they need. Two members of Communications must learn to use Blackboard. Work with Staffing to
assemble the class roll. Work with Records to put grades on the website at the end of February and March. Realize that
people will shift in and out of groups over the semester. You must get the website working effectively by January 20.
Maintain the website as a useful communications tool throughout the semester. During class on Jan 20, take a picture of
each group with a digital camera, put each group picture on the web site, with the correct name under each individual
picture. (Let the SM know if you cannot obtain a digital camera.) Throughout the semester, information should be
mounted on the web site within 48 hours after you receive it. Keep the class informed by e-mail as to where on
Blackboard you are placing information.

EFFECTIVENESS
Effectiveness is the Chief Operations Officer (COO), alter-ego of the SM. Make XHR an effective learning organization.
Beginning week 3 Effectiveness will hold a weekly meeting from 6pm until 6:30 attended by a representative from each
presenting group. Your task is ongoing assessment and improvement of XHR’s effectiveness. Report the activities of this
meeting to class the following Tuesday, and send it to SM and to Communications to post on Blackboard. Request class
time from Planning for this. Effective communications is a principal organization weakness. Monitor the website
regarding timeliness of postings. Identify and remove bottlenecks in the system. People attending the effectiveness
meeting serve as an executive board for XHR. You have overall responsibility for seeing that the XHR runs effectively
and that people are learning.

INFORMAL
An effective organization meets the social needs of individual members as well as task responsibilities of the organization.
Meeting the social and emotional needs of XHR members is your responsibility. Your first assignment is the icebreaker
for next week to help people in XHR get to know each other, and to plan and implement a party to take place during class.
Talk to Planning and Directing regarding time and length. Make sure everyone knows everyone else by the end of the
third week. You receive and record the peer evaluations, within groups and between groups, every two weeks
commencing Friday, Feb 4. Send evaluations to Records, keeping a copy for yourselves. Monitor these assessments. You
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have the general responsibility for XHR morale. If a group or member of XHR is falling behind, you need to take note and
contact the group and individual to address the situation. Report to Staffing, Effectiveness, and SM as necessary.

REFLECTIONS
Reflections is charged with achieving high quality reflections, which are due from each group each Friday. Each week a
different group performs the assessments, and the Reflections group prepares the schedule and receives the evaluations.
Each person in a group gets the group grade. Reflections are evaluated 6-5-4-3-2-1-0 with no more than 2 evaluations in
each category. The content of the feedback is important, for it is the content of the message that gives people guidance for
improving their reflections. Send grades to Records, keeping a copy for yourselves.

PRODUCTION / CREATIVITY
Production deals with presentations. Your responsibility is to achieve high-quality classroom presentations, and to
encourage creativity in the presentations so that they are fun, challenging, and on topic. Work with each presenting group
to elevate the quality of their presentations. Presentation evaluations should include the following. Did the presenting
group deal with the assigned topic? Was the material interesting? Did the presentation hold your attention? Did you learn
something useful? Was it a good idea that wasn’t done well? A weak idea that was well-done? You also coordinate the
evaluation process. Each presentation is evaluated by each other group. The first round of presentations by each group
will be evaluated, but the grades will not count, the grade is for information to presenters only. Rounds two and three will
be evaluated, and the grades will be recorded by you and sent to Records. Grades are due on Friday after the presentation,
and will be sent to Production and to SM. Production sends grades to Records, and keeps a back-up copy of the
evaluation and the grade. These must be turned in on time, or they will not be accepted. Evaluations will be evaluated
by SM. If your group does not evaluate the presenters on time, it receives no points from SMs evaluation. Note:
The Presenting Group gets no grade if it is not evaluated, the evaluating group gets a zero from Production and a
zero from SM. Timely and thoughtful evaluation is important for your grade.

INDIVIDUAL
Help each person carry out assigned individual responsibilities to the organization. Take attendance within 15 minutes
after class starts. Also, take attendance at the end of class. If people leave class without checking with you and without an
excellent reason, count these people absent for the whole class period. Inform Informal of opportunities to ensure that
everyone is involved and working effectively. Maintain attendance records and forward attendance information to
Records. Monitor the website to see that attendance is recorded accurately. If someone misses two classes, contact the
group and then the individual, reminding them of the attendance policy.

SERVICE LEARNING (SL)
You will assign people to schools for mentoring, roughly equal numbers to each school, and E-mail the list of assignments
to students and to schools. Be sure everyone has transportation to their school. Check with the schools from time to time
to ensure that mentoring is operating smoothly. You will receive three reflections from students on their mentoring
experiences, due 2/25, 3/25, and 4/25. Monitor mentoring attendance at the time mentoring reflections are due. Please
send a graded copy with your comments and suggestions for improvement back to the individual. Compile all mentoring
reflections with your grades and comments on each into a single file to SM by 3/1, 4/1, & 5/1. Send grades to Records and
check that they are correct on the website. At the end of the semester check the number of hours mentored and grade
accordingly. Contact the person at each school to ensure that the program is running smoothly.

READINGS
Make sure the readings are read and understood by the entire class. Work with Staffing to make reading committees
operational by Jan 25. No more than two members from the same presenting group can serve on the same reading
committee. Oversee the operation of reading committees. Comments and Questions on the readings are sent from reading
committees to the appropriate presenting group one week prior to the presentation. The appropriate presenting group
evaluates the quality of these questions by the day of their presentation. The grades (6-5-4-3-2-1, only 2 evaluations in
each category) are sent to you. You record the grades and send a copy to Records. Every two weeks commencing
February 8 peer assessment within reading committees takes place. You collect that assessment, record the evaluations,
and send the results to Record. Monitor the website to ensure accuracy.

RECORDS
You are responsible for maintaining the overall grades in XHR. You will receive information from Reflections, Informal,
Readings, Individual, SM, and keep spread-sheets for individuals and groups. Note that this gets complicated when
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people shift from one group to another. Get a system in place immediately using Excel. Everything graded comes to you
to be recorded. You will ensure that points earned are mounted correctly on the web at the end of February and March,
and implement the grade weighting at the end of the semester. You must be in touch regularly with each of the groups
from whom you receive information.

Comments: It is difficult to understand how this organization works by reading about it. You have to work with it. Just
like any organization, you have loyalty to the group and loyalty to the organization (and you also have to look out for
yourself). You must look to both the little picture and the big picture. You cannot be effective by yourself. You have to
work with those in your group and with other groups.

This class is more like a job in an organization than like school. To receive a high evaluation you must convince
your peers that you are making a contribution to your group and to XHR. If you aren’t doing much, or if others think you
are not doing much, find something worthwhile to do and be sure others are aware of your contribution, or your grade
may suffer.

The successful young people of the 1980s and 1990s were those who saw opportunities and took risks, perhaps
upset some people, did things differently. That will likely be true also in the years ahead. This class offers an opportunity
to try crazy ideas. There is a difference between crazy and stupid. A couple of years ago Roger Putzel’s X class asked
him to leave the room, and he did so. They conducted an experiment involving alcohol consumption. The word got back
to Putzel; he confronted the class, and those involved faced disciplinary action from the Dean of Students. That was
stupid, not crazy. This is not a chemistry, biology, or psych class, and the effects of alcohol are reasonably well-known.

MEMOS
Managers write a lot of memos. They also make presentations. The same in XHR. Memos relate directly to the
organization’s product, which is learning. The learning cycle of 1-Sensing 2-Reflecting 3-Acting should frame what you
write. Emphasize understanding and reflecting on what is observed, and perhaps testing the truth of the reflection by
doing. Observing without reflecting is like reciting a grocery list. On the other hand, reflecting without grounding that
reflection in sensing (evidence) is wasted hot air. Doing should be connected to observing and understanding to show the
practical benefit of theory.

THE FOLLOWING ARE IMPORTANT
Evaluation-If you have worked in an organization, you know that you gain recognition in the organization (and

therefore good evaluations) by doing your job well. You expand the prominence of yourself and your group by doing
extra things, going beyond your job description. Figure out something that you think would improve the performance of
XHR, see Planning and get on the schedule. Take initiative. You don’t get ahead in the real world by sitting on your
hands and doing the minimal. Nor is this likely to work for you in XHR.

In XHR each group ranks the effectiveness of each other group. Also, each presenting group ranks the
contribution of its members. Just like a real organization, others evaluate you based upon what they think you do. Your
reputation is a significant component of your grade. It is more important to impress your peers than to impress the SM.
Your group is graded by the other groups on what it is perceived as contributing to XHR; you are graded by your peers
within the group.
VERY IMPORTANT: No rotating grades. This doesn’t happen in the real world. Appraise honestly based on
performance over the prior two weeks. If the SM determines that grades are rotated, it will have a drastic effect on
your grade. Not only is it dishonest, it also penalizes the better performers by lowering their grades. The way to get
a better grade is to raise the performance of the group. Confront the problems within your group; consult with Informal,
and with the SM. Motivate the group to do assignments thoroughly. Together, figure something you can do that will
improve your performance. You must get positive attention from your peers, show them that you are a major contributor
to XHR.

Conflict-Conflict occurs in every organization. Ineffective organizations are consumed by conflict, try to suppress
it, or act as if conflict doesn't exist. It’s better to get the conflict out in the open and deal with the issues. Sometimes a
facilitator can help, and Informal has that function for XHR. Secrets in an organization are unhealthy. Learn to disagree
without being disagreeable. If you want an easy book to help with this, read the paperback Getting to Yes, by Fisher and
Ury. It can’t turn loss into victory, but it can teach you to avoid loss, and to make the best of a situation.

Public Service: Many organizations, XHR among them, encourage their employees to become involved in public
service. Members of XHR will mentor at Green Academy, Inskip, or Sara Moore Greene elementary school for one hour
per week, 14 hours in total. Sign in and out at the school each time you mentor. Mentoring involves working with young
children individually or in groups. While carrying out the mechanics of assisting the child/ren, you should be attempting
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to understand each child's obstacles and to find ways to help the child develop skills to overcome those obstacles. Use
your management skills to motivate learning. You might also be thinking about how to improve education. If you wish to
sign up for PS-493, directed readings (section #71942), for one hour of credit, you may do so. Completing your 14 hours
of mentoring and turning in acceptable mentoring reflections will earn you an “A” for that one hour. Mentoring is
organized and monitored by the Service Learning Group, and can commence as soon as you receive your mentoring
assignment. Students who mentored last semester may return immediately to their prior school. Students will e-mail three
reflections on their mentoring experiences to the Service Learning Group, due 2/25, 3/25, and 4/25. Mentoring reflections
are done by individuals.

Presentations:
Know the content of reading assigned by SM.
Understand the principles imbedded in these readings.
Expand your resource base by checking other writings on the topic--use the library or Web.
Teach principles in ways that maintain the interest of the class members.
A presenting group will receive questions on the readings from reading committees at least one week prior to their
presentation.
Be creative in your presentations. Your peers will evaluate you. Respond to the questions from reading committees.
Presentations should last 20 minutes, unless otherwise arranged with Planning. (Note: it is difficult to estimate the amount
of time a teaching activity will consume. Be sure to have plenty of material, and plan ahead how you will cut, if
necessary.) Teaching the material assigned by the SM lowers your grade! Tell us something we don’t know. Engage
us in a learning activity. Make learning fun.

Reading Committees: Reading committees are responsible for reading the weekly reading assignments and then raising
issues or questions that arise from the readings that they want the presenting group to address or explain. Reading
committees are responsible for sending their comments, issues, and questions to the appropriate presenting group one
week prior to the assigned presentation day. The quality and usefulness of these reading committee questions/memos are
evaluated by the appropriate presenting group. On Week Two Reading Committees will meet and prepare questions for
groups presenting on Week Three.

Performance Appraisal: Everyone in an organization, in everything you do, is both cooperating with others and
competing with others. You cooperate to get things done, you compete to demonstrate to yourself or others your high
level of competence, loyalty, friendship, dedication, or some other virtue. The following are used to assess each person's
performance, with weighting indicated:

10% Mentoring reflections
20% Presenting group reflection memo, week 2 and each week thereafter
10% Reading committee memos/questions (each week beginning week 2 for Week 3 presentations)
5% Reading Committee peer assessments (every other week commencing week 4)
10% Presentations – grades recorded during second and third rounds.
10% SM’s evaluation of Presentation assessments
15% Peer assessment among presenting groups every two weeks, commencing Feb 4: 11=most helpful to XHR;
1=least helpful to XHR
15% Peer assessment by consensus within Presenting groups every two weeks commencing Feb 4: X to 1 (from most
to least helpful to the group; X=number of people within the group).
5 % Final group reflection, 5 page limit: Due May 1, to be evaluated by SM. What have you taken from this class?
What was the most important learning for you? How did you learn it?
Calculation of grades from ranks. The top scorer gets the maximum for the category. Every other individual gets a
proportional score. For example, if Mary Smith gets 36 on reading committee memos, and the top scorer earned 48,
calculate Mary’s grade on reading committee memos as follows: 48/10 = 36/X. X = Mary’s grade out of 10 = 7.5.

TO EXCEL IN THIS CLASS/ORGANIZATION YOU MUST CONVINCE OTHERS THAT YOU ARE
PERFORMING COMPETENTLY AND SEEKING TO MAKE XHR AN EFFECTIVE LEARNING ORGANIZATION.
YOU MAY HAVE TO GO BEYOND YOUR JOB DESCRIPTION IN ORDER TO DEMONSTRATE THIS.

Attendance Policy: This class meets 14 times. If you miss 1 or 2 times, no problem. 1 point overall grade reduction for
each miss thereafter. You must mentor 14 hours to receive credit for mentoring reflections.
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MEMO’s: Memos are graded 6-5-4-3-2-1-0 (none turned in): 6=Exceptional, 1=Poor. Zero is awarded if an
assignment is not turned in on time. For most memo’s, No more than 2 groups can receive the same evaluation..
Reasons are given to support each assessment.

Weekly group reflection: A reflection on what the group has learned is due Friday Jan 28 and every Friday
thereafter. It will be sent to the Reflection Group, which coordinates this activity. Each week a different group will
evaluate all memos. Assessors send results back to the authors, Reflection Group, and to the SM. The group which
evaluates will not write a memo for that week.

Reading Committees and Reading committee memos:
Reading Committees are appointed by the Staffing and Reading groups. Reading Committees meet during class to
discuss the assigned reading and to create questions and comments to hand to the presenting group. Every two weeks
there is peer performance ranking. Each reading committee sends to Reading Group by Monday 6pm its questions,
comments, and reflections on the concept to be taught one week later. Reading committees are formed prior to Week
Two and the questions and comments for week 3 are due that day. (Presenting groups for week two will not get
questions.) The presenting group assesses the comments and questions received and on the Tuesday of its presentation,
sends the results to each reading committee and to Readings.
Remember: In grading reading committee and weekly reflection memos, the grades are 6-5-4-3-2-1-0, and no more than
2 groups can receive the same evaluation.

Attendance: Individual group takes attendance within the first half hour. Individual also takes attendance at the
end of class. Keep a record in Excel. Forward the information each week to Records.

Mentoring reflections: Individual assessment of 6-5-4-3-2-1-0, (no ranking), due 2-25, 3-25, 4-25. Send your
mentoring reflection to Service Learning. Service Learning sends qualitative and quantitative evaluations back to each
mentor and SM. Quantitative evaluations only are sent to Records.

Peer Assessment Every two weeks commencing Friday, February 4, each group sends 2 assessments: first,- rank
order of the other eleven groups in a single evaluation based upon their contribution to the effectiveness of XHR. Rank the
11 other groups from 11 (outstanding) to 1 (weak). Send this information to Informal. Informal will record this and
forward the collected information to Records; second, rank order each member in terms of contribution to the
effectiveness of the group over the previous two weeks. Rankings are from X-1. (X= number of people in your group.)
Rankings are reached by consensus Send rankings to Informal.
A FAILURE TO DO TIMELY PEER ASSESSMENT WILL LOWER THE RATING EARNED FROM OTHER
GROUPS BY .5 FOR EACH WORKING DAY (M-F) LATE.

Bonus points Occasionally, the SM will award bonus points to a group or individual for exceptional service to
XHR.

WEEKLY ROUTINE ASSIGNMENT DEADLINES:
Tuesday:
Individual takes attendance at the beginning of class, and at the end of class.
Groups which presented today send their evaluations of reading committee questions and comments to the groups they
came from and to Reading Group (beginning week 3).
Reading committees send memos to next week’s presenting groups by 7pm. (Since three groups will likely present each
week, this means three memos from each reading committee. The one-week lead time allows the presenting group to
respond to issues, comments, and questions, and to adjust their presentation, if necessary.)
SM returns evaluations of Presentation assessments; copies Production.

Friday:
Weekly reflection memo due.
Qualitative and quantitative (3,2,1) assessments of the Tuesday presentations due to Production. Production aggregates
these and sends to SM and Records.
Commencing Feb 4, and every two weeks thereafter, send peer evaluations (individual and group) to Assessment.
Assessment calculates the rank of each group, and sends that, along with the individual rankings, to Feedback and
Communications.

SM learnings from previous years:
Everyone is confused, and confusion diminishes only after struggling to make the organization work.
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This system shows respect for each student, allowing mistakes at minimal cost; and mistakes provide learning for the
entire class. First-time sins of commission are minimally punished. You learn most effectively from the mistakes you
make.
There are a number of right ways to organize and to behave, and there are some wrong ways.
Hiding does not work; if you are invisible, you lose, because a good grade is based upon your becoming known by
contributing. People who articulate opposing positions, while respecting the views of others, are evaluated positively by
their peers.
Mistakes create some pain, which soon turns into important learning.
There is a lot of work to be done. You can’t “muscle” it by one person doing it all, or everyone doing the same thing. You
have to figure out how to work smart, to allocate your group resources efficiently to get maximum performance from the
minimum work possible to achieve the results you desire. You have to become a team--think like a team, work like a
team. The team way is more fun, and you get better results.

Suggestions for assessing a presentation?
Did you learn something you didn’t already know? [What did you learn?]
Did every member of the group participate?
Were your questions responded to appropriately?
Did you enjoy the presentation?
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Assessment and Accountability in the Classroom: The Value of Multiple Choice
Testing

Pamela T. Dunning and Peter M. Carlson
Christopher Newport University

Introduction

How does our assessment of learning affect the classroom dynamics? Does the method of

assessment provide a valid measurement of learning? Testing and evaluation of learning

have huge significance in the world of academia and the means of accomplishing these

exams are of great interest to all of us that teach.

While attempting to correlate student baseline knowledge in the area of American

Government and student scores on a statewide test administered in high school, this

evaluation found an unexpected outcome: questionable validity of multiple question tests.

This evaluation of testing student knowledge was conducted during the Fall Semester

2004 at a small, public Virginia liberal arts college. Students were tested at the onset of

the semester in seven different sections of an Introduction to American Politics course.

The intent was to compare the pre-course test results with the individual student’s

previous pass rate on a state-wide standardized test that was required for high school

graduation. The secondary original goal of this assessment was to enable faculty to

compare pre-course, first-week scores with scores on an identical exam accomplished

during the last week of the course.
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The results of both original goals are reported, but the surprise within the analysis was

that the authors came to question the multiple-choice testing instrument’s validity.

Literature Review

Consequential validity refers to effect of the test or assessment instrument on learning

(Messick 1989). The idea that a large-scale test (Standard of Learning Exams, Standard

Achievement Test, ACT, Graduate Record Examination, LSAT, or the final exam for a

course) impacts academic instruction is one that seems intuitive. Testing seems to define

that which is deemed important and teaching is often directly focused on what will be

tested (Smith 1991).

Far too few students are motivated to engage a subject simply for the joy of learning.

Most students, including many of us in teaching roles today, study that which has been

emphasized by the instructor and highlighted as material that will be included in a future

test. Most students are practical achievers that wish to use their time judiciously and in a

manner that will serve personal interests and their futures. Students in our classrooms are

like any of us in any setting; we tend to do that which is rewarded. And we are often

collectively guilty of emphasizing grades rather than learning.

Those that teach are often guilty of the same offense: many in the teaching profession

believe that instructors overly focus on educational material.that will be measured.

McMillan, Myran, and Workman (1999) reported that Virginia educators emphasize the

material that is key data and tested by the Commonwealth of Virginia’s Standards of

Learning (SOL). In other words, anticipated accountability for the instruction and for the



3

students’ learning is a primary motivator for all concerned. This finding has been

replicated by studies in Arizona and Kentucky (Smith Edelsky, Draper, Rottenberg, and

Cherland, 1991; Koretz, Barron, Mitchell, and Stecher, 1996). One can only hope this

results in outcomes that are desired.

LeBoeuf (1985) expressed this in the recanting of an old parable:

A weekend fisherman looked over the side of his boat and saw a snake with a frog
in its mouth. Feeling sorry for the frog, he reached down, gently removed the frog
from the snake’s mouth and let the frog go free. But now he felt sorry for the
hungry snake. Having no food, he took out a flask of bourbon and poured a few
drops into the snake’s mouth. The snake swam away happy, the frog was happy,
and the man was happy for having performed such good deeds. He thought all
was well until a few minutes passed and he heard something knock against the
side of his boat and looked down. With stunned disbelief, the fisherman saw the
snake was back---with two frogs! (LeBoef, 22)

Teachers emphasize and students learn that certain information will be necessary to

successfully complete a course, and often ignore the rest. The material that is tested gets

learned!

Large-scale testing provides necessary information about students and is often used to

assess the effectiveness of individual teachers, schools, and school districts. (Quality

Counts, 2002). Shephard (1989) and Wiggins (1989) have recommended that testing

should more closely relate to real-world application of theory and knowledge. They

hypothesize that this would cause instructors to teach higher order thinking, problem-

solving, and reasoning skills and avoid the trap of simply imparting facts that will be

found in testing mechanisms.
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The Manhattan Institute for Political Research (2003) evaluated the use of high stakes

testing (the use of testing to evaluate schools for their academic effectiveness) and its

relationship to student academic achievement/learning. The evaluation reaffirmed the

reliability of testing assessment of learning, i.e., students can perform at certain academic

levels.

Terry (2001) assessed learning style and how it affects students’ learning preferences,

and also reviewed examination methods in relation to an individual student’s learning

style. The finding that relate to this paper is that college instructors must set

examinations that measure learning in ways that are meaningful in relation to what has

been studied in the course, but must also challenge individual learning style preferences.

Multiple-choice questions, essay answers, and true-false or matching each appeal to

students with varied learning styles. Terry opines that instructors should either utilize a

format that has a combination of examination styles or allow students to select which

portions of an exam to answer.

Scouller compared higher education students’ outcomes for assignment essay and

multiple- choice questions and the evaluation results suggested distinct patterns according

to assessment method. Students were more likely to employ surface (superficial) learning

approaches for multiple-choice examination context and to perceive this type of testing as

assessing a lower-level of intellectual processing. In contrast, students were more likely

to employ deep learning approaches when preparing for essay-type of exams. They

believed this assessed higher-levels of cognitive processing (Scouller 1998).



5

Method

Participants

151 students completed the Introduction to American Politics course and were

administered both the pre- and post tests. These students were enrolled in one of seven

sections of this course during the fall term of 2004. Random selection of the students was

not possible since students were not randomly assigned to classes. This course is typically

enrolled by freshmen and sophomore political science students who are required to

complete this core course as part of their major. Upper-level and other lower-level

students also populate the course as it is one alternative that fulfills a university general

education requirement in the social science area. Of the participants, 40% (61) were

female and 60% (90) were male. The breakout by class standing was: 82 freshmen, 34

sophomores, 23 juniors and 12 seniors.
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Instrument

Exam performance was measured by scores on a pre-test and post test. Each exam

contained 50 multiple-choice questions selected from the test bank that accompanied the

text used in the course (Barbour, C. & Wright, G.C., 2003). The questions selected also

corresponded to the State of Virginia’s Standards of Learning (SOL) curriculum

framework in the area of Civics and Economics. The SOL framework details the specific

knowledge and skills students must possess to meet the standards for this subject in

secondary school. Demographic information on the test included name, section, class

standing, name of high school attended, city/county of high school, if they were

administered the Civics SOL and their pass rate, if known. Pass rates were either pass

advanced, pass proficient or did not pass.

Procedure

The pre-test was administered during the first week of class and the post test during the

last week of class, prior to final exams. The seven sections were taught by four different

full-time faculty in the Department of Government and Public Affairs. Before distributing

the pre-test, students were told that two instructors in the department were conducting

research on the use of high stakes testing, such as the Virginia SOLs, and its effect on

subsequent learning. They were instructed that their scores on both tests would be

provided to them after compilation of the results.
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Results

Table 1 contains a comparison of the mean scores on the pre- and post test. A paired t-test

was run comparing the pretest and posttest scores. The t-test indicated that there was a

statistically significant difference between the mean pretest and posttest scores, t(150) =

-13.068, p<.05. The post test scores were strongly correlated to the pre test scores (.662).

The t-test indicated that the null hypothesis of no statistically significant difference

between the mean pretest and posttest scores could be rejected at the 0.05 level.

Table 1. Mean Scores on Pre- and Post Test

N Minimum Maximum Mean

Std.

Deviation

Statistic Statistic Statistic Statistic Std. Error Statistic

Pre Test 151 19 40 28.83 .39 4.767

Post Test 151 20 42 32.83 .35 4.306

Instructors teaching the various sections used a variety of evaluation formats: essay, short

answer, multiple-choice, true-false, presentations, and research papers. To determine if

the post test results were indicative of overall course grades, post test results were

correlated with final grades. Final grades were obtained for 99 students. Scores on the

post test were adjusted to reflect the same grading scale used for computing final grades.
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The correlation results indicated that post test scores were moderately correlated to final

grades (.456).

Table 2. Mean Scores – Final Grades and Post Test

Mean N

Std.

Deviation

Std. Error

Mean

P Final Grade 83.37 99 8.786 .883

Post Test (Adjusted) 66.63 99 8.401 .844

Analysis

Our original purpose behind this research was to assess a correlation between the

individual student’s performance on the state SOL test and the pre-test of basic

government knowledge administered at the beginning of this course. However, our

interest from our analysis has been drawn to questioning the value of using multiple-

choice tests for evaluating the effectiveness of core classes. Our original expectation was

to find a significant difference between pre- and post test scores; however, the mean

difference suggests students only answered four additional questions correctly, which

could be accounted for by not controlling for the effects of testing (Campbell & Stanley,

1963).
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The pass proficient rate for the Virginia SOLs is 28 out of 50 (56%), and correlated

closely with the course pre-test results. When looked at in light of final grades, the

average mean of 66 out of 100 would be reflective of a grade of “D” for the course while

an 83 would represent a “B-.” If we are truly measuring the knowledge in core courses,

one would expect a pass rate above 70 - the minimum grade required in these courses.

Conclusion

Assessment methods vary based on knowledge to be measured. Multiple-choice tests are

frequently used; however should they be the only measure used? Are there limits to its

applicability? Our findings suggest that further investigation of the use of multiple-choice

testing to measure knowledge gained in core government courses is warranted. Further

testing with the use of a control group should be considered to control for testing effects.

Other possible avenues of inquiry should be determining if additional instruction aimed

specifically at the test questions produces measurable results, and if these results will last

over time.
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Interactive Simulations 

• Purpose of this presentation: 

– To propose a classification system to evaluate 

simulations for MPA Hybrid Courses 

– To identify relevant simulations by course 

– To recommend a process for sharing 

information regarding MPA appropriate  

simulations. 

 

 



Interactive Simulations 

• Background of study 

• Review of simulation formats 

• A system to classify simulations 

• A review of MPA Course simulations 

• A process for information sharing 



Background 

• Simulations and the Future of Learning by 

Clark Aldrich 

– Need to prepare for the "new learner" 

• Demonstrations at Conferences  

– Application efforts exceeded value 

• Decision to test hybrid course formats 

– Opportunity to use simulation models 

– Assist other faculty in appropriate simulations 



Background 

• Limited to computer based  

– Stand alone operation (Web based or CD) 

• Simulation formats considered 

– Games 

– Simulators 

– Models 



Simulation Formats 

• Games 

– Formalized play with pre-set rules, feedback 

– Teach competition, strategies,  & cooperation 

– Benefits and Drawbacks 

• Provide immediate feedback & no loss of assets 

• Participates may focus on a winning strategy and 

overlook lessons to be taught 

– Examples 

• Tycoon, Sims, SimCity, The Political Machine,  

 



Simulation Formats 

• Simulators 

– Emulate real-life situations and involve 

complex and continuous interaction 

– Teach decision making skills in a variety of 

contexts that allow the participant to: 

• Test and validate strategies, tactics, procedures, 

organizational structures and functions 

– Effectiveness - focus of this presentation 

– Examples: 

• Virtual University and Virtual Leader 

 



Simulation Formats 

• Modeling 

– Participant experiments with a symbolic 

representation of a system compressing time 

– Provides an understanding of how a structure 

or system works and the interaction between 

the various parts 

– Effectiveness - focus of this presentation 

– Examples 

• National Budget Simulation, MassBalance, Budget 

Utah 

 



Proposal for Classification 

• Criteria for evaluating simulations 

– Cost 

– Administration 

– Operation 

– Objectives 

– Debriefing (will discuss issues) 

– Assessment (will discuss issues) 

• Rate each criteria on four levels 



Criteria 

• Cost per Student 

– High - Over 75 

– Medium - under $75 

– Low - under $30 

– Free 

• Issue - value of the simulations are 

uncertain at this time 

– Need to keep costs low 



Criteria 

• Administration 

– High level of Complexity - professor must 

interact while simulation is in operation 

– Moderate Complexity - professor must 

interact at each "running" of the simulation 

– Some Complexity - professor is involved in 

some sessions after set-up 

– No facilitation is required after set-up 

• Issue  

–  high level of involvement will discourage use 



Criteria 

• Operation of simulation 

– High learning curve - Takes student at least 

20 hrs to learn rules 

– Moderate learning curve - Student learns 

rules in 10 - 20 hours 

– Low learning curve - 5 - 10 hrs 

– The rules are intuitive to most students  

• Issue - 

– Need to focus on application versus the rules 

 



Criteria 

• Objectives 

– Relates to at least one learning objective 

– Relates to several learning objectives 

– Actually achieves one or more learning 

objectives 

– Integrates most course learning objectives 

• Issue  

– To have value the simulation must support the 

course learning objectives 



Criteria - Debriefing 

• Students discuss how the experience 

contributed to overall learning objectives 

• Professor lists vital questions as part of 

lesson design 

– Important aspects of interaction 

– Relate real life & course concepts 

– Relate successful strategies & decisions 

• As well as unsuccessful 

– Relate level of goal achievement 

   



Criteria 

• De-briefing of Simulation Experience 

– None - difficult to relate to course 

– Minimal Reinforcement - can relate a few 

decisions to course concepts or real life 

– Some Reinforcement - can relate decisions 

and strategies to one or more course 

concepts or real life 

– Reinforces Learning - can relate decisions 

and strategies to course concepts in an 

integrated manner 

 



Criteria - Assessment 

• This is a controversial area - however: 

– Most formal learning systems have grades 

• Does the simulation provide scoring? 

– Does the score relate to course objectives? 

– Can you obtain team or individual scores? 

• Possible rules for grading: 

– Allow practice - score when ready 

– Combine score with quality of debriefing 

 



Criteria 

• Assessment 

– None - simulation does not provide scores 

– Low level - difficult to relate simulation score 

to learning of course objectives and concepts 

– Provides team score - simulation score 

relates to course objectives but only provides 

a team score 

– Provides individual score - simulation score 

relates to course objectives and provides 

individual scores 



Simulation Classification System 

Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Review of Simulations 

• Organization Theory 

• Organizational Behavior 

• Governmental Budgeting 

• Public Personnel Management 

• Public Policy Analysis 

• Ethics in Public Administration 



Organization Theory 

• Virtual University - www.virtual-u.org 

– Simulates running a university with the attitudes and 

behaviors of an academic community  

– Players strive for continuous improvement of the 

university or fulfillment of a unique game scenario 

such as raising minority enrollment.  

– Integrates several learning objectives 

– Free for academic use 

• Classification 

http://www.virtual-u.org/
http://www.virtual-u.org/
http://www.virtual-u.org/


Virtual University 

 



Classifying Virtual University  

Organization Theory 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Organizational Behavior  

• Virtual Leader - www.simulearn.net 

– ASTD rates as best 2003 on-line product 

– Uses widely agreed upon aspects of leadership 

– Integrates 5 of 10 course learning objectives 

– Practice improves efficiency 

– Cost $108 - academic version 

• Not tested in course 

• Classification 

 

 

 



 



Classifying Virtual Leader  

Organizational Behavior 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Governmental Budgeting 

• Federal Budget - Model 

– http://www.budgetsim.org/nbs/ 

– Student adjusts spending and tax expenditures in the 

2004 budget in order to achieve either a balanced 

budget or any other target deficit 

• State Budget Models 

– MassBalance  

• www.playmassbalance.com/ 

– BudgetUtah 

• http://governor.utah.gov/gopb/budget.html 

 

http://www.budgetsim.org/nbs/
http://www.budgetsim.org/nbs/
http://www.playmassbalance.com/


 



Classifying MassBalance 

Governmental Budgeting 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Public Personnel Management 

• Human Resource Mgt - Bus Sim 
• http://www.bussim-ed.com/ 

– Small business scenario 

• but concepts relate to public personnel 

– Quarterly decisions on staffing, development, 

compensation and relations  

– Effectiveness evaluated over 3 yr period 

– Free download for course adoption 

• Team ($25) or Individual ($15) play 

• Have not used in course 



 



Classifying BusSim HR Mgt  

Public Personnel Management 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Public Policy Analysis 

• PoliSim 2.0 - Prentice Hall - CD version 
• http://www.prenhall.com/polisim/  

– A wide variety on interactive policy senarios 

– Designed as a Supplement to Political 

Science texts such as: 

• Politics in America by Thomas Dye 

- 18 interactive scenarios 

- Can order CD separate for $24 

• Have not used in a course 



 



Classifying PoliSim  

Public Policy Analysis 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



Ethics in Public Administration 

• Quandries - A Dept of Justice Ethics Model 

– http://www.usdoj.gov/jmd/ethics/quandary.htm 

• There are 15 jobs 
– In each job, you will encounter situations that present 

ethics issues, and given several choices.  

– At the end of each job you learn whether you did well 

enough to move to the next level  

– DOS based 

• Free download 

• Have not used in course 



 

 

 DEPARTMENTAL ETHICS OFFICE 

JUSTICE MANAGEMENT DIVISION  

Introduction to Ethics Training Program  

"Quandries"               

  

       

 

http://www.usdoj.gov/jmd/ethics/index.html
http://www.usdoj.gov/jmd/ethics/searchethics.html
http://www.usdoj.gov/jmd/ethics/gift.html
http://www.usdoj.gov/jmd/ethics/travel.html
http://www.usdoj.gov/jmd/ethics/conflict.html
http://www.usdoj.gov/jmd/ethics/finance.html
http://www.usdoj.gov/jmd/ethics/outside.html
http://www.usdoj.gov/jmd/ethics/politic.html
http://www.usdoj.gov/jmd/ethics/procure.html
http://www.usdoj.gov/jmd/ethics/misuse.html
http://www.usdoj.gov/jmd/ethics/leaving.html
http://www.usdoj.gov/jmd/ethics/general.html
http://www.usdoj.gov/jmd/ethics/forms.htm
http://www.usdoj.gov/
http://www.usdoj.gov/jmd/index.htm


Classifying Quandries 

Ethics in Public Administration 
Criteria Cost 

 

Administer Operate 

 

Objective 

 

Debrief Assess 

Level 1 

Value 1 

High High 

Complexity 

High 

Learning  

Curve 

Relates to 

One 

None None 

Level 2 

Value 2 

Med Medium 

Complexity 

Moderate 

 Learning 

 Curve 

Relates to 

Several 

Indirectly 

Reinforces  

 

Low  

Level 

Level 3 

Value 3 

Low Some 

complexity 

after set up 

Low  

Learning  

Curve 

Achieves 

One or 

More 

Reinforces 

Some 

Provides 

Team 

Level 4 

Value 4 

Free No 

facilitation 

after set-up 

Immediate  

Application 

Integrates 

Most 

Reinforces 

Learning 

Provides 

Individual 



The Challenge 

• Need for a continuous forum for sharing  

• Current Public Administration sites  

– Limited information and links 

• Information gathered for this study on: 

– www.padm.org  

– MPA resources   

• You are invited to participate  



Subject-Centered Education and the Learning Conversation:
Personal Reflections on Parker Palmer and Teaching Public Administration

Karen G. Evans
School of Public and Environmental Affairs
Indiana University Northwest
3400 Broadway
Gary, IN 46408
Ph: 219.980-6843
Fax: 219.980-6737
Email: kevans@iun.edu

Our faculty at SPEA Northwest has maintained a serious commitment to the

Teaching PA Conference for several years. We had planned to participate in 2005 since

the conference particulars were published. We finally discussed what we might contribute

to the conference at the end of a long meeting in early December. At the time, it seemed

as if we were adding yet another burden to an already full to-do list. It’s our NASPAA

self-study year; we were about to take on a new program director after what seemed like

a very long and arduous search; it had been a very busy semester for most of us; and,

Indiana University as a whole was in the midst of budget crises, new student systems

software bugs, and mission differentiation. When Susan suggested we build a panel

around our recent reading of The Courage to Teach and offered to send in a proposal, we

jumped at it, if only as a means to bring the meeting to a close.

That wasn’t the only reason we had for choosing to present this panel. For several

years, we have built at least one full faculty meeting around a shared reading.1 The

Courage to Teach was merely the latest, and perhaps the most moving of these shared

experiences. As a whole, we have embraced the philosophy of scholarship so ably

propounded by Ernest Boyer, and consequently, take the undertaking of the scholarship

of teaching very seriously. This stance is appropriate, to say the least, on our regional

campus, where the principal mission is teaching. It is also in keeping with the broad

commitment to service that is the hallmark of the School of Public and Environmental

Affairs that we be engaged in the concerns of our community, and our teaching reflects

1 By full faculty I mean not only the full-time lecturers and tenure-track professors, but also our excellent
adjunct faculty.



this. Even our research is focused largely on the needs of the local community, its

citizens, and our students.

We have examined, as well, The Reflexive Practitioner by Donald A Schön. Most

of the students we teach are already immersed in professional practices. Schön’s work

has direct applicability to our task of teaching and nurturing these professionals. The

result of this shared study has been the development of a strong bond of collegiality

across our faculty and a set of shared principles with regard to the teaching mission of

SPEA.

So, it should be a relatively easy task to bring out our learning for this panel.

Well, not as easy for me as it sounded in December. As I attempted to put words ‘on

paper,’ I found my mind straying from this straightforward task. My mind’s eye ranged

back in time to ponder various professors from my undergraduate and graduate

experiences. It wasn’t until very late that I realized just how I should present Palmer’s

thesis to this group. I needed to speak about those professors who inspired me to leave

my practice behind and teach. So be it.

First to come to mind was a political science professor at Cleveland State. I can’t

recall his teaching methods, but I can clearly recreate in my mind’s eye his passion for

the subject. He taught comparative politics. His specialty was the politics of colonialism,

and he was able to bring it to life in the classroom. I don’t remember much specific

content, except that his particular interest lay in Niger and French colonial practices.

What has stayed with me is a clear understanding of the importance of the historical

context when one examines current events. That has shaped the way I examine issues and

events in any of my intellectual pursuits today.

Another professor who left his imprint is a scholar of note in the field of

constitutional law and ethics. His classroom had rules. His expectations of students were

extremely high. His lectures were learned and his research was painstakingly careful. He

commanded the respect of his students by his mere presence. I couldn’t bring myself to

address him informally until after I defended my dissertation, long after being on a first-

name basis with the rest of the faculty. His focus acted as an example of how one should

not simply master course material, but further, should develop meticulous habits in the

scholarship of discovery. From his perspective, each of us owes it to our students and to



the broader community of knowledge to approach all aspects of scholarship with care and

rigor.

Finally, imagine, if you will, a professor who never had a syllabus prepared on

time. He rarely had reserve material readily accessible to students in the early days of the

semester. He wasn’t especially computer savvy; no power points, few overheads. He

tended to just show up and talk. Yes, he would talk from the heart – notes were not

necessary. He had the body of knowledge he wanted to share completely under his

mental command. He encouraged students to talk - to engage in dialogue not just with

him, but also among themselves. He placed the subject at the center of the seminar room.

He let his passion for the subject shine through. He frequently risked appearing to be

foolishly optimistic and naïve, especially to the younger students, many of whom did not

appreciate the gift he gave them. Parker Palmer would have recognized him as the

independent voice of the “great thing” at the center, as the advocate for the idea.

Students in his classes could learn together. They became a community of truth.

He would say that he learned from them, as well. His students often brought new material

and information into the room and made connection with the great thing. All members of

the community of truth are learners and risk takers.

There are elements of great teaching in these examples – passion for the subject,

respect for the student, challenging ideas that enable further learning. When teachers

demonstrate these qualities, students gain more than learning course content.

Unfortunately, many teachers just don’t or can’t manage them. What makes a ‘bad’

teacher is not merely a failure to maintain passion. Who among us hasn’t experienced the

professor who no longer cares about students – who sees them as a necessary evil and

who lets his or her contempt for the student show? Or the professor who revels in his

power in the classroom? Or the professor whose focus is limited to his narrow

specialization and cannot provide perspective or a broader vision? Or who arrive in class

late, poorly organized, and who waste class time pulling it together? Or professors who

can’t or won’t maintain eye contact with students, who are arbitrary in assessing student

work and don’t provide the feedback students need to learn?2

2 Solomon and Solomon (1993), pp. 128-129.



I was fortunate to have experienced few of these in my student days, or, at least,

they faded mercifully from my memory. Occasionally, I came across the professor who

assumed students to have the same level of readiness – who left those less ready behind

in an effort to cover all of the course material. There were some who evidenced a touch

of the arrogance of power. There were some with too narrow a band of expertise. But, I

was, for the most part, fortunate.

In my practice of teaching, I have struggled to keep my pedagogy and methods

fresh. I strive to provide all the resources students will need to become learners –

syllabus, readings, even overheads and power points. Where one of my mentors was

disorganized, I have strived to be orderly. In this way, I attempted to distance myself

from the “mistakes” he made. However, I sometimes spent so much time and effort on

the minutia that I sometimes lost the strength, as well. I found that those times I fussed

most about the little details of teaching, I was less authentic, less able to speak for the

subject, and my students were less able to get enthused about examining the great thing

and learning.

It is only when I dare to be authentically myself and when I can share my passion

about public administration that my students catch fire. To do this I have to overcome my

inherent introversion. I have to put away gadgets and notes and speak from the heart.

Thus, it is when I find myself able to risk in the way that my mentor does, that I become a

teacher, and the passion I feel for the material shines through.

I also have to let the fact that I like and respect my students be visible in the

classroom. One basic way to show respect is to call the students by their names.3 I have a

terrible memory for names, so it is essential that I develop the means to connect names

and faces. When this occurs, the students and I can meet on a level that permits learning

to take precedence over power in the classroom. And, the relationship that grows among

us creates an atmosphere of trust, a place where we all can focus our attention on the

great thing in the center.

Parker Palmer tells us that teaching and learning are as much about the

blossoming of authentic and rich relationships built around the great ideas of our field as

they are about the transmission of a body of knowledge from one generation of scholars

3 Solomon and Solomon (1993), pp. 113-116.



to the next. In fact, it is only through such a community that the thirst to learn is

communicated. Passion for the subject is infectious, and paves the way for fresh insights

and discoveries. The first task of the teacher is, then, to discover what constitutes the

handful of great things that shape the field, through which students are led to uncover the

knowledge they need to excel at their practices.

It is, I suppose, natural for us to turn to the research side of our field as we search

for the great ideas that should be central in our classrooms. Robert Behn poses three

‘how’ questions for the field to address, related to micromanagement, motivation, and

measurement.4 John Kirlin presents a set of seven ‘what’ questions; these center on

problems of governance, societal learning, and democratic practices.5 Good questions,

all. They are, however, research questions, on the edge of scholarship, not central

questions for teaching the field.

At IUN, we have come to some rough agreement on what the great things might

be. One of them is professionalism. Regardless of the substantive content of the course, it

is possible to relate it in the context of professional behavior in practice. A strong

component of our view of professionalism is ethical practice. With the concept of ethical

conduct in the professional setting as a central theme, we can draw the student into a

dialogue about how elements of public management reflect that central theme.

A second great idea is the notion of public service – that the public

administrator’s role is, first and foremost, to serve citizens and the public interest. This

theme played a principal role in our first ever Graduate Program Orientation, conducted

on September 10-11, 2004. In this event, the faculty, in addition to telling their stories by

way of introducing themselves to the new students, challenged students to begin the task

of defining professionalism and public service. They engaged in activities that produced a

starting point for their journeys of discovery as they pursue their MPAs. Students

perceived this event as a success. They reported that they felt challenged but welcomed

into the IUN SPEA community and into the learning process.

4 Behn (1995), p. 315.
5 Kirlin (1996), p. 417.



The Community of Scholars: Learning Conversations

In 2003, the School of Public and Environmental Affairs embarked on a program

of evaluation of its MPA core. This evaluation required that each campus faculty

determine and then state what essential competencies were being delivered in each core

course. At IUN, we went a further step – we engaged in a contract with each other that

we would hold each other accountable for the delivery of those competencies. This brings

us to another question Parker Palmer addresses, “How can we evaluate the quality of our

teaching within the community of learning?”

The academic culture in which we teach, works against the notion of peer review

and evaluation. Academic freedom is a double-edged sword. In one sense – the most

broadly accepted sense - it protects the professor’s intellectual processes and products

from intrusive and destructive censorship. It protects the students’ right to be exposed to

a wide range of issues, even controversial issues and ideas. It stands as a sturdy palisade,

surrounding freedom of thought.

However, that palisade can and often does become a barrier, behind which sloppy

and just plain bad teaching hides. Palmer (1998) refers to this retreat behind the wall of

academic freedom ‘privatization.’ 6 If our classrooms are our castles, where we go solo in

teaching our students, then the only evaluation of our teaching comes through the limited

assessment those students can and/or will provide. This is not to deny the importance of

student evaluation, however, true measurement of teaching effectiveness comes from

those best prepared to do it – our peers.

Peer review of teaching is infrequent, often only forthcoming at the time of

promotion and tenure review. Breaking down the barrier aspect of academic freedom

need not come in formal process, but in fact may be best served through informal

processes. Palmer calls such processes conversations in a learning community. We need

to acquire the habit of discussing our teaching with each other so that we can, as peers,

friends and professional colleagues, ask and answer real questions in evaluating each

other. This is how we can hold each other to commitments made about delivering the

competencies we have determined that our students need.

6 Palmer (1998), p. 142.



Palmer suggests several techniques, such as conversations about critical moments

in class – the moments we experience when something pivotal happens. Or, we might

share the metaphors or images we associate with our teaching. Palmer does this in

describing one of his images of the teacher’s role – that of a sheepdog:

In my imagination—unfettered by expert knowledge of the real thing—the

sheepdog has four vital functions. It maintains a space where the sheep

can graze and feed themselves; it holds the sheep together in that space,

constantly bringing back strays; it protects the boundaries of the space to

keep dangerous predators out; and when the grazing ground is depleted, it

moves with the sheep to another space where they can get the food they

need.7

In spite of the slightly negative image of the students as sheep, this metaphor

evokes a set of powerful associations with most teachers. I find the notion of providing a

protected space for the student to engage in examining the material (grazing to feed

themselves) especially meaningful. They will want to taste and savor the great idea if I

have presented it well. And, once it is placed before them, they will want to set their own

pace and choose their own portion. I have to ensure that they can.

This is not, of course, the only way one can look at teaching. How can any of us

know how others see their role? We can’t, unless, as colleagues we build a space where

such conversations can occur. Those who lead our faculties – deans and department

chairs – must “expect and invite” good talk about good teaching into that space.8 And,

ground rules are needed to sustain the community, once it is formed. This is especially

true when it comes to an almost inherent impulse to see critical moments as ‘problems’

that need to be fixed. More often than not, what we need is to be heard, to have questions

raised, so that we can put our experiences into perspective.

It is in this context that Palmer brings up the example of the Quaker practice of

clearness.9 Clearness is a technique that allows colleagues to help each other deal with

issues that arise in the practice of teaching without intruding on the privacy of the

7 Palmer (1998) p. 148.
8 Ibid., p. 156.
9 Ibid., p. 153.



individual. It calls for colleagues to ask questions, not to provide answers or criticism.

The questions lead the individual to clarify what is complex.

But, can we curb the impulse to speak rather than actively and attentively listen as

our colleague clarifies and comes to understand and resolve her own issue? Listening is

not a skill we have cultivated. We are, after all, teachers, and teachers lecture (among

other things). It is easier by far to toss in our favorite solution or tip than to focus

listening, to mirror for the individual, to be quiet.

Getting to a place where good talk about teaching happens as a natural extension

of the scholarly activities of faculty and students is not easy. Time must be invested. A

culture of authentic communication and risk taking must be nurtured. Actual learning

must take place, as these behaviors are not generally encouraged in our society.

Any time we take a risk – try something new – we may fail. That’s a part of what

risk is all about. Actually, that’s what learning is all about; we learn from those

experiences where things did not go as expected. Success, on the other hand, can teach us

too much caution and cause us to stop moving forward. The greater danger comes from

not taking a chance. Risk is a part of academic leadership that Palmer understands well.

When I teach my executive leadership class, one of the great ideas on which we

focus is that leaders understand and undertake risks in uncertain conditions. The courage

to teach is like the courage to lead. The classroom is a contingent world, full of risk. The

courageous teacher embraces the risk associated with learning. I give my students a

diploma of sorts at the end of this course. I found the verse a long time ago and, for me, it

sums up what freedom is and what it costs. I am sharing it with you, because I believe

that you live courageous lives.10

10 The untitled poem is attached to this paper.
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RISK

To laugh is to risk appearing the fool.

To weep is to risk appearing sentimental.

To reach for another is to risk involvement.

To expose feelings is to risk exposing your true

self.

To place your ideas, your dreams, before a crowd is

to risk their loss.

To love is to risk not being loved in return.

To live is to risk dying.

To hope is to risk despair.

To try is to risk failure.

But risks must be taken, because the greatest

hazard in life is to risk nothing.

The person who risks nothing, does nothing, has

nothing, and is nothing.

They may avoid suffering and sorrow, but they

cannot learn, feel, change, grow, love, live.

Chained by their attitudes, they are slaves, they

have

forgotten their freedom.

Only a person who risks is free.
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independent learning and case-driven education. Experiences at the
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Summary

In the following years case-driven education will be introduced in the Public
Administration programmes of the departement of Political Sciences at the Catholic
University of Leuven. In a later stage, the case method will be generalized to all other
programmes of the department. This ambition fits in the general concept of guided
independent learning that since a few years is being promoted at the Catholic University
of Leuven. It is expected that case-driven education and a more active involvement of
students in the education process will also make Public Administration courses and
programmes more attractive to and useful for regular and professional students.
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1. Public Administration in Belgium

1.1. A brief historical overview2

Public Administration and the teaching of it is sometimes quite invisible in Belgium.
This is the case for the Dutch speaking region of Belgium Flanders, as well as for the
French speaking part Wallonia. However the development of the discipline and the
teaching of it is slowly evolving for about one century already.

To the extent to which legislation allowed Belgian universities in the 19th century to
organize education in the political and administrative sciences, these were purely
complementary to the study of law. Universities only could organize courses on internal
or comparative public law and political economy. After 1859 the licenciate degrees in
political and social sciences and political and diplomatic studies became somewhat
decoupled from the law study, nevertheless the content of the studies and the lectureres
remained closely linked to law.

It was not before 1920 that the theme of improvement of organization and functioning of
of the public administration, and its adaptation to the social environment were studied
systematically. Yet, for years it remained the monopoly of practically oriented lawyers,
professors of public law and senior civil servants, who from 1936 onwards met regularly
in congresses and studydays organized by the Belgian Institute for Public Administration.
Despite the fact that this Institute aimed to study both judicial and non-judicial aspects of
organization and operation of the public service, it would focus nearly exclusively on
questions of public or administrative law, yet with attention for its political and social
implications.

In political and administrative sciences degree programma's at universities, only post
1950 attention was devoted to courses such as 'rational organization of the public service',
or 'general theory of the public service', next to the study of comparative public law,
theory of the state and administrative law. The former then were considered to be the
non-judicial study of public administration. This also was the case for the programma's
at the Hoger Instituut voor Bestuurs- en Handelswetenschappen' in Brussels that was
already created in the thirties, the 'Institut Lucien Cooremans', also in Brussels, and the
'Provinciaal Hoger Instituut voor Bestuurswetenschappen' in Antwerp. In the sixties,
these institutions gained the right to issue licentiate degrees in Public Administration.
The programma's at that moment were only offered in evening classes and mostly civil
servants, wishing to participate in promotion exams, attended in the courses.

Especially the creation in 1962 of the Institute Administration-University, in which
consultation between leading civil servants and academics was systematized, had a
tremendous influence on the attention university curricula devoted to public
administration and public management. Initially, the descriptive study of the factual
organization and operation of public management was prevailing – in contrast to the
formal organization. Nowadays, Public Administration at the Belgian universities has

2 Extract from Maes R., Plees Y. & Craeghs J. (1999).
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evolved to a multi-disciplinary field, which approaches Public Administration and policy
from an overarching attention for legitimacy, effectiveness, efficiency and democratic
content.

1.2. Public Administration today

From here on, we only focus on Public Administration at the Public Management
Institute in Flanders. With the state reform of 1988, which turned Belgium furtherly in a
federal system, the regions obtained the exclusive competence on education. Public
Administration at the Flemish universities remains part of the training in political
sciences, and contains also courses on politicology, international relations and political
philosophy. As a result, the public sector in relation to its social and political
environment is the subject. Yet a specific training in public administration, leading to a
degree of licentiate, exists at the polytechnics. In each university, however, the training
in political sciences is organized by independent faculties, be it social sciences or law,
political and economic sciences.

At the Catholic University of Leuven, the department of Political Sciences and its
division Public Management Institute offer three programmes in Public Administration.3

1.2.1. Basic programme of political sciences at the Public Management Institute

At the Public Management Institute of the Catholic University of Leuven, the basic
programme of political sciences is organized by the Faculty of Social Sciences. Before
1971 the so-called 'School of Social and Political Sciences' was part of the Faculty of Lax
and later of the Faculty of Economics. Before 1975 there were separate degrees in
administrative sciences, political science and international relations. Since 1975 these
were integrated in a joint political sciences degree, in which students can chose electives
from about five groups of options: Public Administration and public management;
international relations and Europe; politology; social and economic policy; political and
social doctrines. Three Public Administration courses are compulsory for all political
sciences students: Introduction to Public Administration; Policy analysis; Policy and
management methods and techniques. Other elective courses within the Public
Administration and public management group are: public management; financial policy
and management cycles; human resources management; seminar Public Administration,
et cetera.

The bachelor/master-reform that is being implemented gradually since last year, changes
the political sciences programme. Instead of two cycles of 2 years – a candidate
programme and a licentiate programme – a university training will now consist of a
bachelor programme of 3 years, and a (initial) master programme of 1 year. In the
bachelor programme three courses in the field of Public Administration will be
obligatory: Introduction to Public Administration; Policy Analysis; Public Management.
The system of five groups of electives is abandoned. Instead, separate masters are

3 For more information, go to http://www.publicmanagement.be.
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created. A specific master in Public Management and Public Policy will be offered at
initial master level (cf. 1.2.2.).

1.2.2. (Initial) Master of Public Management and Public Policy

Since the end of the seventies the Catholic University of Leuven organized a
supplementary degree in Public Administration and public management. Today this
degree is called Master of Public Management and Public Policy. The Master in Public
Management and Public Policy is a specialized academic degree for present and future
civil servants. Regular students who have already obtained a master degree can also
participate. In the future, when the programme will be embedded in the bachelor/master-
reform, a selection of some bachelor degrees will be admitted to the master programme.

The programme aims to familiarize students with new visions of public management and
policy, to impart knowledge and skills concerning modern methods and techniques in
public management and policy, increase individuals’ learning capacity, develop essential
competences for public sector managers, provide an insight into the specificity of the
public sector environment and encourage networks among (future) civil servants from
various public administrations. The master’s programme includes compulsory courses, a
practical seminar and electives. The programme ends with a final project on an actual
management or policy problem. There is a rather extensive overlap of the courses of the
candidate/licentiate compulsory and elective courses of Public Administration, and the
courses that are being offered within the Master of Public Management and Public
Policy.

1.2.3. (Advanced) Master of European Politics and Policies (MEPP)

MEPP is a specialized graduate programme, focusing on the comparative analysis of
political processes and policy formulation and implementation in the European context.
Taking into account all relevant institutions and policies at state and sub-state level,
MEPP is primarily paying attention to the policy process on the national level as well as
on the level of the European Union. On the one hand, it wants to highlight the rich
diversity of the political traditions and administrative cultures; on the other, it aims at
familiarizing the students with the tools of comparative public policy analysis. The
programme has been designed for present-day or future practitioners in political,
administrative or consultative functions, but presents training opportunities for academic
research as well.

The MEPP programme finds its roots in the European Masters of Public Administration
(EMPA) programme. The MEPP programme is part of a wider network, comprising
several European universities. Building on the respective strenghts and potentials of the
institutions, these universities have developed a framework for outstanding research and
well-structured and closely supervised student exchanges. A university degree (after at
least 4 years of study) in the fields of political science, sociology, law or economic
science is required. This diploma should be obtained ‘cum laude’ (honours) from an
internationally recognized university.



6

The MEPP curriculum is characterized by a strong core of compulsory courses, providing
all students, on the one hand with a solid introduction to the comparative study of public
policies, public administration and public management in the different national traditions,
and with the dynamics of European integration on the other. A research dimension is
particularly stressed via a single, compulsory seminar for all participants. The methods of
analysis in political sciences are highlighted and put into practice. Finally, a master’s
dissertation is seen as the culminating achievement of the programme.

1.2.4. Success and problems of the programmes

 Number of students

What is the success of these programmes? With regard to the basic political sciences
programme, one can find that the Public Administration electives group is not very
popular. Very specific detailed information about numbers of students who choose
Public Administration could not be obtained. But the number of students who choose
Public Administration explicitely can be derived from the number that chooses the
seminar Public Administration.4 For about 130 students who have to choose a seminar,
about 15 have chosen Public Administration in 2004-2005. The great majority of the
political sciences students however chooses the seminar Europe and International
Relations. In 2003-2004 about 20 students choose Public Administration, in 2002-2003 7
students. This change cannot be attributed to significant changes in the overall number of
political sciences students.

For the initial Master of Public Management and Public Policy, success has been
significantly bigger. In the hereunder table one can see the evolution of enrolments. The
programme can be followed full-time or spread over a maximum of 4 years. For the
academic year 2003-2004 there were 65 participants (37 part-time / 28 full-time); for
2004-2005 there are 97 participants (55 part-time and 42 full-time).

4 Students have to choose for a research seminar in their third year.
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The Master in European Politics and Policies is also becoming more popular every year.
For the academic year 2003-2004 there were 34 students in the MEPP-programme. For
2004-2005 there increased furtherly to 59 students.

 Difficulties and problems

It is clear that Public Administration is not very popular within the basic political
sciences programme. A work group has been set up within the Public Management
Institute to analyze this problem. Primordially, the introductory course of Public
Administration was focused on, because this is the first leverage to get students
enthousiastic about the field. This introductory course is given in the second year, so to
students who are about 19 or 20 years old. Several problems were detected. Firstly, the
teacher of the introductory course was often absent and a lot of classes were cancelled.
This problem was solved by the appointment of a new titular. Secondly, the content was
too theoretical, coupled with a one-way teaching style. A third factor was the misfit
between the content of the course (also other Public Administration courses) and the
research done at the Public Management Institute. This way modern and new approaches
of public administration were not offered to the students. Fourthly, 18/19 years old
students are especially attracted by controversial phenomenons with extensive
possibilities for discussion. International relations, Europe and party politics are
perceived by students as more controversial, although in practice conflicts in public
administration organizations are very common (Public Management Institute 2002).

This lack of interest of regular students for Public Administration can furthermore be
explained by following influences: a negative perception of public administration
organizations by society; a general lack of critical societal discussion about the
functioning of government; strong tradition of legalism in public administration; no
doctoral programmes in Public Administration (de Visscher & Bonafi 1999). We also
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want to point out to the 'failures' of two integral government reforms on the federal and
Flemish community level. These reforms, heavily inspired by the New Public
Management doctrine, were deadlocked on the political and administrative resistance. It
seems that this had a negative effect on citizen's perception of public administration.

The Master in Public Management and Public Policy and the Master in European Politics
and Policies are attractive to students. However, the problem perceived with these
masters is threefold. Firstly, it seems that too much students are in the programmes
which has negative effects on the goal-attainment and general quality of the programmes.
A numerus clausus, and thus a more strict selection, is planned for both master
programmes. Secondly, the Master in Public Management and Public Policy has to deal
with a mixture of regular students and students with professional experience. Both
student groups do not always evaluate this mixture in a positive way. Thirdly, the Master
in European Politics and Policies deals with students with very different backgrounds,
disciplinary and educational as well as with regard to nationality and culture.

2. Guided independent learning at the Catholic University of Leuven5

2.1. Context: internal and external evolutions

In 1999 the central Educational Council of the Catholic University of Leuven made
public a document which included the announcement of a new educational concept for all
programmes and courses offered by the different faculties of the university . The
educational council identified a number of external and internal evolutions, tendencies
that - while not typical to the University of Leuven - were regarded to be very influential
in this particular context.

Similar to all universities the Catholic University of Leuven is confronted with rapid
changes in technology and informatics. The impact of these continuous changes cannot
be foreseen in its full scope. Second, the economic rationality (means-ends thinking) has
gained power. The value of an educational institution is increasingly assessed by looking
at its usefulness and efficiency. Thirdly, the context of studying and teaching becomes
increasingly international as it was in the Middle Ages. Exchange programmes are very
common in Europe and, in view of ensuring competitiveness, English becomes the
dominant teaching medium.
In addition to these more external evolutions a few internal, typically academic, aspects
were considered as well. First, the growth of knowledge and scientific information and
the evolution towards a more relativistic, post-modern concept of science itself. Socio-
constructivistic ideas about learning and instruction were considered to constitute a
second major evolution. Finally, a number of internal problems were added in order to
give an adequate description of the context: lack of consistency between academic goals
and actual achievements of students, too much emphasis on encyclopaedic education and
on reproductive exams, insufficient support for students who themselves are
achievement- rather than task-oriented. Furthermore, students complain about study-load
and the lack of relevance of course materials while faculty members point out that

5 With extracts from Elen (2002), and from DUO/ICTO (2004).



9

interaction is impossible with large numbers of students, and refer to disagreement about
academic goals and their own workload to explain cases of poor quality.

2.2. Guided independent learning (GIL) and the ‘global scheme’

As a response to the internal and external evolutions and challenges the university has put
forward ‘guided independent learning’ (GIL).

The GIL-concept encompasses a reaffirmation of the roots of the university. It is based
on the assertion that at a university teaching and research must be closely connected. GIL
at the Catholic University of Leuven emerges from the idea that students will most
adequately reach academic goals when they are enabled to actively participate in a
variety of research activities. Research and teaching merge because doing research is the
best way to achieve important educational goals and fostering engagement in research
activities is the most adequate teaching strategy. The GIL-concept itself specifies a
number of goals for university teaching as well as the responsibilities of both students
and faculty members.
The university argues that each course aims at encouraging students to become
independent and critical thinkers who are able to make sensible judgements, to contribute
to the continuous development of knowledge and to be professionally active. Graduates
have acquired an in-depth understanding of scientific findings, have insights in the
geographically and historically situated origins of these findings and are able to evaluate
the methodological characteristics of the underlying research process.
Given the merge between research and teaching, the student as an active 'researcher'
becomes 100% responsible for his or her own learning, while the researcher as a ‘teacher’
becomes 100% responsible to provide adequate support. Students are treated as self-
regulated adult learners but not as auto-didacts. Researchers have to introduce students in
their discipline, create an ‘environment’ that supports the students to become members of
a discipline-specific intellectual community.

Elements to consider when elaborating the GIL-concept are schematically portrayed in a
'global scheme' (cf. figure infra). It specifies that (1) learning activities are at the core of
the concept, (2) learning activities are directed toward reaching the goals, (3) depending
on their characteristics learners will more or less spontaneously engage in these learning
activities, (4) evaluation has to be tuned to the goals, (5) support either through materials
or instructional approaches with a specific substance and delivered by whomever is
oriented toward stimulating appropriate learning activities and (6) goal-oriented
interactions between learning activities and support are context-dependent.

From the above it can be easily deduced that GIL does not impose one specific
instructional approach or method. Rather it is a general concept that promotes if-then
reasonings (e.g., if the acquisition of automated skills is aimed at, then ample practice
opportunities with immediate feedback are to be provided). Nevertheless, the GIL-
concept has a number of concrete consequences.
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(1) GIL regards participation in research activities to be highly valuable. Students get
into contact with scientific findings and are enabled to critically evaluate these
findings through their experience with research activities.

(2) The GIL-concept also redefines the role of students. They are expected to assume
full responsibility for the learning process. More concretely, students are expected to
(a) acquire an in-depth understanding of the instructional goals, (b) select and engage
in appropriate learning activities, and (c) call for additional help if the learning
environment provides insufficient support.

(3) The concept also makes explicit the role of teaching faculty members. Being fully
responsible for the introduction of students in the discipline, they are expected (a) to
define adequate goals in agreement with programme responsibles, (b) to consistently
construct an assessment approach for these goals and (c) to elaborate an environment
that in line with GIL-principles, encourages self-regulation by providing sufficient
and goal-directed support. This also implies that both quality and quantity of this
support is adapted to the learners.

(4) Finally, the concept comprises a call for more interdisciplinary tasks in order to
mirror scientific reality, to offer authentic tasks and to reduce workload for students.
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3. The case method in teaching Public Administration

3.1. Background

As made clear above, Public Administration programmes at the Catholic University of
Leuven are part of the training in political sciences. Within the department of Political
Sciences, the Permanent Education Commission bears collective responsibility for the
complementarity and consistency of the several programmes. It also monitors the quality
of the programmes and should function as a think tank for improving the content of
programma's, as well as a promotor of new teaching methodologies. The Permanent
Education Commission consists of all full-time professors, a delegation of the junior
researchers and teaching assistants, and a student delegation.

In the beginning of 2003 it was unanimously decided that an effort would be made to
invest in a new teaching method: the case method (or case-driven education/teaching) .
This method would be gradually integrated in all programmes and all courses. It is
interesting that this commitment for investment in teaching methodology was taken in the
context of the bachelor/master-reform of programmes (Bologna declaration). The
Permanent Education Commission was already working on the restructuring of
programmes for over more than two years and considered it necessary to complement this
focus on programmes with a focus on teaching methodology.

The department of Political Sciences disposes of an extensive package of programmes on
the bachelor (BA), initial master (IM) and advanced master (AM) level. The case method
project primordially wants to focus on master programmes. The following master
programmes exist today: Master in European Politics and Policies (AM); Master in
Public Management and Public Policy (IM); Master in Political Sciences (IM); Master in
International Relations (IM); Master in Conflict and Sustainable Peace (AM). Since a
need for thematic demarcation was felt, the case method project was concentrated on
'public administration and policy in the European Union'. This thematic domain is the
object of the Master in European Politics and Policies and the Master in Public
Management and Public Policy. Both programmes deal with aspects of public
administration and policy on the level of nation-states, regions and local authorities, as
well as on the level of the European Union and its institutions. These aspects are the
research fields of the Public Management Institute and the Institute for International and
European Policy. Later on, the method of case-driven education will be adopted in the
other programmes. The Permanent Education Commission bears responsibility for the
monitoring, quality control and promotion of the method.

Three cornerstones support the case method project: guided independent learning,
flexibilization and internationalization. These three aspects correspond with the problem
definition that has been made by the Permanent Education Commission concerning the
current education at the department of Political Sciences. The implementation of guided
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independent learning is gradually becoming a reflex for most didactical teams.6

However, the programmes, especially those at master level, are increasingly confronted
with the heterogeneity of student groups (flexibilization), as well as with the need to be
embedded in a European and international context with respect to content and methods.
We believe that the case method offers strong opportunities to meet the stated problem
definition.

3.1.1. Compatibility with GIL

The choice for case-driven education fits in the university-wide general concept of guided
independent learning. Especially for the master programmes the case method offers a
clear surplus value in education. The Permanent Education Commission considers the
bachelor/master reform as a momentum not only to revise curricula, but also to make
innovative choices with regard to teaching methods. Cases bring alive abstract principles
and thought patterns. By strenghtening the insight in theoretical concepts, students are
expected to assimilate them better. This is not guaranteed. Cases and the integration of
them in the learning environment have to fulfil some conditions. Only then cases can
have a surplus value. The method cannot be limited to delivering anecdotical information
to students. Cases should be representative for a phenomenon that goes beyond an
individual, particular event. Cases are an exponent of research-based education and
problem-driven learning. Students work their way through the offered information.
During this endeavour they are guided and supported by the didactical team ánd by each
other. The way cases are integrated in the learning environment, has to stimulate analysis
and debate. Students learn from research results and learn by doing research themselves.
The combination of problem-driven and research-based teaching means that education
preserves its academic character. At the same time competencies and patterns of thought
that are relevant for future professional activities.

It is clear that case-driven education endorses the general concept of guided independent
learning. Both share the ambition to reinforce the selfactivation of students. At the same
time it is acknowledged that students cannot be left to fend for their own devices.
Students should be guided by professors and didactical teams. We want to move from
education that considers students as passive recipients to education that considers
students as active producers. In this view students are attributed a much more important
role in the learning process. The following scheme enlightens how case-driven education
can contribute to this ambition (Boehrer 1995).

6 Didactical teams consist of all those who are didactically responsible for one course. In the first place,
this is the professor, who has the final responsibility. Secondly, also teaching assistants are part of the
didactical team.
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3.1.2. Flexibilization and heterogeneity

The flexibilization of our education leads to a growing heterogeneity of the student
population. Teachers and their didactical teams are confronted with students with
different motivations, metacognitions and foreknowledge. The two master programmes
that will primordially adopt case-driven education, are already confronted with this
heterogeneity, and this will only increase in the future. The Master in European Politics
and Policies (advanced master) assembles students with very different nationalities,
cultures and educational background. The Master in Public Management and Public
Policy is typified by a mixture of traditional students and students with professional
experience. Case-driven education can reinforce the integration and complementarity of
different student groups. Students learn from each other by dealing with cases, with
regard to content and problem definition, as well as with regard to solution approach.
The teacher has to fix the starting conditions and final attainment level of the cases. At
the same time he acts as a guide of the interaction processes and bears responsibility for
their quality and purposiveness.

3.1.3. European and international educational environment

Case-driven education is a method that has won its spurs in Europe and internationally.
The Anglo-Saxon countries are forerunners in using cases as innovating teaching
instruments. But also within our own university and our department experiences with
regard to case-driven teaching have been gained. The department of Political Sciences
keeps in close touch with all these actors to be able to draw from their experiences.
Especially the European Public Administration Network (EPAN) has to be mentioned.
One project group within this pan-European network works on the development and
dissemination of the case methodology, as well as on the exchange of cases. In the past
few years intense attention has been paid to the case method during the annual
conferences and during the summer schools for junior researchers and teachers. Also
meetings were settled with people from the Harvard John F. Kennedy School of

TEACHER

INFORMATION STUDENT

TEACHER

INFORMATION STUDENT

STUDENT

CLASSIC LECTURE CASE-DRIVEN EDUCATION
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Government and the affiliated European Case Clearing House (ECCH) of the University
of Cranfield. Self-evidently the necessary steps have been made to build up contacts with
didactic teams who use case-driven eduction within our own university. The training
programmes of the Educational Support Offices, which is the university-wide educational
innovation centre, offer an important platform for making these contacts.

3.2. Operational goals of the case method project

3.2.1. Two operational pivots

In a first phase, the case method project wants to introduce case-driven education in the
Master of Public Administration and Policy and in the Master of European Politics and
Policies. Some specific courses have been selected as pilots, among which Policy
Analysis, Public Management, Financial Management, Human Resources and
Organisation Management and Comparative Public Management.

The didactical teams of these courses commit to become puller of the case method and
upgrade it as an activitating teaching method. Some teachers already used cases or a
similar method. However, this use was always ad hoc. Two specific examples are role
plays with students who are guided by the didactical team; and the writing, presenting
and comparing of organizational, policy field or country analyses by students on the basis
of general concepts and frameworks who are supplied by the teacher. Teachers and
didactical teams generally agree that this way education acquires a surplus value, because
by being more active theories and concepts are better understood by students. The use of
role plays and cases is however limited, partly because of a lack of good cases. Moreover
the case method is not linked to other aspects of the education process, for example
evaluation activities. This shows that case-driven education is not a systematically used
method. Other didactical teams have had the intention to integrate the method in their
courses, for example by developing a case catalogue.

New, good cases are to be developed. Furthermore the case method should be integrally
embedded in education. The earlier mentioned ‘global scheme’ can be use as a frame of
reference. This means that all aspects of the education process should be tuned to each
other, especially the student charateristics, goals of the course, support activities, teaching
methods, study materials ánd evaluation activities. The writing of cases, and the
integration of the case method with the other components of the global scheme, together
constitute the two operational pivots of the case method project.

3.2.2. Writing of cases

New, good cases that can be used in education should be generated. A case consists of
‘gross empirical material’ that can be used for students to gain insight in particular
aspects of public administration and policy. A case is complementary to theoretical
insights that are provided in education. One aim of the case method project is the
development of a case catalogue with ‘gross empirical material’ about aspects of
governance in the European Union, on the level of the nation-states, regions and local
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authorities, as well as on the level of the European institutions. The Public Management
Institute and the Institute for International and European Policy within the departement of
Political Sciences shelter an enthusiastic team that does research that can feed the process
of writing cases. The valorization of research can be increased by developing cases for
education. At the same time students are provided with accurate and recent information.
Today, the writing of one or more cases for education is not a part of the regular course
of a research project, let alone that it would be one of its goals. Research projects are
generally exclusively valorized through books, international and national articles, papers,
workshops and training programmes. It is the ambition of the case method project to
supplement the regular scenario of a research project with the activity of writing one or
more cases for education. This is not an easy ambition. The before mentioned
valorization products – especially books and articles – have a strongly structured
character. A clear structure with logical arguments that leads to a valid and reliable
conclusion is a condition. Only then one speaks of a good product. The writing of cases
makes appeal to other competences of researchers. Cases offer information to students in
a non-structured way. This is is thus significantly different from cut-and-dried research
reports.

If researchers are expected to write cases for education, their knowledge and
competences to do this should be developed. They have to dispose of a manual for the
writing of cases. The writing of cases should thus be preceded by an exploration of the
literature on methological aspects. Firstly, this concerns the constitution of a case. In the
pedagogical literature a good case is said to generate conflict and discussion, be decision-
forcing (although retrospective cases are possible to), be short and fit to generalize, and to
lack analysis. Secondly, a good case is accompanied by a teaching note. This teaching
note should familiarize the teacher and his/her didactical team with possible theoretical
perspectives. It should as well offer recommendations to the teacher with regard to
possibilities for steering and guiding the students, and should include good questions to
frame the discussion with and between the students. Thirdly, a quality system for
evaluating the cases should be developed, included a clearance system. The latter is
relevant in the field of public administration and policy, since researchers often dispose
of information that has been provided confidentially for one specific project.

Today, the expertise to write good cases for education is insufficiently developed within
the department of Political Sciences. The case method project identifies the elaboration
of a manual as an operational goal. To guarantee successful knowledge transfer to the
researchers, training programmes will be organized. We will make an appeal to the
professional support of the Educational Support Office of the Catholic University of
Leuven, the European Public Administration Network, and the Harvard John F. Kennedy
School of Government and the European Case Clearing House.

3.2.3. Integration of the case method within the education process

The case method should be embedded within the total education process. The ‘global
scheme’ will be used as a frame of reference. As such, the introduction of the case
method is an opportunity to investigate all courses with regard to the components of the
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global scheme. For every component, it should be figured out which impacts the case
method has, and what the conditions are for case-driven teaching. Firstly, the goals of the
courses have to pay attention to the nature of the learning process, and the coupling of the
case method with guided independent learning. Secondly, the starting conditions of the
cases should be adapted to the student characteristics, especially to the foreknowledge of
students. Dependent on the foreknowledge of the students, case will be longer or shorter,
more easy of more difficult. The steering and guiding by the didactical team will be less
extensive with advanced students. As such, the nature of the case is related to the place
of a course or programme within the curriculum. Thirdly, the support activities should be
well defined. The integration, tuning and complementarity of case-driven education with
other activating teaching methods, and its contribution to the goals of the course have to
be clarified. Attention should be paid as well to the study materials. Good written cases
will be provided to the students. It is the ambition of the case method project to make
full use of the ‘electronic learning environment’, by which information can be offered
online to the students. This implies useful possibilities for interaction and discussion
between students, for offering directive questions, and for the guiding and monitoring of
the learning process by the didactical team. Fourthly, the evaluation activities should be
tuned to the case method. The evaluation can consist of cases to examine the knowledge
and skills of the students.

It has already been stressed. The nature of cases should be adapted to the student
characteristics. The degree of complexity ánd the level of steering will change. The
autonomy of students will increase as students move forward in the curriculum, while the
steering by the didactical teams will decrease. There should be an adequate match
between these two factors. Vermunt and Verloop have visualized possible interplays
between three levels of teacher-regulation (steering) and three levels of student-regulation
(autonomy) of learning processes (1999). The boxes in bold show where there is
congruence between student- and teacher-regulation. The boxes in italic show where one
can speak of constructive friction. In these situations there is no congruence, but still
positive effects on the learning process can be expected.

DEGREE OF
STUDENT-

REGULATION

DEGREE OF TEACHER-REGULATION
STRONG SHARED LOOSE

HIGH Destructive friction Destructive friction Congruence
INTERMEDIATE Destructive friction Congruence Constructive friction

LOW Congruence Constructive friction Destructive friction

Also with regard to the integration of the case method within the global scheme and the
education environment, the didactical teams should be professionally supported.
Training programmes are planned with special attention for the global scheme as a
quality model, and for for the possibilities, conditions and pitfalls concerning the use of
cases as a teaching method. Also the possibilities of case-driven education through an
electronic, online medium should be explored and taught.
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3.2.4. A fourfold quality system

Of course the quality of the case method should be permanently evaluated. We will deal
with this issue through a fourfold quality system. This system of quality control and
improvement pays attention to the content of the cases, as well as to the methodological
aspects of using cases in the classroom. The four levels of quality monitoring
simultaneously function as a platform for the exchange of experiences.

The didactical teams of the different courses are a first level of quality monitoring. They
are the first responsibles for the courses and the guiding of the learning process. Almost
all of the members of the didactical teams are also reseacher. As a team they can support
and reinforce each other in delivering cases for education and in using those cases in the
classroom. The teachers, who are also the supervisors of the research projects, are
ultimately responsible for the validity of the cases.

At the level of the department of Political Sciences the Permanent Education Commission
acts as a driving and monitoring force. Earlier discussions have revealed a clear
commitment to the case method. We also expect the case method project to have positive
externalities for the development of an integrated curriculum in general. With regard to
the case method itself, the Permanent Education Commission bears responsibility for the
implementation, monitoring, evaluation and the expansion of the method to other
programmes. A special subcommission will be installed to follow up the day-to-day
progress. The Permant Education Commission functions as an exchange platform too.
Often cases will be written by one researcher or one didactical team. To increase the
relevance and usefulness, a case can be designed and discussed by several teams. This
way one case can be used in different courses. Several theoretical frameworks and public
administration and policy phenomenons can be included in one case. The assessment of
specific cases and the methodology in general will also be object of the Permanent
Education Commission and its subcommission. A critical dialogue between
teachers/didactical teams, researchers and students will be pursued.
The question arises how the evaluation of the case method will happen. For this purpose
we want to find inspiration in a research method that is often used within our department
of Political Sciences, namely the focus group method. With the focus group method a
clear picture can be obtained about the reception of the case method by the the
teachers/didactical teams, researchers and students. Also possibilities for improvement
can be detected. Are students more active as a result of the case method? Are they able
to analyze and solve more complex problems in a autonomous way? These are questions
that can be answered through focus groups. This methodology is generally used to get an
insight in the vision and perception by an organization and its members with regard to a
specific theme. A sample of the population of each group is invited to a round-table
discussion. The aim is not to administer a kind of group interview, but to create a
dynamism so that participants react to each other and discuss each other’s views. A
moderator can raise questions and propositions. But it is the interaction between the
participants that leads to a snowball of information.
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At the level of our university we make an appeal to the professional support of the
Educational Support Office. This educational knowledge centre disposes of information
and expertise with regard to the integral quality control and improvement of courses and
programmes, cf. the global scheme. It can offer support in making an inventory of
existing practices in our own university and internationally; and it will help with the
preparation of the several training programmes. Also technical expertise concerning the
use of an electronic learning environment can be provided by this centre. In the past few
years a growing interest has arised for the innovative educational strategies and
instruments of the office.

Also on a European and international level support will be sought for the case method
project. At this level some traditional, disciplinary partners of the department of
Political Sciences can be found. Firstly, the case method project will be linked to the
strategy of the European Public Administration Network (EPAN) to disseminate the case
method and to develop a case catalogue about public administration and policy in the
European Union. The department of Political Sciences will work together with EPAN to
accomplish these goals. Secondly, an appeal for professional support will be made to
the Harvard Kennedy School of Government and the European Case Clearing House with
regard to the inventory of good practices, the teaching methodology and the exchange of
cases. These institutions, who can be considered as ‘case banks’, count as benchmarks.
Thirdly, we will actively participate in conferences and training programmes with regard
to teaching Public Administration. This way critical reactions and inspiring suggestions
can be obtained about the ‘philosophy’ and goals of our project.

3.2.5. Expected results and products

The following direct results and products are expected to arise from the case method
project:
 Manual for the writing of good cases for education;
 Training programmes for the writing of cases;
 Training programmes for the quality control and improvement of specific courses,

and for the embedding of the case method in the education environment (global
scheme);

 Development of a cases and (a) case catalogue(s);
 Integration of the case method in an electronic, online learning environment;
 Development of a quality system at four levels;
 Contacts with other case banks;
 Dissemination of cases and the case method at the level of the department of Political

Sciences, the university, and the European and international partners.

Some indirect results as well are expected:
 Strenghtening of the intra-departmental cooperation with regard to education and

teaching methodologies;
 Implementation of and contribution to the university-wide general concept of guided

independent learning, with positive effects for the selfactivation of students and the
enduring, permanent development of their knowledge, skills and attitudes;
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 Stronger involvement of students, not only in steering and organizing their own
learning process, but also in thinking about teaching methodologies in cooperation
with the didactical teams;

 Stronger complementarity of different student groups;
 Stronger quality reflex with didactical teams about their education;
 Stronger focus on thinking in terms of an integrated curriculum;
 Stronger cooperation with other partners intra- and extra-university with regard to

education and teaching methodologies.

3.2.6. Evaluation criteria

The success will be assessed on the basis of the following evaluation criteria:
 The number of courses that make use of case-driven education;
 The number of didactical teams that make use of case-driven education;
 The number of cases that are used in courses;
 The number of cases that are used in several courses;
 The number of courses that have adapted their evaluation activities in line with case-

driven education;
 The number of researchers that participate in the training modules for the writing of

cases;
 The number of researchers that effectively write cases (cases mentioned in their

publication list);
 The number of teachers/didactical teams that participate in the training modules for

the effective use of cases in a classroom context;
 The number of cases that are offered and guided through an electronic learning

environment;
 The evaluation of the case method by the didactical teams students; researchers;

students.
 The dissemination of cases within the department of Political Sciences; through the

European Public Administration Network; through other international networks and
fora.

 The dissemination of the case methodology within the university; through the
European Public Administration Network; through other international networks and
fora.

 The number of contacts with other case banks.

3. Conclusions

This paper gives insight in the case method project that has been developed within the
department of Political Sciences at the Catholic University of Leuven. In the following
years the department wants to introduce case-driven education in its courses and
programmes. This will be realized through gradual implementation. Primordially, two
Public Administration master programmes will adopt the case method.

The rationale behind this choice for case-driven education is twofold. One the one hand,
this choice relates to specific aspects or problems of the current programmes. The
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current Public Administration courses within the basic political sciences programme deal
with a lack of interest from our students. The two Public Administration programmes
deal with a strong heterogeneity of students. It is expected that case-driven education can
solve – at least partly – these problems.
On the other hand, at the Catholic University of Leuven a university-wide general
concept of guided independent learning is being promoted. Case-driven education fits in
this general concept and can function as a leverage for examining all programmes and
courses with regard to quality and consistency.

It is clear that only a first step has been made: the development of a plan. Although
everyone will agree that making plans is an important activity, it should be stressed that
ideas should be turned into actions, and actions into outputs and outcomes. The
implementation of the case method project will officially start at the beginning of the
academy year 2005-2006. The outcomes – are students more autonomous; are they more
critical; have they developed the adequate knowledge, skills and attitudes – will only
become visible over a longer period of time. Moreover, the ambition to make Public
Administration courses and programmes more attractive to students will not only depend
from teaching methods and styles, or from course contents, or even teacher’s
characteristics. The general interest in and perception of public administration
organizations and public policy by society, the competition of this theme with other
societal phenomenons, the career opportunities within public administration, et cetera; all
do have an influence on the question whether students will or will not choose to study
Public Administration courses and programmes. However, Rome was not built in one
day either. The case method project should be considered as one step in designing
attractive and qualitative Public Administration courses and programmes.
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Abstract

Influencing the Future:
Could Leadership Save City Planning?

What can the lessons of leadership offer the field of urban planning? It is time to reconsider the

role of planning in the larger context of public management and identify innovative concepts and

methods that make planners better suited for the “new public service.” The author contends that

the remarkable similarities between the fields of planning and leadership warrant an exploration

into the opportunities offered by leadership for better professional understanding in urban

planning. This article identifies specific ways in which the field of planning may benefit

significantly from the integration of core concepts of leadership into its professional and

theoretical frameworks. The piece serves, above all else, to illustrate the fundamental benefit of

expanding cognitive frames and exploring new directions in the fields of planning and public

administration.
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Influencing the Future:
Could Leadership Save City Planning?

Despite its professional status and institutionalized nature within the local government

organization, urban planning’s specific task and role has been interminably difficult to describe.

The emergence of so-called “postmodern” planning and the growing popularity of critical theory

approaches to the planning practice have seemed to only give rise to more complex questions

about the profession without providing definitive answers to previous ones. These vital questions

regarding the practice of planning in the public administrative organization have not been

assessed or addressed in the public administration literature in more than twenty years, despite

the fact that planning represents the first identified function of public administration in the

POSDCoRB acronym that is so ingrained into basic public administration theory.1

The evolution of planning theory and practice over the last twenty-five years, perhaps

more, has led to its characterization today as a persuasive and creative art rather than an

analytical science. This shift in conceptualization is reflected in the increasing development of

non-extrapolative methods in planning and the increasing focus on normative values.

Practitioners of successful planning in recent years have written about the role of city planning as

the servicing of local administrative functions by constructing and conveying persuasive

descriptions of the urban future that balance effective projection with the political and normative

values of the urban community. Interestingly, a similar evolution in the theory of leadership has

occurred over the same period of time. In fact, contemporary leadership and contemporary urban

planning display remarkable similarities in their historic conceptual evolutions over recent

decades. In many ways, the contemporary practice of urban planning has been characterized by

terms and concepts synonymic to those used in the field of leadership. As leadership theory has

become more refined through experiential analysis, the parallels between the art of leading and
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the art of planning are becoming increasingly apparent. In fact, the cognitive frames of

leadership theory and planning theory seem to be experiencing a very clear convergence in the

language and practice of their respective professional arts. These observable parallels demand a

reconsideration of the role of planning within the local administrative framework and the

necessary skill set of its practitioners. This is not to say that local planning could or should be

displaced or absorbed by public management or representative government leadership; rather,

planning as a practice and function in public administration may benefit directly from

engagement in a type of cross-professional learning process with public leadership.

Consequently, the field of urban planning and its practitioners may be able to find answers to

many of the questions regarding planning’s role and responsibilities that have been raised over

the last few decades.

The concept of integrating a leadership-based conceptual framework into the practice of

urban planning may present the next major positive development for the profession as it relates

to the larger fields of public administration and public management. Certainly, this learning

process may not necessarily be feasible or operationally functional in some forms of local

government, due mainly to the contextual complexity faced by both fields; however, rethinking

the organizational role of planning in local government seems justifiably clear, and the future

pursuit of such non-traditional exploratory exercises may allow urban planners to ultimately

develop a more refined and justifiable description of their necessary role within the field and

practice of public administration.

This article will take a number of steps in arguing for the development of a basic

cognitive connection between planning and leadership, ultimately illustrating the benefits that

can be expected as a result of cross-professional learning between the two fields. This piece does
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not seek to make the case that leadership is a definitive panacea or unitary foundation for the

practice and profession of city planning; indeed, the history of the profession itself has shown

that there is not one simple answer to the field’s largest professional challenges. Instead, this

piece aims to illustrate the great contributions to the field’s self-awareness and contextual

understanding that may be realized from both the expansion of the cognitive frame of urban

planning and the innovative exploration of new directions and insights in the field.

Background: Does Planning Really Need Saving?

Although the practice of city planning has remained consistently dormant at the federal

level over the last few decades, state and local planners and planning officials seem to have

enjoyed a surge in popularity and importance during this time. The emergence of “smart growth”

initiatives locally, regionally, and statewide seems to have granted planners an increasing level

of legitimacy within the context of state and local public administration (Weitz 1999). Viewed

independently and evaluated based upon its level of activity in the public organizations it serves,

the field of urban planning needs no professional attention or theoretical reconsideration.

However, the dilemmas and inconsistencies found in the actual practice of planning in the

context of the public organization seem to paint a wholly different picture of the field. The

existing literature, reviewed in the following section, seems to suggest that today’s planners are

pulled between playing the role of the rational expert who conveys information and

recommendations irrespective of the political environment and the role of the passionate

advocate whose focus on normative questions of value may understandably and justifiably

compromise the integrity of any positive analytical facts. Furthermore, the characterization of

“postmodern” planning and the existence of a decades-old tradition of critical urban policy

analysis seem to have created more questions than answers regarding the most appropriate role
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of the planner and the ways in which urban planning can effectively contribute to public

administration’s central goal of public service.

In the context of the larger field of contemporary public administration, the term “city

planning” describes a public service that is placed, organizationally speaking, among the ranks of

the many diverse expert fields that include public financial management, human resources

management, public works, and others. But the practice of planning within the public

organization itself seems to experience historical cycles of “feast or famine” over time that link

the field and practice of planning with political leadership. This link is well-noted in the

literature of the history of the planning profession (Mohl 2003; Hunt 2003) and this issue

remains a core dilemma for planners to this day (Hoch 1994). Fundamental changes in a public

organization’s values and normative foundations due to periodic political representative changes

often signals a time of major change for city planners. Often, planners must alter or abandon

their methods, goals, and even their job descriptions in response to political changes within the

public organization. This interferes with the professionalism and objectivity of the practice,

compromising the rationality and clarity of the valuable guidance planners may provide. While

this issue serves to illustrate the fundamental tension between rational and the political forces

within the planning field, it also seems to suggest the need for a serious reconsideration

regarding planning’s role within the public organization and the ability of planners to utilize their

existing skill set to both provide effective public service and justify their place in the larger

context of public administration.

City Planning’s Identity Crisis

In order to understand fully the serious professional dilemma faced by the field of

planning in the context of public administration and the larger public organization, it is important
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to understand the complex evolution that the profession has experienced in recent decades. While

the early development of the city planning profession in the twentieth century was dominated by

strong ties to rational sciences such as architecture, engineering, and demography (Baer 1977),

the latter half of the century saw the rise of the “urban policy analyst” (Friedmann 1971) and the

emergence of an ongoing discussion regarding the appropriate role and scale of planning in the

public organization. In 1971, Public Administration Review (PAR) comprehensively covered

some of the pioneering contributions to this ongoing discussion in a special issue dedicated to

addressing new and anticipated changes in the theory and practice of professional planning.2 This

series was followed by a small number of additional articles over the next decade regarding

planning in the context of public administration that appeared in PAR through 1982. While the

emerging issues discussed in these pieces address various specific areas in the field of planning,

all of them resolutely move the field away from the rational sciences and toward a more creative

and critical model, setting the stage for the field’s further movement toward a wholly different

theoretical framework. Since the early 1980s, the field of public administration research,

substantively led by PAR, has focused on the impact of existing roles of planners without

significantly addressing the developing role of the planner in the public organization.

Consequently, a brief recapitulation of this discussion and some new insights seem both

legitimate and necessary for progressive development in the planning discipline.

Raising Issues of Influence

The 1960s and 1970s saw the emergence of a large-scale movement to abandon the

traditional concepts and methods of the rational urban planner and to completely redefine the

planning profession and its future direction. The role of the planner as a rational expert and

professional advisor in the public organization came under direct attack as experts acknowledged
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the need for professional planners to abandon their traditional and carefully-defined

organizational roles. It became clear that the urban planner cannot effectively operate as a public

change agent by simply acting in the capacity of expert advisor; moreover, planners must

respond to modern urban problems through the construction of power-based coalitions and the

effective use of skills that are much more political than rational in nature (Rabinovitz 1967). In a

sense, planners are called to influence the influential, exercising leadership skills that planning

schools have neither equipped them with nor taught were necessary. And even here, the

dilemmas of professional identity and organizational role that would remain with the planning

profession to this day blatantly surfaced. Decades of development within the planning profession

served to multiply the range and depth of the required topical and skill-based knowledge required

of the urban planner, resulting in the field becoming “a function in search of an identity”

(Rabinovitz 1967, 19). Interestingly, this insight regarding the changing role of planning closely

resembles the “politics-administration dichotomy” paradigm of public administration (Henry

1975). A PAR letter to the editor during this time stressed that “the planning profession must

achieve a greater awareness of the political process” (Steiss 1968, 102). With these words, the

role of the traditional purist planner, rational and objective, in the public organization was

effectively and mortally compromised, if it had not been already.

Attempts at Alternative Characterization

If planning is not to be centered upon a rational process of design, and it is to necessarily

include a multiplicity of other skills and topical concerns, what is its true role in public

administration? This question remains today, but possible answers came as early as the 1970s. In

a pioneering article, Friedmann (1971) levied a direct attack on the ineffectiveness of

comprehensive planning process and the rational planner. He indicated that the problem with
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planners was not just one of topical content but one of style, and that the current urban social

environment called for a planner to exercise skills, power, and influence that could not be found

in the current rational planning profession. A new style of planning dubbed “urban policy

analysis” was introduced, a profession defined by the induction of mutual learning, the mediation

of structured political competition, and the pioneering of innovation and experiment within the

public organization (Friedmann 1971). Perhaps this innovative approach would mark the

beginning of a well-defined and publicly justified planning profession? The field seemed

unsatisfied with this characterization, and alternative identities were suggested to apply to the

planner in the context of the public organization. One scholar argued that the planner must

acknowledge and embrace a new role as a “midwife”-like facilitator in order to overcome the

profession’s historical conflict between rational science and political influence (Baer 1977).

While this and other unique characterizations of urban planning and the planner’s anticipated

role within the context of public administration (David 1971; Dyckman 1971; Humphrey 1971)

effectively redirected the development of planning in its search for a substantive identity,

questions still remained regarding the way in which planners should carry out their duties and the

tools with which they should do so.

Big Issues and Bigger Challenges

Into the 1980s, the inability of public sector planning to understand the dynamics and

details of the social, economic, and political systems that create and sustain development was

identified as the field’s primary problem (Branch 1982). The state of local urban planning and

development was described as a lopsided situation in which private developers know,

understand, and appreciate the role of public planning but the planner is unwilling or unable to

develop that same understanding and appreciation for the role of the developer. Such a lack of
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flexibility and comprehensive systemic understanding among urban planners results in

burdensome and unnecessary regulations and a major waste of resources for society as a whole

(Branch 1982). At the core of this problem is the inability of the planner to engage in the

political discourse necessary to communicate persuasively with public leaders and the public

itself to establish a more transparent and effective system.

Without the skills necessary to induce true positive social change in the style and method

of planning and its regulatory results, planners are locked into a system that will always

undermine their expertise and ultimately bring out the worst in the profession. Forester (1987)

provided a clearer definition of the challenge faced by modern urban planners. He indicated that

planners must merge five essential tasks—envisioning, preparation, managing, presentation, and

negotiation—in order to effectively carry out their role in the context of successful public

administration. The challenge of skillfully combining tasks and roles within an effective

planning profession is echoed by Hoch (1994), who describes the effective planner as one who is

able to successfully merge technical and artistic craft, ethical character and values, and a focus

on the needs and desires of the community. This practical ideal has been coupled with a more

critical “postmodern” approach to urban planning and policy analysis in recent years

(Allmendinger 2001) to create a variegated, muddled image of the planner as a public service

professional. As it happened in the 1960s and the 1970s, the end of the 1990s saw the passage of

two more decades in which planning theorists continued to acknowledge the growing variety of

skills and understanding seen as necessary for effective urban planning without linking the

profession to a common practical framework or a sound theoretical identity. Clearly, new

direction is needed.
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Tomorrow Now: A “Big Question” for Contemporary Urban Planning

Based upon the analysis of urban planning’s practical and theoretical facets and core

issues as identified by its leading experts, the modern challenge of the professional planner in the

context of public administration seems to be the integration of visionary art, rational expertise,

and socio-political persuasion into a public service role where planners think about the future of

the city and then act effectively to bring the crafted vision to fruition. Put simply, the planner

must know the path, show the path, and walk the path, and it must be done in a way that brings

all others in the community and the local public organization along for the journey. However, the

literature fails to recommend or describe a common vein or thread that binds together these

varied and individually substantive tasks into a fully-formed image of the urban planning

professional. Without such a methodological anchor, without some fundamental framework that

allows the planner to pull together the necessary skills and roles of his profession, urban planning

can never possess a unified and stable identity within the context of the larger field of public

administration. This primary issue driving the modern discussion of urban planning gives rise to

a central challenge for the future of the urban planning field. Just as Robert Behn (1995)

suggested three “big questions” that have served to define the core issues of the larger field of

public management, I am proposing what may be planning’s “big question”: If urban planning is

to become a unified and distinct profession that balances expertise and advocacy and contributes

significantly and uniquely to public service, upon what core principles and practical operative

structure is the field to base its professional practice?
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Synchronicity: Parallels in Planning and Leadership

Planning is ultimately about the future.
Sustainable Development Commission, 2002

The domain of leaders is the future.
James M. Kouzes & Barry Z. Posner, 1995

Leadership, its theory and concepts, may offer a set of unifying and empowering insights

that may at least provide a precedent for innovative theoretical and conceptual directions for

thinking and writing about urban planning as it operates within the field of public administration.

At most, leadership may serve to bind the multiplicity of planning tasks together into an image of

effective, future-oriented public service. At a minimum, the illustration and exploration of

connections between the concepts of leadership as they relate to city planning functions clearly

exemplifies the need for planning scholars and practitioners to pursue innovative directions in

the discussion of planning’s place in public service.

Common Paths: The “Art of Planning” and the “Dance of Leadership”

At a general, macro-analytical level, the fields of urban planning and leadership theory

share a number of similar traits, including comparable theoretical and professional histories.

Contemporary planning and leadership practices have experienced parallel evolutions,

developing from weak rational sciences in decades past to become complex professional arts in

recent years. This broad foundational connection between the two disciplines serves to seat a

more detailed discussion of the two fields’ roles in the larger field of public administration.

Born in the creative and liberal minds of the visionary pioneers of the mid-nineteenth

century, the contemporary practice of city planning finds its roots in the realm of imagery and

imagination. The profession of city planning in America was indeed first a liberal art. Innovative

and experimental visionary masters cast vivid and persuasive visions of future cities built on
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well-seated social values. Landmark works of practical importance by authors such as Le

Corbusier and Ebenezer Howard complemented grand pioneering works of imaginative fiction

by authors such as Edward Bellamy, Jules Verne and H. G. Wells (Mansfield 1990). Even early

planning theorists and academicians recognized that planning’s professional peers included

creative, expressionistic media such as opera and drama (Lanchester 1925). However, the early

twentieth century marked the rise of the rational urban planning sciences, and the 1920s saw the

field’s domination by the architect, the engineer, and the landscape architect (Baer 1977).

Imagination and innovation took a back seat to the goals of efficiency and scientific progress. By

the 1950s, though, issues of politics and social values invaded urban planning, and the field

began a turn toward social advocacy and comprehensive planning.

By the 1970s, the concept of quality of life became the planner’s primary consideration

as the field began to focus on the holistic social and psychological aspects of planning urban

spaces (Baer 1977). Into the 1990s, the field began to see an open acknowledgement of the

primary importance of the creative and persuasive arts in the practice of planning. Professional

planners began to describe planning as “persuasive storytelling” (Throgmorton 1996). Planners

have also adopted terms such as “imagineering” to describe the imaginative and creative exercise

that characterizes effective urban planning in the modern age (Rutheiser 1996). Significantly,

this contemporary development within the planning field and its foundational theory has been

guided by its practical experts rather than academicians and theoreticians whose “practical

perspective” could be questioned. The characterization of the persuasive and creative art of

planning has been noted (Fischer & Forester 1993), and the practice has been described as

possessing a fundamental connection to persuasive rhetoric (Asmervik & Hagen 2001). Recent

literature has described planning as the “undisciplined” discipline, a profession that realizes its
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greatest value by embracing the liberal and creative arts (Pinson 2004). Truly, urban planning as

a public service and vocation has come full circle, returning ultimately to its liberal and

imaginative roots.

In many ways, city planning’s retreat and recognition apart from the rational sciences is

paralleled remarkably by the evolution of the field and discipline of leadership. Born from the

rigor and regimentation of traditional management sciences (Redford 1969), leadership theory

has developed through a period of major self-reflection to ultimately recognize the primary

importance of melding creativity, knowledge, and emotion into the imaginative vision-casting

and persuasion that induces true organizational and societal change. Like planning, the

contemporary theory of leadership developed from challenges to the rational practice of

management during the 1970s and 1980s (Burns 1978; Bennis & Nanus 1985). Leadership

professionals recognized and responded to the observation that effective leadership is constantly

pulled between its rational legacy and the need to incorporate political and normative techniques

(Van Wart 2003). Leaders in the 1970s and 1980s responded to this discussion by adapting the

theory and practice of leadership, focusing increasingly on the power of persuasion, servant-

hood, and personal credibility through the use of “transformational leadership” (Burns 1978) and

“servant leadership” (Van Wart 2003). Indeed, pioneering works in the field of mainstream

leadership by experts describe the revolutionary positive change that has occurred in the business

world when organizational leaders stopped acting like analytical managers and began to embrace

the innovative, inspirational, and persuasive art of true leadership (Peters & Waterman 1982; De

Pree 1987). This characterization of leadership as an innovative, persuasive art has been echoed

by mainstream leadership experts (Maxwell 1997; Kouzes & Posner 1995), whose style of

“multifaceted leadership” (Van Wart 2003) has bolstered the attention of corporate and political
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leaders alike. A common vein in the leadership literature is its focus on imaginative and

persuasive vision-casting as a primary goal of the effective leader.

Contemporary leadership theory literature ultimately argues that the leader, public or

private, must be possess liberal technical, creative, and social skills, playing the role of the

visionary, the coach, and the pioneer (Maxwell 2000). Moreover, the effective leader innovates,

improvises, and adapts to the identified needs of his followers (Kouzes & Posner 1995). This

characterization of the effective contemporary leader as a master of creative and innovative

rhetoric has reached an apex in unique works by Knowles (2002) and Denhardt (2004), who both

describe the “dance of leadership” as a method of utilizing artistic methods—rhythm and

symbol, among others—to maximize the leader’s potential to affect organizational change. Like

urban planning, leadership theory has evolved into a future-oriented, rhetorical art that openly

embraces the power and significance of creativity and artistic expression as the field has

developed and matured.

Learning from Leadership: Addressing Planning’s “Big Question”

Given the developmental and theoretical parallels between contemporary planning and

leadership, it seems important to explore the potential of leadership’s core concepts and major

themes to inform the practice of city planning. The use of leadership skills in urban land use

regulation has been recently recommended by studies of international planning programs

(Trutnev, Valletta, & Yakoubov 2004; Marshall 2000), and some scholars have stated plainly the

need for leadership’s theories and concepts in urban planning (Dobbins & Dobbins 1997). While

simply making connections between the fields of planning and leadership may be superficially

significant, there must be some way to show that these commonalities are not merely matters of

coincidence.
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A number of significant professional and practical insights regarding the modern theory

and practice of city planning persist in the contemporary leadership literature, supporting the idea

that leadership may play an integral role in answering planning’s “big question.” An exploratory

analysis of two major works of mainstream, multifaceted leadership—Kouzes and Posner’s The

Leadership Challenge3 and John C. Maxwell’s The 21 Irrefutable Laws of Leadership4—reveals

clear applicative value for the development of city planning in three specific issue areas that

directly reflect the “big question” posed above. While the leadership texts utilized for the

analysis are relatively elementary and theoretically broad in scope, their effective use in this

research illustrates the potential of even basic leadership theory to substantively inform the

practice and profession of city planning. Overall, the exercise helps to provide new insight to the

field of planning, allowing for city planners to think more clearly about their own place in the

public organization and the role of their profession within public administration.

Planning as Leadership

A major characteristic persistent in the last thirty years worth of planning literature has

been the recognition of the central role of political and social influence in the practice of city

planning. Planners have consistently been called upon to not only rely upon exercise of political

influence for effectiveness (Friedmann 1971) but also to persuade influential public stakeholders

themselves to work together (Rabinovitz 1967). Contemporary planning literature has identified

the balancing of analytical skill with influential credibility as the primary challenge for the future

of planning (Hoch 1994). In all, the realm of persuasion and influence seems inseparable from

and integral to the successful practice of urban planning. The concept of leadership by definition

is the exercise of influence and persuasion (Maxwell 1998), and the measure of successful

leadership is the extent to which a reciprocal agreement between leaders and followers flourishes



17

(Kouzes & Posner 1995). So logically, if planners must necessarily exercise influence, and by

definition leadership is the exercise of influence, then planners must undeniably engage in the

practice of leadership. As stated so eloquently in Maxwell’s fourth “irrefutable law”: “anyone

can steer the ship, but it takes a leader to chart the course” (Maxwell 1998, 33). But why then has

planning had such difficulty achieving the followers it needs to be successful in carrying out its

role within the public organization? The answer may lie in the way in which this problem has

been interpreted by planning scholars.

Consistently, planning’s inability to garner public and political “buy-in” for its expertly-

constructed urban visions has been attributed to its lack of recognition as a leadership role within

the public organization (Rabinovitz 1967). For many planners, the failure of the field to influence

and pioneer urban development is directly attributable to the failure of federal, state, and local

governments and polities to formally recognize planners as leaders (Hoch 1994). According to

the fundamental principles of leadership theory, this is a misconceived understanding of the

situation and is ultimately self-defeating. Stakeholders and community members do not accept a

leader’s vision until they have first accepted the credibility and influence of the leader himself

(Maxwell 1998). The association of leadership with a formal title or nominal recognition is a

blatant myth. The effective exercise of influence recognizes that leadership is not a title but an

attitude and a process (Maxwell 1998) that “involves skills and abilities that are useful whether

one is in the executive suite or on the front lines” (Kouzes & Posner 1995, 16). This simple

lesson of leadership calls for planners to abandon their historic, fatalistic attitudes toward public

and political influence and embrace their role of the true public leader, whether formally

recognized or not.
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Planning as Servant Leadership

The practice of city planning has come to embrace fully the concepts of pluralism and

democracy in the execution of its duties within the wider field of public administration. In fact,

the concept of pluralistic planning is not a new one, enjoying a long history within the dialogue

of planning theory. The inclusion of public input and the normative values expressed directly by

the urban polity has been consistently recognized as integral to effective city planning over many

decades (Appleyard 1976; Baer 1977; Qadeer1997; Tore 2002). In addition, planning’s experts

have continually and increasingly advocated for increasing faith in urban residents (Branch

1982) and the consideration of community and civil society in the planning process (Hoch 1994).

In many ways the model of pluralistic (or democratic) planning resembles the characterization of

the “new public service,” which describes the larger field of public administration as an

integration of theories democratic citizenship, models of community and civil society, and

organizational humanism and discourse theory (Denhardt & Vinzant Denhardt 2000). The spirit

of pluralism permeates the concept of servant leadership, described as the relinquishment of

power by the leader for the purpose of empowering followers to directly affect change and

generate success within an organization. As such, servant leadership becomes a sign of a

“profound trust in and respect for others’ abilities” (Kouzes & Posner 1995, 187). In fact, the

concept of servant leadership and the contemporary characterization of the leader as “facilitator”

(Baer 1977) is very clearly reflected in the Kouzes and Posner’s (1995, 151) concept of

“enabling other to act,” one of their five “fundamental practices of exemplary leadership.” The

concept of community empowerment is a fundamental principle of servant leadership, and this

idea makes up seven of Maxwell’s twenty-one “irrefutable laws” (1998). But have these

concepts really been embraced by the actions and attitudes of city planning?
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The critical importance of pluralism and community empowerment to effective city

planning, as demonstrated by leadership theory, calls into question basic conceptual

characterizations of the field that has persisted throughout planning’s history and evolution.

Planners often begin their activities and projects under the assumption that they must act to

restrict the activities of an urban polity that would, left to its own devices, destroy or seriously

harm itself and the environment that sustains it (Rabinovitz 1967; Branch 1982; Hoch 1994).

This assumption is fundamentally opposed to the concepts of pluralism and community

empowerment. If planners are truly engaged in activities of servant leadership in the context of

the “new public service,” their success hinges on the extent to which they are able to convey trust

of the urban polity, connect effectively with the community and other members of the public

organization, empower community members, nurture community leaders, dedicate themselves to

the success of the entire community “team,” and make the sacrifices necessary to move the

organization and the community forward (Maxwell 1998). The necessity of informal leadership

has been acknowledged as essential by public organizational management theorists (Conger

1998; Cohen & Bradford 1989), and must now be adopted by city planning professionals,

imbued with the values of servant-hood and democracy. The concepts of servant leadership

illustrate the need for city planners to alter the foundational premise of their professional activity,

allowing for a more pluralistic planning process that contributes holistically to the “new public

service.”

The Planner as Visionary Leader-Communicator

The visionary nature of the art of planning is well established, and the role of the planner

as an imaginative but practical navigator within the public organization and the community has

become increasingly accepted in both the literature and the practical field (Hoch 1994). Much of
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the discussion regarding effective planning in the last three decades has revolved around the

planner’s ability to appropriately and successfully communicate the carefully-crafted urban

visions that he or she creates in order to turn vision into action (Friedmann 1971; Branch 1982).

However, the need for planners to both effectively craft visions of the urban future and

simultaneously elicit political and community support for the vision has eluded common

characterization under one role within the planning literature. A unified characterization of the

planner’s role seems elusive, and contemporary descriptions of city planning seem to revolve

around the duality of the profession (Barker 1989; Hoch 1994).5

An answer may lie in the central concepts of multifaceted leadership, which provides a

very clear role for such comprehensive navigational and persuasive activity within the

organization. Kouzes and Posner (1995) describe the act of “inspiring a shared vision” as one of

the five fundamental practices of exemplary leadership. Furthermore, the practice is explicitly

explained as incorporating two fundamental and inseparable activities—envisioning the future

and enlisting others to adopt the vision—which mirror the activities contained in the dualistic

characterizations of modern planning noted above. This concept is also captured by Maxwell’s

(1998) “Law of Navigation,” which indicates that the effective use of vision must include

persuasive and leadership-based “navigation” for the organization. He even goes one step

further, explaining that communicative, visionary leadership constitutes a specific and

identifiable role within the organization. Maxwell’s (1998) characterization of the “visionary

leader-communicator,” one of five types of communicative leader, not only matches the

description of the city planner within the public organization as expressed by contemporary

planning theory, but it also acknowledges the importance of the role as a distinct and essential

part of organizational effectiveness. The role and accompanying characterization of the visionary
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leader-communicator seems to provide a unifying image of the modern planner within the

context of public administration, and such a conceptualization may provide an effective

foundation upon which the field of planning may continue to strengthen as a profession and

simultaneously build its own distinct, integral place within the public organization.

Lessons of Leadership: Other Valuable Insights for City Planning

While the previous section details the specific areas in which core concepts of leadership

may inform the practice of city planning as an integral field within public administration, there

remain several leadership concepts that may contribute directly to particular areas of professional

improvement for city planners. While a large number of individual, detailed concepts were

identified in the analysis, three of these seem to offer the most fundamental information to the

practice and theory of planning as a leadership role in the realm of public service.

The Primacy of Ethics and Values

Within the leadership literature, major emphasis is placed upon both the foundational

values under which the leader operates and the way in which the leader conducts his own

personal business within a value-laden framework in order to inspire members of the

organization. Kouzes and Posner (1995, 209) include this concept of “modeling the way” as one

of their five fundamental practices for exemplary leadership, explaining that providing values

and ethics a central role in a leader’s professional and personal life contributes directly to the

leader’s ability to fulfill the crafted vision of the future and to the willingness of the organization

to commit to the vision. Maxwell (1998) also acknowledges the importance of personal and

professional ethics, engendering the concept in his laws of “respect,” “magnetism,” and “buy-

in.” In order to effectively lead an organization from today’s condition to a better, future



22

condition, the planner, as a visionary leader-communicator, must engender a fundamental ethical

framework that inspires organizational action and unified popular purpose.

The Importance of Critical Thinking

Critical theory within planning practice has been discussed for many decades,

characterized as “urban policy analysis” (Friedmann 1971) and forming the foundation for

effective “postmodern” planning (Allmendinger 2001). The importance of large-scale, big

picture thinking in planning has also been tied to this concept of critical, practical urban policy

analysis (Schwartz 1991). However, the ability of the city planner to translate effective critical

policy analysis into positive and progressive urban change has remained questionable in the

absence of a clear framework for action (Hoch 1994). Kouzes and Posner (1995, 35)

acknowledge the central role of critical thinking in leadership by placing “challenging the

process” at the top of their list of the five fundamental practices of exemplary leadership.

Maxwell’s “Law of Intution” (1998, 77) also illustrates the importance of critical thinking within

the practice of successful leadership. By searching for opportunities for positive organizational

change and by innovating new solutions to identified organizational problems, the planner, as an

effective visionary leader-communicator, sets the stage for casting a vision of the future that is

both popularly acceptable and realistically attainable.

The Significance of Emotion and Symbol

While the importance of passion and emotion in the context of effective rhetorical

planning is insinuated by its advocates (Throgmorton 1996), an explicit appeal for the integration

of symbolic and emotional persuasion has remained an understated implication. The significance

of physical public urban symbols has been acknowledged by many contemporary planners
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(Arnold 1999; Saleh 2001; Hubbard, Faire, & Lilley 2003), but the use of emotional and

symbolic rhetorical skills in the planning practice seems to lack significant coverage in the

literature. This concept is covered extensively by Kouzes and Posner (1995), whose leadership

practice of “encouraging the heart” positively exploits the power of symbol and emotional appeal

in order to provide sufficient organizational motivation for change and place due rewards with

those non-leadership organization members who contribute directly to the organization’s

success. Maxwell (1998) speaks to the significance of emotion and symbol in his “law of

connection,” which ties the success of the leader in obtaining organizational commitment to his

or her ability to effectively appeal to members’ emotional needs and desires. By using essential

rhetorical skill to appeal to the emotional and symbolic needs of the urban polity, the planner, as

an effective visionary leader-communicator, can successfully obtain popular commitment to the

crafted future vision and provide a set of appropriate symbolic rewards for popular motivation

for change.

Conclusion: Making Today a Better Tomorrow

The merging of planning and leadership in the context of public administration seems to

provide a clear and unifying set of professional and practical principles upon which the field of

planning can confidently build a permanent and well-defined role for itself within the public

organization. The insight offered by even the most basic concepts of multifaceted leadership

theory seem to offer not only large-scale information for defining the role of planning and the

profession of the city planner but also specific, topical information regarding the issues with

which planners have struggled for years. By connecting the leadership skills that constitute

today’s achievement and the visionary skills of urban planning that constitute tomorrow’s urban
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success, city planning may be able to finally complete its development as a mature and distinct

profession within the larger field of public administration.

Leadership Theory in Planning: Assessing Impacts and Challenges

A number of recognizable concepts arise from the integration of leadership’s core

principles into the realm of city planning. Underlying the entire issue, however, is the concept

and challenge of “contextual complexity,” recognized as a fundamental barrier to professional

and practical standardization for both leaders (Brunner 1997; Van Wart 2003) and planners

(Hoch 1994). The acknowledgement of contextual complexity as it exists across urban polities

may be essential to future advancements in the profession of planning, just as it has been

essential in the development of effective theory in the field of public leadership.

Beyond the universal issue of complexity, a number of key concepts emerge from the

analysis presented above. First, there seems to be a fundamental need for the abandonment of

traditional fatalistic attitudes among planners in order to recognize the power of influence and

positive persuasion that can exist within the practice of planning despite the absence of formal

recognition of organizational leadership. Second, planners must learn to build upon a foundation

of faith in the members of its urban polity in order to fully engender the principles of pluralistic

planning and servant leadership that so clearly define the “new public service.” Third, planners

must embrace the role of visionary within the leadership framework of the public organization,

developing skills of communication and influence that mesh with such a characterization. Lastly,

city planning may benefit substantially from a focus on ethics and values as an undercurrent for

action, the integration of critical thinking into successful vision crafting, and the effective use of

emotion-imbued symbolic rhetoric in its communicative strategy. Through the integration of

these core principles of leadership theory into the practice of city planning, new professionals in
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the field may be able to save city planning from its own ineffectual, professional “zombies”

(Greene 2004) and begin to successfully engage the urban polity as it increasingly reflect the

traits and needs of the EPIC generation (Sweet 2000).6

The Future of the Future: Directions for Planning and Public Administration

The fields of leadership and city planning are, regardless of the theoretical or practical

connections made herein, indeed separate and distinct professions. However, the analysis above

has illustrated the interdependence and parallel nature of the two fields in the public

organization; indeed, city planning must reflect the concepts of visionary, communicative

leadership in order to remain a viable part of effective public service. Furthermore, the

comparison of the two fields for the purpose of cross-professional learning may strengthen both

fields by allowing for a more clear understanding of the roles played by each in the context of the

larger fields of public administration and public management. Social change agency, in order to

become and remain a worthwhile endeavor, must involve both planning-derived vision and

leadership-derived inspiration in order to bring about political praxis and, ultimately, positive

social change within the urban setting. In this way, the two fields are both essential and

inseparable within an effective public organization. A traditional Japanese proverb states,

“Vision without action is a daydream, action without vision is a nightmare.” Planning must

depend upon effective leadership to carry its vision of the urban future to fruition, and leadership

must depend upon planning to provide the direction for the action it inspires.

The exploration of leadership principles for the purpose of informing and improving the

field and profession of planning in the context of public administration constitutes only one

example of the ways in which planning—and, presumably, a number of public service

professions—can benefit directly from innovative and articulate widening of the cognitive
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frames that surround its professional and theoretical conceptualization. Planning, like all public

service functions, is a social profession that must learn to function effectively in the realm of

people. This means exploring the psychological makeup of urban polities, appealing to the needs

of the masses for symbols of public good and motivation, and tailoring scientific data for

equitable and universal accessibility and understanding. Above all, this means that planning must

simply include more, expanding its cognitive frame as far as the public wishes or needs and

engaging in more and better cross-professional learning with increasingly strict methodological

rigor. These are not new concepts (Lucy 1994; Box 1994), but planners seem reluctant to accept

them wholeheartedly. Furthermore, planners must learn to view their practices in the context of

the greater good for the public organization, becoming the future-driven change agents that no

other public servant will be, instituting the future-oriented administrative policies that no one

else may create, and considering the future-inspired urban issues that no one else may appreciate.

These, too, are not new ideas (Tonn 1996; Warren 1998), but they may never come to pass

without the visionary leadership that planners can provide. Ultimately, the application of

innovative insight in the development of effective urban and regional planning must be targeted

toward a core goal of better serving populations within a framework of effective public

administration. Put simply, planners must begin to recognize, understand, and resolutely grasp

the persuasive power involved in effectively constructing and conveying the future of public

organizations and their respective publics by seeking out and developing the skills necessary to

do their jobs within a successful and sustainable form of public administration.

Notes

1 Gulick and Urwick (1937) presented the concept of management based upon specific
principles, engendered in the acronym POSDCoRB, representing the management principles of
planning, organizing, staffing, directing, coordinating, reporting, and budgeting.
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2 Public Administration Review volume 31, number 3 (May-June 1971), Special Symposium
Issue: Changing Styles of Planning in Post-Industrial America

3 Kouzes and Posner’s The Leadership Challenge (1995) develops a multifaceted leadership
framework based upon what the authors call the “five practices of exemplary leadership”:
Model the Way; Inspire a Shared Vision; Challenge the Process; Enable Others to Act; and
Encourage the Heart.

4 Maxwell’s The 21 Irrefutable Laws of Leadership (1998) develops a multifaceted leadership
framework similar to that of Kouzes and Posner, but which sacrifices clear delineations
between concepts for a more practical and applicative set of leadership principles or “laws.”

5 Barker (1989) makes a clear distinction between what he calls “content” futurism and “process”
futurism, while Hoch (1994) makes a clear distinction in the specific field of professional
planning between what he calls the “craft” of planning and the “character” of planning.

6 Sweet (2000), writing on the need for changes in the rhetoric used to effectively communicate
with modern Americans, describes the traits of what he calls the EPIC generation: experiential,
participatory, image-based, and connected.

References

Allmendinger, Philip. 2001. Planning in Postmodern Times. New York: Routledge.

Appleyard, Donald. 1976. Planning a Pluralist City: Conflicting Realities in Ciudad Guyana.
Cambridge, MA: The MIT Press.

Arnold, D. 1999. London Bridge and its Symbolic Identity in the Regency Metropolis: The
Dialectic of Civic and National Pride. Art History 22(4): 545-567.

Asmervik, S. and A. Hagen. 2001. Planning as Rhetoric: An Examination of the Rhetoric of
County Planning in Norway. Housing, Theory and Society 18(3): 148-158.

Baer, William C. 1977. Urban Planners: Doctors or Midwives? Public Administration Review
37(6): 671-678.

Barker, Joel Arthur. 1989. Discovering the Future: The Business of Paradigms. St. Paul, MN:
ILI Press.

Behn, Robert D. 1995. The Big Questions of Public Management. Public Administration Review
55(4): 313-324.

Bennis, Warren and Burt Nanus. 1985. Leaders: Strategies for Taking Charge. New York:
Harper and Row.



28

Box, Richard C. 1994. An Examination of the Debate Over Research in Public Administration.
In Research in Public Administration: Reflections on Theory and Practice, edited by Jay
D. White and Guy B. Adams. Thousand Oaks, CA: Sage Publications.

Branch, Melville C. 1982. Sins of City Planners. Public Administration Review 42(1): 1-5.

Brunner, Ronald D. 1997. Teaching the Policy Sciences: Reflections on a Graduate Seminar.
Policy Sciences 39(2): 217-231.

Burns, James MacGregor. 1978. Leadership. New York: Harper and Row.

Cohen, Allan R. and David L. Bradford. 1989. Influence Without Authority: The Use of
Alliances, Reciprocity, and Exchange to Accomplish Work. Organizational Dynamics
(Winter).

Conger, Jay A. 1998. The Necessary Art of Persuasion. Harvard Business Review (May-June):
85-95.

David, Paul T. 1971. Party Platforms as National Plans. Public Administration Review 31(3):
303-315.

De Pree, Max. 1987. Leadership is an Art. East Lansing, MI: Michigan State University Press.

Denhardt, Robert B. 2004. The Dance of Leadership. Multimedia workshop presented March 15,
University of Delaware, Newark, Delaware.

Denhardt, Robert B. and Janet Vinzant Denhardt. 2000. The New Public Service: Serving Rather
Than Steering. Public Administration Review 60(6): 549-559.

Dobbins, Mike and Peggy Dobbins. 1997. Sprawl Things Considered: Controlling Growth.
American City and County 112(10): 18-26.

Dyckman, John. 1971. New Normative Styles in Urban Studies. Public Administration Review,
31(3): 327-334.

Fischer, Frank and John Forester, eds. 1993. The Argumentative Turn in Policy Analysis and
Planning. Durham, NC: Duke University Press.

Forester, John. 1987. Anticipating Implementation: Normative Practices in Planning and Policy
Analysis. In Confronting Values in Policy Analysis: The Politics of Criteria, edited by
Frank Fischer and John Forester. Beverly Hills, CA: Sage.

Friedmann, John. 1971. The Future of Comprehensive Urban Planning: A Critique. Public
Administration Review 31(3): 315-326.



29

Greene, Robert. 2004. Rebel With a Plan. LA Weekly (November 19-25), Available at
http://www.laweekly.com/ink/04/52/features-greene.php Accessed November 28, 2004.

Gulick, Luther, and L. Urwick, eds. 1937. Papers on the Science of Administration. New York:
Institute of Public Administration, Columbia University.

Henry, Nicholas. 1975. Paradigms of Public Administration. Public Administration Review
35(4): 378-386.

Hoch, Charles. 1994. What Planners Do: Power, Politics, and Persuasion. Washington, D.C.:
Planners Press.

Hubbard, P. L. Faire, and K. Lilley. 2003. Memorials to Modernity? Public Art in the City of the
Future. Landscape Research 28(2): 147-170.

Humphrey, Mattie L. 1971. Planning to Heal the Nation. Public Administration Review 31(3):
374-382.

Hunt, D. Bradford. 2003. Why Did the Working Class Reject Public Housing in America?
Journal of Planning History 2(1): 79-93.

Knowles, Richard N., Andrew A. Moyer, and Yvonne Tennebroek. 2002. The Leadership
Dance: Pathways to Extraordinary Organizational Effectiveness. New York: Center for
Self-Organizing Leadership.

Kouzes, James M. and Barry Z. Posner. 1995. The Leadership Challenge: How to Keep Getting
Extraordinary Things Done in Organizations. San Francisco: Jossey-Bass.

Lanchester, Henry Vaughan. 1925. The Art of Town Planning. London: Chapman and Hall.

Lucy, William H. 1994. If Planning Includes Too Much, Maybe It Should Include More. Journal
of the American Planning Association 60(3): 305-319.

Mansfield, Howard. 1990. Cosmopolis: Yesterday’s Cities of the Future. New Brunswick, NJ:
Rutgers Center for Urban Policy Research.

Marshall, T. 2000. Urban Planning and Governance: Is There a Barcelona Model? International
Planning Studies 5(3): 299-320.

Maxwell, John C. 1998. The 21 Irrefutable Laws of Leadership. Nashville, TN: Thomas Nelson
Publishers.

Mohl, Raymond A. 2003. Ike and the Interstates: Creeping toward Comprehensive Planning.
Journal of Planning History 2(3): 237-262.



30

Peters, Thomas J. and Robert H. Waterman, Jr. 1982. In Search of Excellence: Lessons from
America’s Best Run Companies. New York: Harper & Row.

Pinson, Daniel. 2004. Urban Planning: An ‘Undisciplined” Discipline? Futures 36: 503-513.

Qadeer, Mohammed A. 1997. Pluralistic Planning For Multicultural Cities: The Canadian
Practice. Journal of the American Planning Association 63(4): 481-495.

Rabinovitz, Francine F. 1967. Politics, Personality, and Planning. Public Administration Review
27(1): 18-24.

Redford, Emmette. 1969. Democracy in the Administrative State. New York: Oxford University
Press.

Rutheiser, Charles. 1996. Imagineering Atlanta: The Politics of Place in the City of Dreams.
New York: Verso.

Saleh, M. A. E. 2001. The Changing Image of Arriyadh City – The Role of Socio-Cultural and
Religious Traditions in Image Transformation. Cities 18(5): 315-331.

Schwartz, Peter. 1991. The Art of the Long View. New York: Doubleday.

Steiss, Alan Walter. 1968. Planning as a Profession. Public Administration Review 28(1): 101-
102.

Sweet, Leonard. 2000. Post-Modern Pilgrims: First Century Passion for the 21st Century
Church. Nashville, TN: Broadman & Holman.

Sustainable Development Commission. 2002. Planning For the Future! SDC Response to the
Planning Green Paper. Available at http://www.sd-commission.org.uk/news Accessed
November 21, 2004.

Throgmorton, James A. 1996. Planning as Persuasive Storytelling: The Rhetorical Construction
of Chicago’s Electric Future. Chicago: The University of Chicago Press.

Tonn, Bruce. 1996. A Design for Future-Oriented Government. Futures 28: 413-431.

Tore, Sager. 2002. Democratic Planning and Social Choice Dilemmas: Prelude to Institutional
Planning Theory. Burlington, VT: Ashgate.

Trutnev, Eduard K., William Valletta, and Mikhail O. Yakoubov. 2004. Progress and Problem in
Reforming Urban Land Use and Development Regulation in the Russian Federation.
Urban Studies 41(7): 1269-1283.

Van Wart, Montgomery. 2003. Public-Sector Leadership Theory: An Assessment. Public
Administration Review 63(2): 214-228.



31

Warren, Robert. 1998. The Future of the Future in Planning: Appropriating Cyberpunk Visions
of the City. Journal of Planning Education and Research 18: 49-60.

Weitz, J. 1999. From Quiet Revolution to Smart Growth: State Growth Management Programs,
1960 to 1999. Journal of Planning Literature 14(2): 267-339.



1

2005 Teaching Public Administration Conference

“Teaching Public Administration for the Real World”

Panel “Collaboration and Partnerships”

“Service Learning in an Online World”

Dr. Mary Ann Feldheim
University of Central Florida

mfeldhei@mail.ucf.edu
407-823-2604



2
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This paper will discuss the use of service learning in the online courses in nonprofit
management at the University of Central Florida [UCF]. First the online program is

described, and the UCF definition of service learning is provided. Second, the
service learning components of the courses are described. Third the partnership
between the university and the organizations are detailed and an example of a
course contract is provided. Next the mechanics of oversight are discussed, and the

mechanisms for evaluation are covered. Lastly, student responses to the service
learning experience are shared.

The University of Central Florida has been offering nonprofit management courses
online since 2000. Initially an 18 hour, Graduate Certificate in Nonprofit

Management was offered, and this was expanded to a 33 hour, Master of Nonprofit
Management program in 2004. The philosophy behind the service learning aspect of
the program is that nonprofit management is based on philanthropic ideals, which
can be enhanced through providing a service to an exiting organization.

Service Learning in the Nonprofit Management Program

The University of Central Florida defines service-learning as “a teaching method
that uses community involvement to apply theories or skills taught in a course.
Service-learning furthers the learning objectives of the academic course, addresses
community needs, and requires students to reflect on their activity in order to gain
an appreciation for the relationship between civics and academics.”

The courses that have incorporated service learning are:

 Grants and Contract Management

 Volunteer Management

 Strategic Planning and Management

 Program Evaluation for Public and Nonprofit Organizations.

In the Grants and Contract Management course students identify a nonprofit
organization that would benefit from having a grant written for them. Then the

students search for a funding source that would be appropriate for the
organizational need identified by the organization. The student writes the grant
proposal with supervision from the Instructor and feedback from fellow students.
The final proposal is delivered to the nonprofit organization, which then submits the

proposal to the funding source.
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For the Program Evaluation for Public and Nonprofit Organizations class students seek

out an organization that would like to have an evaluation plan developed

specifically for their organization. With guidance from the Instructor students write
an extensive evaluation plan that is specific to the needs of the organization and the
management. The plan requires a literature review, a detailed methodology section
that is appropriate for the level of employees conducting the evaluation, and an

executive summary.

In the Volunteer Management course students seek out an organization that utilizes

volunteers to conduct a case study of the volunteer management program. Using

specific guidance from the Instructor the organization’s volunteer program is
evaluated and recommendations are made to improve the program based on the
nonprofit management literature, organizational leadership literature, and the
expertise of volunteer managers in the community. Students are required to draft
volunteer management policies where they do not exist, develop an orientation
program, a risk management program, or a training program if these specific
programs do not exist within the organization. In this course a contract is written
between the student and the organization detailing the expectations from the
organization in terms of cooperation in sharing information and access to employees
or volunteers. The student agrees to provide the organization with a copy of the
case study and the draft policies or programs that they have developed based on the
information gained from the course.

The Strategic Planning and Management course requires students to write a strategic

plan for a public or nonprofit organization. First students must contact an
organization, secure the agreement of the management, and present the contract for
the organizational representative to sign. Then students are required to work with
key stakeholders in conducting an environmental scan and identifying the strengths
and weakness of the organization, and the opportunities and threats that the

organization faces. Then the issues are identified, goals, objectives, strategies, and
indicators developed for each issue, and an evaluation plan created. The final plan
is to be of a professional quality using graphics and pictures. It is to be bound,

printed on stock paper, and to have a professional looking cover. The final plan and
disk are sent to the organization.

Partnerships

Partnerships are established by the students using signed agreements [Appendix A]
with public and nonprofit organizations to provide a service or product by the end
of the course utilizing the concepts taught in the course. Each student is responsible
for securing the organization and the organizational consent to complete the project.
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Students may utilize their place of employment if it is appropriate or nonprofit
organizations that they volunteer for or have a contact with. The most difficult

partnership for students is to contact and organization, with which they have no
prior contact. The university has service learning partners and our Nonprofit
Advisory Board members do provide contacts and Instructors do facilitate
partnerships if the organizations have made prior contact with the university. The

Center for Community Partnership has a monthly newsletter that is sent to the
nonprofit community, where request for organizations to partner with students are
also made.

Once the initial partnership contact has been made, student then must have the

contract signed. Important parts to the contract are the responsibilities of the
students and the organization. Students need access to the necessary organizational
documents, staff, volunteer, board members, or other key stakeholder. The
organization receives the finished product, and the Instructor is given permission to

use a copy of the finish product as an example for future classes.

Oversight

The mechanics of oversight are through the use of online course discussions, where
students discuss the process and the difficulties in producing the course product.
Feedback is provided by the instructor and fellow students regarding the difficulties

of connecting with busy managers. Another form of oversight is through random
contact with agency representatives. This is identified at the beginning of the
course, so students never know which organizational representative will be
contacted or when. This allows for a more manageable form of feedback reducing

the work load of the instructor through the periodic evaluation of the process.

Another form of oversight comes from the students themselves, who monitor the
work of their peers. On two occasions students have contacted instructors regarding
what was perceived to be work that was not being developed in the spirit of service
learning. These situations were resolved, but the importance of peer review at the
graduate level can be very effective oversight.

Student Perceptions

The UCF service learning committee requires that officially designated service
leaning courses have reflective component to the course. In the online courses this
takes the form of a “Reflective Discussion.”

“This course is a “Service Learning” course, since you do a case study of a
real organization and give the feedback to the organization. This method of
teaching asks students to apply the theory from the course to a real-life
situation and to provide a product for an organization, such as our case
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study. In service learning the goal is to provide the student an opportunity to serve
the community and to learn while doing so. The final step in service learning is to

have the student reflect on the learning experience and to identify what they believe
they received from the experience. Please take a moment to post in the Reflective
Discussion your perceptions of the service learning experience in this course. I hope
all of you had meaningful learning experiences.”

Below are student responses from the Volunteer Management course in the fall 2004
semester.

 Student One: “It has been a truly rewarding experience for me during this

semester, even with the hurricanes! I have been associated with
the Florida School for the Deaf and the Blind for many years but, this
process has opened my eyes to different ways of thinking and different
possibilities. The volunteer program at FSDB has been very active but, talking
with the cross mix of administration, staff and volunteers have been
enlightening. I had a preconceived idea of the management of the volunteer
program, prior to this course. I can't say my preconception was totally "on
target." The "structure" section of the course brought about evaluative ways to
assess the overall program, which can be integrated into other areas beyond
just the volunteer program. Reading about classmates’ experiences and
organizations assisted me in comparing what was occurring with FSDB as
well. The other organizations bring about a balance to the course that I feel
helps keep us looking outside the box and beyond our normal parameters.

 Student Two: I enjoy service learning classes because it enables the student

get a real glimpse into the real-world by partnering with an active nonprofit
agency. It is interesting to see how different students think about similar
subjects. In addition, due to the multitude of variations between nonprofits
we studied, I learned a lot more about nonprofits other than those actually

service oriented (Museums, Radio Station).

 Student Three: I can say that I truly enjoyed the learning experiences from

this service learning project. It is one thing to learn the theoretical principles
behind volunteer management and another to be able to apply those
principles. I feel that service learning projects prepare students for real world
jobs. In addition, service learning projects are not busy work, but learning
experiences that will last a life time. This service learning project helped me
to become more familiar with a nonprofit that I care deeply about. ACORN is
a great organization with great potential; they just need some better
management techniques. I think they will be surprised when they realize
how much more they can accomplish by applying the right management
techniques.
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 Student Four: I really enjoyed this course. The most beneficial part of the
course was actually writing a real case study for an organization. I've

actually learned more from the service learning project than if I was to sit into
a classroom setting for 3 hours. I am glad this class was offered online. This
class has allowed me to understand the weaknesses and strengths of my
organization's volunteer program. Also, this class has taught me some new

steps that I should think about when recruiting volunteers. This class has
been very beneficial to me. After taking this course, I can now plan to solve
some of the problems that my organization's volunteer program faces today.
I was surprised with how much I gained from this class. I know that may
sound bad, but you don't expect to go into an elective class learning more
than what you do in some of the required courses. This experience has
inspired me to manage volunteers in the upcoming years. Volunteers are
special people who care deeply about the cause, purpose, or goals of an

organization. I think it would be a great opportunity to work with these
individuals every day.

 Student Five: This has definitely been an incredible semester for me! I’ve
been volunteering for the last ten years and never once did I take in into
consideration many of the topics that we discussed in our case study and how
they effected me as a volunteer. I suppose it is just one of those things that

we take for granted. And to think they ask, “Is Ignorance Bliss”,
most certainly not in this case. The information has proven to be insightful in
its content and just the experience of being able to be up close and personal,
in order to get a true feeling or concept of the organization. This experience

has proven to me, to be simply priceless. Classroom learning is perfect in
many situations; however I would conclude that Service Learning provides
opportunities that are unfathomable by the classroom. I was really excited
about being granted the chance to go out into an actual organization and feel
apart of its structure. Again, this was something that a text book was not
going give me. Overall I have enjoyed this course and the benefits that came
along with it.

In conclusion, this paper discussed the use of service learning in the online courses
in nonprofit management at the University of Central Florida [UCF]. The online
program was described, and the UCF definition of service learning was provided.
Then, the service learning components of the courses were described, and the

partnerships between the university and the organizations were detailed and an
example of a course contract was provided in Appendix A. The mechanics of
oversight in an online environment were discussed, and lastly, student responses to
the service learning experience were shared. Service learning in an online is

challenging, however the student responses indicate the value the technique in
teaching.
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Appendix A

Strategic Planning Agreement

Purpose of Agreement
Students of the University of Central Florida are required to contract with and complete a strategic
plan for an organization as part of the course requirement for course number PAD 6335 - Strategic
Planning and Management. This agreement will outline the terms and conditions under which this
project will be completed. The strategic plan will be comprehensive meeting not only course
requirements, but also the needs of your organization.

Terms of Agreement
1. The strategic plan must be completed by April 27, 2005.
2. The students will be responsible for the quality and completeness of the report being submitted.

The collection of information, compilation of data and all work necessary to produce the final
report will be at no expense to the organization or the university. Upon completion of the report, a
computer disk with all of the information and two copies of the strategic plan will be given to the
instructor, Dr. Mary Ann Feldheim. One copy of the plan and the computer disk will be mailed to
the organization for their use. The computer disk is included so that the organization may change
and further adapt the plan to their organization.

3. The organization will designate a contact person to coordinate the effort and provide access to the
necessary information and individuals for the students to complete the plan. Information that will
be necessary includes, but is not limited to, budget reports, policies, procedures, regulations,
program files, and meetings where future planning may be considered. Information that is
deemed public sensitive or confidential shall not be requested, nor made part of the plan.

4. Permission is given to students to meet with appropriate staff members, board members, clients,
and/or citizens that should be considered in planning of the organization. Appointments and
interviews will be made at the convenience of the organization and will not interfere with
employees completing job duties. The instructor, Dr. Feldheim, reserves the right to e-mail the
organizational designee to obtain feedback on student performance in working with the staff and
sharing the strategic planning process with significant stakeholders.

5. The students will keep the organizational designee informed of their progress so as to ensure that
his/her input, suggestions, and recommendations are included in the completed plan and to
facilitate a smooth planning process.

6. Permission is given for this report to be used by the University of Central Florida staff and
students for future educational purposes. _____ Initials of Organizational Representative

Type Name of Organization:

Type Complete Mailing Address:

Telephone: FAX: E-Mail Address of Contact Person

Type Organizational Representative & Title:

Signature Representative ___________________________________ Date ____________

Type Names of Student(s)

Instructor: Dr. Mary Ann Feldheim mfeldhei@mail.ucf.edu
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Teaching Quantitative Methods (Statistics) Online to Students in Public
Administration Programs: Challenges and Opportunities

Abstract:
Non-classroom based pedagogies for teaching statistics present several challenges that may
initially appear insurmountable. First, the quantitative nature of the subject creates a fear, and
acts as a barrier to learning even in a classroom setting. In a non-classroom environment
where the educator is not physically present to reassure the student or to go over concepts
again, this barrier may be daunting. Second, the symbolic nature of statistical knowledge
makes non-classroom based interactions and communication between the instructor and
students challenging as well. This paper describes an experiment over two terms (winter and
spring 2004) teaching statistics online to graduate students in the Public Service graduate
program at DePaul University. Central to the success of online learning is adequate course
design - the key aspects of which are first discussed in this paper. Since the courses were
taught using the traditional in-class and the new online format over both terms by the same
instructor, the experience also allowed for an assessment of how well the learning goals had
been achieved using both pedagogies. Finally, the paper concludes by discussing some key
issues involved in the successful design of an online learning experience for graduate
students in public and nonprofit administration programs.



Teaching Quantitative Methods (Statistics) Online to Students in Public
Administration Programs: Challenges and Opportunities

1.0 Introduction:

While online learning in general appears to present useful pedagogical opportunities to

educate public administration students, teaching quantitative methods (statistics) online

sometimes appears to present more challenges than benefits. For instance, most of the

students in the public services graduate program at DePaul University work full time in

public or nonprofit administration careers, and like other professionals working toward a

graduate degree have considerable personal and professional constraints on their time spent

in the classroom and in getting to and from the classroom. Given these constraints, they

would appreciate alternative methods of content delivery and learning that are not classroom-

based. This situation presents an opportunity for programs to consider moving some of these

students learning experiences to an online environment either partly or completely.

In the case of non-classroom based pedagogies for teaching statistics however, two

substantial challenges present themselves that may initially appear insurmountable. First, the

quantitative nature of the subject creates a fear, and acts as a barrier to learning even in a

classroom setting. In a non-classroom environment where the educator is not physically

present to reassure the student or go over concepts again, this barrier may be daunting.

Second, the symbolic nature of statistical knowledge makes non-classroom based interaction

and communication between instructor and students challenging as well.

In this paper we describe the key design issues involved in developing an educational

pedagogy over the past year to teach graduate-level statistics to public administration and

policy students in an online (internet-based) environment. MPS 580 Quantitative Methods in

Public Services and MPS 582 Research Methods are the two foundational courses in the



four-course research sequence culminating in a graduate thesis from the Public Service

graduate program. The program targets full-time administrators with work experience who

are interested in enhancing their skills and competences, which they do in the program on a

part-time basis due to limitations of their time. MPS 580 is taught with the implicit

assumption that it is usually a student’s first course in graduate-level statistics, possibly with

a gap of more than a few years between any courses in statistics taken at the undergraduate

level, if at all. MPS 580 is usually considered to be a challenging and rigorous course by

most students especially for students with no background in statistics. The general approach

taken is to teach this course is to focus on the important practical implications and interesting

applications of statistics, reassuring students that learning statistics can be fun as well while

ensuring that students are exposed to the statistical tools essential to following papers

published in research journals and to conduct research on their own.

Policy development and administrative decision-making often require the collection

and analysis of quantitative data. MPS580 covers the application, interpretation and

evaluation of basic statistics and introduces a variety of statistical methods in the context of

public management and policy analysis. The goals of the course include helping students a)

to become intelligent and discerning consumers of quantitative information, b) to obtain the

knowledge and confidence to conduct "back of the envelope" calculations in statistics and c)

to equip students with the skills needed to undertake statistical analysis using software, with

an emphasis on interpreting the results of statistical analyses rather than the use of the

software itself.

We first discuss the key components of the course design as it is currently offered1.

We then present some results of evaluations of this course conducted over two terms by

1 In response to student feedback and learning-by-doing by the instructor offering the course, some changes
(discussed later0 were made in the course design from what was initially offered.



students taking this course. One unique aspect of this evaluation is that over both terms this

course was taught both online and in the traditional in-class format by the first author using

the same course materials. This allows for a more relevant comparison of learning outcomes

with some caveats that will be discussed later.

2.0 Course Design:

The course consists of a series of four online modules most of which are sub-divided into

smaller sections called units (corresponding roughly to a week’s work). The first module

deals with descriptive statistics. Its purpose is to provide students with the basic knowledge

and skills needed to describe and summarize numerical data. The second module introduces

students to the techniques of inferential statistics and the tools needed to generalize from a

random and representative sample to a population. The third module exposes students to

concepts and practices related to the measurement of simple associations (relationships)

between data and inferences to the population while the fourth covers the application of

multivariate techniques such as linear regression to model and analyze multiple relationships

between data (See sample course schedule in Appendix A). The term length in the program is

a quarter or 11 weeks.

The following are the key components of the design of statistics course that was taught

online were:

2.1 Data-based approach:

Carolyn Hill (2002) discussing current trends in teaching statistics to graduate public

administration and policy students argues that encouraging students to apply their statistical



skills by applying those skills to projects such as analyzing social science datasets shows

positive results in terms of student understanding of key concepts. In the case of students in

the Public Services program at DePaul University, an exposure to the statistical analysis of

databases also provided the additional benefit of preparing them for their thesis experience –

one aspect of which could involve the analysis of such datasets. Throughout the course

students were required to analyze data from the General Social Survey (GSS), a nationally

representative dataset collected annually by the National Opinion Research Center (NORC)

at the University of Chicago. Another benefit of getting students involved in analyzing a

dataset representative of the U.S. was the increased motivation shown by students to explore

American perceptions on social, political, economic and cultural issues and about which the

students themselves had some familiarity and (quite frequently) strong opinions as well.

2.2 Statistical software:

With the current sophistication in the creation of large social science datasets, there is a

complementary need for students to learn the use of software to conduct statistical analyses

of these datasets. The statistical software used is the widely used and user-friendly software

used in data analysis -the Statistical Package for the Social Sciences version 11.0 (or SPSS).

Familiarity with this software was required in projects and examinations related to the

course. One critical benefit of adopting the software-based approach in an online course in

statistics was that it enabled students to communicate and interact online by commenting on

the output from SPSS and to think about other students’ interpretation of the results. The

major drawback in teaching statistics online-the communication of symbolic knowledge was

thus largely overcome. In order to cover a preliminary exposure to SPSS and the key features

of online learning, one computer lab session was scheduled at the beginning of the course



with the instructor.

2.3 Textbook selection:

In our experience, the success of any online course crucially depends upon the

accompanying reading materials. In the absence of face-to-face interaction between students

and teacher, the textbook selected can determine the success or failure of the course meeting

its stated objectives. These materials either need to be created in-house to fit the course

design, or textbook(s) need to be selected that can accomplish the objectives of the course.

The textbook selected, recommended by Hill (2002) was Joseph Healey’s “Statistics: A Tool

for Social Research”. This text had the additional advantage of combining in a single text,

exposure to graduate-level statistical concepts, to datasets, to instructions on the use of SPSS

to analyze these datasets, and to interpretations of the SPSS output. To have what we believe

to be key design features of an online course available in a single text, resulted in lowering

the misinterpretations that sometimes occur when separate textbooks are used to teach

statistical concepts, statistical software and database analysis due to non-standardization of

conventions and terms used to describe statistical concepts2. This problem we believe is

accentuated in online learning because of the inability of the instructor to anticipate and

every incidence of student confusion that arises, as fruitfully as can be done in an in-class

setting.

2.4 Online learning software:

The software used as a portal for the online learning process was Blackboard, which has

2 As an additional benefit, students were able to acquire the student version of SPSS for Windows available
bundled with the textbook at a lower rate than if purchased separately.



numerous features that enable communication and interactions between instructor and

students. The software facilitate discussions both in real-time or with a lag, options for

administering and grading quizzes and posting materials online for information, and a fairly

convenient dissemination of student performance information such as performance on

quizzes and projects.

In brief, the online course encompasses a data based approach with statistical

software along with opportunities for learning centered around discussion boards to ensure

that students share and benefit from each other’s experiences with statistical analysis.

Students use SPSS to conduct an analysis of real-world datasets associated with the assigned

textbook and then post their output and interpretations to the discussion board. The use of

applied statistical data analysis is adopted to enable students to understand the value and

applicability of statistical tools in a real-world context.

3.0 Assessment Components:

In order to incorporate the main features of course design described in the earlier section, the

following were the substantive (graded) components of the course created to achieve the

learning objectives for the course.

3.1 Online Discussions:

Online discussions involve students posting solutions to the problems assigned for discussion

as well as commenting in the discussions of others. For each week, each student posts a

solution (using SPSS and the GSS dataset) to the discussion board and also comments on the

solution posted by one other randomly selected student. Other students are free to add their

questions or comments to any of the posts. The online discussions are a critical forum for

students to ensure that they were clear about the concepts introduced in that unit. It seeks to



duplicate the learning experience in a classroom environment. These discussions are not

conducted in real-time (although Blackboard has that options as well) primarily to enable

students to participate in these discussions at their convenience rather than at a fixed time.

The faculty closely monitors and evaluates the posts and posts but only posts a response

when deemed necessary to clarify a matter, provide a real-life example or to arbitrate

differences in opinion. Because of the perceived importance of this mechanism to the

students learning experiences, 30 % of their course grade is assigned for this activity. A

sample discussion for a unit is given below:

Discussion 2: Basic Descriptive Statistics (Respond by Saturday midnight)

Based on Chapter 2 of the textbook.
This discussion will involve a minimum of two posts by each student in this week.
In the first post, use SPSS to obtain the frequency distribution of one nominal/ordinal
variable and one suitably recoded interval-ratio variable from Appendix G (page 515-
522). Create a suitable graph or chart for the two variables you select and briefly
describe it. Copy and paste your frequency distribution, graph and description into a
Word file and attach it to your post to the discussion board.
In your second post, critically review the submission of another student. Your review
should assess the appropriate selection of graphical tool relevant to the variable's
level of measurement as well as the interpretation of the graph by your colleague.

3.2 Bi-weekly, Midterm, and Final Research Projects:

A critical component of tracking and assessing students understanding of the course materials

are the projects assigned throughout the course. The bi-weekly projects are a mechanism for

students to learn how to consolidate their learning across one or two units and apply it in a

real-world context using SPSS and selected variables from the General Social Survey (GSS)

database. Each research project is worth 7.5% of the final grade. Both the correct

interpretation of the data analyzed and succinctness of presentation are emphasized. Simply

submitting output from analyses done using SPSS is not considered sufficient to meet the

goals of the project. The midterm project is worth 15% of the final grade and tests students



on their understanding of concepts covered in the first half of the course and their skill in

using SPSS and the GSS dataset. The final project is worth 20% of the final grade and tests

the ability of students to demonstrate mastery in selecting and applying the tools of statistical

analysis (concepts, software, and dataset knowledge) learnt in this course to gain insights in

understanding a real-world problem. The final project is also intended to simulate the future

data analysis experiences students might encounter in conducting their future thesis research.

3.3 Weekly online quizzes:

Each quiz consists of ten multiple-choice questions that provide students with a personal

evaluation of their understanding the key concepts involved. Student performance on the

weekly quiz, which was set up to be automatically graded and reported on Blackboard, also

proves invaluable to the instructor to determine which students were facing challenges in

understanding the material and for intervention in the form of a telephone conversation or a

face-to-face meeting if necessary. The quizzes in all comprise 10% of the course grade.

3.4 Student web page:

The idea of a student web page created on Blackboard grew out of the need to enhance the

personal interaction between students and faculty, which sometimes suffers in an online

learning atmosphere. Students are asked to make a brief but informative website to share

their background (both personal and professional) with the rest of the class. A very small

percent (2.5%) of their course grade is assigned as an incentive to the completion of this

activity.

A sample study plan for the online statistics course is provided in Appendix B.



4.0 Course Assessment:

We now report the results of an assessment of the learning goals attained by two

groups3 of graduate public administration students learning graduate-level statistics, both

classes taught by the first author in the winter and spring of 2004. The first group learnt

statistics in a class-based environment, and the second learnt statistics in an online

environment. In comparison with the online course, the MPS 580 in-class course was taught

in the traditional lecture format once a week. Half the class time is spent on a lecture of the

statistical theory and concepts and the other half in the computer lab where data analysis of

the GSS database is demonstrated using the concepts taught earlier with an emphasis on

critical interpretation of the SPSS output. The same textbook and course information

(PowerPoint slides) were used. The means of assessment of student learning were similar to

the online version with quizzes and take-home projects (bi weekly, midterm and end term) as

the primary means of assessment. The essential difference between the two courses was that

students did not share or comment on each others work online in the in-class version as they

did in the online version while students in the online version did not meet in a classroom

setting every week.

4.1 Findings:

Presented below are key components of the anonymous course evaluations by students of the

both the online version of MPS 580 and the in-class version in the winter and spring 2004

terms compared to the department average4 for that term. In terms of response rates, in the

winter term 55 of the 9 students enrolled in MPS 580 online and all 7 students enrolled in

3 Note: Students were not randomly assigned to these two groups however simple tests of differences in in-
class and online students average CGPA before taking MPS 580 were not statistically significant for both terms.
4 Since MPS 580 was the first course in the program to be offered online, the department average
predominantly consists of courses taught in the traditional classroom format.
5 The low response rate was due to the need to mail these students the course evaluation packet and the non-



MPS 580 in-class completed the evaluation. In the spring, 9 of the 13 students enrolled in

MPS 580 online and 9 out of the 12 students enrolled in MPS 580 in-class completed the

evaluation. The response to each question was measured on a Likert-type scale ranging from

1 representing “Strongly disagree” to 5 representing “Strongly agree”.

Chart 1: Course Objectives

#1: Whether course fulfilled its stated objectives.

#7: Whether course improved student’s understanding of issues covered.

#9: Taking everything into account, whether this course is a good one to have in the Public

Service program.

Chart 1 compares student responses to three key questions about whether the course

met its objectives and whether students liked the course. In general the online course met its

stated objectives in the winter term itself although there were some start-up issues with the

online version in the winter term when compared with respect to the department mean for

question responses # 7 and #9. The in-class version had been taught in its existing format for

one term prior to the winter term and seemed to fare better in this comparison. In the spring

term however we see an improvement in the student perceptions of the effectiveness and

return of these packets. In the subsequent term, the course evaluation was conducted online via e-mail which
lead to a higher response rate.
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usefulness of the online course, which exceeds the department average and the perceptions

about the in-class course.

Chart 2: Instructor Quality

#10: Whether instructor is knowledgeable about subject.

#18: Whether instructor motivated student to work in this course.

#20: Taking everything into account, whether the instructor’s teaching was effective.

The second chart shows the student evaluation of instructor competence in terms of

knowledge, ability to motivate the student to learn, and overall effectiveness of the instructor

in teaching the course. The intention was to examine whether online teaching has any

substantive effect on student's perceptions about these aspects. As the chart shows, while the

first online course offered in the winter did reduce student perceptions of instructor

knowledge slightly, by the spring term student perceptions were even higher than that of

students in the in-class course and substantially higher than the department average most of

which (other the online MPS 580 course) were taught in-class. With regard to student

perceptions of the overall effectiveness of the instructor we see that the online course fared

better than the department average and the in-class course in both terms. The possible

negative aspect of online teaching appeared to be in the student's perception of the
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instructor's ability to motivate students to learn. While the online course fared better than the

department average on this aspect, it fared worse than the in-class course on this measure

both in the winter and spring terms. The feedback from the students taking the online version

in the winter was very positive overall with several suggestions for improvement which were

incorporated in the online course offered in the spring term.

In response to the question that asked what was the best part of the course and how it

could be improved. Student responses were:

 The flexibility that it offered. Being able to post your comments at any time of the

day was great.

 I enjoyed the SPSS assignments and the projects.

 PowerPoint slides, discussion board, online nature of the course.

 The convenience of an online course is great! Ron’s availability and response

time was great online. The Blackboard content was organized well.

 Not going to class.

 I was very nervous about taking this class online and I found it very challenging

but not too difficult. There was greater flexibility than in many other classes I

have taken. I might try to lighten the workload slightly. I spent more time working

on this class than any of my other classes.

 I think there were too many assignments. Took exactly a week to complete the

readings, online discussion, projects, etc. This would not be so difficult if students

take this class alone.

In the spring, the online version of the course showed much improvement with the course

being rated substantially higher than the department average on all three aspects. Student

responses to the question about the best part of the course included:

 That it was online.

 I enjoyed the Internet learning experience but I was very apprehensive going into

it.

 Being able to work at our own pace, as the due dates were all at the end to the



week, we could complete the assignments as our own schedule permitted. It was

so helpful for those of us who are taking other classes so that we could work this

class’s coursework around other coursework at our convenience.

 It was online!! Don’t think I would have survived a lecture in class on the subject.

I was able to complete things as I had time.

 Not having to come to class after being at work all day. I very much liked the

online format.

 I loved that the class was virtual. It really helped me balance work & school. I

didn’t feel like I missed out on anything.

The instructor’s assessment of quality of student learning in both terms based on

performance in the projects and student motivation to learn statistics also did not show and

significant differences between students who had taken the online version as opposed to

those who learned statistics in a classroom setting.

Some reasons for the improvement in assessment of the quality of the online course

could be the changes made to the course design by the instructor based on feedback from the

students. One change involved the discussion board component of the course-in the winter

term (when the online version was first offered) students were asked to comment on current

research papers published in social science journals and selected by the instructor to illustrate

the key concepts covered in that unit. This task proved challenging and impractical to

implement because of the wide variety in the statistical methods adopted in these papers and

the unfamiliarity of students with these diverse methods. Based on student feedback, it

appears that the assignment of task negatively affected student perceptions of course and

instructor effectiveness. In the spring term, this task was amended to having students discuss

selected research issues covered in the assigned textbook.

Second, in the winter term, student posts to the discussion board were first read and



commented upon by the instructor. In the spring term, the rules were modified so that

students first commented upon the posts of other students with the instructor online

commenting only a) when a critical clarification was called for, b) to compliment a student’s

post that was exceptionally thoughtful, or c) to summarize the learning from the unit. In

general, feedback from students in the spring suggests that they perceived this method to be

more useful and reinforced the feeling that they were all in this together. Getting feedback

from fellow students also motivated them to find out (in the case of incorrect posts) what

they were missing that their fellow students reading the same materials had understood

correctly.

5.0 Summary:

The results of the course evaluations from both terms from students in the online and

in-class versions of the MPS 580 course suggest that students learning statistics online did

not experience some typical negative consequences one would anticipate as compared to

students in the class-based environment. On the contrary, online learning appeared to permit

a more thoughtful and detailed examination of relevant concepts and a higher achievement of

learning goals by students and satisfaction with the instructor, than did class-based learning.

For faculty intending to create and offer online courses in statistics, the results from

our experience suggest that the design of content in an online learning experience is crucial

to the successful grasp of statistical concepts by students. In terms of learning how to teach

an online course, the first author and instructor attended an online course taught by the

second author at DePaul University on how to create and teach an online course, which was

invaluable. Actually taking an online course enables faculty to get into the shoes of students

and to internalize their experiences so as to design a more valuable educational experience



for their students.

In the teaching of quantitative methods, the use of applied database analysis in

conjunction with the use of statistical software helps overcome the traditional barriers that

challenge the teaching of statistics online. The key learning from the design and

implementation of the MSP 580 online course also suggests that listening to the problems

voiced by the students and addressing them systematically has its rewards in terms of

improved student learning and satisfaction. A key advantage of online learning statistics

online voiced by public and nonprofit administration students is the flexibility that online

learning provides them. It is essential in the design of any online course that this flexibility

be preserved and used to engage students meaningfully. Students are advised in the initial

briefing session about the need to be self-disciplined in order for them to succeed in the

course. Our experience suggests that the benefits of flexibility that students obtain from

taking an online course provide the essential motivation for students to persevere and

complete the course successfully.



Appendix A: Sample Course Outline

Modules & Units Topic

MODULE 1:
Introduction

to Statistics &
Descriptive

Statistics

UNIT 1

Readings:
Chapter 1: Introduction (pages 1-17) and also Introduction to
SPSS and the General Social Survey (pages 20-21)

Graded Deliverables:
Student’s webpage on Blackboard, Quiz 1; Online Discussion
I

UNIT 2

Readings:
Chapter 2: Basic Descriptive Statistics (pages 22-57 & 62-68)

Graded Deliverables:
Quiz 2; Online Discussion II

UNIT 3

Readings:
Chapter 3: Measures of Central Tendency (pages 69-84 & 90-
93)
Chapter 4: Measures of Dispersion (pages 95-114 & 119-122:
Ignore Section 4.7 pages 105-107)

Graded Deliverables:
Quiz 3; Online Discussion III
Project 1 handed out

MODULE 2:
Inferential
Statistics

UNIT 4

Readings:
Chapter 5: The Normal Curve (pages 123-139)
Chapter 6: Introduction to Inferential Statistics: Sampling and
the Sampling Distribution (pages 147-162)
Chapter 7: Estimation Procedures (pages 165-185 & 189-190)

Graded Deliverables:
Quiz 4; Online Discussion IV

UNIT 5

Readings:
Chapter 8: Hypothesis Testing I: The One-Sample Case
(pages 191-218)
Chapter 9: Hypothesis Testing II: The Two-Sample Case
(pages 223-242 & 246-249)

Graded Deliverables:
Quiz 5; Online Discussion V



Appendix A: Sample Course Outline (continued)

Modules & Units Topic

MODULE 2
(contd)

UNIT 6

Readings:
Chapter 10: Hypothesis Testing III: The Analysis of
Variance (pages 250-270 & 275-279: Ignore Section 10.4
pages 255-257)

Chapter 11: Hypothesis Testing IV: Chi Square (pages 280-
302 & 307-311)

Graded Deliverables:
Quiz 6; Online Discussion VI
Midterm Project handed out

MODULE 3:
Measures of
Association

UNIT 7

Readings:
Chapter 12: Bivariate Association: Introduction and Basic
Concepts (pages 315-330 & 335-339)
Chapter 13: Association between Variables Measured at the
Nominal Level (pages 340-353 & 357-360)

Graded Deliverables:
Quiz 7: Online Discussion VII

UNIT 8

Readings:
Chapter 14: Association between Variables Measured at the
Ordinal Level (pages 361-383 & 388-392)
Chapter 15: Association between Variables Measured at the
Interval-Ratio Level (pages 393-417 & 421-424)

Graded Deliverables:
Quiz 8; Online Discussion VIII
Project 2 handed out

MODULE 4:
Multivariate
Techniques

UNIT 9

Readings:
Chapter 16: Elaborating Bivariate Tables (pages 429-452 &
458-460)

Graded Deliverables:
Quiz 9; Online Discussion IX

UNIT 10

Readings:
Chapter 17: Partial Correlation and Multiple Regression and
Correlation (pages 461-483 & 487-490)

Graded Deliverables:
Quiz 10; Online Discussion X
Project 3 handed out

Final Week Final Project



Appendix B: Study Plan

1. Each week long unit begins and ends on Saturday midnight.

2. Over the weekend (Sunday), students are expected to begin the next unit by perusing

the assigned reading for that unit from the Healey textbook.

3. Students read the PowerPoint slides for each unit available online in the Course

Documents folder and read the posts of other students to the discussion board.

4. Students participate in the online discussion for that week by posting their own

analysis of the GSS database using SPSS for other students to read and comment

upon.

5. (Optional) Students prepare for the online quiz by going to the textbook website and

taking the practice quiz for the chapter (s) that corresponds to that unit.

6. Students then take the graded online quiz for that unit available on Blackboard. The

quiz is timed to end in 10 minutes and is automatically graded by Blackboard with the

score assigned to the student's grade book.

7. Based on the feedback received from the discussion board, students assess their

understanding of the concepts covered in that unit and then begin work on their

research projects, and if due by the end of that week, post them to their online folder

(drop box) in Blackboard.
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ABSTRACT

The transformation process of the South African public sector, commencing with the election of the
African National Congress (ANC) into power on 27 April 1994, proves to be challenging for tertiary
institutions. Most notably of these transformational challenges are the amalgamation process that
envisaged the merger of thirty-five tertiary institutions into the current twenty-one; the demand for
“new” public management skills that will ensure a modern public service that can effectively and
efficiently meet challenges of the twentieth century; and accessibility and affordability of tertiary
education.

The Tshwane University of Technology officially opened in January 2004 as a result of the merger of
three tertiary institutions located in the Tshwane region. The impact of the amalgamation processes on
tertiary institutions is continuously being appraised and the effectiveness and efficiency of these
merged institutions will only be known in years to come. However, what is certain is that the tertiary
landscape has forever been reformed and that the subsequent changes need to be managed within a
transformational public sector environment.

The Tshwane University of Technology is one of various institutions offering tertiary education in the
public sector field. The Department of Public Management in the Faculty of Social Sciences launched
a revised B-Tech Degree in Public Management in 2003 to partially address the demand for “new”
public management skills. First Generation Subjects (Public Management and Development
Management) normally associated with public management are now incorporated into study modules
that integrate the generic functions of management with learning areas traditionally associated with
the private sector.

In order to ensure accessibility and affordability, the Department of Public Management introduced
WebCT as an initiative to employ innovative teaching and learning methods. This electronically based
mode of offering focuses on a new market of learners (public servants), whilst addressing demands that
tertiary education be made more accessible and affordable to ordinary South Africans. This article
examines these and other related challenges within a merged institution, having due regard for the
need to transfer “new” public management skills whilst ensuring accessibility and affordability were
instrumental in reinvigorating the teaching and learning of public management at the Tshwane
University of Technology.

INTRODUCTION

The Transformation of the South African tertiary landscape is indisputably linked to the race-based
education system inherited from the apartheid era. Racial segregation of the 36 universities and
technikons in South Africa was legislated with the passing of the Extension of University Education
Act in 1959. This ushered in the establishment of ethnically based institutions, many which were set
up in the “self-governing” states or homelands during the apartheid era, which saw “separate
development” for blacks – Africans, Coloureds and Indians – and whites (South Africa Info: 2003).

In the 1970’s and 1980s, universities began to admit students of all races. South African universities
became multicultural places of learning where diversity could be celebrated. However, the system of
apartheid left a skewed educational dispensation, particularly at scholastic level, that disadvantaged
black students and failed to meet the social and economic requirements of the country.
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INSTITUTIONAL AMALGAMATION

In the period after 1994, through constructive planning and intensive consultation, the higher education
sector is being restructured in an effort to address problems associated with the apartheid past. The
Higher Education Act of 1997, the Higher Education White Paper 3 (Department of Education 1997)
and the National Plan for Higher Education (Department of Education 2001) paved the way for a
formalisation of the so-called “Size and Shape” document which recommended the reduction of the
absolute number of institutions and an investigation of the full range of possibilities for combinations,
the establishment of a single distance education institution and the non-closure of institutions.
Problems of duplication, fragmentation, the lack of access to higher education in parts of the country
and improving the quality of education on offer are general aspects that needed to be redressed (Sunday
Times, 7 January 2005). Other more specific aspects that urged government to reshape the higher
education landscape include (Wyngaard & Kapp, 2004:185-201):

 The fragmented system inherited from the pre-1994 government(s), which led to a vertically and
horizontally fragmented system along provincial levels and racial lines.

 The inequities and disjunctions of the system.
 Incoherent and poor articulation between various types of further and higher education institutions.
 An unequal distribution of resources and subsidy amongst further and higher education

institutions.
 The poor throughput rates by institutions.
 The lack of research outputs in terms of published articles and postgraduate degrees.
 A decline in state subsidy mainly as a result of poor economic growth.
 The impact of legislation which changed the profile of institutions.

It is against this background that the former Minister of Education, Kader Asmal, embarked on the road
to restructure the tertiary landscape. This resulted in the National Plan for Higher Education, 1997
(Act No 101 of 1997), the culmination of an extensive process of restructuring the higher education
system. Key objectives of the restructuring process (apart from the broader goals outlined above)
included increasing the number of students in the system over the next 10 to 15 years, increasing the
number of black and female students in under-represented areas, establishing centres of excellence, and
reducing the number of institutions from 36 to 21 through institutional mergers. The government also
set up two National Institutions for Higher Education in Mpumalanga and the Northern Cape, two
provinces that previously had no higher education institutions. Government wanted to ensure
education was accessible, equitable, relevant and responsive to the country’s social and economic
needs (Government Gazette No 23549, 21 June 2002).

In the final phase of the Higher Education Plan, four new universities have been established on the 1st

of January 2004. The new tertiary landscape comprises 11 universities, six technikons and six
comprehensive institutions (offering technikon-type programmes as well as a range of university-
orientated programmes). This new organisational form (comprehensive institutions) envisaged the
integration of academic and vocational programmes offered across the full qualification spectrum,
allowing increased student access and mobility (Sowetan: 7 January 2005).

The benefits of partnerships (institutional mergers) are expected to include (Reddy, 2000: 80):
 Collaborative arrangements between institutions in sharing resources and expensive equipment.
 Reduction in duplication and overlapping of programmes.
 Regional admission offices to streamline the present cumbersome and expensive admission

procedures.
 Promotion of open learning, resource based and distance education.
 Exchange and sharing of staff.
 Collaboration in research projects.
 Development of joint access programmes.
 Sharing of strategies of academic development for both staff and students.

Bogopa and Vatala (2004: 2) identified critical aspects that need further investigation when one
endeavours to weigh the advantages and disadvantages of the merger process. Most notably amongst
these are the need for a balance between expectations and reality, cultural-shock brought about by the
merger, ethnocentrism, group identity in a transformational institution, complex nature of identifiable
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problems that confront tertiary institutions, the “size and shape” of tertiary institutions, the role of
tertiary institutions in a changing education sector and human resources (training and development).

According to Reddy (2000: 87) planning, consultation and provision of resources are essential for
successful mergers. International experience indicates that these exercises are likely to be complex,
time consuming, demanding of management time and costly, at least in the initial phases. Two further
points of relevance for the South African Higher Education System can be are made. The first is “the
movement away from higher education systems of many small, specialised, single-purpose institutions
towards systems consisting of smaller numbers of large, multi-purpose, multi-discipline institutions”;
the second is “the degree and extend of change in a complex system such as higher education, is
dependent upon the interaction of interests, strategic behaviour, norms and values and ideologies of all
concerned. Moreover, the more that these factors tend to coincide or converge, the more likely it is that
the change will be extensive and ubiquitous”. Reddy (2000: 87) argues that these are amongst the most
complex challenges for the South African Higher Education System.

The scenario of higher education in the post-1994 South Africa, based on the historical development of
the country, called for action. The answer was a total shake-up of the tertiary educational system as
stipulated by the “Size and Shape” document. This article is predominantly founded on political and
economic grounds and to a lesser extent on academic considerations. The consequence will be (and to
some extent is) a totally different further and higher education landscape caused by mergers, take-overs
and closures on a large scale. Colleges of education disappeared from the landscape, technical colleges
were reduced and universities and technikons were finally reduced to twenty-one. The impact that the
mergers have had cannot yet be accessed and time will tell if cost-effectiveness and programme quality
have improved and whether or not institutional mergers were the best way to achieve the broad policy
goals and objectives outlined in the National Plan for Higher Education (Act No 101 of 1997). What
remains constant in the changing tertiary environment is that tertiary institutions must continue to
produce human capital for participation in a global economy.

ACCESSIBLE AND AFFORDABLE TERTIARY EDUCATION

The National Plan for Higher Education emphasises that the transformation of the tertiary landscape
has as one of its key goals increased accessibility and affordability of tertiary education. The National
Education Department has been instrumental in ensuring that this goal is realised. Various legislative
initiatives, including The National Student Financial Aid Scheme (NSFAS) have been employed to this
end. NSFAS has made bursaries and loans available to thousands of students who have previously
been excluded on financial grounds.

In additional to initiatives by government, the Department of Public Management is offering various
Certificate Courses that are earmarked to assist students to “bridge the gap” between secondary and
tertiary education. The Tshwane University of Technology has six sites of learning in three provinces
as part of its commitment to students from areas that are geographically remote from educational
institutions in urban areas. The University also provides skills programmes that aim to redress general
skills related shortcoming of learners. This reality was inherited from the previous political
dispensation that under-resourced black educational institutions – A legacy that continues to haunt the
South African educational system, specifically black students who matriculated from schools
traditionally associated with black education. The Department of Public Management took the
initiative during the course of 2003 to introduce WebCT, which in essence, is an electronically based
mode of offering academic programmes, thus making its academic programmes more accessible to
those employed in the public sector as well as students who are financially strained.

Statistical information on “Recent Trends in Enrolments in the South African Education System”
provided by the Education Department indicates that, in most part, exceptional progress was made with
regard to accessibility and affordability of tertiary education. A brief overview of these statistics is
provided to argue this point ((DOE: 2004):

Total enrolments –
 During period 1996-2000 head count enrolments in universities grew by 5% to approximately 608

000. Total enrolments and contact enrolments in technikons showed no increase over this period.
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 Total head count enrolments in higher education programmes offered were over 700 000 in 2000,
giving South Africa a gross higher education participation rate of 18%

Changes in Head Count Enrolment by Population Groups –
 In 1993, African enrolments were 191 000 in total, and these enrolments made up 41% of all

Higher Education (HE) enrolments. By 1999, African enrolments had grown to 343 000, and
accounted for 59% of all HE enrolments.

 African, Coloured and Indian enrolments totalled 249 000 in 1993, and made up 53% of all
enrolments in HE in South Africa. By 1999, these population groups’ enrolments had grown to
414 000, or 71% of all HE enrolments.

Institutional shifts in African enrolments –
 In 1993, 49% of all African enrolments were in historically black HE institutions, 13% were in

historically white HE institutions and 38% were registered with the two dominant distance-
educational institutions, University of South Africa (UNISA) and Technikon South Africa (TSA).

 By 1999, only 23% of all African enrolments were within historically black institutions, and 27%
of these students were enrolled with UNISA and TSA. 41% of all African enrolments in 1999
were within historically white institutions

 Despite these increases in African enrolments, gross inequalities in public HE participation rates
by population groups were still apparent in 1999. The HE participation rate amongst African 20-
24 year olds was 12% in 1999 (up from 9% in 1993), whilst that of white 20-24 year olds was 47%
(down from 70% in 1993).

The Report further highlights certain concerns regarding the proportion of African students in distance
programmes and their apparent clustering in the broad humanities as opposed to Science, Engineering,
and Technology and Business/Commerce studies. This point is evidence that the transformational
process of the higher education system in South Africa, though put on its path, is still a long way from
attaining the vision that the Plan for Higher Education in South Africa has set.

“NEW” PUBLIC MANAGEMENT SKILLS

President Thabo Mbeki at the InfoDev Symposium (1999), quite rightly stated that, “Knowledge,
unlike land or capital, resides mostly in human brains rather than physical entities”. In the new
millennium, economic opportunities will increasingly lie in people and the knowledge they have, rather
than solely in capital or natural resources. Well-educated societies, skilled labour forces and economic
systems that facilitate the acquisition of knowledge will achieve sustainable economic growth and
development. This development has profound consequences for societies everywhere (DPLG: 2004).

Knowledge is widely understood today as a necessary and sustainable source of effectiveness,
efficiency and competitiveness. In an era characterised by rapid change and uncertainty, successful
organisations are those that constantly create new knowledge, disseminate it through the organisation
and embody it in technologies, products and services (Nonaka, 1994 14-37).

A “new” emphasis on knowledge and knowledge management in a global economy is not only evident
in the private sector - The public sector also explores the discourse on knowledge and knowledge
management ((Public Service Review Report: 1999/2000). In this regard the Department of Public
Service Administration states that “A learning society needs to celebrate the qualities of being open to
new ideas, listening to, as well as expressing perspectives, reflecting on and inquiring into solutions to
new dilemmas, learning from experience, co-operating in the practice of change and critical review”.

Modern governments have to address a much more complex set of challenges in their external
environment than before, together with dwindling revenue generation and a growth in demands for
services. In this context, leaning and knowledge are possibly the most crucial variables in determining
their ability to address these challenges. The public sector in South Africa has a poor track record in
managing knowledge and is particularly poor in leveraging the tacit knowledge required to address the
challenges within a transformational public sector environment (Public Service Review Report:
1999/2000). According to the Department for Public Service Administration, in its Report, states that
this is due to the structure, systems and ethos that have characterised much government practice to
date. The Report further outlines specific aspects that need to be challenged if knowledge and
knowledge management are to be effectively employed within the public sector:
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 The public sector has traditionally been strongly organised on bureaucratic principles with very
hierarchical structures and strong reliance on rules.

 It is organised on a strongly functional basis. This has resulted in much stringer, and more
enduring, functional silos than would have been the case in the private and non-government sector.

 The inherent incentive structures in the organisation, and the associated culture, have thus tended
to reward compliance at the expense of innovation and experiment.

 A strong internal rather than external focus which makes them unresponsive to changes in the
external environment, as well as changes and knowledge developments in the global arena.

 Knowledge and information tend to be stratified within the layers of the organisation, and is not
transmitted throughout the organisation. The flow of information and knowledge tend to be
exclusively top down (often in the form of directives), rather than bottom up or horizontal.

 Very little cross-functional working and knowledge sharing within, and outside, the government
has taken place.

The need for better knowledge management within the public sector is a central strategic commitment
(Public Service Review Report: 1999/2000). Its successful implementation will enable the government
to work more efficiently, by more effective harnessing of its data, information and experiences.
Knowledge management has significant potential to help leverage change with government. However,
this will necessarily be within a broader organisational change and organisational development
strategy. It is within this context that the call for “new public management skills” have been made the
Minister for Public Service Administration, Fraser Moleketi, in her address to Parliament in 2001. The
knowledge economy involves fundamentally new ways of working, new management practices, new
competencies amongst employees and a new role for government and its regulatory agencies.

If the tertiary sector (and the knowledge it creates, nurtures and directs) is to be perceived as relevant in
a knowledge economy, its programmes must be seen as responsive to its external environment and the
clients it serves. The emphasis put on the demand for “new” skills by the Department for Public
Service Administration, and the global economy that requires a knowledge economy, necessitated that
the Department of Public Management at the Tshwane University of Technology reform its
programmes. The phased-out programmes predominantly included so-called “first generation subjects”
(Public Management and Development Management). The new programmes mix incorporates these
generic subjects into study modules that integrate the generic functions of management with learning
areas traditionally associate with the private sector. The new public management programme that has
been phased in since 2001 is certified and accredited by the South African Qualification Authority
(SAQA). In terms of the Plan for Higher Education, SAQA, through Sector Education and Training
Authorities (SETA’s) established within every training sector, is responsible for the programme and
qualification profile for all tertiary institutions. The approved profiles provide the parameters within
which academic programme planning for every training sector should take place. The first post-
graduate students enrolled for the B-Tech qualification in 2004 and the impact that these “new” public
management students will have in the public sector is eagerly anticipated. Feedback from various
government departments have thus far been encouraging and their collective inputs are constantly
considered when programme material is being revised.

CONCLUSION

Since the introduction of a democratic government in 1994, the South African educational sector has
experienced immense challenges in terms of transformation, integration and democratisation of the
education system of the state. The primary challenges which faced South Africa before 1994 were
based on racially, divided educational arrangements whereby there was a skewed resource allocation
and duplication of services. By and large, the current challenges facing the education system are
unlimited, because the system finds itself in a dynamic and peculiar environment. One of the primary
objectives of the educational sector in South Africa is to re-orientate tertiary institutions, and by
implication the respective academic departments, in terms of programmes based on skills, expertise and
knowledge acquisition (Bogopa & Vatala, 2004: 15). Addressing these and other related challenges
within a merged institution, having due regard for the need to transfer “new” public management skills
whilst ensuring accessibility and affordability were instrumental in reinvigorating the teaching and
learning of public management at the Tshwane University of Technology.
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Introduction

Students of nonprofit management need practical skills in a number of

areas, including grants writing, fund raising, and marketing. These skills are

particularly important to students who plan to work in the nonprofit sector, or

students who plan to work for public agencies that work closely with the

nonprofit sector. Many public agencies also need staff with grants writing, event

planning, and marketing skills and experience. These topics are common

elements of nonprofit education curricula in public affairs/public administration

degree programs (Larson et al, 2003, O’Neill and Fletcher, 1998). This paper

describes how opportunities to learn those skills can be provided as service-

learning projects that are integral components of graduate-level courses.

The opportunity for students in these courses to work directly with

nonprofit organizations or public agencies that need grants writing, fund raising,

and marketing assistance can a have a variety of benefits to students, the
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organizations involved, to faculty, and to the university itself. Many scholars

have recognized the value of experiential education that connects the classroom

with practice (Dewey, 1938; Kolb, 1984; Washburn, 1996) and many have

encouraged the development of curricula in public affairs education that provide

links between the university and community (Crawford, 1999; DiPadova, 1998;

Jelier and Clarke, 1999). Hands-on projects for community organizations can

provide students with practical experience in developing agency proposals and

work plans, allow students to experience a professional work environment, and

give students sample products for their professional portfolios. Such projects are

a form of service learning that can teach both academic and civic principles and

theories as well as provide useful service to the community (Canada and Speck,

2001; Eyler and Giles, 1998). Organizations can profit in tangible ways through

successful grant applications and workable marketing and fund raising plans for

staff and volunteers to follow. Faculty can benefit through continued exposure to

the needs and concerns of the public and nonprofit sectors, acquiring examples for

classroom discussion, as well as data and cases for research. The university gains

from increased exposure of its programs to the community and better connections

between academic departments and public and nonprofit agencies.

The pedagogical models described here are assignments for two different

graduate-level courses. The course Fund Raising for Public and Nonprofit

Organizations covers the full range of fund raising tools including giver
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cultivation, grants writing, capital and endowment campaigns, and planned

giving. The service-learning projects for this class are the development of a grant

application and a special-event plan. The second course, Marketing for Public

and Nonprofit Organizations, covers the application of strategic marketing

techniques to the public and nonprofit sectors. The service-learning component

for this class is the development of a marketing plan for a local nonprofit or

public organization.

Through the course syllabi, students are provided with very detailed

guidelines and steps in the development of these service-learning projects. This

includes directions on the selection of an agency and project, submission of a

proposal early in the semester, suggested meeting times and structures for

consultation with the agencies, the submission of a draft, a coaching meeting to

review the draft, the submission of the final document, and an oral presentation on

the project. This paper provides details on the development of these assignments,

including the specific steps for the grant application, special-event plan, and

marketing plan. In addition, the paper describes how these assignments are

assessed and how students are encouraged to reflect on the process of service-

learning through these projects. Finally, lessons learned from six years of

teaching these assignments are presented.
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The Courses: Fund Raising and Marketing for Public and Nonprofit Organizations

Any successful course on fund raising or marketing for public and

nonprofit organizations should cover much more than the assignments detailed

here. Grants writing and special-event planning are only two elements of the

range of topics to be addressed in a fund raising course, which should also cover

organizing for fund raising, board development, case statements, fund raising

software, giver cultivation, grants research, direct mail, telephone solicitation,

fund raising on the Internet, capital and endowment campaigns, planned giving,

ethics of fund raising, government contracts with nonprofit organizations, and

evaluation of fund raising activities (Wish and Mirabella, 1998). Students must

be made to see grants solicitation and special events as part of an overall fund

raising plan for an organization.

A marketing course for public and nonprofit marketing should cover

philosophy of public/nonprofit marketing, consumer orientation, audit of the

marketing environment, modeling consumer behavior, market segmentation, market

research, positioning, marketing and funding raising, corporate sponsorship, graphic

design, direct mail, telephone and internet marketing, social marketing, cost

management, promotion, public relations, press releases, advertising, sales,

marketing ethics, and marketing evaluation (Kotler and Andreasen, 2003). The

marketing plan assignment is one of several elements of a marketing course for

public and nonprofit administrators.
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Agency Selection

Students are required to chose a nonprofit organization or public

organization to work with for these service-learning projects. This occurs at the

very beginning of the semester. Students are alerted in the first class meeting of

the need to identify an agency and project, and that proposals are expected within

the first few weeks of the semester. The course instructor can assist, as needed, in

identifying agencies and projects by providing contacts and introductions to

appropriate, pre-screened agencies. Those students who are “non-traditional”

students, adults returning to school in mid-life, often have good connections to the

community and may even work or volunteer for an appropriate agency. However,

younger students and students with few connections to the community may need

considerable assistance in identifying and being introduced to an appropriate

organization. The instructor can help by providing a list of agencies that have

already been contacted and have indicated a grant, fund raising, or marketing

project for which they need assistance.

For students who are young or have little experience working for public or

nonprofit agencies, a class discussion about the working culture of such agencies

must occur before students make their first contacts with the agency. Even when

the students have experience with such agencies, a discussion of the needs of

nonprofit/public agencies, working environments and other issues should be an
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ongoing topic throughout the semester as the students report weekly on their

experiences and the progress of their projects.

Students should be encouraged throughout the project to see themselves as

outside consultants to the agency and to consider their assignment as a

professional product or “deliverable” to the agency. By presuming themselves as

professional consultants the students are encouraged to think of the resulting

products as expert documents demanding of them the highest level of their

thinking, as well as professional formatting and presentation.

This concept of considering themselves as outside consultants is especially

important if the students already work for or have close volunteer relationships

with the target agency. A class discussion about the nature and work of a

consultant can help the students understand the need for an objective look at the

needs and structure of the agency and can encourage them to take the broadest

view of the context of the agency and the projects. Students who are close to the

agency often make assumptions about their own and other’s understanding of

agency context, structure or actions, which they may then fail to describe and

analyze well in their documents. Such concepts and ideas are often seen more

clearly by other students seeing the organization for the first time. For these

reasons some instructors may choose to disallow students from working on

projects for agencies where they already work. There can be, however,

significant advantages to allowing students to do projects for their own agencies.
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Students are generally more enthusiastic about and committed to projects for their

own organization. Mature students can still provide the objective, outside look

needed for the project. In addition, their internal access to agency information

and resources often ensure more successful projects.

Project Proposal

Each student must work with his or her agency to identify a feasible

project. The student also must clarify for the agency representatives the

documents and background information needed for the completion of the project,

as well as the amount of time needed by staff to develop the plan or grant

application. For these assignments students are required to identify an agency and

project early in the semester and to submit a proposal detailing their planned

activity. The requirements for the proposal vary by the type of assignment and

are explained below. For all projects, the agency is asked to write a letter of

commitment, addressed to the instructor stating their support of the project and

willingness to work with the student on its development. This letter can be very

important to the success of the project, as it helps to assure that the agency

supports the project and is aware of the time and resources agency staff may need

to provide to the student.
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Project Development and Coaching

The students are expected to work throughout the semester on these

projects and to submit at least one draft of documents for feedback. The details

on the guidelines and steps for each project are laid out below. In all cases

students will meet with the instructor at least once for an individual coaching

session after submission of the project draft. These sessions generally last for one

hour and provide the opportunity for the instructor to give one-one-one feedback

to the student on how the project can be improved. More importantly the

coaching session can be an occasion for creative brainstorming and generation of

ideas on ways to make the project more effective. Finally, the coaching session

allows the student to comment on the process of developing the project, including

reflections on agency culture and management, and the values of civic

engagement learned from these types of projects.

Final Version and Oral Presentation

After the coaching session, students are expected to edit the project to a

high-grade, professionally-formatted product, as would be expected as a

deliverable from a professional consultant. Students are required to submit copies

of all materials in hard-copy, as well as on computer disk for presentation to the

agency. In addition, the students make a formal oral presentation to the class

about their projects, using high-quality, audio-visual materials and handouts.
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GRANT APPLICATION ASSIGNMENT

For the grant applications, students work with the agency to identify a

program or project for which the agency needs grant funds. The project must not

be a re-write or update of an application that the agency has previously developed

or submitted. The agency may already have a potential funder in mind, but the

student may also choose to research a new grant source for the project. In any

case the deadline for submission of the grant application should not occur until at

least two months after the end of the semester in which the course is taught. This

allows for both final feedback and suggestions by the instructor on the grant

application, and the time for final grant assembly, review, and signoff by the

agency’s administration.

The project for which funding is sought must have been relatively well

developed, at least in concept, by the agency. The best projects for student grant

applications are those in which the agency can provide written records of previous

success in developing and carrying out the project or good documentation of

needs and strategic planning for new projects.

When working with the agency on the grant application the student is

urged to gather the following information: agency/organization legal name (as

shown on incorporation papers or government forms), complete contact

information, IRS Nonprofit Certificate (if applicable), mission statement and

description of agency programs, agency/organization history, staff list with
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credentials, board list with professional affiliations, agency financial reports for

the past two years, agency current-year budget and planned budget for next fiscal

year, and the agency fund raising case statement, if such exists.

It should be noted that some nonprofit organizations are unwilling to share

copies of nonprofit incorporation papers and some financial documents with

students, even though the requested documents are nearly always publicly

available. In these cases it is best to not make demands of the agency for such

materials. Simply have the student note in the grant application package where

those documents should be placed when the final application is assembled, and

leave it to the agency, which must, in any case, take final responsibility for grant

assembly and submission.

The student must also obtain (from the agency or the potential grantor) the

grant application guidelines and forms, if any. This means the student may need

to do research on-line or in the library to obtain the funder contact information.

This must be done in a timely fashion to ensure the guidelines and forms are

requested and available as soon as possible. Grants research is one of the topics

that should be covered in the course, including how to use the Foundation Center

and other grant information indices.

The student proposal for the grant application assignment should be

submitted early in the semester and include evidence of agency commitment to

the project, as well as reflection by the student of what he or she hopes to gain
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from the project. See Table #1 for a list of what the proposal for the grant

application assignment should contain.

Table #1 – Contents of Proposal for Grant Application
a. name of student and contact information
b. name of agency/organization, representative and contact information
c. brief description of project for which funding will be sought
d. name of funding source and a copy of their application guidelines
e. letter from agency/organization representative agreeing to work with

student on this application
f. statement from the student about why he or she chose this agency and this

grant and what the student hopes to learn from the project.

An important lesson of any grants development curricula is the need for

applicants to always follow the grantor’s guidelines. These and any forms

provided by the grantor must be the student’s roadmap for the development of the

grant. Where guidelines and/or forms are lacking from the funder (and some

grantors do not provide much information on their expectations), the students are

required to use the content list in Table #2 as a model for their grant proposal.

Table #2 – Contents of Grant Application
When No Grantor Guidelines Exist

a. documentation of need for project/background of problem to be solved
b. documentation of past success by agency/organization on this project or in

related projects
c. goals of the project
d. specific objectives or expected outcomes of project
e. special approach to problem
f. description of population to be served
g. description of how project was planned (including who was involved)
h. specific steps for project implementation (methods, activities,

management plan)
i. project timeline
j. how project will be evaluated and assessment tools
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k. project budget (including income and expenses)
l. grant request and how grant will be used
m. credentials of the staff/volunteers to be involved in project
n. information on other agencies (if any) to be involved in the project
o. letters of support from agency administration, collaborating agencies,

and/or affected population.

The students are required to submit a draft of the completed grant

application about mid-semester. The assignment is assessed by the instructor on

the degree to which the application matches the grantor’s funding criteria and

follows the grantor’s guidelines; describes the agency and project well;

documents the need for the project; provides properly developed implementation

strategies and budget; and is well-written. After review and critique, the

instructor meets with the student in an individual coaching session to provide

direct feedback about the successes or problems with the grant application. The

student resubmits the revised version of the grant application toward the end of

the semester. After final review by the instructor, the student submits the

corrected grant application (in hard copy and on computer disk) to the agency.

SPECIAL FUND RAISING EVENT PLAN

The special-event plan is a detailed planning file for an event designed to

raise money for a nonprofit organization. Examples of such events include golf

outings, fun-runs, dinners, auctions, etc. Many nonprofit organizations in the

United States plan such events for their organizations with a variety of potential



Service-Learning Projects for Courses in Nonprofit Fund Raising and Marketing 13

goals. These include the need to raise money, to gain positive public attention for

the organization, to bring new potential givers to the organization and cultivate

their interest, or to acknowledge and thank current supporters and volunteers.

Fund raising events, however, are tremendously time- and resource-consuming

activities for nonprofit organizations, with little documented return (Armstrong,

2001). Special events take many (often unacknowledged) hours of staff and

volunteer effort, sometimes draining time that could be spent on mission-related

tasks. In addition, special events often need considerable up-front capital and

other resources. An honest appraisal of nonprofit special events often reveals

little return for the time and energy spent. Too often the event is not well

designed and or is insufficiently underwritten and actually loses money for the

agency. Finally, the best outcomes of special events—new friends, invigorated

patrons, and increased public awareness—are not carefully followed with

strategic cultivation tasks.

The best special events are carried out by agencies that have clear, long-

term, and strategic plans for fund raising development. These successful special

events are part of overall giver cultivation and other tasks such as grants writing,

direct mail, major gifts solicitation, planned giving, and other fund raising

activities. As noted above, all of these topics should be covered in any course on

fund raising. The special-event exercise described below should be one
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assignment of several within a fund raising course that emphasizes the

comprehensive and developmental aspects of fund raising.

In the special-event exercise, the student works with the agency to identify

a current special event that needs to be better planned, or a new type of special

event that the agency wishes to try. The event chosen should not occur until at

least six months after the end of the semester in which the course is taught. This

allows time for the final version of the event plan to be graded by the instructor

and the revised plan to be submitted by the student to the agency. Successful fund

raising events take at least six months or more to plan, and larger and more

complex events can take up to 12 months of planning.

The student proposal for the special-event plan should be submitted early

in the semester and include evidence of agency commitment to the project, as well

as reflection by the student of what he or she hopes to gain from the project. See

Table #3 for a list of what the proposal for the special event should contain.

Table #3 - Contents of Special-event Proposal
a. name of student and contact information
b. name of agency/organization, representative and contact information
c. project to raise funds for (if different than whole agency)
d. type of event to be planned and rationale for choosing this type of event
e. letter from agency/organization representative agreeing to work with

student on this special-event plan
f. statement from the student about why he or she chose this agency and this

special event and what the student hopes to learn from the project.
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The actual special-event planning file developed for this assignment

includes extensive, detailed content. The file should provide the agency staff

and/or volunteers with step-by-step details of every aspect of the event from

precise job descriptions for every committee chair, to menus, to post-event

follow-up. For a list of the items to be covered in the file see Table #4. Students

are urged to provide this information in a three-ring notebook with tabbed

sections for each topic.

Table #4 – Contents of Special-event Planning File
a) overview

i) introduction and list of what this planning document covers
ii) organization/project mission statement and history
iii) type of event being planned, brief description
iv) rationale for choosing this type of event
v) description of prospective audience (demographics and

psychographics)
vi) organization resources available for event (staff, volunteer pool,

capital, lead time)
vii) specific, measurable objectives for the event

b) personnel for event
i) description of role of staff in event planning and implementation
ii) description of all volunteer positions needed for event (before, during

and after)
i. steering committee constitution (size, needed skills and aptitudes)

ii. job descriptions for all key leaders in major functional areas,
including chair

iii. number of leaders/volunteers needed for each area
iv. how leaders and volunteers will be recruited and trained
v. how volunteers will be recognized and thanked

c) list/description of all facilities needed for event
d) list of non-people resources needed for event (food, tents, tickets, tables,

insurance, permits, etc.)
e) event staging

i) description of how event will be staged (what will happen, when,
where, by whom)
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ii) map of layout of event
iii) description of PLAN B (in case of bad weather, celebrity cancellation,

or other logistics disaster)
iv) date by which decision will be made to cancel (loss cutting date)

f) marketing plan (with draft samples of all promotional materials proposed)
i) how you will use event to increase community/media awareness of

organization and cause
ii) press releases/media interaction to attract people to participate in event
iii) advertisements, print, radio, posters
iv) direct mail
v) how tickets, etc, sold before event

g) detailed budget for whole event (income and expenses) including cost of
staff time

h) detailed timelines and flowcharts for both event planning and event
implementation

i) plan for solicitation of sponsors/underwriters for event to include:
i) list of potential corporate sponsors or other types of underwriters
ii) sample proposal to sponsor/underwriter with

i. organization mission/overview of programs
ii. goal of event

iii. who and how planned
iv. demographics/psychographics of expected attendee
v. show sponsor or underwriter will be recognized

vi. number of times sponsor/underwriter name will be seen and where
vii. requested funds for sponsorship/underwriting

j) how the special event will be evaluated and by whom, with sample
evaluation form(s)

k) how event participants will be followed-up to cultivate as long-term
supporters of organization.

As with the grant application, the special-event planning file is submitted

in draft about mid-semester. The planning file is assessed by the instructor on the

appropriateness of the proposed event to the agency (given its mission and

available resources); the level of detail in covering all the tasks of the event,

including the budget; and how well the file is organized and written. This is
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followed by the coaching session for feedback on the assignment. A revised

version of the special-event planning file is submitted near the end of the

semester. After final review by the instructor, the student provides the corrected

special-event planning file (in hard copy and on computer disk) to the agency.

MARKETING PLAN

The marketing plan is a detailed planning document for marketing an

event or campaign for a nonprofit or public organization. It includes an overview

of the agency, the marketing goals of the specific project, a review of the agency’s

environment and competition, a description of the target market segments for the

project, and detail about the strategies that will be used to reach those target

segments. As with the grant application and special-event plan, the marketing

plan is developed to meet the needs of the agency; in this case for reaching

particular target markets for one of its programs. The plan can be an overall

agency marketing plan, a fund raising or membership campaign, or a plan for

specific major event, social concern, or series of events. It is best if the event or

campaign is not intended to take place until at least six months after the end of the

semester in which the course is taught. This allows time for the careful

implementation of the marketing campaign by the agency.

As with the grant application and special-event plan the student submits a

proposal early in the semester, along with the letter of commitment from the
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agency and a statement of what the student hopes to gain from the project. The

details of the marketing plan proposal are contained in Table #5.

Table #5 - Contents of Proposal for Marketing Plan
a. name of student and contact information
b. name of agency/organization, representative and contact information
c. marketing plan target (whole organization or major event/series) date that

event or campaign is to happen (at least six months after end of semester)
d. letter from agency/organization representative agreeing to work with

student on this marketing plan
e. statement from the student about why he or she chose this agency and this

marketing problem and what the student hopes to learn from the project.

The process for the development of the marketing plan goes through

several phases, including the use of marketing worksheets1. The initial step is the

development of a personal marketing plan to allow the student to first experience

thinking and planning for marketing by applying marketing practices to the

development and promotion of their own careers. For this process, the students

are provided with personal marketing worksheets2 which echo the format of the

organizational marketing worksheets they will use later.

The students then use the organizational marketing worksheets as a tool to

learn about the organization, its needs, its marketing goals, and to generate initial

strategies for reaching those goals. The marketing worksheets are submitted to

the instructor for review and feedback. The student then converts the marketing

1 The author uses the marketing worksheets created by Gary Stern in his book, Marketing
Workbook for Nonprofit Organizations, Amherst H. Wilder Foundation, 1990, an assigned text for
the course.
2 The author has revised the Stern worksheets above to create personal marketing worksheets
addressing the steps needed by an individual to create a marketing plan for his or her career.
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worksheets into a draft marketing plan, which is submitted to the instructor by

mid-semester. The required contents of the draft marketing plan are shown in

Table #6.

Table #6 – Contents of Draft Marketing Plan
a) description of the organization’s mission, objectives, and major projects
b) description of the particular project being addressed by this plan
c) description of external environment in which organization is working,

especially as it impacts this project
d) analysis of the competition to the organization or to this project
e) statement of the measurable outcomes to be produced by this marketing

plan
f) description of the market segments to be targeted by this plan
g) description of strategies for reaching those segments and achieving the

projected outcomes
h) matrix of target markets and strategies to reach them
i) draft samples of all promotional materials proposed
j) timeline for this plan
k) budget of costs for carrying out this marketing plan
l) discussion of how the organization should evaluate the success of this

plan.

The assessment of the draft marketing plan includes the degree to which

the student has addressed all the points above; has provided creative strategies for

reaching the target market segments; and is well written. After review by the

instructor the individual coaching session is held to provide additional feedback

and to provide an opportunity for the student and instructor to brainstorm on ways

to make the marketing plan more effective and innovative. The student then

revises the marketing plan and submits a final version at the end of the semester.
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After corrections, the student submits the marketing plan (hard copy and

computer copy) to the agency.

Student Reflection

The suggested pedagogical model for these service-learning projects

provides several opportunities for students to reflect on the process of developing

their projects, as well as on their learning from their interactions with the

nonprofit or public agencies. First, weekly, in-class reports by the students

provide opportunities for discussing issues regarding development of the plan.

These may include discussions of logistical or communications problems of

working with the agencies. The coaching sessions provide students with the

chance for a one-on-one dialogue with the instructor. In addition to learning how

the project can be improved, students are encouraged to use the coaching session

to privately discuss any issues or problems about project development with the

instructor. Finally, the students are required to keep and submit journals for these

courses. The students are invited to record in their journals their reflections and

concerns about project development. The weekly reports, coaching sessions and

journal can also provide the instructor with insights about student/agency

interactions and agency needs or concerns. This information can be useful in

intervening when project development gets bogged down in such issues as agency

bureaucracy or communications problems.
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Lessons Learned

There are a variety of potential lessons that can be gained from the

inclusion in nonprofit management curricula of service-learning projects such as

grants writing, special-event planning, and marketing plans for public and

nonprofit organizations3. The first lesson is the need for clear and detailed

guidelines for both the student and client agency, which can clarify needs and

expectations regarding the projects. This can include specifically what materials

the agency will receive and what role (if any) the student may agree play in the

further development of the project after the documents have been submitted. (The

students are not required by these courses to implement the projects, but some

may choose to do so as volunteers on their own time). This can avoid

misunderstandings with the agency and provides clarity to the student on

assignment expectations and assessment.

Some might worry that the level of explicit detail about project directions

in the course syllabus will stifle graduate student creativity; however the reverse

has proven to be the case. Several students have stated their appreciation of the

precise expectations, and that such detail has been most useful in completing the

assignments. More importantly, many students have used these service-learning

projects to create very effective and innovative projects for local nonprofit and

3 The author has used these service learning projects in graduate courses taught over 12 semesters
at the University of Illinois at Springfield, from 1996 to 2005.



Service-Learning Projects for Courses in Nonprofit Fund Raising and Marketing 22

public agencies. These have included winning grant applications for such

agencies as arts organizations, Girl Scout councils, and local chapters of the

Alzheimer’s Association, as well as effective special-event and marketing plans

for innovative dinner auctions, festivals and other events for community

organizations.

A second lesson is that students must be encouraged to learn and maintain

the demeanor of a professional consultant to the agency, including the need for

extensive discussion in class about the agency/student relationship, as well as the

identification of the hallmarks of professional behavior by the student consultant

and the formalized standards of professional “deliverables” through well-written,

formatted and presented documents. Agencies need professional projects that

create effective results, and students need professional relationships with agencies

for future career networking and job references.

A third lesson is that the representatives of the public or nonprofit

agencies must be encouraged to take the student’s contributions seriously and to

commit, in writing, that agency staff or volunteers will participate in the process

by providing needed information and documents. The leaders of many nonprofit

agencies have little time set aside for the development of fund raising and

marketing projects and see the students as free help in solving their problems.

They often need to be reminded that the student (or a professional consultant, for
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that matter), needs their time and attention, as well as access to agency files, to

create potential solutions for agency fund raising or marketing problems.

A final lesson is that students with varying backgrounds and degrees of

experience with the nonprofit sector must be coached to deal with the

organizational culture and communication issues of nonprofit agencies. This is

especially true when the client agencies are understaffed and overwhelmed with

day-to-day events, and have little time for long-term planning.

Conclusion

Service-learning projects in which graduate students create real and

useable tools such as grant applications, special-event plans, and marketing plans

for community nonprofit and public organizations can provide excellent

experiential education. These assignments can be incorporated into curricula for

nonprofit management education. However, the implementation of such

assignments can be challenging, requiring very comprehensive syllabi, meticulous

project direction, thorough assessment of student documents, and occasionally

time-consuming feedback by the instructor.

Anecdotal evidence suggests that these service-learning projects in

nonprofit management have had positive results for both the students and the

community organizations. However, research on the impacts of this pedagogy

needs to be carried out. This could include follow-up with the students to
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determine what lessons they may have gained and retained from these projects,

including both specific skills development, awareness of nonprofit management

issues, and development of an attitude of civic engagement. In addition, the

participating community agencies should be surveyed to determine how effective

these service-learning projects are to agency development.
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A PROJECT-MANAGEMENT APPROACH TO SERVICE LEARNING:
STRATEGIES FOR PLANNING, FACILITATING AND MONITORING MPA

STUDENT ENGAGEMENT IN THE SERVICE COMMUNITY

ABSTRACT

Service learning has become an integral part of “real world” public administration
education. However, research has shown that successful service learning, particularly
when it involves community-based projects, demands appropriate design conditions and a
commitment on the part of students and educators for project completion. This paper
applies principles and techniques of project management (PM) to facilitate project-
oriented service learning in a MPA seminar in program planning and evaluation. The
paper shows that by implementing proven PM strategies MPA faculty and their students
may mitigate the barriers to service learning and foster more productive, effective
strategies for experiential education.
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A PROJECT-MANAGEMENT APPROACH TO SERVICE LEARNING:
STRATEGIES FOR PLANNING, FACILITATING AND MONITORING MPA

STUDENT ENGAGEMENT IN THE SERVICE COMMUNITY

Service learning has become an integral part of “real world” public administration

education (Benest 2004; Bushouse & Morrison 2001). Educators have found that

engaging students in projects within the university’s local service community enhances

critical thinking, creates opportunities for community improvement, and enables students

to apply course material in a practical context – building the bridge between theory and

practice. However, research has shown that successful service learning, particularly

when it involves community-based projects, demands appropriate design conditions and a

commitment on the part of students and educators for project completion (Dede 2002;

Dumas 2002; Bartel et al. 2001; Ward & Wolf-Wendel 2000).

A few of the overarching challenges to project-oriented service learning include

selecting a manageable course project, setting realistic performance objectives, agreeing

on success criteria and deliverables, and maintaining a focus on the project during the

course period. Those versed in project management (PM) will recognize a parallel

between these challenges in service learning and comparable factors in PM practice,

raising the issue of whether techniques from the field of PM may be applied in the

context of experiential learning. This paper explores the link between PM and project-

oriented service learning, based on experiences from a MPA seminar in program

planning and evaluation. The paper finds that by implementing proven PM strategies

MPA faculty and their students may mitigate the barriers to service learning and foster

more productive, effective strategies for experiential education.
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I. Course Objectives and Design

The seminar course described in this paper is a required course in the core MPA

curriculum at Florida Gulf Coast University (FGCU). Course objectives focus on a)

introducing students to the rationale and methods for planning, implementing and

evaluating public programs and b) applying concepts, techniques and methods in the

context of an actual public program. As their primary assignment, students are required

to develop a project plan and evaluation design for a community development

intervention. In advance of the course, I coordinate with a public or nonprofit service

provider in FGCU’s regional service community to identify a project that would be

appropriate for the MPA curriculum. Students are given the choice of collaborating with

the instructor on this pre-defined project or developing an intervention of their own

design. This approach reflects the MPA program’s commitment to public service, as well

as the university’s commitment to civic engagement.

The course project used as a case study for this paper involves the creation of a

community-based intervention for affordable housing and related community

development in Lee County, Florida. Project specifications are developed with input

from community partners and local government agencies responsible for community

development in the Ft. Myers area. Students coordinate with project partners and

residents in the targeted community to frame the intervention. Deliverables include

monthly status reports and a final program plan and evaluation design (see Figure 1:

Project Elements).
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FIGURE 1: PROGRAM PLAN AND EVALUATION DESIGN
PROJECT ELEMENTS

Students will be required to apply the concepts and techniques from the course in the
development of a comprehensive program plan and evaluation design for an actual
human service and/or community development intervention. The program plan and
evaluation design must include the elements identified below.

ELEMENT #1 – Identification of the Problem (Problem Identification)
The problem identification will consist of 1) background information on the targeted
area/population; 2) a quantitative and qualitative assessment of the level of need and the
array of assets within the targeted area/population; 3) the social, economic, physical
and/or psychological factors contributing to this need (root causes); 4) the assumptions
underlying the framing of the problem; and 5) three possible alternatives for intervention.

ELEMENT #2 – Description of the Program (Policy Formulation)
The program description will focus on the optimal intervention, chosen from the three
alternatives identified under the problem identification element. The program description
will state 1) how the program will address the areas of need within the targeted
area/population; 2) agencies and stakeholders to be involved in the intervention; 3) the
array of services/activities to be included in the program; 4) the client pathway through
the program or the steps necessary for program completion; 5) a logic model showing
inputs, outputs and outcomes; and 6) a narrative discussion of the logic model.

ELEMENT #3 – Cost Analysis of the Program (Benefit-Cost Analysis)
The cost analysis will consist of 1) a benefit-cost analysis of the program relative to the
other alternatives; 2) a list of human, physical, informational, and financial resources to
be dedicated to the program; 3) potential funding sources to support the intervention,
including Federal, state, and local government and non-profit sources of revenue; and 4)
a detailed program budget for the intervention.

ELEMENT #4 – Implementation Plan and Schedule (Policy Implementation)
The implementation plan and schedule will include a detailed description of 1)
steps/activities required for program completion, 2) agency roles and responsibilities for
each activity, 3) chain of command and reporting requirements, 4) budget allocations for
each step/activity, 5) a timeline for program completion, and 6) a Gantt chart for the
implementation schedule.

ELEMENT #5 – Evaluation Design Plan (Policy Evaluation and Feedback)
The evaluation design plan will consist of the methods and measures to be used in order
to conduct 1) a process evaluation of the program’s implementation, 2) an impact
assessment to determine the success of the program in achieving its intended outcomes,
3) a fiscal assessment to analyze the cost-efficiency of the intervention, 4) a final logic
model showing program inputs, outputs and outcomes, and 5) a narrative discussion of
the logic model.
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As the faculty member facilitating the course, my responsibility is to formulate

the project plan, establish reasonable success criteria, identify project deliverables, and

monitor student performance during the project cycle. My PM training as a Federal

Project Officer (FPO) with the U.S. Department of Health and Human Services enables

me to recognize this link between PM and project-oriented service learning.

Consequently, I approach the project-related dimensions of the course in the same way I

would “spec” the phases of the project cycle as an FPO. Before delving into the case

study, it may be helpful to discuss the background and principles of PM practice.

II. Background on PM

PM emerged as a separate field of interest during the 1950s, as part of the U.S.

Department of Defense response to advances in the Soviet space program. Defense

planners and contractors realized that a more efficient, systematic method of framing,

implementing and monitoring technology projects was needed in order for America to

remain competitive. Some of the methods generated during this early phase included the

Program Evaluation and Review Technique (PERT), the Critical Path Method (CPM),

and the Work Breakdown Structure (WBS). Since the 1950s, the PM Body of

Knowledge (PMBOK) has been expanded to include a vast array of PM methods,

techniques, and applications (For a detailed discussion of PM principles and practices,

see Pinto 2004; also, visit the Project Management Institute online at www.PMI.org and

PMI’s Government Special Interest Group at http://www.pmi-govsig.org/).

At its core, PM involves a systematic process of breaking down a complex project

into component parts (activities and tasks), then planning, scheduling and monitoring

progress toward the project’s completion. Inherent in PM are the functions of task
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identification, resource (human, financial, technological, etc.) allocation, and risk

management. The PM process can be viewed as a cycle with the following phases (see

State of New York 2003):

 Project Origination/Initiation – Determining whether a project is needed, framing its

purpose, identifying stakeholders and principal actors in the project and making the

decision to proceed.

 Project Planning – Identifying program activities, and tasks and deliverables;

scheduling completion of the activities, tasks and deliverables; and allocating

resources to support project completion.

 Project Execution – Implementing activities and tasks associated with the project,

expending resources required to execute activities and tasks within the allotted time

frame, and generating required project deliverables.

 Project Control – Monitoring activity/task execution, tracking resource expenditures,

presenting required deliverables on schedule and ensuring activity/task completion

within the time frame scheduled for the project.

 Project Closeout – Measuring performance in activity/task execution, determining the

degree of efficiency in cost and related resource allocation, and reporting on

performance to project stakeholders (see Figure 2: Phases in the PM Cycle)



Source: State of New York 2003 (http://www.oft.state.ny.us/pmmp/pmo.htm)

FIGURE 2: PHASES IN THE PM CYCLE

Project
Origination/Initiation

Project PlanningProject Closeout

Project Control Project Execution
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Project managers layout specifications for each phase of the project from the very

beginning, usually in the documentation to initiate the project, in order to clearly

articulate the purpose, success criteria and performance requirements. In public agencies,

this is normally done through the request for proposals (RFP). For the purpose of the

course, the syllabus serves as the RFP.

III. PM Applications for Service Learning

My approach to the service-learning project follows the five phases of the PM

cycle:

Project Origination/Initiation – The first phase consists of framing the parameters

of the project then communicating these in the course syllabus. The syllabus features

three primary components of a standard RFP: project description, success criteria and list

of deliverables.

 Project Description – Statement of the project purpose, key stakeholders and schedule

for completion.

 Success Criteria – Technical details relating to activities and tasks, performance

expectations, and monitoring strategies.

 Deliverables – Description of required status reports and final project reports,

including formatting standards.

As part of the syllabus packet, students receive a project description (Figure 1) and

course schedule. Success criteria and deliverables are conveyed to students as the course

assignments (see Figure 3: Course Assignments).
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FIGURE 3: COURSE ASSIGNMENTS

Assignment Weight

Class Discussion and Participation - Students will be required to discuss
course topics and participate in course activities as part of the discussion
sessions or through direct communication with the professor. Student
performance will be assessed based on the level of involvement, quality
of participation and the degree to which the participation reflects the
student's understanding of course material.

10%

Project Status Reports – Students will be required to complete project
status reports for each class meeting (3 total). In the reports, students will
discuss the concepts and techniques under discussion for that particular
session. Students also will apply the course material for that topic in the
context of the course project. Reports will be graded based on the
student's ability to articulate understanding of concepts, as well as follow
the basic guidelines of style and grammar.

(3 @ 20% Each)

60%

Project Fieldwork - Students will be required to engage in fieldwork as
part of the course project. Fieldwork assignments will be reviewed and
approved by the professor in advance of implementation. Student
performance will be assessed based on the level of involvement, quality
of participation and the degree to which the fieldwork reflects the
student's understanding of course material.

10%

Project Report and Evaluation Design – Students will be required to
apply the concepts and techniques from the course in the development of
a comprehensive project plan and evaluation design for an actual human
service and/or community development intervention. The report will be
graded based on the student's ability to articulate understanding of
concepts, apply those concepts in the context of the course project, and
follow the basic guidelines of style and grammar. The plan must include
the following elements:

Element #1 – Identification of the Problem

Element #2 – Description of the Program

Element #3 – Cost Analysis of the Program

Element #4 – Implementation Plan and Schedule

Element #5 – Evaluation Design Plan

20%
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Assessment of student performance under the success criteria and deliverables is

balanced between process and outcomes. A degree of weight (20 percent) is given to

students in the process-related areas of participation and fieldwork. This acknowledges

the intensive level of effort required from the students to complete the assignment.

However, the majority of weight is dedicated to project deliverables – project status

reports, the project plan and evaluation design (80 percent).

Project Execution – To implement the project, I conduct the first class session in

the same way, as a FPO, I would host an orientation meeting with a contractor. I

introduce myself to the students as their project officer and immediately state my

expectations for the project. As a group, we go through the technical criteria, schedule

and deliverables for the project. Students then have the opportunity to clarify any details

necessary for their acceptance of the project provisions.

Students execute the project in accordance with the provisions of the syllabus. To

support student performance, I use FGCU’s Web-based course development application,

ANGEL, to create a knowledge management system and online student information

exchange (see discussion below). This enables me to post course readings, technical

bulletins, and other informational resources for students to have available in the field.

Students may use the site to more efficiently engage with their project team members

through chat rooms, file sharing and email. The course Web site also features drop boxes

for students to submit their deliverables in an electronic format.

Project Control – Time is set aside each class session for student reporting, and

students are required to submit during the class session a detailed status report

documenting their progress. For students exempt from the in-class discussions (due to
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their status as distance learning students), the status reports may be submitted

electronically and a biweekly telephone, email or chat session is required for the purpose

of project monitoring. Although the intensive project control significantly increases the

time allocation required from myself, it facilitates more meaningful, focused

communication with the students and assures that the project remained on track during

the semester. The sessions and status reports also create opportunities for providing

feedback to the students and sorting out any issues with team coordination.

Project Closeout – The final session of the class students present their program

plans and evaluation designs to their peers and other project stakeholders. These final

deliverables are assessed to determine the degree to which they satisfy the technical

criteria stated in the course assignments. The program plans and evaluation designs are

then formally submitted to the appropriate government jurisdiction or nonprofit service

provider for implementation. Students also are given the opportunity to report on the

performance of other project team members through a peer-assessment survey. Results

from the survey are used to inform the grades for student participation and fieldwork.

III. MIS and Knowledge Management

Given the importance of online resources for the course, it may be helpful to

provide technical details on the course Web site. The site uses an online course

development application called ANGEL (for more information, visit

http://www.angellearning.com/). ANGEL is a Web-based course management and

collaboration portal that enables teachers to manage course materials and to communicate

with students. To access the site, students logon to their personal ANGEL homepage.

This homepage serves as a gateway to the course material, including the syllabus,
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readings and technical documents, and communication functions. The application also

facilitates student interaction through interactive team pages, which give teams access to

their own chat rooms, discussion boards, file exchanges and email.

In developing the course ANGEL site, I attempt to create a knowledge

management system (KMS) to support the service-learning activities. This involves

activating the application’s communications and document sharing functions, as well as

posting electronic resources associated with the course topic. For example, students are

required to complete logic models for their interventions. To facilitate this activity I post

a logic model template on the ANGEL site (as a MS Word document) and a link to the

United Way of America’s resource page for the logic model framework. Students are

able to access the KSM in the field and integrate the resources into their program

development activities.

Besides topical information, I include on the ANGEL site electronic resources and

links relating to PM principles, techniques and tools. In effect, this offers students an

interactive gateway into the rapidly expanding PM body of knowledge (PMBOK). This

includes access to information on the phases of the PM process, case studies on PM

applications, and templates for adaptation to support the service-learning project. In this

way, the KMS serves two purposes: 1) it provides informational resources to ensure

effective PM practice; and 2) it empowers students to become managers of their own

experiential learning.

IV. Lessons Learned

Several lessons have been learned through multiple iterations of the process,

which may assist other faculty in implementing project-based service learning. First,
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instructors should familiarize themselves with the PMBOK. Although PM is in no way

new to the field of public administration, only a few MPA programs actually offer

courses and/or workshops in PM applications. Instructors who want to apply PM

techniques to service learning projects would benefit from exploring the latest

innovations in PM principles, strategies and instruments.

Second, instructors need to closely monitor student performance. Students,

particularly those who do not have experience working in a team-based, project-oriented

setting, will struggle to break away from the traditional, lecture-based curriculum. They

may need additional support to build the skills necessary for project-based experiential

education. Set aside time for one-on-one meetings with these students – either in person

or in a chat room – to provide a support structure until the student gains the confidence to

move forward independently. Also, these students should be matched with peers who

have a solid PM background and orientation. This will allow for peer-to-peer (P2P)

interaction and build stronger ties within the team.

Third, stick to the schedule but remain flexible. Any project manager will know

that deadlines and milestones need to have leeway built in on each side. When planning

the course project, estimate the time to completion and set deadlines for deliverables and

status report sessions accordingly. If the project is designed appropriately – that is, based

on a logical breakdown of component parts – then the course schedule will fall in line

with the PM cycle. Still, it is important to maintain close communication with team

leaders to make adjustments to the schedule and deadlines if necessary.

Fourth, dedicate the time and energy necessary for developing and integrating the

KMS into the course architecture. Information system resources should be integrated and
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pervasive, giving students immediate access to course and PM materials. Students should

never have to search for data and information. The course Web site also should serve as a

portal to interactive learning, with chat rooms, discussion boards, file exchanges and

email functions.

Finally, instructors should keep in mind that the service-learning project is only

one tool in the toolbox for facilitating student learning. The project should never be

allowed to overshadow the core responsibility of ensuring a positive, meaningful

educational experience for each student. If a student request to be exempt from the

project for substantive reasons, then alternative strategies should be explored to

accommodate the student. Some students simply do not perform well in a project-

oriented environment or lack the access necessary to complete all phases of the

assignment.

For most students, though, the application of PM principles and techniques in the

context of service learning will open the door for positive, well-focused experiential

education. My experience in integrating a PM approach in MPA courses has shown that

it allows students to build a bridge between theory and practice as well as build valuable

skills in PM that they will take into their professional practice. A solid foundation in PM

practice enables MPA instructors to overcome some of the obstacles associated with

project-oriented service learning make experiential education a central component of the

MPA coursework.
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Gaining Classroom Experience: Expanding Teaching Opportunities for Public
Administration/Public Policy Graduate Students
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Abstract: Graduate students in Public Administration or Public Policy who are
considering teaching careers need the opportunity to have meaningful teaching
experiences during their graduate studies. Many colleges and universities have either
eliminated or reduced opportunities for graduate students to serve as instructors of record
for undergraduate and lower-level graduate courses. Furthermore, in colleges and
universities that do not offer undergraduate majors in Public Administration or Public
Policy, teaching appointments may have never been available to interested graduate
students. Without access to opportunities, some graduate students will never discover
their gifts for teaching, while others may enter the classroom after completing their
degrees with unrealistic expectations.

This paper explores three strategies to prepare graduate students for teaching careers:

 Enhancing the roles of teaching assistants beyond grading and tutoring duties
 Having graduate students and professors “co-teach” courses
 Offering graduate students teaching opportunities via supplementary instruction



Introduction

As of early January 2005, a university in south Georgia was running a radio
advertisement extolling the virtues of its campus. Besides discussing the vast assortment
of majors and making general appeals, the ad only mentioned two specific attributes of
the university. First, there has been a recent increase in the numbers of National Merit
Scholars matriculating to the school. Second, the ad claimed that professors teach all
classes.

Now, certainly this is just an anecdote, but an underlying theme emerges. As post
secondary education becomes more expensive, consumers demand more from their
college experience. One major demand is for classes led by experienced teachers -- not
graduate students. The purpose of this paper is not to examine fully whether colleges and
universities should have policies that expressly prohibit graduate students from serving as
instructors of record, especially for undergraduate courses. Rather, we accept both the
merits of this practice and its increasing prevalence. Given this context, we address ways
to give graduate students in the policy sciences meaningful opportunities to gain teaching
experience, without giving them complete authority over graded classrooms.

The need for research and discussion in this area is particularly pertinent for public
administration and public affairs. Because some departments and schools, such as the
LBJ School of Public Affairs at the University of Texas, only offer graduate degrees,
there may never have been as many undergraduate teaching opportunities in public
administration and public affairs as there were in other departments. Likewise, if the
demand for fewer graduate student-taught classes diminishes teaching loads for graduate
students in political science, economics, sociology and other related fields, then there will
likely be fewer opportunities for public administration and public affairs students to build
their teaching skills in those departments. Finally, because the policy sciences are still
emerging, there is a need to train more talented professors to help grow the field in the
coming years.

In this paper, we explore three strategies for developing graduate students’ teaching
skills: expanding the responsibilities of teaching assistants, allowing selected graduate
students to co-teach courses with seasoned faculty, and giving graduate students a chance
to lead supplementary instruction. In the next three sections we briefly describe each of
these strategies before concluding with some synthetic issues.

From Graders to Super TA’s

In their handbook for graduate teaching assistants, the University of Georgia emphasizes
the opportunities for future professors to gain valuable experience:

If college teaching is your ultimate career goal, the future benefits of your
teaching assistantship are obvious. You will have an opportunity to find



out what teaching is really like and to confirm or revise your career
aspirations and philosophy of teaching on the solid basis of experience.1

This quote represents a best-case scenario that will only come about if professors give the
teaching assistants (TAs) challenging responsibilities and fully leverage the TA role to
introduce the graduate student to the teaching profession. Nonetheless, because research
assistantships and teaching assistantships are key components of the financial package for
graduate students, enhancing the responsibilities of TAs is often the easiest way to
expand teaching opportunities for graduate students.

In this section, we discuss four ways to expand the role of the TA: giving TAs authority
over recitation or tutorial sessions, asking TAs to construct homework assignments and
exam questions, allowing TAs broad discretion over grading authority, and having TAs
give occasional lectures.

Giving TAs the opportunity to run recitation or tutorial sessions is a first step towards
independence. In many classes there are topics that do not merit full treatment during the
normal class period but may aid the students’ understanding of the course material. For
example, at the LBJ School, an experienced Public Financial Management Professor
requires her TAs to direct a weekly tutorial session that covers example problems,
homework and exam solutions, and remedial topics. These sessions are elective for
students, but participation consistently runs at seventy-five percent or above. This
responsibility allows the TA to gain comfort preparing and executing a weekly class
session, without having the pressure of being the primary presenter of new material.

A task outside of the typical TA’s purview is the construction of homework assignments
and exam questions. Identifying or writing good problems is a key task for faculty
members. TAs will benefit from learning how challenging it can be to develop
appropriate assessment tools. From the perspective of the instructor, asking the TA to
construct problems may help to freshen stale assignments and broaden the pool of
available exam questions.

Another way to broaden the TA’s responsibility is to give her the-buck-stops-here
grading authority, at least in limited cases. When a professor asks a TA to grade an
assignment but does not give her the authority to address student concerns about the
correctness or fairness of the grading, the TA misses an opportunity to develop important
negotiation and communication skills. One strategy employed by an Adjunct Professor
of Applied Quantitative Analysis at the LBJ School is to split homework grading such
that the professor grades the more qualitative assignments, and the TA grades the
assignments that have clear “right” and “wrong” answers. For the non-professor graded
assignments, the TA has the task of designing a grading rubric, which covers how many
points each question is worth and what steps are necessary for partial credit. When the

1
University of Georgia Office of Instructional Support and Development. “Understanding the Teaching

Assistant Role.” Online. Available: http://www.isd.uga.edu/teaching_assistant/ta-handbook/3_7.pdf
Accessed: 24 January 2005.



TA grades an assignment, she has near complete authority in assessment and directly
deals with students that have questions or concerns about their grades.

Finally, professors can ask TAs to give a brief lecture or presentation during the normal
class period. There is a qualitative difference between meeting students during office
hours, or even running a tutorial session, and giving a lecture during the fully attended
class period. Giving TAs the chance to prepare and deliver a lecture, and then giving
them feedback on their performance, is a relatively safe way to introduce graduate
students to the lecturing process.

If a TA were given all of these responsibilities without enough support, he might be
overwhelmed, but carefully expanding the role of the TA is an effective tool to give
graduate students in public administration and public affairs a taste of what it takes to
teach at the undergraduate or graduate level.

Co-taught classes

An interim step between the teaching assistant and the stand-alone instructor is the co-
teacher. While this may be an unfamiliar and unusual arrangement, it has been
successfully employed at the LBJ School. In each instance the graduate student has
already proven successful as a TA and shown interest in developing more teaching skills.

Co-taught courses are listed with two instructors - one a professor and the other a
graduate student. Ideally, the professor and the graduate student are equally responsible
for the direction of the class. They choose the readings, design the assessment tools, and
deliver the content collaboratively. In some instances, the graduate student actually takes
more of the initiative, and the professor’s main role is to lend authority and credibility to
the classroom.

There are many advantages of this arrangement for the student instructor. The graduate
student has the opportunity to take part in most or all of the elements of teaching a formal
class, but has a safety net of experience to rely on in the professor-collaborator.
Likewise, this arrangement provides maximum flexibility, as the professor can give the
graduate student a lot of leeway but gently rein him if the classroom gets out of hand.
The co-teaching arrangement is also subject to some significant challenges. The graduate
student should bring a level of expertise that would be comparable to that of a normal
instructor. In addition, the student instructor needs to enter the classroom with some
teaching experience and a good working relationship with the professor. Because of
these considerations, it may be more difficult to formalize the co-teaching arrangement
and implement it on a wide scale.

Supplementary Instruction

Another way to provide graduate students meaningful teaching experience is through
supplementary instruction. This could include leading professional development
activities or seminars for other students, or could be part of an ongoing program of



remedial or introductory instruction. One instance of supplementary instruction that may
be particularly appropriate for training future professors is the “camp” context.2 For
instance, at the LBJ School, the Camp LBJ program employs PhD students as the
principle instructors in courses dealing with quantitative skills, policy analysis, financial
management and political economy offered to incoming masters students. The Camp
LBJ staff always contains at least one professor, but is led by a senior PhD student – the
Camp Master. Each graduate student on the camp staff has input into course design and
has ample opportunity to have his teaching critiqued at weekly staff meetings.

There are many advantages to developing teaching skills through supplementary
instruction. First, in the absence of a strict curriculum, administrators can design
supplementary instruction to feature the strengths of the graduate student instructors. A
graduate student who is an excellent writer can lead a seminar on effective written
communication, while a student with strong quantitative skills can review foundational
mathematical skills. Teaching material that is familiar will give the graduate student a
greater sense of comfort, as will the fact that the audience is self-selected and in a less
formal setting than the traditional classroom. Furthermore, when a team of professors
and students collaboratively works to provide supplementary instruction, as is the case at
Camp LBJ, the team members can use the opportunity as a teaching practicum to gain
insights into other teaching methods and receive feedback on their own techniques.

The key disadvantage of using supplementary instruction to develop teaching skills is that
working with an elective audience does not expose the graduate student to some of the
situations she will face in the regular classroom. Because the elective audience is self-
selected, supplemental instructors may not have exposure to the types of poorly
motivated students that make up a segment of the graded classroom. Nonetheless,
supplementary instruction allows graduate students to take part in the course design and
seminar preparation phases and gives extra opportunities to give lectures, lead problem
sessions, and direct group exercises. Supplementary instruction roles can complement
work in the graded classroom and expose graduate students to additional responsibilities.

Issues for Administrators, Professors, and Students

Each of these strategies poses challenges and benefits for administrators, professors, and
students. In this section we address some potential impacts on the various stakeholders.

Issues for Administrators

In developing teaching opportunities for graduate students, administrators face a number
of challenges, the foremost being the need to balance the interests of classroom students,
student-instructors, and professors. Because the infrastructure for hiring and training
TAs is already in place in many departments, and most graduate students are familiar
with the role, expanding TA responsibilities may be the easiest way to add teaching
opportunities. Obstacles might include institutional policies that restrict the roles of TAs,

2 Wechsler, Barton and Dana Baker, “Going Camping: A New Strategy for Preparing Academically
Diverse Students.” Journal of Public Affairs Education. Volume 10, No. 1, January 2004. 19-29.



professors’ unwillingness to re-imagine the TA position, and apathy on the part of TAs
who are not interested in pursuing teaching careers. .

Co-teaching and supplemental instruction pose a new set of considerations. If possible,
the graduate students’ pay should reflect the added responsibility involved in co-teaching
or supplemental instruction, but this may not be feasible in times of tight budgets. In
departments where co-teaching arrangements have never taken place, there may be a
perception that co-teachers are simply and incremental step towards student-instructors.
Once a graduate student has co-taught a class as an equal with a professor, there is a less
clear distinction between teaching assistant, assistant instructor, and lead instructor.
Thus, it is important to review institutional policies that differentiate between TAs and
other types of instructors. For instance, at the University of Texas, there is an institution-
wide policy that once a graduate student achieves the designation of Assistant Instructor,
she cannot return to the level of Teaching Assistant. On the other hand, because the
student’s responsibility is more formal, it may be easier to get official university teaching
evaluations, which may be difficult to arrange for TAs.

Issues for Professors

For professors, graduate students are not merely time saving devices -- i.e. graders and
researchers -- but potential future colleagues. Developing teaching abilities in graduate
students will positively impact the fields of public affairs and public administration.
However, working with TAs, co-teachers, and supplemental instructors can be time
consuming for professors with many other responsibilities. For instance, if a professor
asks a TA to lead regular tutorial or recitation sections, the professor and TA might have
to meet regularly to ensure that the topics covered in the tutorial sessions dovetail with
the materials taught in the normal class periods. On the other hand, when professors have
to miss classes for illness, conference travel or other contingencies, the TA might be able
to step in and run the class, eliminating the need to find guest speakers or ask other
colleagues to cover the scheduled topics. TAs often have the requisite mastery of the
material and will be more acquainted with the class dynamics than an outside lecturer. If
the TA is given broad grading discretion and there is a need to insulate the instructors
from charges of bias or arbitrariness, the professor can consider having students turn in
assignments that do not have identifying personal information.

In a co-teaching arrangement, the collaborative association between the professor and the
student allows for extensive mentoring from the professor, but this arrangement might
result in more work for the professor who has an added responsibility for counseling the
graduate student and filling in gaps in instruction. Furthermore, the students in the class
may attempt to manipulate the instruction team by playing the instructors off of one
another and asking each of them to re-grade assignments assessed by the other.
Likewise, to be most successful, a supplemental teaching assignment requires significant
attention from the guiding professors, but these professors can give student-teachers more
room to struggle and fight through difficult teaching moments, because the consequences
of not covering all of the material in the most efficient manner are usually not as dire
when the audience is elective.



Issues for Graduate Students

Graduate students do not have as many competing interests as administrators and
professors. Those who want to develop their teaching skills need opportunities for
growth, and students who do not intend to teach need some exposure to teaching
responsibilities in case they change their minds. For the graduate student, TA, co-
teacher, and supplemental instructor positions each provide unique learning experiences.

Of the three strategies discussed, co-teaching arrangements expose the graduate student
to a more complete range of teaching duties, however, they require a well-suited
professor/graduate student pair to make the arrangement work effectively.
Supplementary instruction can give less experienced graduate students opportunities to
develop organization and lecturing skills, but working in an elective context does not
prepare the graduate students for the tasks of assessing students and negotiating the
grading process. Additionally, because supplementary instruction is usually less subject
to evaluation and less familiar to potential employers, graduate students may find that this
type of experience is not highly valued.

Many future-professors gain their first teaching experience as TAs. As discussed above,
TA positions can provide opportunities to grade, give occasional lectures, construct
assessment tools, and lead recitation or tutorial classes. However, not all professors are
willing to explore all of these roles. As with the other arrangements, graduate students
will get the most out of teaching assistantships when they work with professors who have
developed their own teaching gifts and are willing to mentor developing students.

Conclusions

When a graduate student completes her dissertation, she does not suddenly become a
gifted teacher. However, that is the logic that is implied by policies that exclude graduate
students from serving as lead instructors.3 While we do not support the wholesale use of
graduate students as instructors-of-record, we do recognize that graduate school is an
appropriate time to prepare future professors for the rigors of leading a classroom.
Experience in the classroom is an essential part of learning how to teach and unless
graduate students are given real, meaningful teaching opportunities, they will be
unprepared to move into teaching careers. Expanding the responsibilities of teaching
assistants, allowing selected graduate students to co-teach courses, and giving graduate
students a chance to lead supplementary instruction are three strategies to ease the
transition from student to colleague.

3 LBJ Professor Barbara Robles made this point in a recent conversation
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It was early Friday morning. The day started out in a rush, as many travel days do. I ran around frantically
looking for a misplaced text that I needed for class the next day. A Japanese taxi driver patiently waited outside.
The one hour trip to the airport was uneventful, except for the fact that I had some trouble explaining where I
needed to go to the taxi driver, who did not speak English. In another hour, I was on a flight to Tokyo. After
arriving, I proceeded to the bus terminal where I boarded another transport that took me from the domestic to
the international airport (90 minutes). Four hours later, I boarded another plane to Seoul, South Korea. After
clearing customs in Seoul, I searched for a way to get into the city, which was about 50 minutes away. I did not
have enough Korean currency for a taxi so I opted for a hotel bus that would get me within two miles of the
school apartment. After reaching the hotel, I hopped another taxi for another half hour trip (I mispronounced the
Korean address of my final destination so the trip took longer). Finally, I had made it ‘home.’ It was about 9
P.M. Time for bed. Class started at 8 A.M. the next morning. (Account offered by an anonymous faculty
member based in Japan).

Introduction

For expatriate faculty who teach overseas, interesting but tiring ‘commutes’ to

class like the one described above are all too common. While this experience may sound

‘exotic’ to faculty who lecture in the same classrooms on the same campus year after

year, the reality is that numerous long days of travel, followed by marathon weekend

teaching sessions in unfamiliar surroundings create unique challenges for educators.

Given the atypical conditions under which academic programs in overseas locations

operate, both faculty and administrators must think ‘out of the box’ to develop strategies

to provide high quality programs in foreign lands. This descriptive qualitative analysis,

which largely draws from the personal experiences of the author and observation of his

peers over many years of living and teaching overseas, provides a ‘faculty level’ view of

some of the challenges and rewards associated with maintaining overseas educational

programs, with specific reference to graduate programs offered in Public Administration.

Faculty and institutional strategies are suggested that can be used to maintain quality

academic support in an overseas environment.

The Overseas Campus: A Growing Phenomenon

Over the past thirty years, there has been significant growth in the number of U.S.

institutions that offer academic instruction overseas (Kitsantas 2004). During the 2001-
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2002 academic year, 155,000 U.S. based students studied overseas (NAFSA 2003a).

Most of these ‘study abroad’ programs involve limited foreign stints, after which students

return to their home campuses to complete their degrees. Faculty that support these

programs generally do so only as a temporary supplement to their normal teaching

responsibilities. However, some colleges and universities have also established brick and

mortar foreign satellite campuses that offer complete degree programs to expatriates and

foreign nationals (Hays 2003; Maass 1996). Many of these sites provide educational

opportunities to U.S. government civil servants and dependents working at U.S.

embassies and military facilities while others are operated independently or in partnership

with foreign universities. This paper will focus on the first category of educational

satellite programs.

How are these foreign locations staffed? Some faculty members attached to these

campuses are ‘forward deployed,’ living part or all of the academic year in the countries

that they teach in. Others fly in from the States to teach one or two classes, after which

they return home. Colleges and universities also hire local expatriates and local nationals

for part time assignments.

Public Administration: Going Abroad

While the great majority of students who attend these campuses pursue

undergraduate degrees, a small percentage also participate in graduate programs,

including some in Public Administration. Troy University has been at the forefront of this

movement overseas. The University began opening campuses on U.S. military bases in

Europe in the 1970s. The M.P.A. degree was offered intermittently on bases in the United

Kingdom, Germany, Italy, Greece, Netherlands, Spain, Turkey and the Azores during the



4

1970s and 1980s. Starting in the mid- 1990s, additional sites were opened up on military

installations in Japan, South Korea and Guantonemo Bay, Cuba. In recent years, Troy’s

overseas military base presence in P.A. has declined. However, over 1,000 students,

including many U.S. expatriates, currently participate in Troy’s online M.P.A. program.

The University continues to offer a Masters Degree in International Relations program on

bases in S. Korea and Japan. In addition, Troy has opened up a number of new non-base

locations that provide graduate business management degrees to local nationals and

expatriates in Hong Kong, S. Korea, Taiwan, Malaysia and India. Other schools that have

supported on-site overseas graduate Public Administration programs for U.S. nationals

and local residents include the University of Maryland University College, Bowie State

and the University of Oklahoma among others. i

Why Expand Overseas?

What motivates state funded institutions like Troy University to expand overseas?

Probably the first and foremost motivation is money. During the 1970s, both government

support for higher education and student enrollment growth slowed considerably in many

parts of the United States. This trend accelerated in the 1980s (Federal Reserve 2003).

Cash strapped colleges and universities had to scramble to find new and innovative ways

to raise funds and find new students; enter overseas programs. Overseas programs offered

by public universities are generally expected to be self-sustaining. In Troy’s case,

‘profits’ from overseas programs have funded millions of dollars in home campus

infrastructural and program improvements. Also, running these ‘universities within

universities’ have made both faculty and administrators more aware of the need for fiscal

restraint and operational efficiency. Learning how to make better use of resources
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through hands-on management of overseas programs can accrue benefits for the entire

institution.

One undeniable trend readily visible on most college and university campuses is

the growing diversity of student populations. In 2002, almost 600,000 foreign nationals

enrolled in U.S. based academic programs (NAFSA 2003a). Students from foreign lands

often have special educational needs. Most large state universities support student service

and outreach programs that cater to these needs. However, the effects of these programs

do not always trickle down into the classroom. Immigrant students often have different

learning styles that the typical teacher is either unaware of or unresponsive to (Bodycott

2000; NAFSA 2003a). There is no better way for faculty to appreciate the challenges that

immigrants face than to spend more time living overseas (Fung and Filippo 2002).

There are many other potential benefits that schools and students can gain from

supporting overseas campuses. These programs benefit increasingly mobile students, who

are able to start their education in one country and finish in another. Internationalization

allows schools to enhance their reputations in new markets. Expansion beyond confining

geographic boundaries opens up new avenues for scholarship and teaching (Fields 2001).

Finally, acquisition and transmission of international competencies by faculty,

administrators and students helps all members of the university community to better

prepare themselves to compete in increasingly competitive and globalized knowledge

worker markets (NAFSA 2003b; Smith 2000).

Meeting Overseas Challenges

While the potential benefits of opening up overseas satellite campuses are clear,

offering academic courses in far away lands creates many new challenges, especially for
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faculty who have to deliver them on the ground. The next section of this paper will

describe some ‘typical’ working conditions that foreign based faculty confront and

present strategies that they can follow to optimize student learning outcomes.

Characteristics of a ‘Typical’ Overseas Satellite Campus

Overseas satellite campuses (Military) typically include the following characteristics:

 Satellite offices are maintained by one or two school employees whose primary

jobs are to provide administrative support services to students and market school

programs.

 Little or no dedicated office space is available for faculty use (though off-base

space in apartments may be provided).

 Few faculty are based at any one site at any given time.

 Faculty must learn to cope with different languages, monetary systems, food,

customs etc. and other related issues associated with living overseas.

 Most faculty are required to frequently travel (or sometimes move multiple times

a year) to support various program sites.

 Most students are full-time U.S. government employees with a mix of dependents

and local nationals.

 Classes are typically offered in U.S. military education centers. Educational

facilities, including the types of venues in which classes are offered, and the level

of institutional support provided by the military vary considerably from one

installation to another. On-site library resources are generally limited.

 The economics of running small graduate program sites and the fact that most

students can only take classes on evenings and weekends requires the use of a
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variety of accelerated teaching schedules. Class formats vary from three hour

meetings twice a week over eight weeks to marathon sessions during which an

entire semester’s worth of contact hours may be completed over nine consecutive

days.

While the above circumstances are not unique to foreign sites, they are certainly

atypical, especially for the average U.S. academic. Relatively few faculty have

experience teaching the types of accelerated formats that are commonly used on satellite

campuses. Also, while many faculty have prior foreign travel experience, a recent survey

reveals that fewer than 1% of all full-time faculty have actually delivered classes

overseas (Smith 2000).

Innovation in the Classroom: A Necessity

The first and foremost goal that foreign-based faculty face is the need to develop

teaching methodologies that are appropriate for learners on satellite campuses. It is

helpful to start this discussion on instructional strategies by beginning with an example of

an accelerated format used by one overseas institution. It should be noted in the

beginning that accelerated scheduling formats are generally preferred by the military

because many active-duty personnel do not have the luxury of being stationed in one

location for an entire semester/term. Faculty and students operated along two tracks, A

and B during the course of an eight week semester. Classroom contact time began during

weekend two of the semester. All formal contact hours were completed over a nine day

period, with break days on Monday and Friday. Track B started during week six of the

semester, repeating the same pattern.
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How does one teach under these conditions? Over the last 30 years, dozens of

theoretical approaches have been developed to explain how students learn and how

teachers should teach. The general trend of this theorizing has been to favor more

student-centered active learning methods (Andrews 1984; Andrews 2001; Cassidy 2004;

Gadbow 2001; Mathews 1994). However, little or no research has been done on the

specific effects of accelerated formats on teaching and learning. Traditional lecture

formats certainly have their place in the graduate classroom. However, the utility of

lecture based teaching styles can drop off precipitously in accelerated settings.

Learning Communities and Accelerated Formats

The much discussed concept of ‘learning communities’ provides and especially

fruitful starting point for providing the motivation, values orientation, and skills that

students and faculty can use to organize their work in an accelerated learning

environment. In recent years, many educators have developed the belief that academic

learning has become an overly solitary pursuit, and detached from the communities in

which learners live and work. According to Hugo (2002) the concept of ‘learning

community’ evolved from a simple goal, to reunite learning in all its forms with the

timeless human desire for community. David Schoem (2002) states that “the name,

learning community, affirms two important principles: that of learning and that of a

community of learners. It suggests that course content, pedagogy and learning are

inherently intertwined, and it explicitly puts forward the long standing, though sometimes

overlooked, notion of a community of scholars—both faculty and students—coming

together for deeper learning” (p. 53). Minkler (2002) adds that the historical origins of the

learning community concept can be traced back to the Progressive Movement and John
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Dewy, who “argued that one of the essential roles of education was to teach an individual

to participate effectively as a citizen of democracy…Dewy also stressed the importance

of experience and application” (p. 46). Minkler also cites the importance of Socratic

teaching methods to effective learning. Learning and community can be reintegrated at

many levels; among students in the classroom, between departments and disciplines,

university wide, intercollegately and internationally. Also, integration can vary

considerably depending on the knowledge, contexts and goals of community members.

Progressivism, Socratic Method and experiential learning; these all reside well

within the Public Administration tradition. However, some believe that Public

Administration curricula and related instructional styles have lost site of these basic

values and goals (Denhardt 2001; Wooldridge 1989). Citing the disconnect between

teaching and application, Olshfski (1994) notes that “creating and transmitting

knowledge to understand, analyze and evaluate organizations problems is the major

strength of university education in public administration…being able to perform is

something entirely different” (p. 68).

The question is: how can these values and goals be translated into pedagogies that

will help educators succeed in an accelerated environment? Learning communities

provide and excellent point of departure. The following discussion provides one example

of how learning communities can actually be created in the classroom.

The core of the class learning community is the small study group. At the beginning

of each semester the instructor facilitates the formation of these groups, either through

random assignment or in accordance with student preferences. The instructor provides

basic guidelines regarding how the groups should function, including rules about how
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members should interact with one another, lead themselves and deal with potential

disagreements and conflicts. After groups are formed, the instructor simultaneously

initiates contact with individual group members and with each group as a whole. The

course syllabi includes actionable and measurable tasks for groups to complete. These

tasks are spread out over an entire semester and include some culminating experiences

that can carried out during class meetings.

Assignments and tasks emphasize problem-based, experiential activities that

allow students to fully participate in their own learning and those of their peers. In this

environment, faculty step back from their customary authoritative position. They

facilitate, rather than direct class time. Encouraging student-centered learning does not

mean that faculty cannot spend a significant amount of time lecturing, but it does require

faculty to be flexible, responsive and open to regular interaction with students. Faculty

also expect that students will spend a significant amount of time ‘taking the lead’ during

class sessions. Effective facilitation and promotion of experiential learning also requires

faculty to acknowledge, even relish in the competencies of their students. This is

especially relevant in overseas M.P.A. programs, where most degree seekers already have

acquired many years of government management experience.

Is it possible to provide experiential learning opportunities without carrying out actual

on-the-job training? One way to ‘replicate’ actual experience is to vicariously and

deliberately observe the actions of others. This can be done by studying the histories and

biographies of successful managers. Learners can use these vicarious experiences to

model their own behavior (Olshfski 1994). Group interaction offers additional

opportunities for this type of learning by allowing group members to share their
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experiences with one another in an informal forum. Experienced managers may be more

motivated to trade ‘war stories’ and discuss problems at the office in a small group

setting than in the open classroom.

Problem based approaches, including different forms of case study analysis,

provide another path to acquiring vicarious experience. Case studies are widely used in

Public Administration, but methods used by faculty to analyze them in the classroom

vary considerably. Lynch and Lynch (2003) provide one example of a problem based

approach that can be applied to case study analysis. They suggest the following steps:

 Approach a problem ‘cold’ without preparatory study.

 Work together in small groups to understand and develop solutions for a problem

using existing knowledge.

 Create additional hypotheses that identify causes of a problem with current levels

of knowledge.

 Carry out a self-study of the problem and acquire knowledge needed to solve it.

 Bring groups together a second time to integrate new knowledge that can be

applied to the problem (p. NA).

During this process faculty guide, not control, the discovery procedure by providing

suggestions and knowledge when needed, orchestrating reflective discussion of the

problem and identifying solutions developed in the literature and actual case outcomes.

Learning communities accrue additional benefits in an overseas environment.

They keep dispersed students more connected to faculty and to one another throughout

the entire semester. Also, it is the opinion of this author and many others who teach these

formats that no matter how much an instructor mixes up teaching styles and manages
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class on any given day, it is very difficult to keep students productive and on task during

an eight hour class period. Consequently, outside learning becomes more important.

Formation of these communities has other advantages as well. They help students

to feel more ‘connected’ to their peers throughout their academic programs (Weidman,

Twale, and Stein 2001). Group ‘organizations’ can aid professors with the task of

keeping students from falling through the cracks by ensuring that students have peers to

commiserate and share information with during the semester/term. It is not uncommon

for ‘leaders’ to emerge from these groups who take on the responsibility of keeping other

students motivated. Building closer peer relationships can create future networking and

job search opportunities for participants. Finally, a learning community approach

empowers students to take responsibility for their own educational outcomes. It

democratizes the classroom and gives incentives to learners to cooperate and work to

achieve common goals (Nuckles 2000). Most mature adult students appreciate this, and

may be more motivated as a result.

Technology and Learning Communities

Technology can play a key role in facilitating communication among learning

community members. Commercial distance education vendors such as Blackboard and

Web CT offer excellent tools that can be used to provide the infrastructure necessary to

maintain lines of communication among dispersed community members (Watley and Bell

2003). Falvo and Solloway (2004) note that “online learning tools can be used not only to

deliver the content of a course but also to help learners explore issues related to the way

relationships are developed and maintained in the unique spaces of online learning” (p.

24). Chang (2003) asserts that these online groups function just as effectively as on site
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communities, stating that “web communities can be used to foster learning and growth,

knowledge sharing, resource sharing, information exchange, experience exchange and

opinion exchange” (p. 27). Given the potential benefits of distance learning technologies,

all overseas faculty should be offered the option of ‘web enhancing’ their courses to

harness technology to improve learning outcomes.

When distance education tools are employed by faculty, instructors should be pro-

active about mastering new technology so they can provide guidance to students. This is

especially important in the foreign-based classroom because other administrative support

units that typically provide this type of training like computing centers and libraries are

generally not available to students (Carlson 2004). Instructors that plan to use new

technologies should do so enthusiastically. Students who sense that faculty dislike using

new teaching and communication tools will be less enthusiastic about using them.

Finding Synergies between Research and Teaching

Faculty who support overseas campuses quickly find that while ‘commuting’ to

class may be exciting, it is also very time consuming. The general unavailability of large

research libraries with English language resources in most overseas locations also creates

a need for travel by faculty. Many administrators develop the misconception that because

the class credit hour teaching requirements of home campus and overseas based faculty

are the same, the workload is the same as well. Travel inevitably drains time and energy

away from other important pursuits, like research. Because of this, faculty need to search

for innovative ways to get more work done in less time.

Teaching overseas can provide numerous opportunities for doing field research

that may normally only be possible during summer or sabbatical breaks. Forays to foreign
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lands can lead to the generation of new research agendas (Fung and Filippo 2002). For

Public Administration faculty, the level of research benefit can differ significantly,

depending on their fields of specialization. However, even faculty who do not engage in

comparative work can pick up new tidbits of information about foreign administrative

and political systems that can be used to add flavor to U.S. centric curricula.

Calling all Administrators: Help Faculty to do Their Jobs

Providing adequate faculty support is crucial to the success of overseas satellite

campuses. The next section of this paper explores some strategies that administrators can

adopt to ensure that faculty can adequately function in foreign environments. Some

methods discussed include: helping faculty to prepare for overseas assignments,

providing opportunities for faculty to meet and communicate with one another and career

incentives to instructors to innovate in the classroom.

Getting Faculty Ready for the Overseas Classroom

Cross-cultural preparation should be a prerequisite for all foreign-based faculty.

One of the main reasons for faculty ‘washout’ is their inability to comfortably overcome

‘life’s little challenges’ like using public transport, shopping, getting adequate medical

treatment, adjusting to cultural differences and getting around using foreign languages.

‘Culture shock’ often starts immediately after arriving at a foreign post, even in cases

where faculty live on U.S. military bases. Dodd (1998) describes culture shock as a

process during which expatriates start out by experiencing a short period of relative

euphoria, followed by longer episode of depression or disillusionment brought about by

the realization that living in a new land is far more difficult than they initially imagined.
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During this second stage, some faculty may blame the host country and its people for

their situation. Others may try to deny differences by glorifying similarities between their

home and host country. The effects of culture shock can manifest themselves physically.

Faculty may call in sick, complain of headaches or an inability to sleep or become less

communicative with students and colleagues (Jandt 2004). Ultimately, academics who

cannot adjust end up leaving after a short time which, depending on their circumstances,

may mean resigning their academic positions. It should also be noted that faculty who

live overseas experience significant adjustment challenges or ‘reverse culture shock’

upon returning to their home campuses.

Colleges and universities should do whatever they can to minimize the effects of

culture shock on faculty. High turnover translates into extra costs and upsets the

organizational continuity of satellite campuses. Schools that assume that highly educated

academics should just ‘know’ what they are getting into do so at their own peril. A few

schools have developed training regimens to help ease the transition for overseas

educators (Badley 2000). One program developed at Indiana University provides

extensive cultural training and preparation to participants. It presents the ‘facts’ about

what to expect in their new location. This introduction can have a ‘weeding out’ effect by

discouraging instructors who may have a more difficult time adjusting. Workshops are

held to introduce teachers to new teaching and learning styles. Mentors are provided to

support faculty during their time overseas. Also, upon arriving at their new posts,

instructors are provided a detailed on-the-ground orientation by local staff and resident

faculty to help them to better navigate the ins and outs of living and getting around in the

host country (Stachowski and Visconti 1997). Also, much can be learned from the
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experiences of multinational corporations, many of which have developed expatriate

employee programs that can modified to fit the needs of post-secondary institutions

(Varner and Palmer 2005).

Given the challenges and risks associated with sending faculty overseas,

administrators might be inclined to come to the conclusion that staffing satellite

campuses exclusively with local nationals or locally based expatriates makes more sense.

However, this strategy can lead to the bifurcation of academic and administrative staff

which can cause new problems. Faculty, knowing that they are ‘second class citizens’ in

the overseas unit may still under-perform, but for different reasons. Foreign

administrators, who may adopt a similar attitude about themselves, may decide to take a

‘go it alone approach’ to their operations, limiting home campus input and

communication.

Bringing Faculty Together

Research on faculty careers and development reveals that most faculty, and

especially junior appointees, value regular communication with one another (Gmelch

1993; Royse 2001). Foreign-based academics often lack opportunities for this type of

interaction. How can institutions help faculty overcome feelings of isolation that are often

associated with far flung assignments? Cox (2004) asserts that the creation of ‘faculty

communities’ can alleviate perceptions of separation and loneliness. The ‘faculty

community’ approach builds on the idea of learning communities, and focuses on the

importance of community building among educators. Some of the goals of faculty

communities include: enhancing faculty interest in teaching, finding synergies between

research and instruction, strengthening the voice of faculty in university governance,
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guiding junior faculty through the tenure process and creating a higher level of awareness

of the needs of the larger university community (Richlin 2004).

It is important to note that these communities do not just appear out of thin air.

They require concerted cooperation among faculty from different disciplines and support

from administrators. Administrators can encourage these groups by funding regular

meetings during which geographically dispersed faculty can congregate. These meetings

can be far more useful if faculty actually control the agenda and provide opportunities for

academics to present their research and discuss effective teaching methodologies (Cox

2004).

Rewarding Faculty for Teaching

It is a well documented reality that most master’s and doctoral degree granting

institutions provide much richer rewards for research output than teaching excellence

(Anderson 2004; Jarvis 2002; O'Neil 1995). Addressing this issue, Smith and Brown

(1995) note that “perfectly competent university lecturers who see teaching as their

principal function are now being made to feel unproductive and undervalued if they do

not have a string of publications to their names” (p. 12). Research productivity can

enhance the prestige of institutions and provide new revenue streams to academic

departments. However, if teaching is overlooked in an overseas satellite campus

environment, an overemphasis on research could have the opposite effects. If a single

faculty member supporting a far flung site does not perform in the classroom, student

outcomes suffer and enrollments plummet. If faculty are not given incentives to teach

well, many will not try.
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Conclusion

Faculty and administrators need to realize that maintaining quality, financially

viable foreign satellite campuses presents a number of unique challenges. Accelerated

learning formats require faculty to explore new instructional methods to ensure optimal

student learning outcomes. The concept of ‘learning communities’ provides one fruitful

pedagogical and ethically appropriate avenue for achieving this goal. Faculty should

consider pro-actively embracing information technology that facilitates learning among

dispersed community members. For their part, institutions have a responsibility to make

sure that academics are adequately prepared to live in an overseas environment, provide

academics with opportunities to work and communicate with one another and reward

instructors for innovating in the classroom.

For those schools that succeed in overcoming these obstacles, the rewards can be

significant. New educational horizons open up for expatriate learners who may not

otherwise have an opportunity to continue their education. Institutions can reap financial

rewards that support revenue deprived home campuses. Faculty and institutions can

develop new competencies and internationalize learning models in ways that benefit both

the university and the larger community. Finally, building multi-level learning

communities can reenergize the values that higher education in the United States was

originally designed to promote.
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The Courage to Teach: 
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Introduction:  
 Teaching From Within 

 

    

 “Technique is what we use until the 
real teacher arrives, and this book is 
about helping that teacher show up”  
(p. 5) 

 



One:  The Heart of a Teacher:  
Identity and Integrity in Teaching 

 The premise of the book:  Good teaching 
cannot be reduced to technique.  Good 
teaching comes from the identity and 
integrity of the teacher. 

 What we teach will never “take” unless it 
connects with our students’ inward 
teachers. 

 We can speak to that teacher within our 
students only when we are on speaking 
terms with the teacher within ourselves. 

 



Two: A Culture of Fear:  Education 
and the Disconnected Life 

 

 “How,  and why,  does academic culture 
discourage us from living connected 
lives? How, and why, does it encourage 
us to distance ourselves from our 
students and our subjects, to teach and 
learn at some remove from our own 
hearts.”   (p. 35) 



Three:  The Hidden Wholeness: 
Paradox in Teaching and Learning 

 Niels Bohr, the Nobel prize-winning 
physicist, offers the keystone I want 
to build on:  ‘The opposite of a true 
statement is a false statement, but 
the opposite of a profound truth may 
be another profound truth’.  (p. 62) 



Four: Knowing in Community:  
Joined by the grace of great things 

 

 

“To teach is to create a space in which the 
community of truth is practiced.” (p. 90) 

 

“Truth is an eternal conversation about things 
that matter, conducted with passion and 
discipline. “ (p. 104) 



Five:  Teaching in Community: A 
Subject-Centered Education 

 

 “Passion for the subject propels that subject, 
not the teacher, into the center of the 
learning circle – and when a great thing is 
in their midst, students have direct access 
to the energy of learning and of life.” 

   (p.  120) 

 



Six:  Learning in Community:  The 
Conversation of Colleagues 

 “When I imagine the community of 
truth gathered around some great 
thing – from DNA … to the French 
Revolution – I wonder:  Could 
teachers gather around the great 
thing called “teaching and learning” 
and explore its mysteries with the 
same respect we accord any subject 
worth knowing?”  (p. 141) 



Seven:  Divided No More:  
Teaching From a Heart of Hope 

 

“The starting point of a movement, though 
silent and barely visible, can be described 
with some precision.  It happens when 
isolated individuals who suffer from a 
situation that needs changing decide to live 
‘divided no more’.  These people come to a 
juncture where they must choose between 
allowing selfhood to die or claiming the 
identity and integrity from which good 
living, as well a good teaching come. 



Chapter One: The Heart of a 
Teacher 

 

 “Good teachers join self and subject 
and students in the fabric of life … 
They are able to weave a complex 
web of connections between 
themselves, their subjects and their 
students so that students can learn to 
weave a world for themselves.” 
(p.11) 

 



Chapter One:  The Heart of a 
Teacher (continued) 

 “The connections made by good 
teachers are held not in their 
methods but in their hearts – 
meaning heart in the ancient sense, 
as the place where intellect and 
emotion and spirit will converge in 
the human self.” (p. 11) 



Chapter One:  The Heart of a 
Teacher  (continued) 

 “The courage to teach is the courage 
to keep one’s heart open in those 
very moments when the heart is 
asked to hold more than it is able so 
that teacher and students and subject 
can be woven into the fabric of 
community that learning, and living, 
require.”  (p. 11) 



Chapter One:  The Heart of a 
Teacher   (continued) 

 Identity – “… an evolving nexus 
where all the forces that constitute 
my life converge in the mystery of 
self.” (p. 13) 

 Integrity --  “… whatever wholeness I 
am able to find within that nexus as 
its vectors form and reform the 
pattern of my life.”  (p. 13) 



Chapter One:  The Heart of a 
Teacher:  (continued) 

 When Teachers Lose Heart 

 

 Mentors Who Evoked Us 

 

 Subjects That Chose Us 

 

 The Teacher Within 



Chapter One:  The Heart of a 
Teacher  (continued) 

 “I have no particular methods to 
suggest, other than the familiar ones:  
solitude and silence, meditative 
reading and walking in the woods, 
keeping a journal, finding a friend 
who will listen.  I simply propose that 
we need to learn as many ways as we 
can of talking to ourselves.” 



Reflections on Implications 

 

 Academics in general 

 

 Public Affairs Education 

 

 Indiana University Northwest 

 

 



Implications:  Academics in 
General 

 Focus on Faculty Development 

 Stop Pedagogy Wars 

 Stamp Out Fear 

 Promote (require?) faculty to talk to 
each other – to visit each other 

 Accrediting Bodies –  

 Measure Hearts 

 Promote faculty development 



Implications:  Public Affairs 
Education 

 Value practitioners as teachers – 
encourage mid-career Ph.D.’s 

 Encourage teachers to Model the 
“Spirit of Public Administration” 

 Organize more conferences that allow 
more time for “identity and integrity”, 
community, and putting teaching and 
learning at the center. 

 



Implications:  Public Affairs 
Education  (continued) 

 Value our students’ knowledge 

 Encourage students to find their true 
identities – to explore their inward 
teachers – their vocations 

    

 Vocation – “the place where your 
deep gladness and the world’s deep 
hunger meet”  (p. 30 --citing 
Frederick Buechner) 



Implications: Indiana University 
Northwest 

 Meeting together – here 

 Graduate student orientation 

 Exploring Palmer’s lessons 

 Recruiting faculty – both types 

 The Journal 

 Sharing at faculty meetings 

 Visiting each others’ classes 
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Abstract

Since its introduction in the Harvard Law School in 1871, the case method has

been utilized in a number of academic disciplines. These include law, medicine,

education, business and public administration. This paper explores the benefits to

Government & Public Affairs students of using a variety of case studies to link

theoretical concepts with practical applications.

At the Master’s level, public administration programs include courses that

address public policy formulation, implementation and evaluation, as well as decision-

making and problem solving. The case study method is used in many of these courses

because it permits instructors to challenge students to analyze and formulate

recommendations to deal with real-world problems. At the undergraduate level in

courses such as ethics where theoretical concepts are introduced, the case method is

invaluable in allowing the students to better understand these theories by linking them

with practical applications and/or “real-life” situations. Students analyze these cases in

small groups and report their findings to the class for further discussion. They also

complete assignments that involve describing a personal dilemma and relating the

circumstances to another case or analyzing their experience in terms of a theoretical

position.

There is a wide variety of sources for cases including Electronic Hallway and

university-sponsored web sites on the internet, current problems and issues from the

news media, and students’ own experiences. Some of these cases from the internet

are hypothetical or describe situations from the past; however, they are generally

categorized and include questions for consideration. Using current news and personal

experiences are also effective means for increasing students’ understanding of course

materials and competency in their application. This paper will describe how each of

these sources has been used successfully at both the Master’s and the undergraduate

level in Public Administration courses.



Introduction

There are a number of common approaches to teaching and learning. These

include: lectures that are planned, formal presentations; the Socratic method of

interrogation, dialogue and debate; term papers and exercise/problem sets; self-

organized group discussions and leader-directed study groups; case teaching and

participant observation. These approaches range from teacher-centered lecturing

where learning is structured and directed to those in which learning is self-directed and

more discussion based. Each has advantages and disadvantages with respect to

particular learning objectives and, because they are not mutually exclusive, they can be

used in combination. Lynn (1999) states that learning is more likely to occur when the

learner is actively engaged with the instructor and with other learners in exploring ideas

and testing solutions.

Similarly, Nuames and Nuames (1999) suggest that students learn best when

they derive the underlying ideas out of the material presented for themselves. Rather

than being told how to approach a subject, the students are learning how to think by

thinking. They believe that case studies are among the educational materials best

adapted to allow students this active role in their own learning.

In listing techniques to help students develop higher order thinking skills, Royse

(2001) includes the following:

 Involve the class in a nominal group decision-making process.

 Present a case that demonstrates a particular point. Ask the students to

analyze the case for factual errors, erroneous assumptions, or interpretations.

Alternatively, ask them to write another case with the same basic information

but to change it so that a different solution can be found.

 Around one central point, have students identify two different analogies to

support the example and then two that contradict it. (pp 46-7)



Case Studies

A number of educators recommend the use of case studies or teaching cases in

order to facilitate learning. The case method was introduced in 1871 by Christopher C

Langdell, Dean of the Harvard Law School, and by 1910 all the leading law schools were

using “case method teaching.” The Harvard Business School adopted the case method

a decade later. With the majority of business schools using the case method by the

1930s and 1940s, public administration saw good reason to follow suit. In the years

that followed, the case method was adopted as the method of instruction in other

disciplines including medicine and education (Lynn, 1999).

Husock (2000), Case Program Director at the Kennedy School of Government

provides a “shorthand” guide on how to use the teaching cases posted on its web site

(www.ksgcase.harvard.edu). Teaching cases are defined as follows:

Teaching cases - also known as case studies – are narratives designed to serve

as the basis for classroom discussion. Cases don’t offer their own analysis.

Instead, they are meant to test the ability of students to apply the theory that

they’ve learned to a “real-world” situation. Although teaching cases originated in

professional education – business, medicine, law and public administration – they

can be used in any course where good accounts of specific events can help

exemplify and illuminate theory (Husock, 2000).

The “shorthand” guide states the following to describe how the case method differs

from a lecture approach:

Case teaching is both more interactive and more indirect. The method is based

in the belief, as the Harvard Business School once put it, that “wisdom can’t be

told.” In other words, although some material is best presented through lecture,

learning can also take place and be reinforced through a discussion which forces

students to reach their own conclusions about the narratives they read. This

approach is often called discussion-based learning (Husock, 2000).

To answer the question whether cases have “answers,” the guide states that:

Cases are not the same as exercises or problems. They present ambiguous

situations in which protagonists face difficult questions. A good case teacher



aims to shape a discussion in which there is a high quality of analysis – not a

single right answer. This is not to say that one observation in a case discussion

is as good as another, however (Husock, 2000).

The Kennedy School’s “shorthand” guide also contains one very important caution:

Cases do not, by any means, serve all teaching purposes. But they can be a

powerful tool for engaging students and finding out whether they have mastered

material to the point that they can apply it (Husock, 2000).

In contrasting the lecture and the case study method, Argyle (2003) states that

the case approach moves us from a classroom setting where the professor “professes”

to a more shared learning experience. It opens communication among students and

between student and professor, creating a more democratic learning experience. The

case study method allows the students to develop their analytic skills, while requiring

them to do so within the framework of the material being covered in the course.

Although there are no right or wrong answers, some answers are better supported than

others and their answers must be supported by readings and discussions in the class.

Students learn in a myriad of ways and often find theoretical concepts difficult to

grasp. In the process of learning; however, the learner’s dynamic cooperation is

required. The case system takes students out of the role of passive absorbers and

makes them partners in the joint process of learning and furthering learning (Gragg,

1954). Barnes et al 1994) state that the case method enables students to discover and

develop their own unique framework for approaching, understanding and dealing with

(business) problems. The case method emphasizes active participation in the learning

experience by allowing the students to link theory to action. The authors emphasize

that there is no single, demonstrably right answer to a (business) problem and that

having a new group of students review a case that had been presented to an earlier

class may result in significantly different discussions.

In their description of why cases are useful for students, Edge and Coleman

(1980) state that the goal of teaching with cases is to give the student the ability to act

intelligently, rationally and morally in business situations. Lectures impart action

abilities to students by giving them facts, principals, and theories which will guide them



in decision-making situations. Cases impart action abilities to students by giving them

practice in decision-making. Both the lecture and the case methods are used to the

same end; to cause the student to act correctly in decision-making situations. The

authors conclude that it is self-evident that the two methods – the lecture and the case

study – are complementary in a professional education (Edge and Coleman, 1980).

Wasserman (1994) terms teaching with cases a pedagogy for all seasons. She

describes the differences in methods used by two educators and concludes that,

although radically different, each meets the criteria to be called “the case method.”

While there is room for variation in case method teaching, certain conditions in form

and style must be present. The most evident of these is using a case which includes

information and data in narrative form and which addresses significant issues in a

subject that warrants serious, in-depth examination. An essential element of the case

method is the use of study questions that require students to examine ideas of

consequence; the concepts and issues relevant to the case. These questions call for

the student to apply what they know or what they have just learned in analyzing data

and proposing a solution or formulating a conclusion.

Another feature of case method teaching is having students discuss their analysis

of the study questions in small groups. Following this, the entire class participates in

discussing or debriefing the case, a step the Harvard Business School terms “discussion

teaching.” Wasserman (1994) terms this step the sine qua non of case method

teaching because it singularly determines the effectiveness of the entire pedagogy.

These class discussions may lead increased student interest and the need for additional

information. This provides the opportunity for follow-up activities in which the issues

receive extended examination and new perspectives are introduced. In this way,

students’ thoughtful, critical examination of significant issues can be continued. Levin

(2003) believes that discussion, whether in small or large groups is a crucial variable in

learning from cases.

Having established case teaching as a valid pedagogy, we must answer the

question “what is a case?” Lynn (1999) states that:



(a) teaching case is a story, describing or based on actual events or

circumstances, that is told with a definite teaching purpose in mind and that

rewards careful study and analysis (p 2).

Gideonse (1999) states that almost anything can be a case as long as it presents

a predicament from practice demanding some kind of action. Even the briefest of cases

will generate considerable discussion as antecedents and context are fleshed out and

explored, alternative courses of action and their theoretical grounding developed, and

the prospective consequences are imagined. Cases, even the most abbreviated, are

complex and full of problematics.

Using the “Case Method” in Public Administration Classes

As indicated, the case method of instruction has been used in Public

Administration courses for more than 50 years. Fortunately for the author, who was

new to teaching at the university level, a colleague suggested checking out some of the

resources available on the internet to supplement assigned reading materials. One of

the first stops was the Electronic Hallway (www.hallway.org) which has a great number

of cases that were related to the courses that I was to teach. In fact, the previous

year’s syllabus for the Public Budgeting course included one of the Hallway case studies

as an assignment to be completed during the semester. By working through the steps

in the case study, “Daycare Comes to Northville,” students were able to apply the

concepts in the text and reach a better understanding of steps in the public budgeting

process.

Over the past several years, I have utilized the “case method” in a number of

courses including Public Budgeting, Public Policy Analysis, and Ethics at both the

undergraduate and the Master’s level. It is necessary to vary the type and complexity

of the case study according to the course material and the length of the class period;

however, the format remains essentially the same. My practice is to follow the

presentation of theoretical or basic concepts in a portion of the course, either by lecture

or reading assignment, with a case study. This reinforces the key concepts presented

through students’ practice in applying them. Longer, more detailed cases are



appropriate when used as major elements of the course while shorter cases are used to

ensure understanding and application of theoretical or philosophical viewpoints.

There is a wide range of sources for cases that meet these varied requirements.

The Electronic Hallway and the Kennedy School of Government are primary sources for

the longer, more detailed cases, and generally only one or two cases can be completed

during the course a semester. This was the case in using “Daycare Comes to

Northville” as a major part of the undergraduate Public Budgeting course. The hybrid

class format in the Master’s classes provided an exception to that limitation. With

classes meeting every third week for four hours and requiring an on-going dialogue

using WebCT for the intervening weeks, it was possible to assign a specific case to each

student and have them post their analysis on the WebCT dialogue page. Cases were

drawn from current local situations and the dilemmas contained in one of the assigned

texts (e.g., Pollock, 2004). The other students were required to comment on at least

two of these analyses each week and then the cases were discussed during the next

class meeting. That class format also made it possible to use some of the cases that

involve “role play” and negotiation – for example, the Electronic Hallway’s “Operation

Wilderness.”

Because of the larger class size and significantly shorter class periods for

undergraduate classes (50 minutes to one hour and fifteen minutes), it was necessary

to use shorter cases. The effect of time constraints was most pronounced when trying

to use case studies such as “Clarkson Airport” and “The Marine Resources Division and

the Shrimp Baiting Controversy.” Although the 75 minute class length was sufficient for

analysis of these cases, there was not enough time for analysis and discussion in the 50

minute classes. For these classes, several sources of shorter case studies are extremely

useful.

Dr Lawrence A Hinman’s web site, “Ethics Case Studies” (hinman@sandiego.edu)

is an excellent source of short case studies which can be utilized to reinforce theoretical

concepts through application to real-life situations. For example, following a

presentation on the views of Kant or Aristotle, the class is divided into groups of

approximately 5 to 6 people and given a related case to review. These cases generally



include questions to be considered in analyzing the situation and students discuss the

case as it relates to the theoretical or philosophical concept being considered. Each

group chooses a spokesperson who reports the consensus of the group – when there

are minority views, these are also included. After each group reported, the entire class

discusses the group inputs, referring back to how they relate to the concept being

considered. The instructor serves as facilitator, posing questions but not leading the

discussion. Valuable insights are presented as the students work through the concept

to its practical application and class consensus is generally reached. Class energy

following these discussions is high and students often continue to discuss their

conclusions after class. Some also approach the professor to say “great class” or “that

was really a good discussion – now I understand (the concept)”

In addition to using case studies from the internet and texts, current situations

and events and students’ personal experiences can also serve as case studies. For

example, one assignment in Public Policy Analysis was to analyze a recent policy issue

using the steps outlined in the text (e.g., Kraft & Furlong, 2004). This required

students to identify the various elements in the issue and to evaluate the solution

recommended in the article. Please see Attachment 1 for an example. Another means

is to ask students to describe a personal dilemma and how they responded to it. As

part of this, they must also find a case study that had similar circumstances and

compare their experience with that described in the case study. As an alternative, they

can analyze their dilemma from the viewpoint of one of the ethical philosophers – how

would Kant’s or Locke’s concepts apply to this situation? (Please see Attachment 2)

Each of these approaches is intended to test the theory that they’ve learned in a real-

life situation. This analysis of their experience exemplifies and illuminates theory.

Conclusion

In my experience, using the case method with a heavy reliance on discussion,

both in small groups and with the whole class, definitely allows learning to take place

and to be reinforced. Care must be taken to ensure that the “case” is directly related to

the concept to be learned and that sufficient time is allowed for analysis and for

discussion. I wholeheartedly agree with Wasserman (1994) and Levin (2003) that the



discussion step is a crucial variable in learning from cases and that without it, the

pedagogy is ineffective.
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Attachment 1
Public Policy Analysis, Govt 460

This assignment is can be accomplished to gain extra credit or because you want to

gain additional knowledge in public policy analysis. This assignment is worth up to five

(5) points on your final grade and will added into the total points earned at the end of

the semester.

Two articles on nuclear proliferation and terrorism are attached. They are “Implications

for Public Policy of the Threat from Bioterrorism” and the “Proliferation Security

Initiative.” Select one (1) of these articles to frame a policy analysis. In your analysis,

make sure you address the following areas:

1. Problem statement

 What is the problem that is being addressed?

 Identify the indicators that show a problem exists.

 What are the apparent causes of the problem?

 How significant is the problem? (impact, severity, scope, duration)

2. Organizational context

 What agency program(s) presently address the problem?

 What are the existing program goals and objectives? If no program exists,

define the new goals and objectives.

 How does the present program (s) attempt to alleviate the problem described

above?

 Is there evidence of a performance gap?

 To what extent are policy actors (decision-makers, interest groups, and agency

personnel) inclined to support new approaches as solutions to the problem?

3. Develop 3 alternatives that could be considered

 How would each alternative help achieve identified goals and objectives? How

would each alternative alleviate the problem?

4. List the advantages of each alternative:



 The impact on client groups in terms of meeting their needs, the expected

benefits for the agency, specific features that would facilitate implementation

5. List the disadvantages of each alternative

 The likely costs, the negative side effects, the likely barriers to successful

implementation

6. What would you recommend and why?

This will be a formal paper at least 6 pages in length, with outside references. Please

use MS Word, 12-point font, 1” margins, double-spaced. Submit the paper as an e-mail

attachment in WebCT not later than Friday, December 3rd by midnight.



Attachment 2

Ethics In Government & Politics, GOVT 450

During the semester we have reviewed some theories of right action and various case

studies that pose ethical dilemmas. The goal is to sensitize you to some of the ethical

issues that you may encounter in your career and to help you to understand how to

think about these issues and increase your moral autonomy.

This assignment can be accomplished to gain extra credit or because you want to gain

additional knowledge. Whatever your motivation, up to five (5) points will be

added into your assignment grade for the semester.

To make this as relevant and useful as possible, you will be given some responsibility

for determining the specifics. Present an ethical dilemma that you, or a friend of yours,

have encountered either at Christopher Newport University or in a work situation.

Present the scenario as well as the general category of dilemma (examples: “falsifying

data,” “withholding information,” “taking undue credit,” “whistle blowing,” etc). You

may change the names of your characters for privacy protection. Describe some

possible ways of solving the dilemma and the theories of right action that support these

different solutions. Argue for the best solution to the problem.

Now find a case study in the literature or on the internet (there are many ethics cases

on the web and the ethics link for this course also has a few) that falls into the same

category of dilemma. Describe how that case is similar to the ethical dilemma that you

presented from your experiences. Discuss whether the same type of best solution that

you argued for in your own case applies to the case study.

This will be a formal paper with outside references as appropriate, length should be

about five (5) pages or so, double-spaced, 12 point font and 1 “ margins.. Submit it as

a MicroSoft Word attachment to a WebCT e-mail not later than December 10th.



STUDENT ORAL REPORTS: 

 Utility, Futility, Futurity  

 Mir Zohair Husain 



Introduction 

Today’s students face an 

interdependent, fast-paced, and 

complex world that is markedly 

different from previous generations.   

Students in the 21st century must have: 

A higher level of competence in their 

field of study. 



Introduction (cont’d) 

Students in the 21st century must 
have: 

 

An understanding of the world’s 

diverse peoples and cultures. 

Critical thinking skills. 



Introduction (cont’d) 

Students in the 21st century must 
have: 

 

The ability to communicate effectively 

with others. 

A more diverse and effective skill-set 

than their predecessors. 



Definition 

 A student oral report  is a formal 

presentation that a student delivers 

in class and is evaluated on it.  



Thomas Jefferson (1743-1826) 

“Difference of opinion leads to inquiry, and 

inquiry to truth.”  Jefferson, a broadly 

educated renaissance man, also stated, “if a 

nation expects to be ignorant and free… it 

expects what never was and never will be .” 



John Stuart Mill (1806-1873) 

“The only way in which a human being can 

make some approach to knowing the whole of 

a subject, is by hearing what can be said about 

it by persons of every variety of opinion, and 

studying all modes in which it can be looked at 

by every character of mind. No wise man ever 

acquired his wisdom in any mode but this.” 



Benefits 
Student Oral Reports: 

 

Engage several senses, making learning 

a more holistic and memorable 

experience. 
 

Enliven and enrich class sessions 

through active learning, rather than the 

passive learning of the traditional 

lecture method. 



Benefits (Continued) 

Student Oral Reports: 
 

 

 

Improve students’ researching and 
writing skills. Students learn how to 
locate the necessary references, read 
for comprehension, engage in critical 
thinking, highlight the main points, 
and draw insightful conclusions. 

 
 

 



Benefits (Continued) 

Student Oral Reports: 
 

Help students overcome their fear of 
public speaking.  While great oral 
communication skills do not guarantee 
success, the inability to effectively 
communicate with others could definitely 
pose serious problems. 
 

Promote an in-depth approach to 
learning and long-term retention; 
thereby, broadening and deepening one’s 
understanding of the subject-matter. 

 



Benefits (Continued) 

Student Oral Reports: 
 

Make it easier for students to grasp the 

application of theoretical concepts to 

reality. 

Enlighten students about the complexity 

and challenge of policy-making in the 

world. 



Benefits (Continued) 

Student Oral Reports: 
 

Tend to create a less intimidating 
classroom environment in which 
even passive students are less 
inhibited to speak up and critique 
their fellow students. 
 

Help students in getting to know 
their classmates. 



Benefits (Continued) 

Student Oral Reports: 
 

Assist instructors in getting to know 

their students. 

Foster democratic ideals such as 

freedom of thought and speech; 

openness to diverse perspectives; 

and tolerance towards others.  



Benefits (Continued) 

Student Oral Reports: 
 

Empower students by enhancing their 

self-confidence and ability to handle 

stressful situations. 

Train the future generation of 

decision-makers to be less vulnerable 

to the dangers of “groupthink.” 



Concerns 

Student Oral Reports: 
 

May be time-consuming and impractical 
for large classes; thereby, leaving 
insufficient time for completing the 
syllabus. 
 

May be ill-suited for classes with both 
lower-level and upper-level students, as 
upper-level students may be unhappy 
with presentations of lower-level 
students. 



Concerns (Continued) 

Student Oral Reports: 
 

Could be perceived as wasted class time 

and tuition monies by students who 

expect to learn from their professors, not 

classmates. 

Could provide an uneven learning 

experience: presenters will learn much 

more about their topic than non-

presenters who remain in the passive 

learning mode. 

 



Concerns (Continued) 

Student Oral Reports: 
 

 

 

 

Could result in negative teacher 
evaluations if students are dissatisfied 
with poor presentations. 



Recommendations 

Instructors must play a pivotal role in 

planning, organizing, and supervising 

the student oral reports. 
 

Instructors should: 
 

Permit students to present oral reports 

on the most important events, issues, 

problems, and people in the course.  

 

 



Instructors should: 
 

Limit the oral presentation to 10 minutes, 
allowing an additional 10 minutes for 
questions, comments, and discussion.  
 

Give students concise and clear guidelines 
for the oral report in the syllabus along with 
a few sample topics, how the oral reports 
will be evaluated, and tips for preparing and 
presenting an effective oral report. 

Recommendations (Continued) 



Instructors should: 
 

Ask a bright and articulate student to 
present the first oral report and serve as 
a good role model.  

 

Offer students bonus points for 
volunteering to present oral reports. 

Recommendations (Continued) 



Recommendations (Continued) 

Instructors should: 
 

Finalize the dates for all oral reports 

by the second week.  This will give 

students sufficient time to prepare and 

practice their presentations. 
 

Give the class several reminders about 

preparing for the upcoming oral 

reports. 

 



Recommendations (Continued) 

Instructors should: 
 

Insist that students submit two drafts of 
their oral report: the first, one month 
before the presentation, and the final 
draft, at least one week prior to the 
presentation.  This will minimize 
inadequately researched and poorly 
written work. 
 

Give the entire class the opportunity to 
submit a half-page typed critique on each 
oral report at the end of the semester for 
extra credit. 



Recommendations (Continued) 

Instructors should: 
 

Request that every student in the 
class come prepared to make one 
comment or ask one question of the 
student presenters. 
 

Give the non-presenters in class 
bonus points for asking intelligent 
questions and making insightful 
comments of the presenters. 



Recommendations (Continued) 

Instructors should: 
 

Inform the class that material 
covered in the student oral reports 
will be included in the examinations. 
 

Encourage a more fruitful discussion 
of the highlights of the student 
presentations by asking questions 
and modeling that behavior for the 
class. 



Recommendations (Continued) 

Instructors should: 
 

Engage in politically-correct 

constructive criticism that analyzes 

the strengths and weaknesses of the 

students’ presentations. 
 

Discuss the additional points and 

perspectives that were not brought 

up in the presentations. 



Recommendations (Continued) 

Instructors should: 

 

Ask the entire class to critique and 

score the oral reports.  This 

enhances critical thinking skills and 

assists the instructor in giving the 

presenters a fairer grade. 

 



Student Oral Report Evaluation 

Title:  

Presenter: 

Evaluator: 

 *Score (1-5) 

Research (Sufficient and pertinent)   

Organization (Well-organized, concise, and clear)  

Delivery  (Held interest of audience, maintained eye-contact, had good posture, 

and spoke with a loud and clear voice) 
 

Issue Development  (Main arguments were logically developed and clear)  

Total Score (5-20)  
 



Conclusion 

  Organizing student oral reports is not a 

panacea or quick-fix for optimal 

learning.   It is merely one beneficial 

pedagogical tool among a wide variety 

of fascinating educational instruments 

that instructors can gainfully 

experiment with in their classrooms to 

enhance teaching and learning. 
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Abstract: Minority Community - Based Organizations (CBO) face unique challenges to
capacity building. The paper describes UCF Department of Public Administration’s
technical assistance project for the Orange County Health Department to assist 8 small
nonprofit agencies. These agencies provide HIV/AIDS education and direct services to
minority communities. Deliverables include 64 proposals for funding for the agencies written
by students with faculty oversight, on-site training in financial management and strategic
planning, group training, concrete products such as an annual report for public relations, and
customized assistance. The technical assistance is provided by the university team includes
faculty and students. Benefits include assisting the Orange County minority community,
major student support and experience, demonstrating current expertise, building capacity for
other training projects, and funding support. This program provides the opportunity for
students to be paid while gaining extensive experience in grant writing and work of nonprofit
organizations. The students work with seasoned specialists who provide extensive training in
the process and a detailed review of every product before submission.
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Experimental Learning and Capacity Building for Community - Based Small Nonprofits:
University Community Partnerships

Introduction

The Department of Public Administration at the University of Central Florida is
currently executing a technical assistance project for the Orange County Health Department
to assist 8 different, very small, community-based nonprofit agencies. These agencies
provide HIV/AIDS education and direct services to minority communities. The agencies are
very small, largely functioning with volunteer services. Project deliverables include
proposals for funding for the agencies (the major product), on-site training in financial
management and strategic planning, group training using recognized regional leaders,
concrete products such as a glossy annual report for public relations for each agency, and
customized assistance in volunteer management and board development. The university
team includes 3 faculty, 2 grant writing experts, and 8 students. Benefits include assisting
the Central Florida minority community, major student support and experience, building
capacity for other training projects, and ample funding support. The project is currently on or
ahead of schedule and is already being hailed as a model program by the project officer.

Theoretical Background

The paper examines obstacles and opportunities to building the capacity for urban,
community-based minority health nonprofit organizations in Central Florida. The paper also
discusses the necessary conditions and strategies for success in engaging these organizations
in broader voluntary collaboration with other similar organizations. Theoretical framework
is primarily drawn from social capital and community partnership to explain the capacity
building for small nonprofit agencies (Berger 1983; Chrislip and Larson 1994). Social
capital is applied in this context to explain the ability of communities working together to
solve the problems of our society (Axelrod 1997; Alter & Hage 1993; Nohria & Eccless
1992; Coleman 1990, 1988). Partnership refers to any intentionally collaborative
relationship between two or more organizations. Joint ventures, multilateral collaborations,
public-private and public-nonprofit alliances are just some examples of this phenomenon.
Partnership can also be perceived as a social exchange involving commitment of knowledge,
skills, and emotions. From an organizational standpoint, partnership entails the commitment
of organizational resources to an initiative involving two or more entities that come together
and act on recognition that they cannot accomplish their missions alone (Gray 1989). In
recent years, such interorganizational collaboration has become a prominent aspect of the
functioning of many different types of organizations. The number and significance of
collaborative forms of organizing, including interorganizational teams, partnerships,
alliances, and networks have increased tremendously. The value of effective collaborative
relationships as well as the complexities and challenges they present have been recognized
by many researchers, and they continue to be a frequent subject of scholarly and practitioner-
oriented literature (Linden 2002; Kanter 1994; Powell 1990; Gray 1989).

Capacity building can be defined as activities aimed at building multi-dimensions of
organizational capacity and effectiveness, including those such as partnership/networking
essential to provide better service to distressed communities. Capacity building activities
mainly focus on leadership development, organization development, and interorganizational
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collaboration (Staudt and Homedes 2004; Chaskin, Brown, Venkatesh, and Vidal 2001;
McNamara n.d.). Community development can be another goal of capacity building with
mobilization of the community recourses available to individual nonprofit organizations.
Organizations are key vehicles through which such capacity – community social capital – can
be built and utilized. Strong and self-sufficient organizations can provide needed services to
the distressed communities. These organizations can also be important vehicles for solving
community problems.

Project Information

Deliverables: Annual fiscal assessments, annual budgets, recommendations for
payroll systems and installation, annual reports regarding review of strategic plans, training
on volunteer and board development, training on staff management, development plans,
training regarding leadership skills, and 64 grant requests for proposal.

Grant Proposals: One team is providing technical assistance in drafting four
proposals for funding per year per agency. In other words, the UCF team is required to draft
64 grant proposals for the targeted nonprofits. It is expected that this will result in funding
for the agencies in the short term, and a greatly increased capacity to continue the proposal-
writing process on the part of the nonprofits in the future. This is by far the largest (and most
ambitious) part of the program. This team consists of …people the first year and is being
streamlined to … members the second year. To date, 41 proposals have been submitted. As
a result, funding in the amount of $500,448 has been granted.

Financial Management: A specialist provides customized financial management
services (on-site) in each of the eight agencies. This includes assisting with annual tax
reports, quarterly financial statements, installing new software systems, and ongoing training
for the adoption of these functions in the future.

Strategic Planning: Another customized service is strategic planning assistance
leading to an updated operational planning document. This service includes working with
both the advisory board as well as the executive director and other significant parties.

Training Sessions: Some training for the eight agencies is provided in a group
setting. This training covers a variety of topics including: board development, volunteer
management, diversity and cultural awareness, management practices, public relations,
effective grant-writing, communication strategies, etc. Approximately eight group training
sessions are offered over the course of the contract. These training sessions are generally
provided by the recognized leaders in the Central Florida nonprofit community.

Annual reports: Each agency will receive a glossy annual report that can not only be
used to accompany funding proposals but can be used for public relations purposes as well.
The annual reports will be short and in proportion to the agencies, but will include pictures,
mission statements, strategic planning information and the basic financial information of the
agency.

Customized assistance: Finally, a certain amount of customized assistance is being
provided by university staff working on the project. In particular, many of the graduate
students volunteer some of their time in providing direct services to clients in order to better
understand the agency with which they are working. Several agencies have utilized
undergraduates performing service learning projects in a volunteer capacity. Additionally,
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the project allows enough flexibility to shift learning objectives to meet the needs of the
group or specific agencies.

Methodology

The organizations will not be named to protect their anonymity and those associated
with these organizations and their boards. This paper is a critical reflection on field
experience not a systematic scientific inquiry. Participant observations, interviews, and
conversations with associates provided information to the paper.

Project benefits: Benefits to the community, university

This program offers a rare opportunity to work with numerous community agencies
that are struggling to provide direct services to Central Florida’s minority communities.
These agencies, in their turn, are working to prevent one of the most ravaging diseases in
society, as well as to provide support services for those who are infected.

This program provides the opportunity for eight students to be paid while gaining
extensive experience in grant writing. The students work with seasoned specialists who
provide extensive training in the process and a detailed review of every product before
submission.

Because the Department of Public Administration has long offered graduate and
undergraduate Certificates in Nonprofit Management, and started offering a Masters in
Nonprofit Management in the fall of 2004, the project plays to the strengths of the
Department of Public Administration. The project team is extraordinarily strong because the
university was already providing related educational services and had a history of very
modest technical assistance projects. Because the likelihood of exceeding expectations is
high, reputation expansion is likely.

Due to its size and visibility, the Capacity Building Program for Small Nonprofits
takes the Department to a new level of institutional capacity and reputation. It will enable
the Department to demonstrate its ability to execute other large technical assistance projects
involving any type of organizational capacity building effort in the future in both public and
nonprofit settings.

Lessons Learned
 Student volunteer efforts within the organizations helped them develop useful
familiarity with the client database and service terminology
 Use of minority media and joint projects with other volunteer organizations
amplified minority volunteerism
 Utilization of minority clients as organization volunteers provided valuable input
to overall agency program development and improvement and improved the minority
volunteers’ sense of connection to the mainstream community
 Minority volunteers proffered lack of personal time due to health and economic
hardship as a detractor to volunteer availability

Implications for the Profession: The design and execution of the project and lessons
learned from the project can have some important relevance to others in the fields of
nonprofit management and volunteer administration.



5

Acknowledgement: I am thankful to Dr. Montgomery Van Wart, Chair person of the
Department of Public Administration; Mr. Larry Williams, Orange County Health
Department Manager for the Office of Minority Health. Special credit is due Barbara Howell
for securing the grant for the Department of Public Administration and continuing to provide
invaluable advisory and technical assistance. I also acknowledge Graduate Student Assistant
Maria-Elena Augustin for her assistance in the Project.



6

References:

Alter, Christine and Jerald Hage. 1993. Organizations Working Together. Newbury Park:
Sage.

Axelrod, Robert. 1997. The Complexity of Cooperation: Agent-based Models of Competition
and Collaboration. Princeton, N.J.: Princeton University Press.

Bardach, Eugene. 1998. Getting agencies to work together: the practice and theory of
managerial craftsmanship. Washington, D.C: Brookings Institution Press.

Berger, R. A. 1983. “Building community partnerships: Vision, cooperation, leadership.”
National Civic Review, May, pp. 249-255.

Chaskin, J. Robert, Prudence Brown, Sudhir Venkatesh, and Avis Vidal. 2001. Building
Community Capacity. New York: Aldine Gruyter.

Chrislip, David D. Carl E. Larson. 1994. Collaborative Leadership: How Citizens and Civic
Leaders Can Make a Difference. San Francisco: Jossey-Bass.

Coleman, James. 1990. Foundations of Social Theory. Cambridge, Mass.: Belknap, Harvard
University Press.

Coleman, James. 1988. “Social Capital in the Creation of Human Capital,” American Journal of Sociology 94, pp.

95-120.

Gray, Barbara. 1989. Collaborating. San Francisco: Jossey-Bass.
Kanter, Rosebeth M. 1994. “Collaborative advantage: The art of alliances.” Harvard

Business Review, July-August, 96-108.
Linden, M. Russell. 2002. Working across Boundaries: Making Collaboration Work in

Government and Nonprofit Organizations. San Francisco: Jossey-Bass.
McNamara, Carter. (n.d.) “Capacity Building.” Available online at:

http://www.mapnp.org/library/org_perf/capacity.htm#anchor400012.
Nohria, N. and R. Eccles, Eds. 1992. Networks and Organizations. Cambridge, MA: Harvard

Business School Press.
Powell, W. W. 1990. “Neither market nor hierarchy: Network form of organization.” In B.

M. Staw and L. L. Cummings (eds.), Research in Organizational Behavior, Vol. 12.
Greenwich, CT: JAI Press, 295-336.

Staudt, Kathleen and Nuria Homedes. 2004. “Investing or Squandering Social Capital?
Community-Based Organizations for Indigent Health Care,” International Journal of
Public Administration. 27 (1): 109-126.



Visualizing Public Administration: The Use of Images to
Teach Theory in the Undergraduate Classroom.

Glenda Kirkland, Bloomfield College

ABSTRACT
“Our perceptions…rely entirely upon endlessly replicated and infinitely elastic chains of images from art,

literature, and the media that constantly inform us, often in contradictory ways, of who we ought to be, and where
we belong” (Lubin 2003, xiii).

Arguably more than any previous generation of students, current traditional-aged
undergraduates rely upon “screened” information, i.e., information seen on a television, movie or
computer screen, more than the written or spoken word. Few can escape our visual culture.
Rather than being bemoaned, this phenomenon can be used to positive advantage in teaching
public administration. This paper discusses the teaching of three theoretical areas in public
administration through the use of films and documentaries: administrative discretion and street
level bureaucrats; policy design and analysis; and, the social construction of deviance.

INTRODUCTION

My first teaching situation was one-on-one tutoring for the math requirements of the

GED exam. The students were homeless women living in a temporary shelter in one of Essex County,

New Jersey’s bleakest urban neighborhoods. I have since taught graduate students in an MPA program as

well as undergraduate students in political science and public administration. The GED tutoring remains

my most difficult, frustrating and illuminating teaching assignment to date. It was a humbling experience

which left me with profound respect for the creative demands of teaching. I learned it was not enough to be

thoroughly knowledgeable about what I was trying to teach. After a student queried, “Ms. Kirkland, why

do I need to know this stuff?”, the “stuff” being geometry, I understood that connecting the student to the

course material must be the course goal, long before I would understand Clinchy’s concept of “connected

knowing” (Clinchy 1989). In my attempts to visualize geometry for the students, the dry board overflowed

with animated diagrams and models, resembling the fireworks over the Hudson River on the Fourth of

July. In the end, I thought of few useful applications for the course material in the lives of homeless

women. But, somewhere in the process, not only did the students learn enough geometry, mathematics

and algebra to pass their GED exam, but they came to appreciate that understanding relationships in the

physical and natural world had a value in itself and to them personally. The central question of teaching is

how to connect the student to the material in order that the course content, theories and desired skills



become integrated into the student’s personal narrative. This has important implications for students of

political science and public administration who enter public service.

TEACHING GOALS: EPISTEMOLOGICAL DEVELOPMENT

I was fortunate as a doctoral student to participate in a semester-long Teaching

Excellence Seminar taught by Lion F. Gardiner at Rutgers University. In this seminar, we were taught

through numerous practical applications how to build student critical thinking behavior as well as develop

a student’s disposition or willingness to think critically. Drawing on the theories of Peter Facione (Facione

1990, 1993) and Blythe Clinchy (1989), I approach the course content of each of my undergraduate

courses in political science and public administration with four goals:

 To assist in student transition from dualism to multiplicity to relativism, from thinking

that there is a “right” answer to every question and that “truth” is the domain of

“legitimate” authority to thinking that all knowledge is dependent on context, including

the knowledge and values of “authority.”

 To increase cognitive competence and capacity for empathy.

 To develop critical thinking skills.

 To practice “connected knowing”, that learning is a social activity; to encourage “deep

listening” with the intent to understand accurately what others are saying exactly the way

they themselves understand it and to realize others may have achieved an insight we have

missed (Clinchy 1989).

TEACHING METHODOLOGY

An early exercise in the Teaching Excellence Seminar was a self-evaluation using the

LSI-IIa Learning- Style Inventory: Self-Scoring Inventory and Interpretation Booklet available from

McBer & Company, Training Resources Group in Boston. My scoring indicated a very unbalanced

learning style, with an almost total emphasis on learning and understanding through the abstract, with a

slight inclination to find practical uses for ideas and theories. My score was very weak in sensitivity to

feelings and learning primarily through a “hands-on” experience. As teachers-in-training, we were wisely

instructed to use the learning-style scores to strengthen our weakest learning styles, and to recognize that all



the learning styles were valid and useful, not to mention would be found in our future classrooms. The skill

of recognizing and teaching to each of the learning styles is essential to ensure the involvement of every

student in the class. In Lion Gardiner’s Teaching Excellence Seminar at Rutgers, I was also introduced to

“Bloom Taxonomy” (Bloom 1956), and Kolb learning styles (Kolb 1976, 1981, 1984). The teaching

methodology for all my undergraduate courses in political science and public administration developed

from these theories, with a student-centered approach. Course content is covered in recall, and in the five

remaining phases of the taxonomy, comprehension, application, analysis, synthesis and evaluation, I use

numerous techniques helpful to visualizing or experiencing public administration theories.

During my first “real” teaching assignment in the Graduate Department of Public Administration

at Rutgers, I was repeatedly asked by friends and peers, “so, how do you like teaching?” Actually, I hated

it, and likened the experience to that of a stand-up comic. One gets up in front of a roomful of people and

“performs.” In my early formal teaching, I had failed to strengthen the weakest areas of my learning style:

sensitivity to the feelings of others and awareness of the experience of others. Like the comic, I thought my

material was good, but no one was laughing; I was failing to connect the student to the material and I was

failing to understand the context of the student. Like the comic, it was my responsibility to engage the

audience. The agony of the classroom hours spent “performing” in front of unresponsive students was

impetus enough to conduct a serious and frank self-appraisal.

The course was The Theory and Practice of Nonprofit Management, which, frankly, bored me. I

had been a practitioner CEO of a charitable organization for over a decade and topics such as budgeting,

board recruitment and human resources management were well-known but stale areas of interest for me.

Students for the most part were engaged during class only when I veered somewhat off course and began

discussing a recent nonprofit scandal, examples of government ineffectiveness or the interference of

politics in the awarding of funds….the way life really is in the nonprofit sector. Course material covering

the theory of nonprofit management was old hat to me and generally uninteresting. This was obvious in my

classroom. I was not engaging the student in material in which I was not engaged. The theory became

more obvious, interesting and worth learning when I discussed actual real-life situations which unfolded

bearing little resemblance to theoretical models. I gradually restructured the course to teach theory as the



“frame” against which to analyze and evaluate actual real-world examples and experiences. Focusing on

the student and the blank stares informed and improved my teaching.

THREE PUBLIC ADMINISTRATION THEORIES

My teaching home is now Bloomfield College in Bloomfield, New Jersey. Founded in 1868, we

are a four-year college of just over 2,000 students. Our students are primarily minority and international

students, the first in their families to attend college. During my first class at Bloomfield, I encountered the

same numb student reaction to the concept of administrative discretion and street-level bureaucrats.

Remembering my weaknesses in the areas of sensitivity to students and awareness of student contexts, I

sought to examine the disconnect between what I was teaching and what the students seemed unable to

grasp. An important finding in this examination was the problem of vocabulary. I was using words, both

in a technical sense and a conversational mode, which the students did not understand. In this instance, the

primary misunderstood word was “discretion.” The majority of students in the class had either no

familiarity with this word or thought it meant to be discreet, quiet and/or conservative in one’s behavior,

akin to “modest.” How could I portray the use of administrative discretion in a way students would

understand? I needed a real life example. I used a 15-minute clip from the film, The Shawshank

Redemption, a 1994 Hollywood film based on a story written by Stephen King. It stars Tim Robbins as

Andy Dufresne, the former vice president of a bank, who is imprisoned for life for murders he claims he

did not commit, and Morgan Freeman as Red Redding, also a lifer who has learned to cope with his life

sentence. Other characters in the 15 minute clip are Mr. Norton, the warden, and Mr. Hadley, the captain

of the guards. In this situation, the period is 1947-1949, in Shawshank Prison in Maine. Andy represents

an elite class in the prison, keeps to himself and does not interact with prison staff. He does befriend Red,

who is known to be able to “get things done” outside the rules. This clip shows the warden requesting

volunteers among the prisoners for re-tarring the roof of the license plate factory. During the incident,

Andy exchanges information about tax avoidance with Mr. Hadley and as compensation receives two cold

beers for every inmate involved in the re-tarring. After an incident of violent sexual assault on Andy, the

guards on the orders of Mr. Hadley, severely beat and then relocate the main perpetrator. Red manages to

smuggle in a long desired poster of Susan Hayward for Andy’s cell. After viewing the film clip, students



are assigned a written paper where they identify instances where administrative discretion is used, where

rules and procedures are broken by the very individuals who are entrusted with upholding the rules of the

prison.

Every year I teach a course, Problems in Public Policy, which is intended for both political science

and public administration majors, and has become a popular elective for students outside the major.

Several concepts in this course were difficult for students, both inside and outside the major, to grasp.

Defining “policy” as actions the government takes as well as lack of action on the part of government

posed a difficulty. Theoretical models of policy design, although clearly explained in the course text,

Thomas R. Dye’s Understanding Public Policy, were difficult for almost all the students to comprehend.

Sensing the sea of blank expressions in the first few course meetings, and knowing the importance of

understanding these concepts as building blocks for the remainder of the course, I again sought a real life

contextual example. The 1940 film, The Grapes of Wrath, has proven to be an almost perfect visualizing

tool for portraying a period in American history when the government developed policy to confront a

situation. It also establishes a context in which students can view multiple perspectives on a situation and

see heroic behavior on the part of previous generations of the homeless and disenfranchised population.

After viewing the film, students are asked to provide written responses to the following three questions:

1. Explain the conditions and problems these farmers were facing. Discuss the

problems/conditions from the farmers’ point of view.

2. What do you think were the underlying causes of these problems?

3. Explain how government policy makers would approach solving the problems

you discuss in #1 above, using the following models of policy design:

institutional, process, rational, incremental, group theory, elite theory and public

choice theory.

It is a personally held belief that the social construction of deviance is arguably the most important

topic in public administration. It has been my experience that minority students are aware of this

phenomenon and are eager to understand it more fully. Many white students are unaware of society’s

biases and some are resistant to learning otherwise. This presented a unique teaching challenge for me as a



white professor. My first attempt at teaching social construction of deviance included drawing on the

blackboard the deviance grid from the classic Schneider and Ingram paper (Schneider and Ingram 1993)

and discussing its implications in today’s society. Many minority students grasped the concept readily, but

most white students did not. Covering incidents in current events which illuminate social constructions

often became exciting classroom discussions held among minority students where too frequently white

students did not participate and where some felt a reluctance to voice an opinion which might be perceived

as “politically incorrect.” Differences also emerged between minority students born in this country and

those born and raised abroad. During a discussion on welfare reform, a rather heated argument ensued

between foreign born black students and American born black students. Following the discussion, a

foreign born black student who was doing her research project on welfare reform, constructed a lived-

experience situation for herself (without knowledge of the professor!). She impersonated a mother in need

of welfare assistance and visited the local welfare office and applied for TANF. She secretly audio-taped

the conversation and documented the waiting time and physical surroundings. During her class

presentation, she played the audio tape and her fellow students were spellbound, especially the doubters of

social construction of deviance. The Hollywood film, Claudine, is forceful in illustrating the plight of

women on welfare.

Another student, a white young man who doubted the existence of police profiling in New

Jersey, set up an experiment to test for it (again without knowledge of the professor). He filled his car with

white friends and drove to a nearby all-white, elite suburb. He then proceeded to drive recklessly through

the middle of town. The police, who were white, stopped him, looked at his credentials, scolded him, and

sent him on his way. A couple of weeks later, he drove a friend’s car filled with black friends to the same

suburb and drove recklessly through the middle of town. The police again, stopped him. He and all

passengers were ordered out of the car, frisked and questioned at length as to their reason for being in the

town. Just before being issued a ticket, he explained to the police that it was an experiment he was

conducting for school. The police sent them on their way without issuing a ticket. His retelling of these

stories in class had a profound impact on other white students. For the most part, I have found classroom

discussion of social construction concerning race, in a mixed-race classroom, is not effective. Since racism

is an important concern in our society today, it would be negligent to avoid the topic. The documentary,



Scottsboro: An American Tragedy, can be assigned with the following questions, to be answered in private

with representative answers presented by the professor anonymously in class.

1. Discuss several principles of our democracy which were violated during the

initial treatment of the defendants by the government.

2. Discuss how you think the incident would have been handled in 1931 had the

defendants been white and the accusers been white. Why?

3. Discuss how you think the incident would have been handled in 1931 had the

defendants been white and the accusers been black. Why?

4. Discuss how you think the incident would be handled today if the defendants

were black and the accusers were white. Why?

5. Discuss how you think the incident would be handled today if the defendants

were white and the accusers were black. Why?

In order to illustrate examples of social construction of deviance which happen outside our borders

and concern issues other than race, I assign the documentary, The Long Way Home, and ask students to

answer the following questions:

1. What did you learn about the treatment of Jews after World War II from this

documentary?

2. Discuss the ways the United States and Europe were involved in the resettlement of Jews.

3. Discuss the most ideal solution from the Jewish perspective.

4. Discuss the most ideal solution from the Palestinian perspective.

5. Discuss the most ideal solution from the US/European perspective.

6. Discuss what you think would be the best solution. Why?

CONCLUSION

I have learned it is far easier to connect public administration and political science students to

course material than to illustrate the practical applications of geometry to a homeless person. Especially at

Bloomfield College, the students have taught me how to teach them. Their zeal for learning strengthens my



passion for teaching. One class assignment in American Politics involved the development of a public

opinion survey before the Presidential election of 2004. Each student interviewed 20 survey participants

and tabulated the results on an Excel spreadsheet. One student felt strongly that answers to the survey

questions were not capturing the “flavor” of survey participant responses. In order to capture the true

feelings of many inner-city survey participants, he had a friend videotape his interviews, which took place

in a public housing project in Newark. When discussing his results in class, he also showed the videotape

of his asking of the survey questions. The tape revealed a multifaceted distrust of and alienation from the

political process which would not have been captured by standardized survey questions. People slammed

the door in his face, more frequently than not answered “yes” or “no” questions embellished with spicy

four-letter words, groans, laughter, distain and animated body language. The goal of the polling exercise

was for students to learn about public opinion surveys but more importantly to learn how their friends and

neighbors felt about the candidates and issues and how the results compared to national surveys. This

particular student understood that the survey results were not going to adequately convey the discontent of

his community, he held a deep desire to have this discontent conveyed, and he found an ingenious

methodology to accomplish his goal. Nothing less is required of us who teach public administration: that

we understand what we want students to learn, that we hold a deep commitment to student learning, and

that we devise effective methodology to ensure that this happens.
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ABSTRACT

Doctoral students in the Askew School of Public Administration and Policy at the Florida
State University are required to take a course on "the history and future of public
administration." Emphasis is placed on the evolution of the theory of our field over the
past two and a quarter centuries. Taught as a seminar, each student takes responsibility
for leading class discussions on selected historical topics and writings. Particular
emphasis is placed on the ways that public administration scholars' perceptions of our
field's history have changed in response to then current intellectual fashions and trends.
The course concludes with a look at the current and emerging societal trends and
conditions that students need to understand in order to contribute to the future
development of public administration theory. The faculty of the Askew School require all
doctoral students to take the course in the belief that a solid understanding of the origins
of our field is essential to shape its future. The presentation will discuss the rationale
behind the course, particularly its bridging of historical and futures perspectives, as well
as share experiences learned from teaching it.



INTRODUCTION

Previous generations of public administration theorists have given us a richly
innovative past, one that has enabled a constitutional democracy that began in an
agricultural era to successfully transition first into becoming a major industrial nation and
now, thus far at least, into becoming an “information” society. Each generation of public
administration theorists has been confronted by new challenges, emanating largely from
societal trends and conditions. In public administration, a major test of theory is whether
it facilitates the functioning of governments in accomplishing societal transformation. If
future scholars of public administration are to become adept shapers of theory, they must
learn how past theorists have addressed the challenges of their times. In public
administration, learning the history of our theory cannot be accomplished without
learning the social and historical contexts in which the theory was framed.

A decade ago, the faculty of the Askew School of Public Administration and
Policy of the Florida State University concluded that our doctoral curriculum was not
sufficiently exposing our students to the history of our field. We came to this conclusion
as a result of students’ performance on written doctoral comprehensive examinations.
Students at Florida State have always been required to learn about the history of our field,
particularly the theoretical “evolution” of it, but we had not previously required a core
doctoral course that focused exclusively on the history of the field. Gaps in the
knowledge exhibited by our students prompted us to conclude that a course on the
“history” of our field was needed.

The title of the course is “Intellectual History and Future of Public
Administration.” Its catalog description is: “the history of the underlying theoretical
perspectives of public administration as well as trends and conditions relevant to the
future development of public administration.” What follows is a discussion of the course,
its rationale, its development, and subsequent evolution.

WHY “THE INTELLECTUAL HISTORY AND FUTURE OF PUBLIC
ADMINISTRATION?”

Public administration is a field of multidisciplinary study, the objective of which
is the application of knowledge in service to others. Pioneer futurist Bertrand deJouvenel
demonstrated in his seminal work, The Art of Conjecture (NY: Basic Books, 1967), that
the future is the only time frame that can be affected and altered by human decisions and
actions. Many of the trends and conditions that are likely to shape the roles of
government and of public administration during the careers of our students are not yet
evident. It is likely that some of these might be quite different from current trends and
conditions. For example, the trends that shaped the framing of public administration
theory during the 1940s and 1950s were quite different than those that seemed most
important two decades later. Nor were the persons educated during the social activism of



the late 1960s and early 1970s necessarily well prepared to deal with the extraordinary
pressures for devolution and privatization that emerged in the two subsequent decades.

The course does not purport to “tell” students what the future will entail. That is
both presumptuous and impossible. But, by focusing on the trends and conditions that
shaped the roles of government in the past, the course is designed to sharpen students’
perceptions of the ways in which contemporary trends and conditions might be shaping
the future roles of government.

The work of once-famous American sociologist William Fielding Ogburn (1886-
1959) has shaped the design of the course. Like many social scientists of his day, Ogburn
sought to develop social theories that could help explain the enormous changes that
societies underwent when new technologies were introduced into them. During his
lifetime, technology in the hands of industrialists had transformed America from a rural
nation to one of large cities, large organizations, enormous social transformation, great
riches, and extensive poverty. Ogburn is most famous for the formation of the theory of
“culture lag.” Ogburn sought to understand the roles of government in helping to
facilitate societal adaptation to the Industrial Revolution. In 1936, he published an
insightful article titled "Technology and Government Change." In the article, he
concluded that a good way to understand the role of government in industrial society is to
understand how it has necessarily evolved to deal with problems that were once largely
resolved within the context of the extended families within which Americans (and others)
lived during the agricultural era that still predominated at the time of the founding of the
American national government.

When the American nation was founded, nearly all that an individual needed was
provided within the context of families. More than 95% (perhaps 98%) of Americans
lived and worked on farms at the time of the American Revolution. In such a society,
education, employment, health care, protection from intruders, food and clothing are
provided within the family. Most never traveled more than 20 miles or so from home, so
transportation was not a priority, except in moving farm goods to markets. Thus it was
that the challenges of public administration when our nation was founded centered mostly
on such matters as providing for common defense without sacrificing liberty, facilitating
commerce, and occasionally engaging in public works to enhance transportation. A
century later, when industrial technology had moved half the population into cities,
families were no longer able to satisfy individuals’ needs for education, health care,
employment, transportation, security, or sanitation. Awareness of this gave rise to the
Progressive movement and especially its advocacy of competent municipal government
to meet an urbanized populace’s needs.

Ogburn’s insight was that previously undreamed of forms of government were
needed to provide what was once provided within families. New technologies had created
social transformations that required new social inventions. Private industry was effective
at production of goods and wealth but it was inherently unable to meet many of the needs
of the newly urbanized society. Our field was an invention of the Progressives, essential
to the creation and operation of industrial era government. In short, public



administration’s roots lay in the invention of new social institutions, ones that were
needed to provide that which was once provided by families.

Ogburn’s perspective on the origin of modern public administration is useful in
thinking about the future of government and of public administration into the 21st

century. As we enter the 21st century, technology continues to instigate social
transformation. Globalization, for example, is a direct product of desk-top computing
connected via new communications innovations. As before, capitalists seek to take
advantage of new technologies and the result is ever greater productive capacity and
wealth generation. But, as happened a century ago, the “new” economy creates problems
that the private economy alone cannot resolve. Income gaps are widening, not narrowing.
Individuals could once derive a sense of identity from working for a single employer, but
few employers are now willing to make lasting commitments. The advent of increasingly
intelligent machines is likely to either transform or render obsolete many occupations by
the middle of the current century. The demand for labor might be very weak. What will
be the sources of persons’ identity in the 21st century?

It is problems such as these that governments will need to address in this century.
Enabling governments to cope with these problems is what public administration theory
will be about. It might help us to remember that the roots of public administration lay in
meeting the needs of people – needs which extended families can no longer meet and
which the private, for-profit economy is inherently unable to meet. It might also help us
to remember that a critical role of government, and of public administration theory, is to
provide the conditions that help to grow the private sector economy. Without doing this
well, the resources needed to address future social problems will not be forthcoming.
Also, by remembering that the origins of our field lay in providing for needs that were
once met within families, students might be able to fashion future theory that takes into
consideration citizens’ social needs, such as the need for identity and efficacy, and not
just theory that focuses on meeting basic economic needs. In short, students who do not
understand the origins of our field are less likely to see the importance of framing public
administration theory in ways that can effectively address the problems of their times.

“DEFINITIONS” OF PUBLIC ADMINISTRATION PROVIDE A FRAMEWORK
FOR THE COURSE

Debates about what public administration entails are as old as our field. Students
need to learn how the various definitions of public administration have evolved over
time. The course does not seek to instill a single definition into students, but it became
evident that it was quite confusing to require students to study the history of public
administration without first having some sense as to how to ascertain whether something
they were reading was “public administration” or not.

Syllabus definition. The syllabus of the course offers two definitions for students
to consider, one written by Luther Gulick and the second by me, the course instructor.
My “definition” is to underscore the multidisciplinarity of our field while also identifying



that there are boundaries to what they are required to study in our doctoral program. The
course syllabus’ definition emphasizes that the word “administration” comes from the
Latin word “administrare” meaning to minister, to furnish a benefit, to serve by managing
affairs on behalf of others. Thus, “management” is subsumed within the word
“administration” but is less preferable because the former term lacks the element of
service to others.

The syllabus definition is: "Public Administration is service to others, the public,
within the context of the rule of law, expressed through the management of human,
financial, and information resources in the development, implementation, and evaluation
of policy in government organizations, as well as in those nonprofit organizations that
share the ethos of service to the public, and in for-profit organizations that contract with
governments to provide goods and services to the public.”

This definition implies that scholars of public administration need to possess a sufficient
amount of knowledge of each of the following topics:

ETHICS … The meaning and obligations of “service to others,” the meanings of “the
public”

RULE OF LAW … administrative and constitutional law, administrators’ obligations in
operationalizing the rule of law

MANAGEMENT … OF THE 3 KEY RESOURCES
HUMAN RESOURCES: institutions and organizations, organization theory,

OD, leadership, teamwork, motivation, group dynamics, etc.
FINANCIAL RESOURCES: financial management especially budgeting, FMIS
INFORMATION RESOURCES: information technology and policy, MIS

POLICY
DEVELOPMENT … the analytical methods as well as theories and political

dimensions of policy formulation
IMLEMENTATION … in addition to knowing about the management of the

three types of resources listed above, scholars of public administration need to know the
specific literature related to policy implementation, especially causes of implementation
failure and the conditions related to successful implementation

EVALUATION … research methods of program evaluation

ORGANIZATIONAL CONTEXT … public administration was once often defined as
being limited to the actions of executive agencies, to the exclusion of administering
legislatures and courts, as well as excluding the management of nonprofit and for profit
organizations. Increasingly, though, public administration is viewed as the creation and
management of networks of all of the above types of organization in the provision of
goods and services for the public. Consequently, public administration scholarship today
must extend beyond the organizational and political contexts of executive agencies,
though this remains of great importance. To frame public administration theory for the



future, the scholars of our field need to also understand the contexts and operation of both
nonprofit and for profit organizations. This is especially true of nonprofit organizations
that generally share the public serving ethos that has always been a unifying perspective
in our literature.

The Gulick “definition.” In 1990 at the age of 98, Luther Gulick wrote the
following in the Public Administration Review, "... the global content of the field of
public administration is set by the environment, not by logic; if government does it, it is
'public administration'."

Gulick’s “definition” is presented for two reasons. First, it serves to show why
public administration is fundamentally different from traditional academic disciplines and
from other fields of professional study as well. The disciplinary boundaries of all
traditional academic disciplines are defined by the academic members of those
disciplines. Similarly, the boundaries of other fields of professional studies are defined
primarily by the leading academicians in those professions. Physicians, for example, have
legitimized the study of certain forms of medicine (allopathic) while excluding others
(e.g. chiropractic). Social pressures are brought to bear on medicine to broaden its
definition, but the leading academicians are still the boundary setters. Politicians have not
presumed to redefine the legally accepted boundaries of medicine but, instead, have
deferred to the professionals, especially the leading scholars of the medical profession, to
define the boundaries of medicine.

On the other hand, when the public elects officials who are ideologically opposed
to policies that have preceded them, and they proceed to change what government does
and how it does it, then “public administration” has been changed. The shift in national
policy toward devolution and privatization, staunchly resisted by many academics who
were educated during periods of federal agency activism, has nevertheless occurred.
Government now does many things differently than it did a few decades ago. The shifts
in policy did not emanate from academic public administrationists, but they did occur.
Academicians in our field sometimes bemoan our immaturity; those who do seemingly
would like to define our field as they prefer. But, if we academics define what is taught
on campuses with little cognizance of what governments are actually doing, we would be
assuring the irrelevance of the academic study of public administration. It might meet
standards of academic “purity,” but it would not be conducive to preparing students for
the actual practice of the field. Theory formation in public administration must be aware
of what it is that society, as expressed through the wishes of elected leaders (whether we
voted for them or not), wants government to do.

Gulick’s definition underscores the importance of studying the societal trends and
conditions that cause changes to occur in what government “does.” Changing trends and
conditions, including technological changes such as the emergence of the Internet, have
caused government to change. Across the globe, networks, not traditional bureaucracies,
are praised as being models of organization. Powerful intellectual shifts, such as the
applications of economics to the study of politics and policy have spurred the popularity



of devolution and privatization. Officials have been elected who see these as preferable to
traditional means of service delivery. They are now changing what government does.
When government changes so does “public administration.” Today, we must teach
students more about skills such as creating networks and managing contracts.
Governments increasingly rely upon nonprofit organizations to deliver services, so the
administration of those is becoming a central concern of public administration theory and
practice.

Gulick’s simple assertion underscores that it is necessary to understand how
environmental trends and conditions gave rise to past, and present, perceptions and
beliefs as to what government should do. What should government do to effectively
address the problems of society as the future unfolds and how should this be
accomplished? This is a fundamental question, one that should always guide the framing
of the theory of our field. Preparing students to address that question is the central
purpose of the course.

CHRONOLOGICAL APPROACH SEEMS TO WORK BEST

It is possible to organize a course on the history of public administration in
several ways. For example, a course could be organized around the histories of each of a
number of different sub-fields of public administration. For the FSU course, however, we
decided to an encompassing chronological approach. The unfolding theoretical
perspectives in several subfields are studied simultaneously. The major trends and
conditions for each time period are discussed as a framework for understanding what it is
that theorists in numerous arenas were trying to accomplish.

The specific breakdown of the chronology as outlined in the parts of the syllabus are as
follows:

1. Late 18th and Early 19th Century: The End of the Agricultural Era and the
Beginnings of Modern Democracies

2. 19th Century: Reformers Respond to the Industrial Era
3. Early 20th Century to WWI: The Formal Birthing of Public Administration

in the US
4. Between the World Wars: Progressivism to Professionalism
5. WWII to 1960: Competing Paradigms
6. 1960's to 1980: From the Industrial Era "Great Society" to PostIndustrial

Reactions
7. 1980's to the Present: Multiple Paradigms to Cope with Postmodernism and

the Information Era
8. The Future: Where SHOULD We Be Going?

(note: the current syllabus for Spring 2005 can be accessed at:
http://www.pubadm.fsu.edu:8080/~askew/upload/SYLINTEL%281%29.doc)



CONCLUSION: STUDYING THE INTELLECTUAL HISTORY OF PUBLIC
ADMINISTRATION REVEALS THE “ART”

The utility of using an encompassing chronological approach was evident from
the outset. The course was designed to educate students about the many ways in which
contemporary trends and conditions, including prevailing social theories, have influenced
thought in public administration. The “art” of public administration can only be learned
by studying how both theorists and practitioners behaved to enhance the performance of
government within the context of their own times.

It is possible to teach doctoral students a natural science without requiring them to
study the history of their discipline. In those fields, mastery of current knowledge might
be sufficient preparation to begin to contribute to new theory. It is not possible to teach
scholars in the fine arts in the same manner. Does not a scholar of painting or sculpture
need to understand the historical context within which past masters created their w3orks
of art? The same can be said about scholarship in public administration. Understanding
the literature of public administration cannot be accomplished without understanding the
historical contexts within which past “masters,” scholars and practitioners alike, dealt
with the problems of their times. When we neglect this perspective, we often fail to
appreciate the extraordinary creativity that is a part of our intellectual heritage. With a
knowledge of this perspective, perhaps some of our students will become adept at
fashioning future theory for public administration. That is the hope and purpose of the
course.

Currently required texts. The following are required purchases for all students. These are
supplemented by many required articles. All students are required to read extensively
beyond these common texts. Each students is required to read the original works of
selected authors and lead seminar presentations on the contributions of those authors.

- George Frederickson, The Spirit of Public Administration, Jossey Bass, 1997
- Fry, Brian R., Mastering Public Administration: From Max Weber to Dwight Waldo,

Chatham House, 1998 (see Amazon for this one)
- Richard J Stillman, Creating the American State: The Moral Reformers and the Modern

Administrative World They Made, Univ. of Alabama Press, 1998
- Jay Shafritz and Albert Hyde, Classics of Public Administration,

Brooks/Cole Pub., 3rd or 4th ed, 1992 or 1997
Recommend: George Frederickson and Kevin B. Smith, The Public Administration
Theory Primer, Westview Press, 2003
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ABSTRACT

“If you don’t know where you are heading, you’re likely to end up somewhere else.”
(Yogi Berra, quoted in Bryson, 1995, p. 67)

Facing challenges such as increased workplace diversity, competition from the national
and international marketplace, labor shortages, technological development, and
limitations in economic and national resources, US public and non-profit organizations
are seeking creative solutions to expand their productivity and responsiveness in serving
the publics’ needs. Leaders in public and nonprofit administration are looking to the
next generation and mid-career students and employees to enter the field and join the
“call to service.” However, many of the methods to encourage involvement are myopic
in that they are attempting to apply strategies without considering the underlying
structures and belief systems that are the serving as the catalysts for and barriers to
change. Ultimately the meaning and history of public administration must be considered
together with information and technology driven innovation. This paper underscores the
importance to not only attracting qualified, creative, and quality individuals to the field
of public administration, but questions the current practices of conveying the
meaning/purpose of public service to future professionals.
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INTRODUCTION
The public sector has long been responsible for responding to complex and

abstract social issues. In recent years however, in the advent of global and technological
advancements, issues such as Internet personal identity theft, environmental resource
limitations, and Homeland security are difficult to address by traditional and mere
technological interventions. Simplified, surface level solutions are no longer satisfying
the public or the public administrators who work with them. For example, the website
“ready.gov”, maintained by the U.S. Department of Homeland Security, displays pictures
to aid citizens in preparation if they choose to remain in their homes during biological
and chemical emergencies (Figure 1). The plan is controversial because citizens equated
the solutions with the “duck and cover” plans designed for World War II nuclear
emergencies and saw them as ineffective solutions to complex problems.

Figure 1. Shelter-in-Place Emergency Plan (http://www.ready.gov/shelter-in-place.html).

The complexity of problems requiring the attention of public administrators is
prevalent in many types of public service provision and at all levels of government.
Limited resources, bounded information, technological barriers, and normative
orientations supporting democratic participation, efficiency, effectiveness, and equity
create a sophisticated arena in which decisions about public administration practices are
made. Managing “homeland security” in the United States requires balancing material
and ideological social components. Citizens want to be safe, but do not want to sacrifice
democratic ideologies for themselves or for other nationals. The same balancing act is
required in deciding how to control air pollution, wherein the health of individuals and
preservation of the environment for future generations is considered against the freedom
to own and drive private vehicles. In providing redistributive goods through social
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security or through welfare programs, public administrators must weigh short and long
term resource availability with equity issues. Police officers must consider the safety of
individuals as well as their rights, and educators must consider both curriculum
effectiveness and student social preparation. The problems faced by public administrators
require information about what citizens want, about what resource barriers and assets
exist, about the most recent theoretical and technological innovations and their
applicability to the problem, about the rules, regulations, and laws that affect the
situation, and about the ever changing set of circumstances that are based on the behavior
of persons, groups, or nations outside the problem solving unit.

The current issues of public administration are increasingly “virtual state”
problems. They are without clear boundaries, are multifaceted, and are relationship
based. In a sense, they are holographic, visible, but difficult to grasp, define, and control.
Not only do the technical and ideological factors overlap, but the overlap of public
agency jurisdictions, of local, state and federal governments, and of public, private for-
profit, and private non-profit responsibilities requires multilevel communication and
clarifications of goals and missions. In addressing issues in the public sector, it may be
more effective to consider the problems as located within ecosystem—versus the
traditional battlefield analogy (Ray & Anderson, 2000, p. 61). Issues within an ecosystem
tend to be viewed as organic and often require a whole system approach to problem
solving. How agencies and governments interact with each other becomes critical.
Communication of mission and vision reduces duplication of services (and therefore of
resource use), but also reduces the possibilities of agencies inadvertently working against
each other’s goals. It is through multiple system approaches and visualization of solutions
through varying normative orientations that these problems can best be addressed
(Mockros and Csikszentmihalyi, 1999, 175). This means that solutions must be
considered the through the lens of age, gender, professional socialization, and
interaction/collaboration with colleagues (Mockros and Csikszentmihalyi, 1999, 177,
180-184, 189-190, 205). The answers are drawn from a mechanical, technical, objective
base as well as from an ethical, subjective, normative base of knowledge (Goswami,
1999, 3). Because it is already spanning the normative orientations emerging from a
variety of professional categories and educational specializations, the field of public
administration is the ideal home for the type of knowledge development, which can
address world problems. Its theoretical development has roots in political science,
economics, psychology, sociology, business, philosophy, as well as other disciplines.
Public administration is, therefore, an incubator of ideas emerging from differing
disciplines, from varying professional specializations, and from varying levels of
government and in non-profit organizations.

THE TRENDS IN PUBLIC ADMINISTRATION AND EFFECTS ON TEACHING
An interesting trend is being highlighted by the current literature. It is suggested

that the number of creative culture individuals rises prior to periods of major social,
economic, and political change and innovation. If this is an accurate trend, is the increase
in the numbers of knowledge workers able to meet the increasing need for them in
society and are educational structures in place to assist in their development? Providing
some insight into these problems and the potential answers for solving them have been
described in the following books: When Generations Collide by Lynne C. Lancaster and
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David Stillman (2002), The Rise of the Creative Class by Richard Florida (2002),
Creative Collaboration by Vera John-Steiner, The Cultural Creatives: How 50 Million
People Are Changing the World by Paul H. Ray and Sherry Ruth Anderson (2000), and
Imagine: What America Could be in the 21st Century edited by Marianne Williamsen
(2000). These authors report that a core of individuals is transforming public and non-
profit agencies by creating sustainable development that takes no dimensions of a
problem for granted. As the caretakers of information and knowledge, these individuals
are reportedly leading change through careers in health care, social work, education, and
many other fields. The future, however complex the existing and approaching problems,
is full of hope.

Some detailed examples of this optimism are present in the following works.
Lancaster and Stillman explore the communication patterns between employees born
within five generational groups and related outcomes for employee productivity and
satisfaction. Florida’s text describes the growth of the creative class in relation to
generational groups and how this emerging class is altering the face of the workplace.
Creative Collaboration by Vera John-Steiner describes collaborative relationships
resulting in groundbreaking innovations in the arts and in scientific thought. The work
provides examples of thirteen partnerships and provides intimate details of working
relationships between creative class individuals. Ray and Anderson, in The Cultural
Creatives, report that the creative culture community can transform challenges into
opportunities and provides practical details on how creativity can be used to inspire new
social solutions (pp. 318-319, 340). In Imagine: What America Could Be in the 21st
Century, Williamsen optimistically discusses the topics of education, citizenship, law,
economics, activism, community, environment, and government through the visioning of
creative class members. These works suggest that taking an active approach to including
the creative class in organizations will result in solving some of the difficult problems
with which we are now faced. Public agencies, through embracing the creative culture,
have the opportunity to fulfill their visions for a better world.

What do the trends mean for public administration and public administration
education? How we teach public administration and facilitate knowledge development is
dependent upon our understanding of the ecosystem (external and internal environment)
of public administration. Our understanding of the new generation of students, the
millennials, and the creative class workers is key to obtaining increased capacity for
taking on world problems. The theories of public administration are rooted in political
science, psychology, economics, sociology, business management, education, and social
work and individuals in public administration practice in professions such as K-12
education, social services, police services, and city management. They are in city,
county, state, and federal positions, as well as in non-profit organizations. As educators
of public administration, we, and the students we teach can draw from a variety of fields
and disciplines to resolve the complex problems facing society. How we teach and what
we teach becomes necessarily and increasingly elaborate both in the technical and in the
normative sense. A role of public administration educators is to not only convey the
mechanics of public administration, but also the meaning and purpose and through an
improved understanding of generational and creative class strengths and differences and
educators should be able to effectively translate this message. This presentation will



5

introduce both creative class and generational perspectives as an aspect of diversity in
public administration education.

ADDITIONAL COMPONENTS OF DIVERSITY:
GENERATIONS AND CREATIVE CLASS

Two approaches offer some further guidance to teaching public administration
with consideration of diversity and through generational and creative class normative
orientations. These perspectives are presented in two recent books: When Generations
Collide by Lynne C. Lancaster and David Stillman (2002) and The Rise of the Creative
Class by Richard Florida (2002). Weaving the messages of the two books allows
educators to develop a broader view of the changing environment of public
administration and to understand the specific needs of students and employees
specializing in public administration research, education, and application in the field.
Lancaster and Stillman explore the communication patterns between employees born
within five generational groups and related outcomes for employee productivity and
satisfaction. Florida’s text describes the growth of the creative class and how this
emerging class is altering the face of the workplace.

When Generations Collide (Lancaster & Stillman, 2002) suggests that persons
born within certain historical periods share performance and communication
characteristics based on social and normative orientation. The authors suggest that there
are five generational categories, the Traditionalists, the Baby Boomers, the Generation
Xers, the Millennials, and the Cuspers. These groups are defined by their years of birth,
by the social/normative environment in which they were raised, and by common
generalized characteristics (Figure 2). Lancaster and Stillman suggest that differences in
beliefs and experiences between the generations lead to communication-based problems
within the workplace. For instance, Baby Boomers may view the desire for flexibility in
work hours and relatively frequent movement between jobs attributed to the Generation
X and to the Millennial generations as a lack of dedication and a lack of loyalty to the
organization. The focus on history of the organization and consistency attributed by the
Traditionalist generation may be interpreted as lack of support for creative solutions and
for innovation by other generations. The failure to address generational communication
differences may lead to problems in retention and recruitment and ultimately reduced
productivity (pp. 3-9, 155-161, 239-247). Ultimately, this suggests that communication
and teaching students from different generations may require various methods and styles.
Further, it requires the teacher to have insight into his or her own generational bias in
interpreting and presenting classroom material.
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Figure 2: Generational Characteristics

Generation Years of Birth Generalized Characteristics

Traditionalists 1900-1945

-loyalty to and faith in institutions
-belief in a top down approach
-stress on the reward of
retirement for years of dedicated
service

Baby Boomers 1946-1964

-economically optimistic
-driven by competition and by
material rewards
-hard working
-focused on the “big picture”

Generation X 1965-1980

-skeptical about the safety and the
predictability of the world
-independent
-resourceful
-media savvy

Millennials 1981-2002

-realistic
-self-controlled
-collaborative
-driven by meaning in their work
-experts with the use of
technology

Cuspers

born at the years at the boundary
between generations

- able to navigate between
generational categories
- facilitate communication
between generations of
individuals

Richard Florida, in his text The Rise of the Creative Class (2002), suggests that as
a society we are moving from a labor and service market towards a new era based on
knowledge and creativity. Leading this market shift are the 38 million Americans in
many diverse fields who create for a living (p. 8). The group of individuals, referred to as
the Creative Class, are “people who add economic value to the community through their
creative acts – referred to as the ‘knowledge workers’” (p. 67). Comprising this class are
two sub-groups, the Super Creative Core (scientists, engineers, professors, poets, artists,
etc…) and the Creative Professionals (high technology, financial services, legal and
health industries) (p. 8). The Creative Class is not new to our society, it has been a
component of our society, however, in recent years the number of members identified
within this class has grown dramatically to 38, 278,000 individuals or 30.1% of the work
force in 1999 (p.332). This growth can be compared to the creative class as 10% of the
workforce in 1900, 13.9% in 1930, 16.6% in 1950, and 18.7% in 1980 (p. 332). As a
result of this growth the labor market has changed markedly. Changes reflected in this
shift include a horizontal market where organizational charts become flatter and shorter,
where emphasis has been placed on self-motivated life-long learning, and where a vibrant
horizontal hyper-mobility movement from workplace to workplace is common.

Along with these changes, the Creative Class brings to the workplace the
contributions of innovative and cutting edge practices and solutions to problem solving.
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As an employee, the Creative Class member is motivated by a passion of developing
“one’s life’s work” rather than simply collecting a paycheck. The individual is invested
in the project, program, or process to the degree of where they require little direction or
oversight. The motivating factors for the Creative Class as result differs from what could
be considered “traditional” employee motivation. For instance, motivating the Creative
Class requires a stimulating workplace environment. In this environment the creative
class worker is challenged to express their talents and develop their abilities, is given the
freedom and flexibility to weave their personal and work lives together, and is
compensated both financially and by supportive creative organizational culture, and an
external environment (i.e. physical location such as a city) that is culturally stimulating.

Intersecting the Two Streams of Thought
The impact of the creative class, on the organizational culture, is often underestimated.

Over time the number of creative class members increases with each new generation of
the population exacerbating the generational and the creative class issues in the
workplace (Figure 3). The issues described by both authors begin to overlap and
underscore the importance of creatives in the workplace.

Figure 3: Overlap of Creative Class and Generational Roles

One of the most important messages gleaned from both of these texts is the simple
acknowledgement that a shift has occurred in the workforce and that this change has
ramifications now and in future for public administration. Both texts lead to questions as
to how public administration could and should respond to these changes:

 Is the public sector creating an environment to attract and retain the Creative
Class worker?

 What changes would need to take place in public sector agencies to promote this
environment?
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 What are the consequences for the public sector if they choose not to invite the
Creative Class into their workforce?

 What are the consequences if they choose to?

To avoid the trap of developing a “one-size fits all” approach to responding to these
questions, public sector agencies should conduct a self-examination, a consideration of
how it could/should embrace the change (if at all). Things to consider in the self-
examination are:

 What is the nature of work within the public sector agency?
 What is the current organizational culture of the public sector agency?
 What rules and regulations would prohibit the embracing of creative change?
 Would embracing the creative jeopardize the public nature (responsiveness to the

citizen) of the public agency?
 What are the demographic characteristics of workers and do these reflect the

diversity of the community and customers?
 What are the potential costs to the quality of service if less centralized, less

regulated systems are adopted?
 How will the history and mission of the organization be preserved or adjusted if

change is adopted?

Solutions: What of Mission and Vision?

The solutions offered to in responding to generational and creative class issues in
the work place include focus on mentoring, training, rewards, and flexibility. In order to
harness the energy of the creative in their workplace some simple alterations to the
environment are suggested:

 Mentoring: Mentoring support systems, where generational groups approaching
retirement age actively include younger workers in the decision making processes
and in developing a history of successful and unsuccessful agency solutions, may
allow the agency to limit unnecessary risk taking and integrate the mission of the
organization into creative approaches to problems. Younger workers may also
mentor senior co-workers by introducing and translating new technologies and
innovations.

 Training: Training programs may be adjusted to allow for life long learning. As
training is divided into stages instead of as a singular, larger process, it can be
used as a reward for good performance. Earning training may encourage loyalty
to the organization, reduce the initial investment into the training of new workers,
reduce the costs to the agency of hyper-mobility, and may allow employees of all
generations to benefit from updated technological and theoretical information.

 Rewards: Rewards may need to be balanced with the motivation of workers in
different generational groups. Training, vacations, flexible work hours and place,
and monetary rewards may be used to attract and retain workers with good
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performance. The organization may need to create a wider range of rewards for
employees to choose from.

 Flexibility: Embracing the technology available, agencies may
explore flexibility in the place and in the hours of work. Balancing
flexibility for employees with responsiveness to customer needs,
agencies may be able to attract creative class workers as well as
retired Traditionalist and Baby Boomers on a part-time basis.
Problems of workplace diversity may also be improved through
flexible work places.

Although the above suggestions may be helpful tools in addressing the type of
organizational solutions that will be meaningful for the practitioners of public
administration, they tell us how to resolve problems, but do not provide guidance on
what we are trying to resolve and why it is important to try. They are too simplistic in
that they do not address the range of diversity we are faced with in public administration.
They are surface solutions. The lesson for public administration education from this
example is that we must first identify and clarify the problems facing any organization,
before identifying solutions. Mission, vision, goals, and objectives are even more
important in a postmodern, diverse world. They may simply need to be more flexible and
require continual revision. Public administration is faced with the dilemma and the
advantage of not having a clear, precise mission or vision. It is a dilemma in that the path
of public administration is not always clear and is difficult to describe to students and
practitioners. It is a strength in that the new generations of practitioners may not
experience the Cartesian anxiety of unclear definitions and missions and may be
comfortable with creating multiple missions: as individuals, in organizations, and for
public administration. They may, in fact, be attracted to public administration because of
it multiplicities. Several questions around mission and vision emerge and need to be
asked:

 Is our mission, goals and objectives still relevant?
 What is public service and is it a meaningful concept for communicating the

vision of public administration?
 If the concept is relevant, then how do we share the mission and vision with

others so that they see the relevance and the meaning?
 How do public administration organizations and their leadership express their

visions for the organizations to others, including to current and future employees
and to citizens?

 Is the mission of public administration being conveyed to the target population?
 Is it time to revisit the mission, and the methods of communicating the mission?
 How do we teach students to create personal and organizational missions that will

guide them through the complex society in which we live?
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VIEWING PUBLIC ADMINISTRATION IN ORGANIZATIONAL TERMS:
MISSION AND VISION

One useful method in addressing increasingly complex problems and diversity is
the reframing of the field of public administration as an organizational entity. It is a
model in how to effectively communicate the aspect of meaning in public administration
to the next generation of administrators/students. Let us consider for a moment an
organizational mission and vision. A mission “clarifies an organization’s purpose, or
why it should be doing what it does” and a vision “clarifies what the organization should
look like and how it should behave as it fulfills its mission” (Bryson, 1995). Both the
mission and the vision communicate to the outside world the purpose of the organization
and illustrate the importance of the entity’s existence. Lack of understanding or clarity in
both the mission and the vision preclude meeting goals and objectives.

The mission of an organization should be inspiring and should answer the
following questions:

 Who are we?
 What are the basic social or political needs we exist to meet, or what are the basic

social or political problems we exist to address?
 What do we do to recognize, anticipate, and respond to these needs or problems?
 How should we respond to our stakeholders?
 What are our philosophy, values, and culture?
 What makes us distinctive or unique?

An effective vision blends together the mission and the values to be accomplished
and direction of change (Koteen, 1997, p. 59). Successful vision statements share a
number of characteristics, they are:

 compelling and satisfying;
 pose clearly stated challenges;
 act as guideposts on uncertain terrain;
 honor the past; and
 require the development of commitment (pp. 60, 61).

For a vision to be successful it must also be communicated with the abstract and complex
issues being addressed (p. 61). Visions are communicated through symbols, actions, and
words, which aid communicating “why” the organization operates and less about “how”
it operates (pp. 61, 63). The style of delivery, the means by which the leaders convey and
shape meaning, is an important indicator of success for the vision. A strategic and
effective leader has the charismatic ability to embody this purpose and translate it to
others.

In the classroom, it is possible that, we, as educators can use the structure of the
mission and vision to allow students to create meaning, direction, and purpose at several
levels. A personal mission and vision may guide the student to focus education and
experience on the population or problem that is important to him or her. Understanding
how to use organizational mission and vision can assist students in guiding their
organizations and in adjusting for changes in the environment that may be a threat to
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organizational goals. Tying into the mission and vision of public administration as a field
can allow them to partner with others in resolving related and overlapping problems. The
public administration vision says “we will save the world”, while the organizational
vision says “we will save the world by saving the _______.” Both are very attractive to
creative class individuals.

WHEN IS IT TIME TO REVIEW A MISSION? :
CONSIDERING THE MACRO AND MICRO DIMENSIONS

The mission and vision of an organization expresses how the organization will
respond to the external and internal environments. The organization weaves together
these two contexts to effectively and responsively respond. An organization should be
continually aware of these environments, feeling the pulse of change, and reflecting on
whether or not their organization is prepared to meet these changes. In general, an
organization should consider what is happening externally to itself that would dictate a
certain set of responses by the organization? This keeps the organization responsive to
the community (in this case the field of public administration). In addition, the
organization experiences changes within themselves (employees, programs, funding) that
can in turn create a force for change.

When you consider the field of public administration, the environment both
external and internal is naturally dynamic. In general the field of public administration,
with its many associated disciplines is highly complex as is its issues that it addresses.
This would then suggest that the mission/vision of the pa organization would need to be
ever cognizant of changing environment and as result modify its behavior. PA has under
went numerous “reforms” – alterations in implementation of mission -- in attempt to
respond effectively to its environment. These “reforms” have altered the way in which
pa performs and views (perspectives) the society for which it serves. For instance, Mary
Jo Hatch portrays, in Figure 4, the various organizational theories over time in relation to
their sources of inspiration (individual theorists and academic disciplines). These
perspectives are not exclusive from one another or evolutionary, but rather additive.
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Figure 4: Sources of Inspiration of Organizational Theory in Public Administration
(Adapted from Hatch, 1997, p. 5)

Culture Studies
Literacy Theory

Poststructuralist Theory
Postmodern Architecture

Linguistics
Semiotics

Folklore
Cultural Anthropology

Social Anthropology
Industrial Sociology

Biology-Ecology
Political Science

Sociology
Engineering

Economics

1900’s
Classical

1950’s
Modern

1980’s
Symbolic-

Interpretative

1990’s
Postmodern

Adam Smith Herbert Simon Thomas Luckman Michael Focault
Karl Marx Talcott Parsons P hillip Selznick Jacques Derrida
F.W. Taylor Alfred Gouldner Vladimier Propp Jean-Francois
Lyotard

In addition, the field of public administration is embedded within a larger society and as
result shifts occurring at this level, societal, for instance from industrial to postindustrial,
also impact the perspective of the field (Figure 5, adapted from Hatch, 1997, p. 25 –
based on the work of Clegg (1990), Heydebrand (1977), Kumar (1995), Lash and Urry
(1987, 1994), and Piore and Sabel (1984)).



13

Figure 5: Industrial and Postindustrial Societal Characteristics

Industrial Postindustrial
________________________________________________________________________
Environment * national state regulates * global competion

national economies * de-concentration of capital
* mass marketing in relation to nation state
* standardization * framentation of markets
* the Welfare State * rise of consumer choice,

social movements
* pluralism, diversity, localism

Technology * mass production, routine * flexible manufacturing,
manufacturing output computers aided design,

automation, speed and
innovation, service output

Social
Structure * bureaucratic, hierarchial, * new organizational forms,

specialization, control flat organizations,
outsourcing, loose
boundaries between units,
functions

Culture * celebrates stability, tradition, custom * celebrates uncertainty,
diversity, innovation

Physical
Structure * concentration of people, nationalistic * deconcentration of people

* time is linear * simultaneity

Nature of
Work * routine * frenetic, complex

* deskilled labor * knowledge-based skills
* functional specialization *cross-functional teamwork

*emphasis on learning
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In addition to the growth in organizational perspectives, and societal
postindustrialism, there are two forces, macro (External) and micro (Internal) dimensions,
which apply pressure on the mission of any organization (Figure 6). Let’s consider for
the moment the macro and micro forces in relation to the field of Public Administration.
Public administrators are faced with the types of societal issues, which are difficult to
address by traditional and technological interventions. Occurring at the agency level and
for society as a whole, these issues include: responsiveness and participation; limited
resources; lack of information; lack of adherence to mission and vision; lack of
innovation; duplication of effort; increased complexity; and lack of meaning (Figure 7).
New approaches to problem solving are required by public administrators in resolving
problems of national security, of environmental preservation, and of human services
delivery, as well as many others. The role of public administration in addressing the
macro-level and micro-level issues of society is crucial to social welfare and requires
approaching the theory, the application, and the teaching of public administration
differently.

Figure 6: Macro and Micro Forces on the Organizational Mission

As complex societal problems cannot be responded to only with modern material
based methods and require an additional response of creativity or ingenuity emerging
from the subjective information available to the problem solver. According to Alfred A.
Knopf, in The Ingenuity Gap, the increasing unpredictability and complexity of the world
coupled with factors such as global environmental stress has created a shortfall between
the need and the supply of ingenuity (Homer-Dixon 2000, 1). Knopf states that
incremental change is no longer viable and that change must extend from ideas for new
technology to improved social and institutional arrangements (Homer-Dixon 2000, 2-4).
In order to approach the emerging problems, the micro and the macro level factors should
be considered simultaneously by the public administrator in practice: responsiveness and
participation, resource allocation, information sharing, innovation, duplication,
complexity, and associated rules and regulations must be addressed by public
administrators in practice (Figure 7).
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Figure 7: Examples of Micro-Level and Macro-Level Issue

MACRO-LEVEL ISSUES
Affecting Civil Society and

Public Administration
as a Whole

MICRO-LEVEL ISSUES
Affecting Agency/Organization

And Individual

RESPONSIVENESS
AND

PARTICIPATION

Lack of Meaningful Participatory
Opportunities for Citizens

Decrease in Appropriate
Responsiveness to Customer Needs and

Diversity

RESOURCES
Lack of Responsiveness to

Resource and Environmental
Limitations

Failing to Attract and Retain the Best
and the Brightest Employees

INFORMATION
Inability to Identify Emerging

Social Issues
Underutilizing the Knowledge of

Workers

INNOVATION
Lack of Innovative Responses to

Complex Social and Global
Problems

Failing to Maximize the Innovations in
Technology and Theory

DUPLICATION OF
EFFORT

Costs of Duplication and
Fragmentation of Services to

Citizens

Increased Costs Due to Turnover Such
as Hiring and Training Costs)

COMPLEXITY
Lack of Awareness of the Depth
and the Complexity of Issues or

Consequences for Failing to
Resolve Them

Inability to Adjust to and Integrate the
Amount of Knowledge and Information

Available to Make Decisions

RULES, LAWS,
MANDATES, AND

REGULATIONS

Inability to Integrate Laws,
Resources, Theories, Practices,

and Ethical Stances

Inability to Respond to Changing
Rules, Laws, Mandates, and

Regulations

CONCLUSION

The field of public administration, because of its richness in diverse backgrounds
of experience and education, has the ability to clearly identify problems and establish
policies that can lead to their effective resolutions. Public administrators, collaboratively,
have the tools and information to make meaningful changes for the betterment of society.
In the face of a number of environmental changes (both external to pa and internal to pa)
the field of public administration requires an examination of how we create and
communicate meaning to potential public administers and therefore attract persons
capable of and energized for solving the problems now facing us. A key component to
responding to a number of the global/societal issues lies in the inclusion of the millennial
and creative class students/workers in the public sector. These individuals posses the
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innovative and creative skills to transform the way we view problems and their solutions.
As we learn more about this group of potential public administrators we find that the
“glossy high tech and insincere” approaches to “luring” them into the business of public
administration is shortsighted and incomplete. Mentoring and training, for instance, can
be used to truly communicate the meaning of public administration to newly entering
practitioners by nurturing them in the potential benefits of their contribution to the whole
of society instead of as a technical, mechanical means of socializing them to practice
public administration under a doctrine of status quo. This allows more experienced
administrators to teach to the strengths of public administration, such as is diversity and
flexibility and reward innovate behavior while still setting parameters for safe and
efficiency practice.

Translating meaning of public administration to students in a diverse and post-
modern world requires teachers to create structures that are both flexible and
individualized without diluting the identity of public administration. Public
administration must create, recreate, and share its dynamic and multifaceted mission.
Educators must assist practitioners in drawing from the depths of the knowledge and
meaning in this mission to create individual and organizational missions that can make a
difference. Attracting a new generation of public administrators is tied to portraying the
belief system that is inherent to the work of public administration. The tenets of the belief
are inherently attractive to creative class workers and to generations exploring entry into
the public sector. We must simply reveal the magic that is public administration.
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Abstract:

The purpose of this presentation is to initiate discussion surrounding the teaching of

governance and government in public administration programs. The distinguishing

characteristics of government and governance will be discussed and relevant applications for

educators will be presented.

Generally, government and governance are considered to be parallel concepts, which

describe various elements of public problem solving, societal control systems, as well as extant

political and policymaking activities. In recent years, the vernacular of public administration has

developed from discussions about “government” towards the concept of “governance”

(Kamarack, 2002; Newland, 2002, Sehested, 2003). Simply put, “government” assumes the state

plays the dominant role in directing the distribution of public goods. Conversely, the term

“governance” has emerged to imply a more interactive and symbiotic relationship, in effect the

creation of partnerships. The concept of governance is grounded in a collective action approach

to problem resolution. This approach involves integrating stakeholders and communities to

resolve problems; it recognizes and embraces a global perspective; and ultimately, it recognizes

that new “tools” are required for achieving success in addressing collective action problems.

Salamon (2002) suggests governance is the natural progression that has occurred within

government based in large part upon the “tools of public action”, those mechanisms that are used

to resolve issues of a public nature (p. 1). Governance as a label effectively represents a modern

approach to public problem solving using a combination of modern and traditional tools.

More specifically in this discussion methods for engaging students in challenging

discussions on this issue will be addressed.
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Introduction

Historically, the education of future public administrators focused on the mechanisms for

public problem solving within a government paradigm. Higher educational institutions have

developed pedagogical programs to develop skill sets appropriate for this work environment.

Accordingly, theory evolved to address improving public administration at this level. Traditional

public administration theory has illustrated, evaluated, and guided government action through a

predominantly internal perspective. Examining government through the lens of organizational

issues that focused heavily on personnel aspects began with Frederick Taylor in 1912 with his

scientific management theories, and continued for decades with McGregor in the 1950’s, Katz

and Kahn in the 1960’s, and Mosher and Ott in the 1980’s. Warren Bennis (1967) first elaborated

on the broader concerns of social influence, collaboration, adaptation and revitalization within

the context of public administration and hierarchical bureaucracy. Academic theory eventually

converged on the “tools of government” approach and ushered in the era of privatization, which

emerged during the 1980’s (Moe, 1987). The 1990’s experienced the proliferation of

management tools such as Total Quality Management to assist with internal reinvention of

government to reflect private sector organizational structures and procedures. However, with the

exception of Bennis in the late 1960’s, nearly all of the theories emerging were management

based: the focus was developing the best structure within an administration to accomplish the

task at hand. Efficiency, downsizing, and lean organizations were the personnel dictates of the

day. As in the private sector, the bottom line emerged as a driving force. Consequently,

education followed suit, encouraging students to examine public administration organizations

through a private sector lens. However, this educational lens remained focused on internal

activities to promote efficiency and cost effectiveness.
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A macro approach to public administration education would of necessity embrace

contemporary theories in order to adequately prepare students for practice. However, “the

successful problem-solver requires more than a technique or a procedure.” (Romiszowski, A.J.

1999 p. ix). Forward-looking educators may recognize the connection between effective

classroom education and today’s public problem solving in the dynamic global environment.

Contemporary public administration is embracing the relatively new concept of governance and

it is appropriate for public administration educators to follow suit. Public administration research

identifies traditional pedagogies of policy and program that have largely been developed for

administrators to provide government services (Ingraham 1995). Consequently, it is time for

educators to consider the appropriate tools necessary for building 21st century problem solving

skills in tomorrow’s innovative public administrators.

Over the past two decades, there has been a shift in the approach to public problem

solving in the United States and in many other parts of the world. This paper intends to explore

the elements of the “government” perspective with comparison to the “governance” perspective.

Government and then governance will be examined, followed by the evolution of the concept of

governance. The purpose of this paper is to initiate discussion surrounding the teaching of

governance and government in public administration programs. More specifically in this

discussion, methods for engaging students in challenging discussions on this issue will be

addressed.

Government & Governance: Comparative Concepts
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In recent years, the vernacular of public administration has developed from discussions

about “government” towards the concept of “governance” (Kamarack, 2002; Newland, 2002;

Sehested, 2003). Government and governance are concepts that have parallel meaning in terms

of public problem solving, societal control systems, and extant political and policymaking

activities. However, it is these very concepts at which the two terms diverge.

The term “government” refers to the dominant role of the state in directing the

distribution of public goods and includes both traditional leadership perspectives and historic

public administrative functions. “Government” is often depicted as an organization; in the United

States there are more than 87,000 governments (Milakovich & Gordon, 2001), each a unique

entity designed to address specific public concerns. The vast majority of these governmental

entities are local units. This proliferation of government, particularly at the local level, has

contributed to the evolution of government as a unique organizational unit, rather than

government as a system of services, policies, and relationships among policymakers that crosses

political and organizational boundaries. Further supporting the concept of government as a unit,

substantial research has been conducted on government’s direct service activities. For the general

public, government is often considered through the veil of these services, government-as-

problem solver is perhaps the most recognized popular conceptualization of government.

Conversely, the term “governance” has emerged as a compelling descriptor of a more

interactive and symbiotic relationship, it describes, in effect the creation of partnerships.

Governance may be perceived within its broader perspective, one that encompasses government

as an attribute. Governance as a label represents a modern approach to public problem solving as

it is grounded in a collective action approach to problem resolution. This approach involves

integrating stakeholders and communities to resolve complex and messy public problems by
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including not only the state but also many independent organizations (public, private,

semipublic, and even religious) that somehow contribute to the pursuit of the public interest

(Kamarack, 2002). Salamon (2002) further argues that the new governance provides

considerable analytic power to the challenges of public problem solving as it relates to the

emergent assimilation of third-party government.

Governance recognizes and embraces a global perspective; and ultimately, it recognizes that

new “tools” are required for achieving success in addressing contemporary public problems.

There has been a historical perspective that governance is a process by which the government

governs persons. This presumption, based on the theory of sovereignty, also presumes that a

sovereign government is a collective unit that is able to govern and is not subject to governance

by others. However, in a global environment with intertwined economies and instantaneous

communication, this is no longer feasible.

Finally, the allure of the “governance” model for many public organizations is that

partnerships have the potential to include collective input from the community thus increasing

the degree of “social capital” available in the relevant district, county or state. This echoes the

thoughts of German philosopher, Habermas who supported “a strong state and civil society, open

access to decision making, new forms of participation outside institutional roles, more informed

public judgment through citizen engagement in public deliberation and greater freedom for

citizens to criticize the activities of the state” (Reddel, 2002, p.57). The value of social capital is

replicated in the work of Coleman and more recently Robert Putnam and is more fully embraced

in the governance concept. Building on this social capital concept, Reddel offers that

governance, or the new governance, provides a context for policy analysis that may provide
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improved relationships between the public sector and those served by the public sector, which

theoretically may lead to improved service delivery (2002).

Contrasting Dimensionality of Government and Governance

In examining the concept of governance the following question arises; how dissimilar are

“governance” models from the “government” model? An analysis of the contrasting dimensions

of the two models suggests that they are radically different. Governance rejects traditional public

management theory of hierarchical designs with centralized control. Instead, governance

embraces collaborative ventures that require facilitation, rather than coercion to accomplish

desired tasks. In contrast to silo decision-making, governance relies upon a network of

stakeholders working together to achieve outcomes (Salamon, 2002, Mayntz, 2003, Daly, 2003).

As traditional public administration and new public management emphasize management skills,

new governance demands new skills of public sector employees by focusing on enablement

skills and innovative methods for public problem solving. Enablement skills are those skills

required to engage partners arranged horizontally in networks, thereby bringing multiple

stakeholders together for a common good (Salamon, 2002). The capacity of today’s public

manager to acquire and use these new skills is questioned by Ingraham (1995, p.569) who

contends “the recruiting, classification, and training activities of the federal government lag far

behind” the reality of the job functions that exist within today’s public sector environment.

Newland (2002) further identifies the necessity of facilitation as a key skill component for

successful governance. This new requirement is quite different from the traditional skill sets
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owned by public managers. This connection to personnel functions and their resultant impact is

illustrated by Appleby (1945) in his explanation that government is a unique system that differs

from other aspects of society in part because of how it is comprised of elements; we combine

these elements to form a concept of bureaucracy. Managing bureaucracy has been paramount in

that government has traditionally relied on direct services to resolve community problems.

Subsequently, theory has evolved around improving service delivery and refining increasingly

efficient public management techniques. These techniques occurred in large part through direct

contact between governmental agencies and community members.

This divergence in micro approaches to service delivery also extends to macro perspectives

on the function of government. Traditional “government” consists of a superstructure that is both

bureaucratically organized and constitutionally legitimized. Historically, the “government” was

the dominant force of social control, largely through decisions, rules, and roles. Sociologist Max

Weber’s 1978 [1922] theory of a rule-governed bureaucracy, for example, was weighted heavily

towards strict impartial rules and clearly defined roles that aimed to produce obedient and

efficient public servants. In the past, a bureaucracy with clearly defined rules and roles was

viewed as the solution to inequitable, unreliable and arbitrary practices. In fact, bureaucracies

were viewed as a logical method of standardizing service delivery to the community, in hope of

providing equity and efficiency. Contemporary critics of Weber’s “government” approach argue

that bureaucracies restrict agencies and governmental actors to concerns of dominance,

orderliness, and permanence. These criticisms are frequently used to chide organizational

structures that employ the “government” perspective, particularly the stereotype of the

contemporary bureaucracy with a rigid hierarchy, high rate of inefficiency and minimal risk

taking. A dichotomy exists between government’s emphasis on nationalism and the governance
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reliance on federalism. Oakerson and Parks’ (1989) argue that the government highlights a

bureaucracy while governance represents a democracy. Furthermore, Reddel (2002) states “the

concept of new governance centers on management by negotiation and dispersed networks rather

then traditional methods of hierarchical command and control” (p.50). Contrasting the

dimensionality of government and governance models is summarized in Table 1.

Table 1: Government and Governance: Parallels and Dissimilarities

Attribute Government Governance Shared Attributes
Motivation Collective Goods Collective Action Broad scope
Control Mechanisms Coercive Collaborative,

facilitative
Primary Function Direct

Service/Indirect
Service

Indirect Service Indirect services

Infrastructure Centralized/
Hierarchical/
Bureaucratic/
Rigid

Decentralized/public-
private-multi-level-
transnational/
Flexible

Some level of
administrative
structure

Vision Client based problem
solving

Constituent
empowerment;
engagement of
stakeholders

Problem solving

Mission Serving customers Building relationships Societal
improvements

Sphere of Public
Administrator’s
Influence

Local/Regional Regional/Global Regional

Accountability Regulation,
procedures, traditional
public administration

Reward/punishment
balance

Unit of Analysis Program and
Organizational
Outcomes

Community-wide,
long term outcomes

Analytical
Measurement

Teaching Emphasis Internal mechanisms
for improving
administrative
functioning, may
include managing
outsourcing of service
deliverables

Creative thinking,
enablement skills,
mediation skills,
cross-boundary
relationship building
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Adapted from Tim Reddel (2002: 59)

Salamon (2002) argues that traditional “government” has been reluctant to embrace the

“governance” model because it continues to utilize an inappropriate unit of analysis. Reddel

(2002) describes the basic divergence of the government and governance models as the result of

the dichotomy between centralized authority in traditional government administration, and the

coordination and decentralization inherent to governance. In shifting the public problem solving

focus from agencies to political tools, the new governance also shifts from a vertical structure

(i.e., hierarchy) to a more horizontal structure (i.e., network). A dramatic shift in control

mechanisms drives systemic changes in public problem solving and exchanges the concerns of

dominance and orderliness for persuasion and complexity. Reddel (2002) illustrates the concept

of new governance with a focus on management by negotiation and discrete networks rather than

the traditional hierarchal command and integrated control.

Salamon (2002) identifies “Network Theory” as central to many of the concepts that

constitute governance, notably the importance of collaboration displacing the traditional market

forces of competition. Three tenets of network theory may be linked to governance. These tenets

are “pluriformity”, the collaboration of various types of organizations, “asymmetric

interdependencies, reliance exists across platforms, but not necessarily in a balanced manner, and

“dynamism”, which indicates that change is perpetual across the network (Salamon, 2002 p.13).

A dynamic interdependence exists among diverse organizations, which must be recognized in the

governance concept if effective relationships are to be established, nurtured, and enabled to

evolve to meet the changing needs of a global society.
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In summary, governance is anti-bureaucratic, anti-hierarchical, as well as disbanding the

traditional boundaries between public and private sectors (Sehested, 2003). The common themes

of “governance” include an increase in partnerships, flexibility and negotiation. Salamon’s

(2002) “new governance” highlights the importance of a collaborative nature with regard to

public problem solving. Daly (2003) further identifies governance as a framework for

policymaking that is linked to improved outcomes. This framework is comprised of four

dimensions: First, a recognition of governance that broadens the base for analyzing state/public

relationships, citing such concerns as multiculturalism and classism; second, an inclusive,

collaborative approach to policy making; third, the range of possibilities for implementing policy

now available, such as direct service, contracting out, privatizing; and fourth, prescribing the

way in which a society is organized.

The “Tools of Governance”

The transition towards “governance” models in contemporary public administration has

largely stemmed from the work of Lester Salamon. As noted in “Policy Tools and Government

Performance” (2002), the tools framework provides a systematic and valuable method of

evaluating program and service delivery forms. The tools framework suggests that faced with a

daunting amount of social problems, each with its own complexities, public organizations must

utilize a variety of “tools” in order to operate in a valuable and systematic manner (Johns

Hopkins University Conference Report, 2003). “Government” in its traditional form tends to
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exclusively focus on a particular program or agency, whereas “governance” uses a “tools”

framework. According to Salamon (2002), governments must now offer a multitude of new

services to the community, services previously outside the scope of the “government”. Incapable

of providing these services, modern government has seen a dramatic increase in third parties

contracted out for public functions. This illustrates a marked change in the choice of public

action tools.

Substantial research has been conducted on government’s direct service activities. During

the 1960s and 1970s, many believed that a single entity (i.e., the government) had the ability to

solve all of society’s problems. It was soon realized that the American political system failed to

provide the conditions necessary for this system to work. Salamon (2002) adds that citizens now

routinely question the motives and capabilities of public institutions, often holding them

accountable for inefficient or dangerous actions. Accountability concerns have led to greater

attention to public policy-making initiatives. Daly (2003) argues that governance offers a broad

analysis of both the public sphere and the state, with specific attention towards policymaking and

implementation, and provides a set of rules for the organization of society. This contrasts sharply

with the privatization school, which favors the market as a mechanism for achieving

coordination and public goals. Accountability is further complicated by the interdependent nature

of relationships and in the management tools activated by the public sector. This is a critical

hurdle to surmount in that accountability and legitimacy are paramount under the scrutiny of the

public. According to Salamon (2002), “The new governance calls for the development of a

systematic body of knowledge that can help policymakers, public managers, and others engaged

in the increasingly collaborative business of public problem solving take advantage of the special

opportunities and cope with the special challenges that these new tools entail”. New governance
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has the ability to focus accountability on the commonalities among the political tools of public

action and to encourage utilization of tools that cross traditional and contemporary platforms.

Salamon (2002) further supports the need for accountability and suggests that regardless of

whether one is involved in grants, contracts, loans, law or insurance, the underlying theme is that

these “tools” should be evaluated according to their effectiveness, efficiency, equity,

manageability, legitimacy and political feasibility. Indeed, while the traditional public

management approach supports a division between the public and the private sector, the new

governance embraces collaboration in preference to competition as a key component of sectoral

relationships. The new governance reliance on third party contracting has been referred to as a

quiet revolution.

While government focuses on the principal actor in service delivery, governance

includes a multitude of tools and players. As noted by Salamon (2002), tools structure networks

by defining the main actors involved in particular programs as well as identifying the specific

roles each will play. This approach is thought to support both political diversity and social capital

as the focus is on the synergistic relationships between agencies, community, and individuals.

Tool selection for problem solving then, must consider all of these relationships. Daly elaborates

upon these relationships and their impact upon public policy when he suggests governance is

contemporary vernacular for the power exchanges between government and the public and

private sectors, and how that exchange crosses geographic, political, and national boundaries

(2003). Governance, then, is not the organization responsible for public problem solving; it is a

system concept that integrates organization, policy making, network theories, and represents an

amalgamation of tools and people for addressing social problems.
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Globalization and Information Technology

Criticism of the “governance” perspective is that it is yet another trendy academic term that

basically describes “government” business as usual. However, this assertion can be contrasted to

the fact that “governance” models continue to enjoy longevity not only within the United States

but also at the international level. As noted by Andrew and Goldsmith (1998), within the last two

decades, local government around the world has been experiencing a process of change. External

changes such as increasing economic interdependence, changing technologies, the process of

globalization, or the fall of communism in Eastern Europe represent the main catalysts of

change. In simple terms, the growth of democracy around the globe has facilitated the utilization

of “governance” models. For example, an analysis of European public organizations suggests

that “governance” enables local councilors to become “guardians of the all-embracing, public

concerns of the municipality, ensuring that the plurality of opinions and interests have voice

opportunities and that no one is excluded from the decentered process of public opinion and

decision-making” (Hansen, 2001, p.121). Perhaps the most widely recognized exemplar of the

shift from traditional government to governance could be perceived among the countries that

collaboratively established the transnational European Union (EU) (Mayntz, 2003, Daly, 2003).

Although all members are independent nations the EU has formed a cohesive economic and

political governance network that produces innovative solutions to complex social problems.

While the world has witnessed vast social and economic changes towards globalization,

an equally important factor in governance has been the innovation in technology, specifically in

the communications industry (Andrew and Goldsmith, 1998). As technology has facilitated joint

agenda setting with regards to governance, accountability has become more diffused with more

parties factoring into the equation. The government is considered to be the knowledge broker
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whereas governance depends upon public input. Indeed, many countries now feature a variety of

Internet applications that link previously remote individuals, groups and services on a round-the-

clock basis. In the United States, e-government has emerged as a method for providing citizens

with on-demand access to information and services. Technology has increased governance

potential to the point where one can verify welfare benefits, file and pay taxes, review

employment opportunities, and obtain licenses on-line. Other examples of the influence of

information technology on governance relations include developments in satellite and video

technology. This technology has facilitated increases in educational opportunities for citizens and

to provide physicians in rural areas access to medical information from large-scale hospitals and

research centers. For contemporary global politics, governance is a necessary consideration for

accomplishing innovation in public sector services and for building “multi-sector institutional

arrangements” (Reddel, 2002). (p. 19).

Implications for Public Administration Educators

Public administrators have traditionally been educated in policy and program;

consequently they have largely been trained to develop and provide government services

(Ingraham, 1995). A compelling argument may be made for educating tomorrow’s public policy

makers to recognize the interdependent and complex interactions of public administration within

today’s governance. Indeed, Dick et. al (2001) suggest “a more contemporary view of

instruction is that it is a systematic process in which every component is crucial to successful

learning (p. 2-3). Elaborating on their concept, one significant purpose behind public
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administration education is to develop public administrators who will be able to effectively meet

the needs of public institutions.

One critical system element of public administration education is a clear understanding of

the “the extent to which actual public problem solving has come to embrace the collaborative

actions of governments at multiple levels and both government and private institutions”

(Salamon, 2002, p. vii). Decision-making must now, of necessity, incorporate a variety of

factors that interact across diverse, intertwined governments. Seemingly local or domestic issues

may have externalities that extend beyond traditional boundaries or arenas. The other elements

within this system include the students themselves, the use of effective materials and instructors,

and recognition of the social environment within which public administrators are implementing

policies with regard to those external factors and “administrative trends” (Martin, 2004). One

such important trend for consideration has been identified by Brown and Potoski (2003), who

conducted a study of privatized contract management that resulted in the concern that

“governments with lower per capita revenues are less likely to invest in implementation and

evaluation capacity measures, even if their contract circumstances suggest such investments are

appropriate” (p. 161). Greater inequalities may emerge in those communities with fewer

resources. Fewer resources will naturally result in the diminution of services available to the

community. As devolution continues from the federal government to the states, and then on to

municipalities, lower revenue per capita communities may be those communities most in need

of, and least able to assure, appropriate oversight and utilization of public services. Public

administration educators must consider this dilemma and prepare students for precisely those

skills that will be required of them. Perhaps, teaching non-traditional applications of facilitation,

enablement, collaboration, and facilitation building skills as they relate to program development,
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service maintenance, program evaluation, and contract management will develop more

contemporary skills among new administrators. Accessing internships that merge private for

profit and non-profit service delivery will provide real world exposure to the complex networks

that exist in the delivery of public services. Building strong technology skills among public

administrators that move beyond familiarity with the Internet and rapid communications and into

building e-government networks and delivering services in non-traditional ways are critical.

These are the educational tools that will develop adaptive capacity among new public

administrators in tomorrow’s changing environment.

As Salamon (2002) suggests, “neither the training of public managers nor the popular

discourse about government operations has yet come fully to terms with the resulting

transformation” (p. vii). Aligning with the innovative precept of governance, Klitgaard and

Treverton (2003) introduce a new concept to reflect contemporary public management concerns,

that of “hybrid governance”, a term that implies the erosion of boundaries across “the public,

nonprofit, and private sectors” (p. 6). The current body of knowledge provides little guidance on

how the pedagogical role of higher education is adapting to provide the new skill sets required of

public administrators. Dix-Ghnassia and Bundy-Seabury (2002) suggest the interdisciplinarity of

courses should provide students with access to the current “public dialogues and debates of their

society” (p.1).

Educators have abundant resources with which to engage students in the governance

discourse: from the political and sociological implications of the European Union and its

proposed constitution, to the new regionalism of United States intergovernmental activities. As

government services are turned over to community organizations, involving students in the
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process may provide candid exposure to the realities of multi-sector facilitation and

administrative oversight concerns.

Public administration educators may consider addressing governance, networking,

multiple stakeholders, partnerships and information technology, as they continue to gain

popularity in the delivery of public goods and services. Simply, organizations and agencies now

target students who bring a working knowledge of these concepts to the table. The education of

public administration students should continue to begin with historical public administration

theory, but from there it should move well beyond these traditional confines and build those

skills so necessary for leading to positive change and the creation of innovation in the public

sector. The tools of governance call for training those public administrators who will be wielding

these tools. This in turn reinforces stereotypes of a public servant who is non-risk taking and

inefficient. The model of “governance” in education (with its associated elements of networking,

innovation, and computer competency) appears to provide students the greatest potential for

success in the workplace. It represents the present and future of public administration.

Conclusion

This paper has discussed the quiet revolution that has occurred in public administration

over the past twenty years and suggested greater emphasis be placed on education that reflects

this revolution. Simply, a new era of public problem solving has occurred in the United States as

well as many other parts of the world. Rather than relying solely on the government to solve

public problems, a multitude of third parties have been employed to mollify such dilemmas.

Salamon (2002) presents a new paradigm, a new governance, which harnesses the strengths and

opportunities created in such a network. Reorganizing government to governance is not enough
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to solve public issues, but multiple approaches involving a wide array of tools is necessary for

addressing public problems. Essentially, it is hoped that such an optimistic approach will not

only contribute to the knowledge base of how the public sector works, but will also improve the

effectiveness with which public problems are addressed, and how future public administrators

are educated.
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Education changes what we have been that we may become what we were not”

- St. Augustine

This study compares the performance of mid-career graduate public administration students in

New York City learning on-line, with their compatriots who attended and evaluated a traditional

class format also in New York City. These data are then compared to the performance of younger

traditional graduate public administration students located on a suburban campus in Poughkeepsie,

New York, ninety miles from New York City.

The goal of the research study is to determine if there is a learning differential based on format

and/or career status. Relevant research questions include: Is there a difference in learned behavior

between subject groups? Is there a cultural divide based on cognitive information processing

differences?

The reader is apprised of the research hypothesis:

H1: Teaching using a modified case study simulation is an effective learning tool.

( The students used an interactive case study methodology that is ultimately designed for use in a

hand held- solar powered mini computer at the lowest societal level. The software walks the

learner through the steps of strategic planning using a self chosen problem as the target model.)

The qualitative data shows that student satisfaction is increased when they are involved generally

and specifically, when they make their own decisions. The data is inconclusive as to whether there

is an increase in efficiency in resource use but there is adequate qualitative data to indicate an

increase in the satisfaction and in the ‘ownership’ of this new practice to obtain and use

information.



While the student test results seem to reflect nearly identical mastery of the instructed material

among the groups, there is a strong statistical finding that the learning vehicle can make a

difference in the breadth of mastery of the material. Most significantly, there is strong statistical

data that the Interactive Modified Case Study Simulation, when compared to a traditional lecture,

is successful in conveying the intended information.

The success and efficacy of the CD-ROM/ Website simulation was evaluated using both

quantitative and qualitative methods. Initially, the actual Website landscape was reviewed by one

of the authors of a Journal of Business Research article (Rosen and Purinton forthcoming).

Then, a series of evaluative questions were developed and submitted to a panel of experts. The

reviewers included Dr. Ronald Gauch, Ph.D. New York University, Associate Professor of Public

Administration, specializing in research methods, Dr. Elizabeth Purinton, Ph.D. University of

Rhode Island, Assistant Professor of Marketing specializing in Website design and consumer

behavior, and Dr. Della Lee Sue, Ph.D. Columbia University, Assistant Professor of Economics

specializing in statistical analysis. The panel reviewed the Website simulation and made

recommendations as to the content validity of the questions. Their recommendations were fully

incorporated into the simulation. Among those recommendations:

- Comprehensive questions were very good and not at all leading.

- Add an opportunity for open ended feedback

- The ‘List in Order’ question is a forced-ranking, closed ended question. However,

it not does not follow through to try to determine why the students made their choices. You will

want to add a question to solicit their motivation.

- Add demographic information



- First and Second Comprehension and Evaluation Questions each contain bias.

While the bias may be offsetting in opposite directions a more neutral phraseology would be more

desirable. (Please see appendix for their full assessments)

The survey portion of the simulation was intended to measure (1) comprehension, (2) technical

ease, and (3) the quality of the Website landscape. Analysis was conducted using a four-way mix

of evaluative tools: 1. Comparative Evaluation of the student’s answers to examination questions

prepared by the researcher, 2. A series of questions answered by students using ‘t’ tests analysis,

3. Content Analysis is the systematic counting, assessing, and interpreting of the form and

substance of the written comments of an open-ended questionnaire, and 4. An examination and

distillation of Focus Group interview data.

There were three groups of subjects who participated in the study. From each group, written

consent to participate was obtained consistent with the Marist College Institutional Review Board

(IRB) with oversight provided by the Idaho State University Human Subjects Committee (HSC).

Each group consisted of graduate public administration students at a small private Mid Atlantic

college. One group was made up of young adults identified as Traditional Graduate Students

(TGS) and completed the simulation and survey on-line. Two groups were mid-career public

servants identified as Experienced Managers (EM). Of these, one group completed the simulation

followed by the survey on-line; the other completed an identical survey following a traditional 50-

minute lecture in a classroom setting. Whether these students took an electronic or pen on paper

survey was determined by self-selection. The simulation and the lecture both concluded with a

written examination portion to measure comprehension that was developed and administered by

the researcher.



The Traditional Graduate Student sample was gathered through an e-mail solicitation made by a

former instructor. Student volunteers notified the mid-career study groups of the need of students

for the research project and participation then was self-selected. These were not current students of

the researcher and they were not evaluated in any way. They did not receive any compensation,

and they knew that they would not have the researcher as an instructor in the future. The two on-

line groups visited identical Websites but though different URLs [Uniform Resource Location- the

address of the website on the Internet] so as to distinguish their group membership.

Members of the TGS group also were invited to attend a Focus Group interview following the

exercise and survey completion. The Focus Group was intended to solicit their reactions and

viewpoints on the experience. This Focus Group yielded data relative to the intrinsic character of

the Website landscape architecture and other subjective issues. The attendees were self-selected.

THE DATA

The data analysis is to reinforce the point of departure with the research of Mayer and Coleman

who concluded “At a minimum, students emerged from lectures in these courses believing they

had a solid overall grasp on the course material. We surmise that the high level of organization in

the material may have fostered productive learning outside of class.”

These are admirable goals but the question and point of departure is very simply, have the

students changed? What is the fundamental goal of education? Is it to gain a fundamental grasp on

course material or is it to instill new modes of thinking and new values and the resulting

consequence of action.

The key question remains, are we replicating a generation who mastered standard information

and now simply is mastering new ways of having it presented again or are we about changing

behavior? Bonhime and Pohlman, (Writing for New Media), a guide used in the to development of



this software, offer this assessment: “ Information is retained far better when it is directed to a

receptive user.”1 “The corollary to this idea is that the more actively users want to interact with

information, the better their retention.”2

QUANTITATIVE ANALYSIS

SIMULATION SURVEY QUESTIONNAIRE

At the end of the Modified Case Study Simulation exercise the traditional students and those

EM students who answered on line were asked to respond to a questionnaire survey to ascertain

the validity of the assumptions in creating the simulation. These hypotheses were gleaned from

the first three chapters of this research study. The data relating to those survey questions follow the

questions themselves. This data will determine if this newly developed methodology will work, if

this new pedagogy is useable, if the criteria set out by the pedagogical masters is utilized, and if

the learners will suspend belief and become the protagonist sufficiently to actually respond to what

they have learned. If these goals are accomplished then the concept of Praxis has been achieved.

The student online answers appear in Table 5-2a. and 5-2b.

1 Bonhime & Pohlman, p. 142

2 ibid. P.143



TABLE 5-2a

SURVEY QUESTION TRADITIONAL

GRADUATE

STUDENT3

EXPERIENCED

MANAGERS

‘t’ statistic

I think the government knows more

about my neighborhood than most of

us living there.

3.22 2.5 1.121

I would be happier overall if I could

just call the government to solve a

problem even if it did cost me more.

3.56 2.92 .866

I would be happier if my neighbors

& I solved our neighborhood

problems even if it costs more.

5.33 5.75 -.873

I get frustrated with government’s

lack of responsiveness.

4.75 5.08 -.465

I like to take instruction from

strangers who seem to know more

than I do.

2.125 3.42 -1.86

Means are shown; 1= strongly disagree; 7= strongly agree

Survey Questionnaire

1.I think the government knows more about my neighborhood than most of us living there.

The hypothesis here was designed to find out if the students thought he/she had a better

knowledge of their neighborhood needs. A ‘t’ test was conducted to compare the means of the two

groups on their level of confidence in the government, this was not found to be statistically

significant, t (20) = 1.121, p> .05. This supports the researcher’s claim that the people closest to a

problem are best prepared to solve it. However, the data indicates a willingness among the

traditional graduate students to think the government might know more than the neighborhood

3 Means are shown; 1= strongly disagree; 7= strongly agree



residents. This difference in attitude is probably associated with the mid-career student being

invested in a neighborhood and the costs of maintaining a stable home.

2.I would be happier overall if I could just call the government to solve a problem even if it did

cost me more.

The hypothesis in this question was designed to measure cost against consumer satisfaction. A ‘t’

test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = .866, p> .05.

The results indicate a resistance to having an increase cost and a loss in consumer satisfaction.

However, here again the traditional student appears to favor government solution even at a higher

cost.

3.I would be happier if my neighbors and I solved our neighborhood problems even if it costs

more.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = -.873, p> .05.

Here the sentiment is resistant to neighbors solving problems at a higher cost that squarely

indicates a resistance to higher costs not neighbors helping their neighborhood.

4.I get frustrated with government’s lack of responsiveness.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in

the government, this was not found to be statistically significant, t (20) = -.465, p> .05.

There is moderate disagreement with this idea.

5.I like to take instruction from strangers who seem to know more than I do.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = -1.86, p> .05.

This data appears to indicate that the experienced manager is more willing to take instruction from

strangers who seem to know more than they do.



TABLE 5-2b Means are shown; 1= strongly disagree; 7= strongly agree
TRADITIONAL

GRADUATE

STUDENT4

EXPERIENCED

MANAGERS

‘t’ statistic

I learned a great deal from this

technology case.

6.0 6.22 -.45

This case had easy directions that led

to completion.

6.86 6.56 .74

This case was very practical 6.56 6.33 .59

This case is more effective than the

traditional lectures

4.75 5.44 -1.19

This case is more effective than the

traditional case study method.

5.38 4.67 1.03

I would to like to participate in more

cases like this one.

6.63 6.67 -.096

I could complete this case at home

and learn a great deal.

6.75 6.56 .50

This case would be more effective

with a strong lecture before I

attempted it.

4.44 4.33 .133

This case would be more effective

with a strong lecture after I

attempted it.

5.0 4.56 .72

This case requires a debriefing. 3.13 3.33 -.31

I know more about democracy

having used this case simulation.

4.5 4.83 -.534

This experience has helped me to

develop a “theory”, or a road map of

how decisions are made.

5.38 5.58 -.45

4 Means are shown; 1= strongly disagree; 7= strongly agree



TRADITIONAL GRADUATE

STUDENT5

EXPERIENCED

MANAGERS

‘t’ statistic TRADITION

AL

GRADUATE

STUDENT6

I felt ‘comfortable’ doing this

exercise as if I were supposed to be

involved.

6.5 6.33 .36

I could do this anywhere. 7.0 6.78 1.42

Means are shown; 1= strongly disagree; 7= strongly agree

Survey Questionnaire (continued)

6. I learned a great deal from this technology case.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = .74, p> .05.

Here there is strong agreement that the students uniformly learned a great deal from this

simulation.

7. This case had easy directions that led to completion.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in

the government, this was not found to be statistically significant, t (20) = .59, p> .05.

There is a marked jump to extraordinarily high agreement that the case had easy directions that led

to completion. This was an important test by all standards in the literature review: Bloom,

Fitzpatrick, Forrester, Rosen and Purinton, Carpenter, Bonime and Pohlman.

5 Means are shown; 1= strongly disagree; 7= strongly agree

6 Means are shown; 1= strongly disagree; 7= strongly agree

 .001 significant at .05 level



8. This case was very practical.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = -1.19, p> .05.

High support continued in agreement that the case was very practical. Hence, a logical deduction

can be made that the case meets the ‘usefulness’ test.

9. This case is more effective than the traditional lecture.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = 1.03, p> .05.

This statement saw a marked decrease in agreement to just above mid range. The data clearly

suggests that this type of learning methodology is acceptable and effective, if not more effective as

the question asked. This is an important finding.

10. This case is more effective than the traditional case study method.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = 1.03, p> .05.

In this instance the traditional student was more willing to agree than the experienced manager.

This can be understood as the traditional student having had less experience and therefore,

perhaps, a greater appreciation for the case studies, as a learning method. The assumption can be

made that the experienced manager had her/his own set of experiences to apply to theory. An

argument can also be made that the younger traditional students were more sensitive to computer-

assisted learning. This is a finding worthy of future research.

11. I would like to participate in more cases like this one.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in the

government, this was not found to be statistically significant, t (20) = .096, p> .05.

This statement brought high agreement that both sample populations would like to participate in

more cases like this one. This validates the simulation as a valid learning tool- an important

finding.



12. I could complete this case at home and learn a great deal.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in

the government, this was not found to be statistically significant, t (20) = .5, p> .05.

Agreement remains uniformly high. Again, the intent is to change behavior and the agreement by

the subjects that learning could take place in an environment of their choice and they would still

learn a ‘great deal’ is significant.

13. This case would be more effective with a strong lecture before I attempted it.

A ‘t’ test was conducted to compare the means of the two groups on their level of confidence in

the government, this was found to be statistically significant, t (20) = 1.33, p> .05.

The data suggests that this is a median response trending toward agreement. The findings suggest

the students felt a place for both the lecture and the simulation. I ascribe this to experience in

higher education. These students are all MPA students who have successfully risen through a

minimum of 16 years of lecture driven learning. A radical departure from the comfortable and

tested and affirmed learning format would be an exceptional finding. The goal was to find that the

simulation is an acceptable alternative and the data strongly finds that this is the case.

14. This case would be more effective with a strong lecture after I attempted it. A ‘t’ test was

conducted to compare the means of the two groups on their level of confidence in the government,

this was found to be statistically significant, t (20) = 1.33, p> .05.

This answer again received a median answer but trending toward disagreement. Again, The

research goal was to see if the simulation could stand alone to accomplish the learning objective.

The trend towards disagreement indicates that there was no need for a supplemental lecture to the

information and learning that took place.

15. This case requires a debriefing.

The students moderately agreed. A ‘t’ test was conducted to compare the means of the two groups

on their level of confidence in the government, this was not found to be statistically significant,

t (20) = -.31, p> .05.

This again may be attributed to the traditional learning format to which the students have become

accustomed. In real time application the simulation work product would provide the student with



the fruit of their labor in the form of a goals statement and strategic plan. This did appear as

somewhat of a disappointment in that some sort of explanation was required as to what had been

accomplished.

16. I know more about democracy having used this case simulation. A ‘t’ test was conducted

to compare the means of the two groups on their level of confidence in the government, this was

not found to be statistically significant, t (20) = .543, p> .05. These results centered on the median

but trended toward agreement. Again, the nature of the student population as MPA students and

their history as ‘democratic participants’ may have skewed this answer. They may have simply

found a new expression of their cultural orientation. This is very significant in that if there were a

cultural clash it would have surfaced here. This suggests that students without a democratic

cultural orientation may be more open to learning a new way of thinking- constructive

engagement- a new method of behavior. Tocqueville concluded that people in America saw

themselves as similar to one another even if they weren’t. He concluded that democracy was

thought of more as a social condition than a form of government. This conclusion speaks directly

to the simulation as an educational change agent in behavior.

17. This experience has helped me to develop a “theory”, or a road map of how decisions are made.

Respondents indicated agreement that the experience helped them develop a theory or roadmap of

how decisions are made. T A ‘t’ test was conducted to compare the means of the two groups on

their level of confidence in the government, this was not found to be statistically significant, t (20)

= -.45, p> .05.

This is an important finding in that one of the goals of the exercise was to ‘change’ students. This

is evidence of a strong trend toward learning a new skill or enhancing an existing one.

18. I felt ‘comfortable’ doing this exercise as if I were supposed to be involved.

Key finding is there is high agreement that comfort and involvement were attainable. This affirms

the literature review as a measure of success. A ‘t’ test was conducted to compare the means of the

two groups on their level of confidence in the government, this was not found to be statistically

significant, t (20) = .36, p> .05.



Bonhime and Pohlman, (Writing for New Media), a guide used in the to development of this

software, offer this assessment: “ Information is retained far better when it is directed to a

receptive user.”7 “The corollary to this idea is that the more actively users want to interact with

information, the better their retention.”8

19. I could do this anywhere.

Near uniform agreement was registered in these responses that the student felt they could do the

exercise anywhere. A ‘t’ test was conducted to compare the means of the two groups on their level

of confidence in the government, this was found to be statistically significant, t (20) = 1.42, p> .05.

This question was so important that it was asked earlier in a different format. For a second time

the students emphatically affirmed the value of the portable nature of this learning tool. It also

speaks to issues of privacy and safety as measures of success and of changed behavior in that the

simulation was easy to use, useful and fun.

Results Summary:

The central hypothesis has been validated. The series of ‘t’ tests show that there is no

significant variation from the null hypothesis:

H1: Teaching using a case study simulation is an effective learning tool.

In fact, the data was emphatic that there is strong agreement that the students uniformly learned a

great deal from this simulation. And they were comfortable in any setting. The data revealed that there

is extraordinarily high agreement that the case had easy directions that led to completion. This was an

important test by all standards established in the literature review: Bloom, Fitzpatrick, Forrester,

Rosen and Purinton, Carpenter, Bonime and Pohlman. High support continued in agreement that the

case was very practical.

The respondents were positive that this experience has helped them to develop a “theory”, or a road

map of how decisions are made. This is an important finding in that one of the goals of the exercise

was to ‘change’ students. This is evidence of a strong trend toward learning a new skill or enhancing

7 Bonhime & Pohlman, p. 142

8 ibid. P.143



an existing one. Hence, a logical deduction can be made that the case meets the ‘usefulness’ test and

that praxis was being approached. There was high agreement that both online sample populations

would like to participate in more cases like this one. All of these findings validates the simulation as a

valid learning tool- an important finding.

COMPREHENSION AND EVALUATION SURVEY

The first question in the Comprehension and Evaluation Survey asked whether the respondents

thought, that if government were to divert money to local groups to solve problems, it would be

less expensive or more expensive. The intent was to measure the respondents’ views of utility and

effectiveness of their own actions versus those of organized government.

This data indicates an interesting finding in that the older mid-career students tested on the

ground found the idea that local groups solving a problem would be less expensive than the

younger on campus students by a ratio of two to one. The basis for this discrepancy might be the

experiential difference in dealing with government, paying taxes and satisfaction level to date.

Question Number Two asked the respondents to rank terms offered in the question in the order in

which they placed the greatest value. (The lower the number, the higher the value). This data

proved to be significant. The younger student valued ‘comfort’ more than twice as much as the

NYC-online group of older professionals and 58% more than the NYC on the ground sample.

Conversely the NYC online sample valued ‘Safety’ nearly twice as highly. The NYC-online

sample valued ‘Safety’ over ‘Comfort’ and the younger student favored ‘Comfort’ over ‘Safety’ by

a ratio of two to one. Another interesting, but not surprising, finding is that the older students

valued ‘Transformation’ significantly higher. The very act of studying at mid-career is indicative

of the value of ‘transformation’ while the younger sample hadn’t really evolved yet to a stage

where ‘transformation’ is on their radar screen.



Question #2” Put the following terms in the order you value most: comfort. Safety, ease, process,

transition, transformation, empowerment (the lower the number the higher the importance).”

Table 5-3

TERMS LISTED IN ORDER OF

VALUE

NYC-GROUND NYC ONLINE MARIST ONLINE

AVG rating rating rating

COMFORT 3 3 2.33 1 4.75 4

SAFETY 1.33 1 4 3 2.25 1

EASE 5.33 5 6 6 5.25 5

PROCESS 5.33 5 4 3 3.5 2

TRANSITION 6.33 7 4.25 4 5.25 5

TRANSFORMATI

ON

4.66 4 5.44 5 3.5 2

EMPOWERMENT 2 2 3.11 2 3.89 3

Question Three asked, “What are the steps to the solution of a problem?” This question was

designed as a comprehension question that asked the students to recount the steps to the solution of

a problem as outlined in the lecture and the web instructions. The NYC on the ground sample

scored slightly less well. This can be interpreted as simply indicating the difference in individual

note taking versus copying the answer immediately off the website. The differences in raw scores

were negligible with all groups scoring well in their answers.

Question Four asked, “How satisfied with the results do you think you would be if you were part

of the group choosing a solution as opposed to someone in government making the decision?” this

data yielded no significant findings.

Following the comprehensive survey the students were asked their views on a series of questions.

The researcher asked question number one in a different manner. The following table yields those

results:



Table 5-4

GROUP I think the
government
knows
more than
me

I would be
happier if I
could just
call the
government

I would
be
happier
if my

neighbor
and I
solved
our
problems
ourselves

I get frustrated
with the
governments’
lack of
responsiveness

I like to
take
instruction
from
strangers

Mean Mean Mean Mean Mean

Mid-

career

NYC on

the

ground

2.00 2.33 5.33 5.67 5.00

Mid-

career

NYC

online

2.67 3.11 5.89 4.89 2.89

Marist

online

(younger

on

campus

students))

3.22 3.56 5.33 4.75 2.13

CONTENT ANALYSIS

Two simple methods of Content Analysis were conducted. The first was a simple

professional evaluation of the knowledge retained by all of the subjects in the study. The entire

student population responded to a uniform set of questions regarding the subject matter presented.



They were graded in the traditional method by the same researcher. The volunteers were aware

before hand that they would never have a class again with the researcher. None of the test

submissions contained any identifying markings. The online students made answer entries into

portals in the Simulation Website. Those entries were sent anonymously via e-mail from the

‘Website’ to the researcher. They were retained for grading.

Following the lecture to on-the-ground students, a lecture which contained the same

information as found on the website, the same evaluation questions were printed off the website

for their pen on paper responses. The same researcher evaluated the pen on paper and the e-mail

simulation submission responses at the same time.

The findings were that the on-the-ground portion of the New York City (NYC) cohort

did slightly less well on a pen on paper examination following the lecture than the online students.

A simple second method of Content Analysis was performed. The online students were

subsequently asked their opinion of the simulation exercise. The written responses of the online

students were then analyzed. The unit of analysis is words. The researcher simply reviewed the

entire set of responses- the universe of answers. This standardized our measure and stabilized

proportion. The words were simply counted. Themes emerged from this count that are best

reflected in the word count by frequency of use. To address the potential for these findings to

fallout of context a second judge or coder was recruited to read each salient reference ‘in context’.

The research findings are found in Table 5-5 in the order of frequency of appearance:

Table 5-5 Themes reflected in Word Count by Frequency of Use.

Most Frequent



I. I learned a lot

Second Most Frequent
I worked at my own pace I learned to value and then

decide using a group effort

This exercise taught me

thought processes

I learned a lot There are multiple paths to

finding answers

There was no pressure

Equally Occurring

rewarding I got to choose My opinion counted

I practiced decision-making There was a guide for me

thru the process

fun

Interesting Satisfying Stimulating

Enjoyed

FOCUS GROUP

“I mean you can be illiterate and listen, that’s the beauty… I mean that’s how you learn,

by playing on the website, by going through it. Looking, clicking this on, clicking this off, and as a

student you don’t always have time to do that but if you are using the real life approach, of being

out into the community people would have time to do it.”

-Student comment

The research findings drive the analysis. Since this Modified Case Study Simulation is

designed for students it was only appropriate to generate and capture their opinions. The Focus

Group methodology was selected because it presents another face of reality to the quantitative

analysis.

This data is most valuable as part of this particular mix of research methods. Open-

ended questions allowed participants to select the manner in which they respond. Even more

telling, focus groups encourage interaction among the discussion participants. This may allow



interaction resulting in some respondents changing their opinions. Within seventy-two hours of

completing participation in the MCSS evaluation, self-selected volunteers came to a neutral

location to take part in a MCSS Focus Group.

The analysis was systematic by following and using Naomi Henderson’s 10 Classic

Questions for leading a focus group as seen in text box 5-1. Ms. Henderson is a leading focus

group researcher in marketing research.9

The second systematic step was the electronic recording of the focus group session.

This recording was then professionally transcribed by an arbitrarily chosen secretarial service

listed in the telephone yellow pages and located over 20 miles from the interview site. This

transcript reflects both the summary and debriefing phases of the systematic approach. The

moderator/researcher, as the transcript and electronic recording verify, had very little role in the

group dynamics. Again, the participants knew they would not have another class with the

researcher and that their paths were very unlikely to cross.

This systematic Focus Group approach provided anecdotal verification of portions of

the Pedagogical Strategy. What is not said is considered as very important. There is a serious

criticism of the mechanical flaws that mirror comments found in the online evaluations by other

study groups. There is not, however, criticism of content or ease of use from any study group. The

focus group transcripts express an internal consistency that expands beyond the subjects’

immediate context to the larger environment. There is an exchange of opinions that merge into

uniform opinions after the participants listened to other points of view or heard others explain their

logic. A group leader did not emerge and tangential opinions were revisited without any coercion.

9 Krueger, Richard A., “Developing Questions for Focus Groups” Sage, Thousand Oaks, 1998, p.6



It was an unanticipated finding to realize a uniform commitment growing from this

positive experience. Repeatedly, the respondents refocused themselves to the positive nature of the

experience. They had no need for new or additional evidence to be presented nor was the logic of

the arguments refocused. There was a pervasive emotion that the encounter was a very positive

experience. Is this the ‘ideological’ consensus that was intended? Was conflict reduced by a shard

experience? Yes, I think that argument is just as valid as if all the participants had had a negative

encounter. The uniform expression of a similar emotion is a good index that a shared positive

experience had in fact occurred. The transcript of the session affirms that conclusion. Although

this was a self-selected group it constitutes a purposeful sample for the intent of the study.

The Forrester research cited in chapter four says that Ease of Use, Speed, Frequency

and High Quality were contributing factors for repeat visits to a website. Fitzpatrick’s Four Levels

of Evaluation is predicated first, on Reactions and while, he says, a positive experience is not

necessary it does tend to increase the possibility of learning. Comfort, Ease, Usefulness, and

Learning all were concepts or topics that surfaced in the discussion. In fact, these topics were

extensively discussed.

A very positive dialogue, moderate and almost differential in tone, replaced a lack of

intensity and passion in the subject’s speech. Voice Volume, Speed of Speech, and Emphasis on

certain words all lend themselves to a high comfort level. Incidentally, while all these students

were young MPA students these students had never before been together in a groups setting.

Only when the question was asked if values were involved did the respondents become

unspecific. The topic appeared to be uncomfortable and/or confusing and hence, it appeared better

left circumvented. The values related question was seemingly deflected and redirected



culminating in an evasiveness, non-responsiveness and inconsistency. This was a measurable

departure from the usual cohesion of the group.

The data was captured in field notes, audiotape and real time transcription in a

systematic manner following Naomi Henderson’s 10 Classic Questions to Ask in a Focus group.

The analysis uncovered themes supportive of quantitative findings and excluded nonverbal

communication.



Textbox 5-1 Naomi Henderson’s 10 Classic Questions to Ask in a Focus group

1. If you were in charge, what kind of changes would you make?

2. What would it take for this product (simulation) to get a gold star? If this product

received an award, what would it be for?

3. If you were the moderator, what would be the next question you would ask the group?

4. What would you tell a best friend or family member about this product?

5. Assume this product could talk, what would it say about itself?

6. If you could change one thing about this product, what would you change, and what’s

the main reason that one thing needs changing?

7. What would it take to get an A?

8. Can you tell me five positive things about this product, no matter how small that

positive thing is?

9. If you were responsible for selling 1000 units of this product, what key point would you

stress in the ad campaign?

10. What do you need to know about this product in order to accept or reject it?

-Henderson (1994)



Examining different points of view on the use of the simulation elucidates how these

MPA students perceive this interactive website; in addition, it illustrates how their experiences

influence their behavior.

This researcher’s assumption is born out and these students yield insight into the

suspension of belief. They entered into a new world and emerged with a new set of tools, attitudes,

experiences and values. These experiences yielded new knowledge that these emerging

professional managers seemed to value and expect to be useful.

The findings of this research stand in complete contradiction to a host of earlier studies

cited by Rosen and Purinton. You will recall from Chapter Four that their earlier work quotes,

“What little data have been collected from controlled evaluations suggests that multimedia

technologies, computerized instruction, and distance education techniques have, at best, only

minimal effects on student performance (Janda, 1992; Jordan and Sanchez 1994; Wilson 1996…),

and the precise impact may never be determined because there is no feasible way to conduct

experiments that can fully isolate the influence of technology.”10

The Focus Group transcripts revealed nine key issues, which are identified and

described in Figure 5-2

10 Rosen & Purinton, Journal of Business Research 2002



The excerpts from the student comments in the focus group transcripts in the

following section illustrate these issues.

1. Ease of Use – How easy was the website to negotiate? This is one of the criteria cited

earlier by the Forrester Research Group as to the effectiveness of a website and whether it would

be visited again.

- “I mean you can be illiterate and listen, that’s the beauty.”

- “That’s how you learn, by playing on the website, by going through it. Looking,

clicking this on, clicking this off, and as a student you don’t always have time to do that but if you

are using the real life approach, of being out into the community people would have time to do it.”

Figure 5-2

FOCUS GROUP ISSUES AND DESCRIPTORS

1. Ease of use – How easy was the website to negotiate?

2. Speed and Frequency – Was the exercise self paced exploration?

3. Reactions – Did the visitor like it?

4. Was the material relevant - Did Learning take place?

5. Vested Interest - Did the student feel they were in control?

6. Safety – Was the student safely the protagonist?

7. Involvement – Did a modicum of Suspension of Belief occur?

8. Could the student create the desired outcome?

9. Where McLuhan’s cool media and hot media fused with a positive outcome?



- “You could still go back, that was what the beauty was. If you weren’t getting

where you wanted to go, to get your solution, you could go back and recreate, so it wasn’t like a

one-shot deal.”

- “It wasn’t so simple, but it was easy to do. Using your own words and actually

typing in everything. It showed you your results very fast. It showed you everything you had typed

in the whole time, it’s really interesting to reflect back and look at the process.”

- “Truly a two year old could sit down and basically work with the website. There’s

nothing that is so difficult to overcome. It’s continuous. Its very user friendly.”

- “I’m not that computer savvy myself. I didn’t seem to have difficulties with it.”

- “I liked the fact that you don’t get too caught up in that because it is simple.”

- “A twelve year old can easily understand all that stuff and they can become a part

of the community themselves, if they see that a park needs to be cleaned up or sees a vacant lot

with litter all around, they can say, hey, I know what to do here now.”

2. Speed and Frequency – Was the exercise self paced exploration?

- “I did not feel like I was rushing through it [the simulation] at all”

- “You go through it at your own pace.” New Voice “Right.”

New Voice “You’re not rushed”

- “I agree, but the other point is also most colleges are moving to online programs.

What a better learning technique. What are you going to do, offer just an online program where

you type back and forth or put something online or a digital classroom? But yet this gave you a

chance to sit down at your own pace. If every college, I mean law schools are even looking at it,

of going online, why would you not use this?”

- “And you don’t have to rush through it either. Just stay there and take notes, and

even print out.



3. Reactions – Did the visitor like it?

- “Yes, it is fun!”

- “When I was going through it, it was creating an interest. I wanted to see what’s

going to happen next.”

- “And I like that you don’t get too caught up in that because it’s simple.”

- “ I thought it was phenomenal, personally, and I said you have to see this, and I

was asked if after we were done, we could access the site, because I wanted to show somebody

how interactive. And the solution is available. If you can’t solution something off, you’ve got a

major problem.”

- “I’m on my 4th online class right now, and I do not like online classes and as I was

going through this I was thinking of that, if I could do this for each of my classes it would be so

much more interesting, and I think I would feel I was getting so much more out of it then I feel like

I am now!”

- “I thought it was an awesome experience.”

- “I think it makes it fun.”

4. Was the material relevant - Did learning take place?

- “I liked the format of it. Very interesting. Easy to go through. And it took me,

you can go to different other spots, and learn more information, a lot of information. And you

didn’t have to rush through it either. Just stay there and take notes, and even print out. Last night I

printed out the non-profit page. It was like 6 pages I got out. I think that information is going to be

of some help. Good to keep on file.”

- “There were so many suggestions on how to get information and I thought that as

really interesting and really helpful.”

- “It prepares the individual for a way to go about approaching whoever they need

to with a first spaghetti dinner [strategic planning] analogy and everything and see what your



solution is first then work backwards. Set a definite goal. I think it would help people to clearly go

through their own thought process before they made it public.”

- “I would just say that, speaking of educational technique, most people in my

experience who had taken education courses and I know from my own personal area of expertise,

that you find you learn by doing, it wouldn’t simply make them obsolete, it wouldn’t erase the

teacher from the picture, but hearing about theory and then actually going through and trying it is

so beneficial I think, and I would stress that to them. That its nothing they should be threatened of,

but it would definitely help their students by applying what they have learned or what they are

about to learn.”

- “A twelve year old can easily understand all that stuff and they can become part

of the community themselves. If they see that a park needs to be cleaned up or see a vacant lot with

litter all around, they can say hey, I know what to do here now. I’m going to call somebody and

see if I can get this cleaned up.”

- “It reassures the user that they can make a difference instead of let someone else

make that decision for them.” New Voice: “Right”

5. Vested Interest – Did the student feel they were in control?

- “When I was going through it, it was creating an interest. I wanted to see what’s

going to happen next.”

- “It was like chose your own adventure book.”

- “Yes, exactly, it was very interesting. Quite inspiring. I had to do it again. I did it

last night, jeez, there’s so much information out here, and so many different directions I could go.

- “It’s like you read the first paragraph then you have to go back and dive in deeper,

it’s a very interesting program.”

- “You were talking about children using it. I think it makes it fun. I know when we

were children, everyone had to write the letter to the politician and no one really wanted to or



understood the process of it. Maybe because I’m older and into this stuff now, but I really had fun

with it, and I think people of all ages would.

- “Yes, it is fun.”

- “It reassures the user that they can make a difference instead of letting someone

else make that decision for them.”

- “It is not compromised. There is no leading you into an opinion that’s not your

own.”

- “It drew you, it captured you. It made you want to continue on. It was

motivational.”

- “ You learn by doing.”” But hearing about theory and then actually going through

and trying it is so beneficial I think, and I would stress that.”

6. Safety – Was the student safely the protagonist?

- “Any local issue, I think it really helps you simply and it doesn’t dump down on

anything and you don’t feel like an idiot going through it. But it just simply and clearly goes

through the process and it gives you options and it doesn’t tell you, this is the way to go. Or that’s

the way to go. Or that’s the only thing to do. It’s giving the person a choice and guiding them. I

mean people need some guidance when they don’t know where to go, but they don’t want someone

telling them a definite.’

- “So I find people’s lack of knowledge, is just their own fear of not knowing and

that is something. You can sit at home, work and play on your computer, and nobody knows what

you know and what you don’t know. You can have the most ridiculous question on how to do

something, and you would not have to feel embarrassed. For your local fire department, your local

town, you could walk in and be the hero with the solution.”



- “I felt safe because you make the decision in the community screen.”

- “What happens when everyone hates your decision? And you can’t get past this

board and you can’t get passed that board. It wasn’t like that. It gave me a good feeling.”

7. Involvement – Did a modicum of Suspension of Belief occur?

- “It caused you to be involved as if you were participating… everything

was there. It was how much did you want to learn?”

- “That you really focus on the decision-making. I got caught up in the

decision making that I forgot I was doing an exercise almost.”

- “It drew you, it captured you. It made you want to continue on. It was

motivational.”

- “I tried to relay it to areas of New York. You know, based on the

description, so it has an actual visual impact. And then when you looked at the city as an overview

[a visual on the top of each page of the website screen] it drew you in as if you were standing there

taking a look. It was a night picture, like sitting on top of the Eiffel Tower at Paris at night looking

at the city of lights, that’s what I saw.”

- “I visualized a business district that had buildings, that became buildings

boarded up, graffiti all over the place and litter all over the streets, and stuff like that.”

8. Could the student create the desired outcome?

- “I would rather make the decisions a group process- everyone would say the

individual goals then define a group goal. And that changed my opinion that way.”

- “Yeah, but there is accountability.”



- “You could still go back, that was what the beauty was. If you weren’t getting

where you wanted to go, to get your solution, you could go back and recreate, so it wasn’t like a

one-shot deal.”

- “It basically showed you your own solution if you actually did it correctly. When

you went to that final piece.”

- “If anyone came to me, and this [simulation software] was public, and they had

some sort of problem and they needed to know how to go about, solving. For example, if they want

a traffic light in their road and they don’t know how to go about doing it I could walk them

through this.”

9. Where McLuhan’s cool media and hot media fused with a positive outcome?

- “I remember the most about it was it had great graphics and that type of thing.”

Moderator: If you were to pick a color to describe your experience, what color would you

pick?

- “Blue or green type”

- “Yeah, I think either blue or green I was debating”

- “I would think green because it made me think of parks, I think Green.”

- “Besides the water,”

- “Yeah I really liked the water thing too so I was thinking blue skies and green

grass”

- “It was very soothing as you went through it, and that is probably why I drew

blue. It was a very relaxing experience, I didn’t find it uptight.”

- “And the thing is people think local government and all the issues involved are

uptight, and I was actually expecting more conflict and unpleasantness and it was really a nice

surprise!”

The Focus Group uncovered several problems as well. First, the introduction

apparently did not provide adequate instructions and/or preparation for what was to come. “In the

beginning when I had to choose a role, homeowner or businessperson, I really did not know what



was coming?” However, the students easily surmounted any difficulty and all finished the

exercise. As mentioned earlier there were mechanical problems as well that the students observed

that hindered their progress. Seemingly, the most serious was the streaming video interview with

the President of the National Association of Neighborhood Associations.

- “ The only portion that was lacking in that simulation was when we all tried to

watch the video. That was it.”

The Findings: Issues and Perspectives, Discussion and Implications

This exploratory study authenticated the importance of the modified case study

simulation as a learning tool. The analysis of the central hypothesis has been validated. The series

of ‘t’ tests show that there is no significant variation from the null hypothesis:

H1: Teaching using a case study simulation is an effective learning tool.

The four-way mix of evaluative tools affirm the validation of the hypothesis. The

students were drawn into the story and became its protagonists as they suspended belief and

entered in an ‘doing it experience’ usually accorded only to practitioners where the stakes are high.

Every test of the research affirms the success of this new learning motif. Each criteria cited earlier

is addressed in the following.

However, it is important to recall that the original goal of this exploratory study and

research project was to create “Praxis”, that merger of theory and practice. Sandford Borins was

quoted earlier in chapter three, “the best, probably the only, way to learn a skill is by doing it,

repeating it until it has been so firmly imprinted upon the natural pathways that it becomes second

nature.” This Modified Case Study Simulation is, in the words of John Ellwood exactly what is

needed – education in political engineering. There are a ‘bias toward action’ and an example of

appropriate action. The analysis of the data, testing results, word content and focus group findings

are informative, both in terms of the issues and themes that emerged. The data shows that this



method of teaching can be as good as the delivery of a lecture. The caveat of how good that is, is

left to the skill of the instructor preparing and delivering the material. The point is that the

Modified Case Study Simulation method is primarily an acceptable means of conveying and

teaching the material.

John Boeher, Director of the Pew Faculty Fellowship in International Affairs at

Harvard University’s John F. Kennedy School of Government asks ‘how do public sector

professionals learn to craft solutions to the problems they face? They learn by doing.’

 HAS THE SOFTWARE EXERCISE CREATED A CLIMATE OF IDEOLOGICAL

CONSENSUS? Carol Rusaw of the University of Connecticut is quoted in chapter three asking

this very question. She concluded from the work of Argyris and Schon (1978) that “…learning can

create a common basis for undertaking change.” Argyris and Schon advance the requirement of

three key variables: learning, transformation, and community building. The students report they are

satisfied with the level of learning. They are ambivalent about ‘transformation’ and we can

attribute that in some measure to the differences in their places in life. The traditional student is in

the ‘forming’ stage and the experienced student has a demonstrated commitment by being in a

MPA program to the ‘transformation process’. The shared experience and the completion of the

exercise speak to the idea of ‘community building’ and climate of ideological consensus.

Completion simply signifies a degree of cooperation and rational decision-making. That means for

the duration of the exercise the student was conforming to the procedures outlined and then was

rewarded with a rational creation of their own making. By creating a uniform learning

experience and instilling universal values we can meet Tocqueville’s insight into American

democratic success. Of which Harvey Mansfield wrote,



“Democracy is the rule of the people, literally, but Tocqueville had a different
understanding. He spoke especially of the equality of conditions in America, that people
were similar to one another and if they weren’t, nonetheless, they still regarded themselves
as similar. He thought of it as a social condition more than as a form of government,
though he certainly was interested in government, the government seemed to be a
consequence of a democratic society.”11

What matters most are educational strategies for using technology, strategies that can

influence the student's total course of study. Changing the ‘perceived’ social condition certainly

meets that test. Praxis is changing the social condition.

 DOES IT REDUCE CONFLICT? The theory advances this idea but the

only clue is in the ease of use of the simulation. Frustration is reduced and as a result the process is

smoother to follow. Weight should be ascribed to the sample population’s recommendation and

encouragement to friends and family to use this simulation as evidenced in the focus group report.

Since this is an individual exercise these results will only be known in the actual application of the

learning.

 INCREASE EFFICIENCY can be deduced from the reduction of any conflict. The

references to the vast resources on the CD-ROM should also lend to increased efficiency. A

posttest here would be required and would provide interesting data as well.

 OWNERSHIP IN PRACTICE is demonstrated in the response to the McLuhan based

questions re-arranging color and emotion. The statements in the focus group that people were

drawn in and a modicum of belief was suspended in this exercise also affirm ownership.

 UTILITY- the students seemed to like and use the simulation and suggested a place for

a range of uses for other people. Bonhime and Pohlman, the authors of Writing for New Media,

11 Lamb, Brian “Booknotes Stories from American History”, Public Affairs, N.Y. 2001 excepted from

“Tocqueville’s Democracy in America” by Harvey C. Mansfield, p.66



the guide used to develop this software offer this assessment: “ Information is retained far better

when it is directed to a receptive user.”12 “The corollary to this idea is that the more actively users

want to interact with information, the better their retention.”

 SATISFACTION was clearly demonstrated throughout the entire data set.

LEARNED VALUE OF BARGAINING AND NEGOTIATION and as to the

MEASURE of WHO PAYS IN TIME AND RESOURCES these are very subjective findings

dependent upon the use of the material.

 COMPREHENSION the data is conclusive that the students using this simulation did

slightly betters in recitation than those in the traditional learning format.

TECHNICAL EASE this was an area of concern as to the universal use of this

methodology. The data is conclusive that it is universally easy to use. For the purpose of this

paper the expected level of computer literacy is very low. A learner/student will just be expected to

be able turn on a computer and then go to a web address and follow the continue buttons and enter

data on a keyboard.

Bonime and Ken Pohlman write that, One important aspect of interactive writing and

design is that to be effective, the most important elements must be discoverable…If interactive

media are to be as useful as traditional media, then their use must be as intuitive and free from

ancillary instruction as possible. Users must be able to navigate and discover features without prior

direction or training.

QUALITY OF WEBSITE LANDSCAPE the data is pretty convincing that the

landscape helped to provide a ‘soothing’ environment and reduced stress along with contributing

to the suspension of a measure of reality. “It drew you in’ was one recorded comment.

12 Bonhime & Pohlman, p. 142



 HAVE THE STUDENT’S CHANGED? If in no other measure they have changed in

confidence because they were successful. The early successes in the process included being

aesthetically appealing. There is recognition that the technique of solving community problems

was accepted as reusable and successful.

 CROCKER’S CONSTRUCTIVE ENGAGEMENT- the sequential methodology was

affirmed because the students had the opportunity to separate the information into parts for

enhanced understanding. Then they performed a synthesis of that information from both

understanding and recall to forge their own input -a pattern of action. This then required their

mastery of the dynamics in computer application and planning to use the controls of the

simulation. The result is that the learner’s attitudes, interests, attention, awareness and values are

demonstrated by affective behaviors. Meeting the requirements of Bloom’s Learning Domains.

Bloom’s research group did not develop in depth categories of Psychomotor Domain.

However, his successors did develop seven psychomotor categories. They include a learner’s

ability to create new movement patterns, the adaptability to use and modify motor skills to fit a new

situation, the ability to perform a motor skill and the early stages of a complex skill, which includes

imitation. The successful completion of the simulation exercise signals mastery of complex skills

culminating in imitation.

 FORRESTER’S EASE OF USE, SPEED, FREQUENCY, HIGH QUALITY

All these requirements are affirmed in the data.

“Using a cognitive or mental map provides us with a means of sorting and storing information
from our environment…. Two concepts, which play a role in motivating the use of cognitive maps, are
making sense (understanding) and exploration (involvement), which represent the two basic informational

needs. “
13

These criteria are the foundation of this paper’s CD-ROM/Web page construction:

“Can I comprehend this situation (coherence); is there enough going on to maintain my interest
(complexity)? This is followed by the future inferred assessment: “Does this environment provide me with
enough cues to find my way in the future (legibility); is there a chance to learn more (mystery)?” The fact that

13 Rosen & Purinton, p. 7



these two levels of assessment occur rapidly is why there is a preference for landscapes, which score high on
all four dimensions. Research supports this in that people have been demonstrated to favor landscapes which
recognize a preference for coherence and legibility (Lynch 1960) while at the same time desiring some
complexity (Wohlwill 1976) and mystery (Kaplan, R. 1973). Coherence refers to the degree to which the
environmental landscape hangs together. As such, coherence relies on redundancy of elements and

textures.”
14

“Complexity refers to the richness of the elements of the setting. … legibility is defined by

distinctiveness- by having a distinctive icon or graphic that makes way finding much more straightforward.

Mystery is used whereby a curved path is far more enticing than a straight one. Mystery enhances one’s

desire to explore a space by conveying the feeling that much more can be found if one keeps on going.

Making Web sites “user friendly” requires making them easy to use and understand.”

FITZPATRICK REACTIONS: COMFORT, EASE, USEFULNESS, LEARNING, all

are supported by the data for being present. Mayer and Coleman argue that “what little data have

been collected from controlled evaluations suggest that multimedia technologies, computerized

instruction, and distance education techniques have, at best, only minimal effects on student

performance.” 15 “The precise impact may never be determined because there is no feasible way to

conduct experiments that can fully isolate the influence of technology.’16 This research study

refutes this assertion. In this research the evaluation of a traditional lecture is measured against the

information found on the website and is found to be comparable.

 Ehrman has suggested that researchers would do best to look beyond outcomes and

ask whether technology can help instructors integrate "best practices" into their teaching. The

simulation model presented in this paper does integrate a’ best practice’. Ehrman’s test is satisfied

in this research.

14 Rosen & Purinton, p.7

15 Ibid. p. 598

16 Mayer, Kenneth R. & Coleman, John J. “Student Attitudes toward Instructional Technology in the Large

Introductory U.S. Government Course” PS: Political Science and Politics, Washington; September 2000,

Vol. 33, issue 3; p 597



 He suggests the following hypothesis: Education can affect the lives of its graduates

when they have mastered large, coherent bodies of knowledge, skills, and wisdom. Such coherent

patterns of learning usually must accumulate over a series of courses and extracurricular

experience. These data reject this hypothesis. Ehrman says that to make visible improvements in

learning outcomes using technology, use that technology to enable large-scale changes in the

methods and resources of learning. That usually requires hardware and software that faculty and

students use repeatedly, with increasing sophistication and power. This hypothesis is rejected by

the data.

 Single pieces of software, used for only a few hours, are unlikely to have much effect

on graduates' lives or the cost-effectiveness of education (unless that single piece of software is

somehow used to foster a much larger pattern of improved teaching).17 This hypothesis is rejected

as well. Because of the software’s portability and ease it can be referred to many times and is

indeed designed to foster a larger pattern of improved learning. The uniqueness of this lesson is

that it can be expanded or contracted to meet the situation.

The concept for this simulation was inspired by Edward Packard’s children’s book series,

Choose Your Own Adventure. At the heart of Packard’s storytelling is the integration of choice and plot. It is

telling that one of the focus group members said the exercise reminded her of Parker’s work. According to

Jeff Carpenter writing in e-learning magazine,

"One of the most effective ways of getting the user involved is to make him or her the protagonist.

If the user is the protagonist, then the user will have the motivation to make the choices required to move the

plot along. When writers use the second person in interactive fiction, we say they are using the second person

interactive…In this way the story unfolds through the eyes of the user…. the level of interactivity is indicated

17 Mayer & Coleman, p. 599



by the possible user intervention against several possible external scenarios. One problem posed is how to

communicate the inner workings of the mind of the protagonist.”
18

The simulation was successful in meeting

this test according to the data.

The researcher set the test of success for this simulation as if the user/learner suspends belief and

comes into contact with the material itself to the exclusion of the outside world. The data from the focus

group indicates this was accomplished.

 Jeff Carpenter quotes the classic Postman and Weingartner article Teaching as a Subversive

Activity:

“…The most important impressions made on a human nervous system come from the character

and structure of the environment within which the nervous system functions.”
19

Carpenter makes the point

that there is a paradigm shift to performance based education which redirects the focus from the content of

training, or the memorization of knowledge that will allow learners to formulate a reasonable conclusion or

judgment, to the process of how to have learners demonstrate that they know how to perform a required

task resulting in the required outcomes from performing that task. The measurement of learners’ success

becomes not if they can regurgitate knowledge, but if whether they can create a desired outcome to the

problem with which they are presented. This test was also successfully met, according to the data.

“Democracy is the rule of the people, literally, but Tocqueville had a different
understanding. He spoke especially of the equality of conditions in America, that people
were similar to one another and if they weren’t, nonetheless, they still regarded themselves
as similar. He thought of it as a social condition more than as a form of government,
though he certainly was interested in government, the government seemed to be a
consequence of a democratic society.”20

18 Bonhime & Pohlman, p.160-161

19 Carpenter, Jeff, “Keeping Up With Technology”, e-learning, October, 2001, p. 20

20 Lamb, Brian “Booknotes Stories from American History”, Public Affairs, N.Y. 2001 excepted from

“Tocqueville’s Democracy in America” by Harvey C. Mansfield, p.66



CONCLUSIONS

Praxis- the answer to government in a world long gone.

This work is vitally significant because it virtually creates a new method of learning while

remaining true to the time-tested precepts of the giants of pedagogy as illustrated above. By

replicating an acclaimed ‘Best Practice” it molds and mentors and transforms the learner. Perhaps

most important and timely is that it seeks to do no less than create a strategy that builds new

institutions and processes ultimately designed to move a nonpluralist authoritarian society to

pluralist polyarchy. The development of this Modified Case Study Simulation is designed for the

grassroots level and possesses a bias toward participatory decision – making action in a search to

grip the levers of power. It is Praxis. It merges the theory of democracy and then directs the

learner through democracy’s footsteps to a successful completion. It is theory on wheels. It gives

warm blood and sinew to the body politic. It is intended, as Benjamin Barber has written, to make

democracy a habit of the heart.

The creation of this simulation merges the traditional Harvard teaching case with closed-ended

directed learning. The process is heavily value laden with democracy’s tenets and strictly directs

the learner through the path of democratic ethos while allowing the learner to remain the

protagonists struggling with their own problem definition and solutions. It provides the support of

hundreds of resources and frames the decisions while permitting the leading character in this

‘make your own adventure’ to suspend reality and change her/his world. That is the reaction of

focus group participants.



This creation and the supporting data advance several important ideas. First, this Modified

Case Study Simulation has created a plausible alternative to some traditional learning motifs

according to the research data while also capturing political engineering and the interactive

experience of having addressed a neighborhood problem. It is possible that this merger of

learning styles; simulation, case study principles, interactivity, and directed close end learning,

while consistent with the widely acceptable principles of pedagogy has in fact, never been

demonstrated before.

Second, this work has been evaluated using a four-way mix of testing tools. Contrary, to the

literature which has said there is little data collected from controlled evaluations to suggest

educational technology has had little more than minimal effects on student performance, this

research has created a means to determine a feasible way to conduct experiments that can fully

isolate data supporting the overwhelming influence of this technology.

Third, this work recognizes the seismic paradigm shift generated by the learner rather than by the

academy. This paradigm shift is reflective of society and is far more profound than a new

technology fad added to traditional learning. The Academy’s successes have equipped society

with critical thinking skills and discernment, in effect, consumer savvy. Society now expects to be

critically accommodated and their very desires now craft the marketplace and they certainly expect

no less from the public sector. To plumb the depth of this change is a proposition for future

research. Science cannot even register the depth as of yet, because the existing tools are only

designed to measure prior existing constructs. A future research question:

Is there a learning differential based on format and/or career and age. Relevant research questions

include: Is there a difference in learned behavior between subject groups? Is there a cultural divide

based on cognitive information processing differences?



Proposition One

P1: There is a significant difference in learning and behavioral performance among

generations.

Another interesting future focus will be the difference in the change in expectations by emerging

publics. The Academy can take satisfaction in having succeed- perhaps too well. Frenchman Alain

Tourane has said that democracy is the practical expression of a general tendency to recompose the

world. This simulation teaches precisely that- how to recompose your world with the intent of

permeating every aspect of social and civic life. Benjamin Barber concluded that the objective is to

create the conditions for the exercise of power- to instill civic competence. John Boehrer at the

Kennedy School asks: “how do public sector professionals learn to craft solutions to the problems

they face?” He answers rhetorically, “they learn by doing.” Among the premiere aspects of this

simulation is its portability that affords both privacy and safety. This method of teaching preserves

dignity and encourages repeated attempts at ‘doing’ until success at recreating the historical

moment.

The data supports this simulation and learning motif as having harnessed ‘Grassroots Democracy’

as the organ of individual expression and ‘Best Practices” as the road map to confront diminishing

resources in a shrinking world. Praxis achieved.
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Introduction

The addition of Masters in Public Administration (MPA) programs geared to adults

begs the question of what makes these programs different and what is missing in

traditional MPA programs. Why does an already established degree program come with

the addendum “for adults”? There is already some variation in where MPA programs are

housed. Some stand alone, others share space with political science, schools of public

policy and leadership, public health administration. More recently MPA programs are

offered in schools for adult education. In this millennium, placing MPA programs in

schools of adult education, may, in the end offer a more isomorphic fit or one that would

be fitting to MPA programs wherever they are situated. The diversity in the student body

should shape the learning environment. The student population has changed dramatically

and so should the delivery mechanisms for the MPA. In The Wizard of Oz Dorothy

quickly observes that her population and her environment are different. She quickly

consults with her dog and makes the observational statement “I don’t think we are in

Kansas anymore.” In the world of teaching public administration, faculty could make a

quick and easy observation, such as “I don’t think we are in loco parentis anymore.”

This article comments on modes of teaching in higher education in relation to the

skyrocketing numbers of adult students and the diminishing numbers of the so-called

traditional student. We begin by asserting that MPA programs already have a history of

serving adults. We then describe the applicability of andragogy to teaching public

administration. Instead of using the term pedagogy as a generic term, this paper

introduces andragogy as an approach to apply directly to the teaching of public

administration, namely because andragogy focuses on adults, an approaches that nurtures

the self-directed learner. Andragogy stands to contribute significantly to teaching public

administration. There is every reason to question the distinction between adult programs

that offer an MPA and those offered by more traditional academic departments. With

adult education programs on the rise, and increasing numbers of adults enrolling in

undergraduate and graduate programs, any department or school needs to be sure that

there is sufficient faculty to represent the various specializations in public administration.

Once this is done, the distinction between Schools for Adult and Continuing Education
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offering an MPA and other more traditional MPA programs is that the former knows their

student population. The latter is trying to assess whether they should address pre-service

or in-service students (Denhart 2001). This distinction is really a referent to traditional

and nontraditional working adult students. The framework of andragogy breaks down the

dualistic distinction because it incorporates a range of ages, experiences, backgrounds,

value orientations and other differences that relate to gender, race or national origin. We

conclude with a discussion of various delivery mechanisms that benefits the diverse

student population the MPA serves.

Literature

The literature makes a distinction between pre-service and in-service students

(Denhart 2001). This distinction is linked to questions that relate to teaching Public

Administration: Should teaching emphasize theory or practice? Should students be

prepared for their first jobs or those which they might aspire later? What are the delivery

mechanisms for MPA courses and curricula? What personal commitments do we make as

public administration educators? (Denhart 2001). The first question relates to an ongoing

tension in the field that produces better teaching and better public administrators. The

questions repeat themselves but the answers change according to the environment.

Government reinvention, technological innovations, electronic teaching platforms,

distance learning, e-government and an explosion of adults returning to school produce a

brave new world for anyone engaged in higher education, and not just public

administration. While scholarship on adult education is building into its own field,

scholarship on adult education in public administration is surprisingly lacking, especially

when close to half of those attending school are over 25. Much of what has been written

relates to certification or training programs for public managers, elected officials, state

and local government employees and some for federal employees. When a senior or mid

level government professional wants an undergraduate degree, they are looking to take

what they know and improve it. There is no literature comparing the Bachelors in Public

Administration (BPA) to the MPA degree. What has been compared to the MPA is the

nationally accredited Certified Program for Public Managers (Vogelsang-Coombs, 1999;

Hays and Duke, 1996; Conant, 1995; Conant and Housel, 1995).
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There is scholarship on programs offered to locally elected officials (Vogelsang-

Coombs and Miller, 1999). They have examined programs focused on state and local

government training (Paddock, 1996; Hayes, 1989; Fisher, 1971; Graves, 1957). Others

have investigated training in the federal government (Werth, 1999; Butterworth and

Metzger, 1998; Sims, 1996). Scholars have taken an interest in noncredit programs and

produced a variety of needed information. Some have written about Public

Administration in Western Europe (Nolan, 1997; Verheijen and Connaughton, 2003).

This review also includes literature that describes training for executives in the nonprofit

sector. Public administration is expanding to include the nonprofit world, especially as

business, nonprofits and governments are joining together in a variety of partnerships.

The nonprofit sector is a field that benefits from both certification programs and masters

programs (Dolan, 2002; Light, 1999; Mirabella and Wish, 2000; Young, 1999). Students

may attend any one of these programs just because they are available, supported by their

work and within their grasp. Regardless of whether a worker needs skills, certification or

a degree, adult students need usable knowledge or a degree to advance in their careers.

He or she may need skills such as benchmarking, group decision making or other

approaches to consensus building (Golembiewski, 1983; Conant, 1996; Fry and Carter,

1999; Paddock, 1997). Some of the more dated literature covers conferences on

continuing education for public administrators in state and local government (Preston,

1980; Institute of Governmental Studies, 1965).

There is nothing that demonstrates that the field has devoted adequate attention to

either adult education, continuing education or MPA programs. In fact, the National

Academy of Public Administration even identified continuing education as a deficiency

in public administration education (Chapman and Cleveland, 1973, pp. 53-54). It is

surprising to find little evidence of any scholarship to address any deficiencies. A book

edited by Deborah J. Young and William B. Eddy (1982) focuses on adult learning in

public administration. As with many edited books, the articles prove interesting,

compelling and relevant but lack an over-arching theory or framework. It should serve as

a launching point for more research in this area. For now, it is the only guidepost for

providing a public administration degree to adults. In this collection, 104 NASPAA

representatives were surveyed. Most offered courses in the evening and little more than a



5

quarter delivered their program with approaches characterized as nontraditional (Young

and Eddy, 1982; Clynch and Mitchell 1987). When asking about delivery mechanisms

related to teaching public administration, the integration of adult teaching methods is

clearly missing. It is as if the addition of adults is simply added on to existing programs

without thought of how their knowledge and experience could bring something valuable

to the classroom.

Some of the literature addresses why education is a barrier to adults. There is

awareness that working adults are short on time. They have greater difficulty traveling

long distances to classrooms and need to go once rather than twice a week. Scheduling

and travel time are part of the delivery of any program. The intensive semester is one

way to accommodate adult students. The account of Mississippi State’s MPA program

for government workers demonstrates that part of teaching is to push for a new level of

professionalism. The demand for a more professional government work force offers an

opportunity to any school with a public administration program in place. Each school’s

readiness depends on whether a school has the program infrastructure ready to

accommodate this market. Mississippi State had nine qualified public administration

specialists with credentials in teaching and research. They had a strong job placement

record and many linkages with government agencies in the state. They had all but a

central location to provide class rooms (Clynch and Mitchell 1987). They could either

opt for off-sight delivery, an intensive semester, or both.

The next question relates to whether MPA programs need to develop a curriculum

suitable to adults. If the question is related to whether the focus should be on pre-service

or in-service adults, adult education continues to be an addendum. The literature is on

target when it connects questions related to program delivery mechanisms, professional

academic commitments and student diversity (Denhart 2001). This literature emphasizes

the connections between who we are as teachers and learners. People are different and

some lean toward theory, while others toward practice. The differences are individual

and not necessarily related to work experience or age. What is valuable is that there are

differences and where there are differences, there is a place for a valuable learning

exchange. Both teachers and learners bring their own reasons for doing what they do.

Teaching benefits when this purpose is articulated.
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While public administration scholarship has questioned whether working students

should be taught separately, a closer look at andragogy would determine whether this is

really necessary. The public administration literature on andragogy is missing. Without

a focus on adult’s ways-of-knowing, higher education presents one more barrier to an

adult student’s reentry into the class room. Without some kind of integration of

experiential learning and substantive learning, any NASPAA guided curriculum will

muddle through at best and fail at worst. It is time to invite discussion, feedback and

review by peers on andragogy as it relates to the MPA. The literature on adult education

and public administration reveals what is missing.

The Continued Emergence of Adult Education and its application for Public

Administration

The title of a 1973 an article in the Public Administration Review (PAR) makes a

strong statement about adult education: “Give a Damn About Continuing Adult

Education in Public Administration” (Fisher 1973). The adult education boom has been

on the horizon for some time and has already impacted MPA programs. In fact, the

percent of adults seeking degrees has more than doubled from 1973 to the present

(Armour 2003). Adults represent more than forty-five percent of all students enrolled in

college (Gose 1999; Merriam and Caffarella, 1998). They are defined as those over

twenty five and either work, have a family or serve as the head of their household. This

steep rise in adult college enrollments push for a reexamination of the mission and

teaching methods of public administration programs. This returns us to the question of

the commitments that we, teachers of public administration bring to the classroom and

program delivery. Teachers have a choice to either use a didactic model or a less

hierarchical and more collaborative teaching approach. The key is to produce a learning

environment in public administration that offers a meaningful experience.

Throughout the nineties full-time adult enrollments increased by nearly 15

million. In 1991 58 million adults were engaged in formal education and by 1999, this

number jumped to 90 million (Robinson 2002). The longstanding distinction between

traditional (pre-service) and nontraditional (in-service) students has turned upside down.

Today one would be hard pressed to find MPA students that fit all the characteristics of a
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traditional student (Evelyn 2002). The bottom line is that MPA programs are already

serving adult students.

Andragogy

What is missing in writings about teaching public administration are discussions

about the ways adults learn, how their experience can be applied and counted as

knowledge, and how adult needs are different than the more traditional student. The

distinction between andragogy and pedagogy brings forth an important dialogue on

approaches to teaching and learning. In fact, it brings teaching and learning together in a

way that is multi level and complex and no longer a process of the knower passing on

what is known. This discussion on andragogy will include theories of adult learners,

experiential credit offerings, such as the portfolio process, and procedures to insure

academic rigor.

Theories of Adult Learning: What we know about adult learning is enough to classify it

as a field of knowledge. Malcolm Knowles, David Kolb, Jack Mezirow, Reginald

Revans and Donald Schon further expand the field. Knowles made the distinction

between andragogy and pedagogy with the notion that adult learners are self directed. He

drew from John Dewey, Eduard Lindeman, Abraham Maslow, and Carl Rogers. All

examined human motivation and learning development. Knowles explains that when

students are given control over their own learning, they are ready problem solvers. The

ongoing debate on whether to teach theory or practice ends in the adult setting because

without practical application, theories do not seem relevant. Even though one can make

the argument that theories endure when practice changes, the theories do not motivate.

When theory and practice are taught together, adults can apply what they know with the

information they have been given (Knowles 1970). Course preparations are not as

simple because adults need material and classroom exercises that are relevant:

Adults are motivated to devote energy to learn something to the extent that they

perceive that it will help them perform tasks or deal with problems they confront

in their life situations. Furthermore, they learn new knowledge, understandings,
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skills, values, and attitudes most effectively when they are presented in the context

of application to real life situations (Knowles 1990)

.

The traditional didactic lecture assumes that there is a knower passing on what is

known. Mutual learning is a riskier endeavor and not something that all professors are

comfortable with. Many professors are new to the idea that part of their role as teacher is

to also listen. The adult teaching theories offer new methods, such as teacher as listener,

teacher as guide, facilitator or leader. The methods integrate the experiences of adult

students through discussion of case studies, group consensus techniques, narrative or

other approaches that value each learner’s knowledge and experience. The learning

environment becomes a place where new ideas are connected and integrated with an

existing knowledge base. The delivery mechanisms make sense because students are told

how the exercise meets with established learning objectives. Adult students are

responsive to a goal oriented approach and adult teaching models support the use of

learning objectives and a clear statement on how student’s will be evaluated. Adult

students perform better if it is clear how they will be evaluated.

Teaching and learning benefit when learner’s needs are incorporated into the

course design (Knowles 1984). Teachers of public administration focus on the student

and how the classroom experiences changes the student (Denhart 2001). The focus

precludes an examination of the ways a learning exchanges produces changes in both the

student and the teacher. In the adult model, there is a built in respect, mutuality and

acceptance that both the student and teachers are learners.

Reflective questions are important to learning. While Knowles outlines learning

approaches to advance adult learning, Kolb highlights the process through which

experiential learning takes place. He characterizes learning as a life long process that is

part of everyday life. Learning therefore is emergent and holistic. The learner adapts in a

holistic way to new concepts and applications (Kolb 1984). Jean Piaget, Kurt Lewin, and

John Dewey influenced his work.

Mezirow saw adult learning as transformational (1990). He used critical theory espoused

by Jurgen Habermas. Transformational learning takes place between the discourses of
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different life worlds, particularly that of the class room and that of work and family.

Adults move in and out of these worlds taking the information they gain from one and

bringing it to another. What they know and how they see each of these worlds is not the

same. The family, work, community and school all serve as discourse communities.

Each time an adult moves from one of these communities into another, the adult’s view

changes. Concepts like culture, power and social structures provide new frameworks for

thinking about work and family. These changes can be transformative and empowering.

The reflective classroom integrates the professor’s commitment to teach and what

they hope to gain from the class. Teachers pass on more than facts. Their presence in the

classroom is something that comes to life, especially if they are aware of their own

biases, psychological make up and expectations of the class (Denhart 2001). When

combined with theories of adult education, professors can assess what they are doing and

why they are in the classroom. These are the meta goals of teaching and often missing in

the classroom. A reflective classroom asks what teaching is about: Is it to pass on

knowledge, improve practice, offer skills or improve the practice of public administration

or teach to the exam?

Revan brings us the theory of action learning (1982). While the previous

theorists call for reflection, Revan brings on-the-job learning to the classroom. Real

world situations do not have to be anti-intellectual. Shon suggests that adults come to the

class room with their own version of reality. Each adult will learn to reflect upon what

they do. The reflection process allows learning to begin with new experiences. Together

these theories bring us important concepts: andragogy, experiential learning,

transformational learning, action learning, and situational learning. They have all

shifted the emphasis from teacher centered to learner-centered. While there may not be a

coherent theory on adult teaching, the scholarship on the subject makes it clear that there

is no one-best-way on great teaching. The literature supporting andragogical teaching

and transformative learning is impressive and now a growing and respected field (Putman

and Bell, 1990; Brookfield, 1986; Caffarella, 1993; Collins, 1991, Cotton, 1995;

Gameson, 1999; Halpern, 1994; Merriam and Caffarella, 1999; West, 1992).

Lee Bash (Bash, 2003) outlined the classroom distinctions between traditional and

adult learners.
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Classroom Distinctions Between

Traditional and Adult Learners

Regarding Pedagogy Andragogy

Concept of learner  Dependent learner
 Full responsibility

on instructor: what
how, when and if
material has been
learned

 Self-directed learner
 Instructors

encourage and
nurture

Role of learner’s experience  What they bring has
little worth

 Use of text, audio
visuals to gain
experience of
teacher

 Primary techniques
include: AV,
presentations,
lecture, assigned
readings

 Learner’s
experience is
valuable

 Learn from
experience

 Share experiences
 Primary techniques:

laboratory
experiments,
discussion, field
experiences,
simulation exercises,
problem-solving
cases

Orientation to learning  Process of acquiring
subject matter

 Content to be used
at much later time

 Process of
developing
increased
competence to
achieve their full
potential in life –
ability to apply
knowledge and
skills tomorrow

Readiness to learn  Society determines
 Standard curriculum

 Internally
experience a need to
learn

 Organized around
life application
categories

Ultimately, the various models call for a paradigm shift in teaching. This in itself

has been long in coming but the changes are dramatic. The hierarchical classroom does
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not work for adults. It says a lot about power and influence and points to reasons on why

adults cannot learn as well in a traditional class room setting. The self directed learner

comes with knowledge and experience that has a value. When this is recognized,

learning is mutual and supportive (Knowles 1990; Mezirow 1996). Learner needs,

interests and goals are valuable and resources for mutual learning. (Mezirow). Since the

adult student balances different roles and moves back and forth from being an employee,

a parent, a student or some other role, the adult student is continuously adapting and

changing. They have a desire to learn and when they enter the learning environment they

are prepared to manage or solve whatever subject or issue that emerges (Kolb 1984).

Finally, learning must be relevant to an adult’s world view (Shon 1987). Their world

view is oriented on day-to-day life. Whenever possible the curriculum should include the

needs, interests, and desires of the learner. All of these approaches fall under the

umbrella of andragogy. All make it clear that there is no one best way to teach. Even

though there is little written on, learning is contingent on the relationship between

teaching and learning and not just knowledge. Teaching adults requires that programs be

fashioned in a way that better fits adult needs. Collaborative learning, discussion groups,

case studies or other approaches accommodate the adult learner in ways that a traditional

lecture does not. It is essential that teaching be inclusive to the adult students. This calls

for a broad definition of diversity where it not only includes racial, ethnic, gender and

cultural differences, but also differences in learning, interests and resources. Not only is

it good to nurture the self-directed learner but also provide a learning environment that is

comfortable and safe. Keep the curriculum, maintain and enhance the quality, but do it in

a way that facilitates learning and tailor the course design after an assessment of student

needs and interests. This is the pathway to meet student’s expectations of relevance.

The andragogical model is inclusive and makes the question of whether to teach

to or separate adult students debatable. What makes adult education stand apart from that

of traditional MPA programs are work experiences that make some course or capstone

requirements meaningful. One way to do this is through the portfolio process.

Experiential Learning is no longer a buzz word or a quirky way to offer credits for work

experiences. Colleges and universities are proceeding with a new system of credit

acquisition. Over the last thirty years a growing number of schools have rewritten rules
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on what counts for admission, placement or course requirement or credit acquisition

(Brown 2002). Adults need something more flexible, otherwise they may not attend

graduate school. It takes us to a longstanding debate over the ways community and work

experiences can be equated with a formal education (Brown 2002). The controversy

provides an informal assessment while accreditation provides a formal one. Much of the

literature on adult education and andragogy supports the portfolio process. Knowles,

Mezirow, Shon, Revan, Dewey, Kolb and others demonstrate the ways adults learn and

process their experiences. All point to the fact that experience is part of the life long

learning process.

Barry University has conferred a degree to more than 10,000 adult students. Most

of these students went through a portfolio process that equates community and work

experience with four broad areas of competency. They begin by taking a portfolio

seminar. They learn about the structure of the portfolio and the modules required. They

are provided with a model portfolio. These are credible documents. They range from 70

to 100 pages. All portfolios must include an Introduction, Experiential Learning Resume,

a Learning Assessment Worksheet, an Autobiographical Learning Essay and

documentation. Without documentation, the portfolio is not reviewed. The

documentation must corroborate with the Resume and the Learning Assessment

Worksheet. While the Learning Assessment Worksheet is like a resume, this is where

students list their positions, experiences and learning outcomes. This is a complicated

process, just as the learning that came with it. It is a construct that allows students to

categorize their work and what it means to them. It is a process that reflects what their

experience means to them. The Autobiographical Learning Essay does this in narrative

form. Instead of a construct, students must communicate who they are, what they did,

where they were, why they learned it and what it meant to them (Brown 2002). The

students must conclude with their own assessment of how their learning meets with the

broad goals of academic disciplines.

Each portfolio is reviewed by an advisor prior to submittal for completeness and

accuracy. This process is lengthy and difficult and before a student hands over their

document it is reviewed and checked for references and content. Once the document is

handed in it goes to a portfolio reader. The portfolio reader is always a credentialed full-
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time faculty member. The designated reader reviews the learning outcomes, the

documentation, goal statements and essay and presents it to a portfolio committee. The

portfolio committee is also made up of full time faculty members. They listen to the

presentation of the student, review the learning assessment worksheet with the faculty

member presenting and assign credits. Portfolios are read by many people before credits

are assigned. What makes the process work is that readers and committee members are

from a variety of disciplines. There is always somebody who knows the particular

discipline of the student.

The portfolio program at Barry is structured and developed. A result is that

students develop a better understanding of who they are. They are also able to articulate

the ways their employment produced valuable learning experiences. Grounded research

at Barry University shows that student’s ability to note their accomplishments and

identify mentors is a process of self discovery and empowerment (Brown 2002). Upon

entry into the program, it is a daunting task for many students and an accomplishment in

organization and communication on completion. The words of the students and the

documents themselves tell the real story about what it means to reflect on work

experience: “I think I have always had a systematic way of doing things that I never put a

value on until I had to sit down, reflect on it and systematically go through it.” The

portfolio process is an example of transformational learning. Another student shows how

he attached meaning to the process through the portfolio: “I would like to continue to

write. I mean, I enjoyed it. I wanted the person who sat down to read my portfolio…. to

feel what I felt.” Another summed it up: “I guess it helped me focus on my experience

and organize it on paper. This has allowed me to see what my learning process was all

about.” (Brown 2002).

Ultimately, the portfolio process is evaluated by accreditation authorities. This

process was reviewed last year and met with review standards. While there is little

research on it, the individualized portfolio process addresses issues that relate to the

diversity of students in the adult education arena. Since research shows that the portfolio

process results in self discovery and empowerment, it becomes more than a process for

credit acquisition. In the end, the key to any discussion on a portfolio process is the
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actual portfolio process used at a given university. At present there is a quantity of

portfolios offered at a broad range of universities. Quality in a portfolio program is tied

to accreditation standards, and the ways the portfolio requirements are linked with

andragogy and other learning theories. We embrace skepticism as a critical approach to

incorporating quality into what we do.

If programs do not accommodate the adult learner, adult students will ‘vote with

their feet.” They have to balance an academic program with personal and professional

responsibilities (Clinch and Mitchell 1987; Young and Eddy 1982). They are choosing

educational programs in a way that meets their time demands and learning needs. They

are engaging in a learning process that looks more like a partnership than a teacher-lead

hierarchy (Merriam and Caffarella 1999).

Discussion: Reasons to incorporate andragogy into MPA programs

Following WWII, the GI bill gave the Veterans Administration the funds to

administer grants for veterans who chose to return to school. The Great Depression and a

major world war left the United States without a trained work force. Many academics

balked at what the GI bill would do to quality education (Greenberg 2004). In essence,

what it did was open the doors to a broader spectrum of students, namely older ones.

The trend in lifelong learning continues at accelerated rates.

While it is true that the entry of adult students pose challenges to higher

education, so does the auspicious nature of the traditional student. College tuition is

rising and many of the traditional students are now working and taking more time to

complete their degree. The nature of the student has changed. Without a change in

view, education providers are doing a disservice to themselves, to “nontraditional”

students, and to their institution. The same phrase that is popular in municipal

governance applies here: “People vote with their feet.” If adult students are not

accommodated, there are plenty of for-profit institutions that are ready to offer career

enhancing courses and training programs. Some of these programs feature flexibility,

relevance and intensive semesters not offered by traditional MPA programs. For profit

institutions have been quick to pick up on trends, provide flexibility, intensive semesters,

distance learning and meet needs of a range of adult learners (Rooney 2002). The
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franchising of education provides graduate education with every reason to meet the needs

of adult learners. It can be done without standardized courses and by providing a caring

and collegial environment. It can be done by having a better understanding of adult

needs.

The PAR symposium (Fletcher 1973) on adult education revealed little

understanding, definition, or guidance on continuing education for public administration.

Over the last three decades campuses look different. There are older students, more

women, more ethnic and racial diversity – all setting trends in higher education (Levine

2004). This is an opportunity when the field of public administration and planning are

heavily recruiting qualified candidates to join the profession. Students are returning for a

variety of reasons. There are new technologies, demands for global competitiveness and

also a desire for personal development courses. At the same time we see government

reinvention, globalization and democratization across the world. All increase the need

for graduate education. These forces inform, challenge and redefine the MPA. They not

only point to the diversity of the students but also to the diversity of ways that these

students learn. The growth of public administration majors in a program for adults is

predictive that masters programs will also grow if more are offered to adults or to fit adult

needs.

There are certain steps to assess whether adults are served in traditional MPA

programs. First, there is need for internal oversight to implement a program to manage

quality and monitor the learning outcomes of graduates. Second, there is a need to

review the curriculum and syllabi with a reprise of andragogical approaches. This can be

done through focus groups to assess initial quality. Third, it is important that NASPAA

accredited schools, to conduct their own census or agree to a survey to have a firm handle

on who MPA programs serve. The future of MPA programs is with adults. There is no

doubt that the MPA is the gold standard for practicing professional public administrators

and it has received all the focus of NASPAA accreditation. The next step is to review the

standards for accreditation to determine the fit with schools offering separate MPA

programs to adults. This is important because so many MPA programs serve government

workers. But for all the thousands of people performing essential duties on the front line

of government, we would not have a trained work force. An adult program designed for
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government employees and other in-service adult workers fills a substantial need. The

largest segment of local government today is public safety – police, fire and EMS. All

expect their first-responders to be educated – not just trained in their important work –

but educated so that their work is performed in the context of community understanding.

The demand for in-service public administration degrees is huge and growing. MPA

programs that value the diversity of student’s experiences has been long in coming. One

example would be programs for local government management between ICMA and

NASPAA. So would a program that incorporates adult teaching methods. Whatever the

reasons there has been inactivity, guidelines should be updated and promulgated to the

members of NASPAA. Given that non-traditional programs can be very successful

perhaps more emphasis should be placed on their role in the education of public

administrators.

Objectives for guidelines should include:

1. The maintenance of quality education;

2. Application of both pedagogical and andragogical techniques;

3. A curriculum that addresses the essential staff functions of agencies;

4. A curriculum that prepares the student for communication, application of theory,

and also potential graduate study; and

5. Learning that enhances the leadership and management skills of the student.
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INTRODUCTION

For most teachers in Public Administration, a tried and true method to

teach students is to require a term paper for their graduate course work in most classes.

The advantages are that it forces students to properly research a topic of importance to

the field, arrange their thoughts in a proper professional manner using an acceptable

citation method, and helps them improve their technical writing skills. Students, who

merely buy their paper at the many sources currently available to them, eliminate these

learning advantages with the mere use of the credit card, but most students take such

assignments seriously. Although there are technical means to catch this form of cheating,

it still remains difficult to catch, especially given the short time available for grading

papers in a typical semester.

There is a new technological alternative to the term paper that has its advantages,

which are somewhat different than the traditional term paper assignment. It is requiring

students to prepare a Micro Soft Producer File. Essentially, the professor asks the

students to submit their assignment using a Micro Soft Producer Program, which

combines Power Point and a video presentation. The user calls up the file with Internet

Explorer. What you see is a combination video and Power Point in which the computer

program integrates the slides with the video that explains the slides. The first section of

this paper will explain what a Producer Program is in more depth. The next section

explains the educational advantages of making such an assignment. The third section

presents the technical challenges of the assignment from the perspective of the instructor.

The final section offers some conclusions.
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A PRODUCER FILE

If a student has a Micro Soft Power Point 2000 or later, he or she can get a free

download of Micro Soft Producer from the Micro Soft web site. In the alternative, Real

Player, Tegrity Inc., and other companies offer similar technology but you might have to

pay hundreds or thousands of dollars for them. Micro Soft Producer is free. The

advantage of the technology is that you can present a video explanation of almost

anything that involves Power Point slides. The file can be run on the traditional Internet

viewing program called Internet Explorer, which is almost universal in terms of

availability. For purposes of sharing the information, the author places the “file” –

actually a folder with files -- on a CD or on the Internet where viewers can watch it using

streaming video technology. For purposes of the classroom, a professor should ask the

students to submit their assignments on a CD and the professor can then posts the better

projects on the Internet, as examples to future classes. Students must download the free

computer program to their computer or use already downloaded Micro Soft Producer

program files at a university computer lab prepared for this by the professor.

What a student does is rather simple but the experience of producing the project

for the first time normally awes most students. First, they must decide on a topic, which

has the approval of the professor. Second, they must prepare a Power Point slide

presentation, which normally should be 15 to 25 slides. Third, they should import that file

using the Micro Soft Producer program file. Illustration one is a picture of what Micro

Soft Producer appears like on a computer screen. Fourth, they should prepare a video of

themselves presenting the slides. Students can do this with an inexpensive cam or an

expensive digital camera. Ideally, the university loans them the necessary equipment. The
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quality of the camera does make a difference in the final product. Students must take care

to get the proper video background, get a clear well lighted picture, and clear audio. The

fifth step is to “capture” the video on the Micro Soft Producer by either recording the

video directly from a camera or by importing a digital recording of the video into the

Producer Program File. The sixth step is to edit the video to eliminate any camera or

other mistakes. The student can do this with any movie making program or use the Micro

Soft Producer Program File to do the editing. The seventh step is to synchronize the video

with the slides. The eighth step is to “publish” the product and, of course, save it. The

final step is to copy the complete product (the folder and files) to a CD. In addition, the

student is wise to test the copied product – a folder and files – to see if it actually does

work before submitting it to the professor.

ILLUSTRATION ONE: MICRO SOFT PRODUCER PROGRAM
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My experience with this assignment is that some students will get it right

immediately and some students will have a great deal of difficulty with the assignment. I

have not had one student that failed to produce a working project but about 10 percent

will find the assignment is a serious challenge. Every student that finished the assignment

felt it was very useful and a clear plus for him or her in terms of their education. The

challenge for the professor is to minimize the student frustration and lessen the technical

challenge.

Offering a training class on how to use a Micro Soft Producer Program with

examples of previous student successful project efforts is wise. If the professor has a

graduate assistant, that assistant can also offer consulting help for those students that need

one-on-one assistance. My experience is that there are always one to three students that

require the professor to walk them through the process regardless of how much extra non-

professor assistance is provided them.

What the program does is integrate a video with a Power Point presentation. The

final product works like an integrated compressed file that runs on almost any computer

that has audio and video capability. The computer that runs the final product does not

need a Power Point program. To make it work, you merely “run” it on Internet Explorer.

Often the first page automatically appears after the CD is inserted, but sometimes you

need to browse the CD and find the default Internet Explorer file outside or within the

produced folder. What appears first is a page that lists the title of the project and a place

to click on PLAY. Eventually, what appears on the screen is a small video of the student

talking in the upper left hand corner and the first slide on the right half of the screen.

Under the picture is a list of the slide titles in the presentation. The audio moves along
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and the slides change automatically. However, you can advance them more quickly and

skip some of video and slides if you wish by clicking on the slide titles.

EDUCATIONAL ADVANTAGES

Like all educational assignments, there are advantages and disadvantages.

However, the pluses far outweigh the disadvantages. What the student is doing is

essentially preparing a professional Power Point presentation, which is a critical skill to

learn in today’s world. In addition, the student is making a video of his or her

presentation. In the process, the student learns an important technical tool that he or she

can apply in many workday situations.

The advantages center on what is learned in just one assignment. When a student

makes only a Power Point presentation for a class, he or she cannot hear and see his or

her own product from the perspective of the audience. However, this assignment permits

the student to see and hear what they did as many times as necessary for them to learn

what they are doing right and wrong in terms of proper presentation. I have never had a

student argue with me about my grading once they saw themselves, but such arguing is

common in traditional class presentations. Why? When they can see themselves, their

errors are some much more obvious to them.

I grade on the substance of the presentation but I also grade on the presentation

itself. Are the slides good professional slides? Is the audio good? Is the video good? Is

the setting and camera angle appropriate? Does it sound like the student is reading the

slides and extra material? Are references cited at the end or at the bottom of the slides or

on the last slide? Is there a logical flow of thought? Does the presentation reflect original
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thought or merely a repeat of my lectures or someone’s work? I find grading the projects

is much easier than grading term papers. I send an email to each student providing them

immediate evaluative comments about their project as soon as I grade their project.

What do they gain? They learn how to do a professional Power Point presentation

on a public administration topic. They learn how to produce a video. They receive

remarkable written and video feedback on their presentation, which they can more easily

understand and use to improve their future performance. They learn a set of new

technical skills that will help them in their professional career.

In addition, cheating is much more difficult in this assignment. They must be the

person on the video. They can hire others to prepare the slides and produce the project,

but they cannot escape being a key part of the assignment. With term papers, they can

escape doing everything. I have noticed that students work together to produce their

projects but so far they all seemed to have learned what I wished. In other words,

cheating is essentially not possible with this assignment.

Of course, there are disadvantages. Some students will find this assignment

significantly difficult. In order to minimizing that student challenge and thus frustration,

extra instructor time and effort is essential to anticipate their learning problems. The most

common student mistakes that I noticed are (1) not copying the complete folder to the

CD, (2) skipping the “publishing” step, and (3) skipping the synchronization step. Better

training on Micro Soft Producer has minimized these problems but they will occur

regardless as students often just do not listen to instructions as they should. Thus, some

students will have to “re-do” the project near the end of the semester until they have a

working product. So the professor is wise to have the students submit the project two



8

weeks earlier than a term paper in order to give a few extra days for the students who will

make the common technical mistakes and need to redo the assignment.

CONCLUSION

Overall, I find the assignment to be a remarkable addition to my class. Although

not necessarily an alternative to the traditionally assigned term paper, it does work as an

alternative, especially if other members of the MPA teaching program continue assigning

term papers. It provides students with a rich new demanding educational product that

does help them learn professional skills that are valuable in the work place. Besides

learning the substance of their presentation, they learn speaking skills, how to do a Power

Point, how to do a video; how to do a Producer File; and how to copy a disk. Another big

plus for the professor is that grading the CD product is actually easier than the traditional

term paper.

The most significant disadvantage is the high frustration level for students who

find this assignment difficult. Some students will find the assignment relatively easy but

the less technologically oriented student might be extremely frustrated. The professor

must also remain smiling and be calm with a positive perspective. To minimize the

frustration, one or two training sessions are wise and either the professor or a graduate

assistant should conduct the sessions about three to four weeks before the assignment is

due. In some universities, computer labs will provide this service. My experience is that

students are typically quite afraid of the assignment as they near its due date but once it is

done correctly they recount how they love what they learned to do.
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Abstract

This paper measures the degree to which the instruction of innovation and

creativity are central components of public administration curricula. According to

Peters (2003), Hesselbein & Johnston (2002), Abramson & Littman (2002), and

Harvard Business Review (1999, 2004) to name a few, innovation and creativity

are essential components for successful management in times of high

environmental instability. Public administration is a profession defined in large

part by a constantly changing and challenging environment. Whether one

speaks of micro or macro level change, the literature is clear that creativity and

innovation are essential to successful management. The paper finds that

NASPAA and NASPAA institutions devote little attention to these essential

ingredients in today’s management environment.
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Introduction

Literature

The study of innovation within the public sector is not new, as evidenced by

Victor Thompson’s Bureaucracy and Innovation (1969). As early as 1986 the

Ford Foundation created the Innovations in State and Local Government Awards

program which was followed by a number of similar programs at the state and

international levels. The National Performance Review of the Clinton

Administration awarded 1,300 “Hammer” awards for innovative activities in the

federal government.

David Osborne and Hutchinson crystallize the need for constant innovation

in The Price of Government (2004). On a more local level, Paul Ray and

Sherry Anderson illustrate that the most rapidly growing segment of society has

been grossly overlooked by public and private sectors until just recently. The

group, defined by Ray and Anderson as Cultural Creatives, has different

expectations from service providers than prior groups. Satisfying members of

this group requires new approaches to doing business (2000). The issue is clear

– the public sector will require increasing levels of innovation at all levels.

The importance of innovation has increased due to escalation in the rate

of environmental change. In times of rapid change, the ability to adapt is

essential to survival. Tom Peters dissects organizational pathologies inhibiting

innovation and illustrates the opportunities enabled by our rapidly changing

environments. Peters argues that we must be “hell-bent on revolution.” (2003,

p. 14) Hesselbein urges the awakening of innovation within organizations. She

argues that our old models simply don’t permit creation of an innovative

environment. (2002). Innovation and creativity was the fourth (of 26) most

frequent subject of articles in the 2004 issues of the Harvard Business

Review following Strategy and Competition, Leadership, and Human Resources.
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Jonathan Walters notes, “the public sector in the United States has never

been known for its inclination to innovate.” (2002, p. 14) But, Mark Abramson

and Ian Littleman note that innovation is already taking place in American

government. (2002) Innovation consists of individual as well as organizational

roles. This is well illustrated in the literature focused on the private sector.

Sanford Borins’ comments first made in 2001 are also true today,

“Unfortunately, that research has not been replicated in the public sector.”

(2002, p. 87).

The importance and characteristics of leadership to spark creativity and

lead innovation have been identified and detailed to various degrees by Kelley

(2001) Ivancevich & Duening (2002), Leifer et al. (2000), Leonard & Straus

(1999), Morley & Silver (1999), and numerous others.

Creativity and innovation are skills that can be taught as argued by De

Bono (1969, 1971, 1985, 1992), Gelb (1988, 2002), and Von Oech (1986, 1990)

among others. And creativity and innovation are being taught in such places as

MIT and Stanford. A small number of programs such as the Stanford Business

School and MIT Engineering Program recognize that creativity and innovation are

skills that require specialized training. These skills are developed less by

studying others’ efforts and more by doing. To apply an analogy from the art

world, we wouldn’t expect a student to grow into a great painter by studying

books on painting, he/she must put oils on canvas; we can’t expect to develop

creativity and innovation skills in students by studying the subject alone, they

must practice. Maslow details the qualities we seek to develop: boldness,

courage, freedom, and spontaneity to name a few (Stephens, 2000, p. 30).

The linkage between creativity and innovation may not be obvious to

those new to the subject. In 1969, Victor Thompson summed it up, in his

amazingly insightful work, Bureaucracy and Innovation, “...we have excess

of means (i.e. knowledge) over ends....Thus we are seriously in need of creative

thinking with regard to values and goals; we need to find new and worthwhile

uses for our knowledge [p.2].” One way to conceptualize the relationships

between creativity, innovation, and leadership is presented in Figure 1. The

purely creative product is developed anew from the environment, it lacks

application. Innovation evolves the product from abstract to concrete, from
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theoretical to applied. Leadership is what moves the innovation process along.

A leader assists sometimes facilitating, sometimes pushing, to move an idea,

step by step, from concept to final product. (McDonald & McDonald, 2002)

CREATION --------> INNOVATION

------------- LEADERSHIP ----------->

Theoretical --------------> Applied

Figure 1: Creativity, Innovation, and Leadership

NASPAA

To what degree does NASPAA, in a passive mode -- permit, or more actively –

encourage the introduction of innovation and creativity into MPA curricula? To

address this issue, two NASPAA documents were reviewed: Standards for

Professional Masters Degree Programs in Public Affairs, Policy,

Administration (January, 2003) and Guidelines (n.d.) These two documents

provide standards that must be met if a school is to become or remain accredited

by NASPAA and detail operational guidelines for such matters as diversity and

internships. This subsection briefly reviews these two documents within the

context of innovation and creativity.

Nowhere in either document does NASPAA explicitly prohibit exposing

students to creativity and innovation. However, the NASPAA standards do

dictate a set of courses that the majority of accredited programs follow, leaving

little room for courses devoted expressly to creativity and/or innovation.
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Innovat* and creat* 1are touched on in both the Standards and

Guidelines, usually in the context of program development or program

offerings. As displayed in Figure 2, the Standards uses the term innovation

three times, each within the context of curricula design and development. The

one use of the term – creative, appearing in the Standards, refers to the types

of professionals we seek to create via our programs, the focus of this paper.

Figure 2
NASPAA Standards:
Innovat* and Creat*

Flexibility and Innovation. The primary concern of these standards is
to achieve high quality professional education for persons entering
public service. Flexibility and innovation in curriculum design and
means of delivery are necessary in order to meet the diverse
educational needs of full-time and part-time students, pre-entry and in-
career students, students who are changing careers and students with
interests in different career specialties in public affairs, policy,
administration.

5.41 Instruction. Efforts to improve the instructional program, including
student advisement, teaching methods, course content, and
innovative curricula development;

4.2 Curriculum Components. The curriculum components are designed
to produce professionals capable of intelligent, creative analysis and
communication, and action in public service.

The Guidelines (n.d.) contain more mention of both innovat* and creat*

than do the Standards as displayed in Figure 3. In four of five uses of

innovat*, this document refers to curricula and its presentation. In the fifth

reference to innovat*, the document is describing relationships between not-for-

profit and other organizations. Clearly, the document is not addressing issues of

developing capacities of innovation in students.

1 Innovat* and creat* are used to indicate the character strings that were content analyzed,
discussed below in the Methods section. For ease of reading, a reader may want to substitute
“innovation” and creativity” although this substitution is not completely accurate.
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Figure 3
NASPAA Guidelines:
Innovat* and Creat*

GUIDELINES FOR GRADUATE PROFESSIONAL EDUCATION
in Nonprofit Organizations, Management and Leadership

LOCAL GOVERNMENT MANAGEMENT EDUCATION

Substantive Knowledge

14. Accounting and Finance - The local government administrator
needs to go far beyond budgeting. Familiarity with accounting and
financial reporting, the assessment of financial conditions, knowledge
of creative financing techniques….(p. 9)

DEVELOPING A MASTER'S DEGREE
Specialization

in Public Works Administration within the MPA Degree

4.2 Curriculum Components. The curriculum components are designed
to produce professionals capable of intelligent, creative analysis and
communication, and action in the public service…. (p. 18)

Additional Curriculum Components

…NASPAA's specifications for this element of a masters program are
designed to stimulate and recognize innovation in relating
administration to particular fields. The requirements are defined flexibly
as follows:… (p. 19)

4.22 Additional Curriculum Components.

GUIDELINES FOR GRADUATE PROFESSIONAL EDUCATION
in Nonprofit Organizations, Management and Leadership

Background and Purposes

… Further, because this academic field is relatively new and because
its programs are housed in a diverse array of academic departments
and schools, these guidelines are intended to stimulate exploration and
innovation in curriculum design and content…. (p. 26)

…For the purpose of improving education, without stifling creativity or
innovation in the field of nonprofit management education, the
following Guidelines are presented:…(p. 27)

Section 3: Program Elements
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A. Format

…These guidelines are intended to allow flexibility and encourage
creative delivery of this subject matter….(p. 28)

D. Essential Elements

… Specific prescriptive approaches and requirements within these
essential elements, however, are purposely avoided in order to foster
innovation in the field and to preserve flexibility to pursue different
educational program missions. ...

4. Inter-organizational and Inter-sectorial Relations: Nonprofit
organizations often span sector boundaries and can have innovative
inter-organizational relationships…. (p. 30)

Two of the four references to creat* in the Guidelines, like with innovate*, do

not deal with student capacities, but are focused on program characteristics.

However, the remaining two references to creat* address student capacities:

…knowledge of creative financing techniques…. (p. 9) and

…The curriculum components are designed to produce
professionals capable of intelligent, creative analysis…. (p.
18).

The latter of the two references is a restatement of the
Standards.

A review of the NASPAA Standards and Guidelines indicates that the

development of professionals with the applied creativity skills to produce

innovation is not a priority. In fact, innovation and creativity have not appeared

on the organization’s radar except with regard to “creative financing techniques”

and “creative analysis.”

The remainder of this paper investigates whether or not this

condition holds true for NASPAA programs.

Data

The NASPAA website (http://www.naspaa.org/ ) provides links to NASPAA

member institutions who provide the organization their website information. The

192 programs linked to the NASPAA website comprised the population for this
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study. Of these 192 schools, 181 had usable links and these became the study

sample. Each of the school websites was reviewed between September 15 and

December 1, 2004.

Each program’s website was searched for information that fell into three

broad categories: program description, course descriptions, and faculty bios. For

each program, all data that fit into any one of these categories was downloaded

and labeled for analysis. This procedure yielded the numbers of cases presented

in Table 1. All cases were analyzed with one exception.2

Table 1:
Number of Schools Studied

n
Program Descriptions 172
Course Descriptions 161
Faculty Bios 170

Methods

Content analysis was used to identify each NASPAA program’s focus on

innovation and creativity. Each NASPAA program’s description, course

descriptions and faculty bios was searched for “innovat” and “creat.” By

searching for these truncations (herein written “innovat*” and “creat*” all

usages, either noun, verb, or adverb were identified. For example “innovate*”

produced hits on innovation, innovating, innovative, and innovated. “Creat*”

produced hits for creating, creative, and created.

Once a hit was identified, it was analyzed with regard to context and

categorized as discussed in the Analysis section of this paper.

This approach suffers from two inherent weaknesses. Programs did not

employ consistent formats. For example, the length of course descriptions

varied considerably from a brief paragraph for each course to several pages.

Longer descriptions were more likely to contain the search terms. Additionally,

by focusing on innovat* and creat* to the exclusion of other terms such as

“change,” the findings might under estimate the attention programs are paying

2 The sole exception was the Kennedy School’s course descriptions due to their magnitude.
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to creativity and innovation. Despite these shortcomings, content analysis is a

reliable method and the findings likely reflect the state of affairs in MPA

programs.

Analysis

This section presents findings for three content analyses: program descriptions,

course descriptions, and faculty bios.

Program Descriptions

Of the 172 programs with program descriptions, 26 (15%) mention creat*

and/or innovat* (innovat* -- 15, creat* -- 13). Figure 4 displays how these

terms were applied to the program descriptions. Creat* was employed most

frequently (9 cases) to describe skills that the program sought to develop in

students. In three cases creat* was employed to describe the program’s

approach to public administration. Innovat* was most frequently employed (6

cases) to describe the content of the curriculum and/or the instruction.

Figure 4:

Course Descriptions

One hundred, sixty-one school program websites contained course descriptions.

Of these, 37 (23%) contained innovat* (31) or creat* (13). Innovat* was cited

a total of 54 times and creat* 14 times (some sites cited a term more than

once). Figure 5 disaggregates these data by type of course.
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Strongest Self Portraits: Appreciative Inquiry in Action

Janet Mills, Boise State University

This paper describes an exercise published in the sixth edition of Developing Management

Skills (Whetten and Cameron, 2005) and summarizes students’ experiences in completing the

assignment in a Management Skills class. It briefly introduces appreciative inquiry, the positive

theory of change in which the exercise is grounded, and offers suggestions for others who might

use this exercise.

Introduction and Background

Last summer, as I was thumbing through the newly released sixth edition of Developing

Management Skills by David Whetten and Kim Cameron (2005, 487-488), an exercise caught my

eye: Strongest Self Feedback. I thought, “Hmmm. What could that be?” The full text of the

exercise follows.

Strongest-Self Feedback Exercise

All of us perform better when we capitalize on our strengths compared to working to
overcome our weaknesses. For example, if you are asked to play on an athletic team, you
will select the position you play best—in which your performance can be the strongest—not
the position where you need the most improvement. Similarly, when leading positive
change, you will rely on what you know how to do best and avoid areas where you struggle.
Your special contributions are tied closely to what you do best.

The trouble is, most of us get much more feedback on our mistakes or weaknesses
than on our strengths. We neither receive nor provide as much specific feedback on what
goes well as we do on what doesn’t go well. Most importantly, we pay a great deal more
attention to negative feedback than to positive feedback. This exercise is designated to help
you obtain information on your strengths and unique skills. It is focused on gathering positive
feedback, in other words, on your “strongest self.”

You will gather information about yourself from other people who know you well. In the
Skill Practice section of this chapter, you will be asked to develop a best-self portrait based
on this feedback. The first step is to gather the information, and here is how to go about it.

1. Identify at least 20 people who know you well. These may be family members, friends,
colleagues at work, neighbors, customers, or anyone who interacts with you. The more
diverse the group of 20 people you select, the better.

2. Contact each of these people and ask that they provide you with three stories or incidents
that respond to the following statement: When I have seen you at your very best, here
are the unique strengths you have displayed. That is, ask these people to write three
descriptions that recount a time when they saw you performing at your best, and then
describe the contribution you made.

3. This request may initially seem uncomfortable, but we have discovered that not only are
people willing to provide you with this kind of feedback, but your relationships with those
people are often strengthened. Be sure to ask at least 20 people. The more feedback you
receive, the better will be your self-portrait.
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4. You may consider saying something like the following as you make your request: I am
taking a course in which I am required to construct a profile of my unique strengths. To
do this, I must contact at least 20 people who know me well. I would like to invite you to
help me in this exercise by providing me with three stories of when you have seen me at
my very best. That is, please respond to the following statement with three different
incidents. “When I have seen you at your very best, here are the unique strengths you
have displayed.” Please provide examples so I can understand the situation and the
characteristics you are describing. Thank you very much in advance for your feedback.
Please e-mail me your responses by _______ insert a date_____.

5. When you have obtained your feedback, you will be guided in developing your best-self
portrait in the Skill Practice section of this chapters.

Whetten and Cameron (2005, 529-530) provide students with instructions for analyzing the

feedback they received. The full text of these instructions follows.

Now that you have obtained…feedback on your strengths, you will want to analyze that data
to create a best-self portrait. Read all of your feedback and take notes on the key insights.
Look for commonalities across the individuals who provided you with feedback. Create
themes where you find commonalities, and link the examples to it. You may find it useful to
make a table such as the following.

Commonality/Theme Examples Given My Interpretation
1. Creative 1. Innovative builder of new

projects at work
2. Found new solutions for

old problems
3. Guided the company in

transforming itself

My ideas tend to be
bold and creative. I
tend to bring a new
vision to people. I am
innovative and a
builder.

2. 1.
2.
3.

3. 1.
2.
3.

Now, create a portrait of your strongest self that captures the themes in your data. Here
Are some reflective questions that you may want to consider as you craft your strongest-
self portrait.

 Who provided the data? What did you learn about them?
 What does your best-self portrait look like?
 What have you learned about your own key strengths and uniqueness?
 What was surprising to you about your feedback?
 What circumstances bring out your best?
 How do you intend to follow up or capitalize on this feedback?
 What career or life implications does this feedback hold?
 What has changed as a result of obtaining this feedback?

You will want to actually write up your conclusions and your commitments as a result of
reading through the feedback. Writing will have a clarifying and focusing effect, and you
are not likely to get this kind of data very often in your life. Don’t miss the opportunity to
craft something meaningful to yourself.
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As I read this, I had a visceral reaction and my heart skipped a beat. “Wow. This is what I

most want to give the students.”

I wondered whether this exercise was grounded in appreciative inquiry, a positive theory of

organizational change. Years ago a former student had learned about appreciative inquiry on the

job and enthusiastically recommended I read at least The Thin Book of Appreciative Inquiry

(1998). I had ordered it, along with Appreciative Inquiry: Re-Thinking Human Organization toward

a Positive Theory of Change (2000). I had read The Thin Book and thumbed through the other

one.

As I searched for the two references Whetten and Cameron provided, I found only one:

Robert Quinn’s Building the Bridge As You Walk On It: A Guide for Leading Change (2004),

Another reference was not available commercially or through interlibrary loan (Quinn, Dutton, &

Seltzer, 2003).

Quinn describes his own personal experience in doing a version of the Strongest-Self

Feedback Exercise. He firmly grounds the experience in appreciative inquiry (Quinn, 2004, 129-

132). So, on the basis of Quinn’s experience, a review of The Thin Book, and my trust in authors

Cameron and Whetten, I included the exercise in the course syllabus, titling it “Strongest Self

Portrait”.

On the first day of class when I reviewed the syllabus, students expressed no external

reaction to any of the assignments. There were eleven of them enrolled in the management skills

course, an elective in the MPA curriculum at Boise State. They were a diverse mix from graduate

programs in health sciences, accountancy, business administration, and technical writing, in

addition to those from the MPA program. Students’ ages ranged from the mid-twenties through

the mid fifties. All were employed—about half worked in public sector agencies, several in large

corporations, and one in a small family-owned business.

The next section of this paper describes student experiences with the Strongest Self Portrait

Project.
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Student Experiences with the Strongest Self Portrait Project

Comments drawn from the written assignment (in which the Strongest Self Portrait was

embedded) are used extensively here to illustrate students’ responses to: (1) requesting

feedback; (2) finding respondents; (3) receiving the stories; (4) revealing how the project affected

their self-perceptions; (5) identifying the contexts that bring out their best; (6) experiencing the

impact of the feedback on relationships; and (7) imagining how they will use their strongest self

portraits in the future.

Student Responses to Requesting Feedback

Several weeks into the semester, two students expressed anxiety and resistance to the

assignment. I probed to find the sources of anxiety. Two others expressed great concern that

they would be imposing on others with their requests in their written assignments.

“The most difficult thing was having to ask others for help…I am absurdly resistant to
asking for help… [along the way] I learned the people who care about me don’t mind helping
me”

“I had many reservations and found it extremely difficult to send out the request…I felt bad
asking people to comment about me…I’ve disliked and been embarrassed about
compliments, so fishing for them put me way outside my comfort zone…this entire
assignment went beyond my personality limits…that I took any opportunity for self-evaluation
speaks wonders to this class and my newly developed mindset toward that end”

Some students felt awkward about asking for positive feedback. One used humor to describe the

project and justified to himself that he would ask others who owed him a favor:

“This [assignment] was something similar to an obituary…I felt it was a huge imposition on
my friends and if they did decide to respond, it would probably be something like, “You are an
insensitive jerk to take my time on an assignment like this”…I tried to think of those that owed
me a favor, those I had leverage with…that gave me five or six…[so] I was forced to include
people who did not owe me a favor and that I had absolutely no leverage with”

Others jested about the assignment or expressed that the assignment seemed difficult or

unnatural.

“Note: The following pages include an enormous back-patting session where the writer is
required to talk about himself and how great he is…this is required and the writer is under the
gun, so please forgive the self flattery”

“This paper is extremely difficult to write, if you have any humility”

“Writing a paper about how good I am is very unnatural”
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Still others responded optimistically, ready to engage in the project:

“Immediately, [I] began to formulate a group of individuals who I could ask”

“Psychology has long known about the self fulfilling prophecy—that what we believe about
ourselves very often becomes reality…this project is based on this idea, that by creating a
description of my best self, I will focus on becoming my best self, instead of focusing on my
weaknesses”

Students’ Experiences Finding Respondents

In class, students brainstormed about who they might ask to be their respondents. The list

included: present and past co-workers (managers, peers, subordinates, and others with whom

they worked); associates from other organizations they interfaced with; teachers, advisors, and

counselors from college and high school; old and new friends; family members; students with

whom they had worked on projects; and fellow officers in clubs on campus and in the community.

The only criterion was that the persons know them well enough to give honest responses.

Students reported in their papers:

“I became frustrated trying to find twenty…this seemed improbable…I gave time and
thought to this, and came up with a list of 22”

“I wanted a diverse group from personal and professional contexts, as well as people I have
grown up with and those I have known a short time—the more diverse the group, the greater
the likelihood I would get a better image of my strongest self”

“I have known the respondents as recent as a week before and as long ago as middle school
days”

One student made requests in two waves, first to work associates, then to family and friends. He

commented:

“I altered the course of this assignment midway…at first I sought feedback from those in the
work place…later I shifted my focus to include loved ones and friends… the disparity in
responses between the two has modified the way I perceive my strengths and values…as a
result, my portrait is more rounded and has application for several areas of my life”

Most students obtained between seventeen to twenty responses, but two obtained only seven

responses. Those who persisted with follow-up emails, person-to-person requests, and phone

calls—and enlarged their original sample—had the largest number of responses.

Students were affected by respondents who failed to answer their requests. While they

appreciated those who reported they were unable to participate, they felt bad about those who

simply ignored their requests.
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“I was surprised and a little discouraged that friends just ignored my request”

“I question those who did not reply…I hope it is not because they did not have anything good
to say”

“My first surprise was who responded and who did not”

“I was a bit hurt that coworkers didn’t respond…when they want something from me, they
want it now…but they won’t do me this favor, even once…but the heck with those people,
the love and admiration expressed from other coworkers, friends, and family makes up for all
of that”

Students’ Reactions to Receiving Stories

Students anticipated receiving the stories in various ways.

“I felt nervous and a bit apprehensive about reading what others would write about me”

“I didn’t know what to expect”

As stories arrived, students were reminded of incidents long forgotten.

“Some of the stories I did not recognize or remember, yet they had made an impression on
others…you never know who is watching and what impressions you leave on others”

“Many stories were about situations I could barely remember, but they were clear in others’
memories years later…now I can see how some people can hold grudges against others for
so long”

“It is interesting to see the things they [respondents] identify as being memorable, for it
teaches you not only about yourself, but about them too”

Students’ experiences became quite positive as their stories accumulated.

“I didn’t expect to learn anything new…while I’m busy beating myself up for not being perfect,
or saying the wrong thing at the wrong time, or worrying about how I appear to other people,
it turns out that I am viewed pretty favorably by others who know me”

“I was surprised at respondents’ willingness to help…I expected a polite decline from my
boss of only a few weeks, but she readily accepted and responded in two days…others, as
well, were quite willing to participate”

“These people [respondents] are invested in my success and want me to excel in all aspects
of my life…they are strong supporters who are willing to help me”

“Such kind comments, coming from people I hold in high regard, is very humbling, and
reinforces my desire to capitalize on my strengths”

“You can’t have a dozen people you respect sing your praises and say all sorts of nice things
about you without feeling more than a little affirmed and validated”

“I was surprised at stories from the heart…that I made a difference in someone’s work life
without really trying, just being myself”

“The project brought out characteristics about me that make me happy, traits I admire in
others and have worked hard to improve in my own life”
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It is clear from the following statements that the stories influenced how students thought and

felt about themselves, even before conducting the content analyses.

“I tend to think of myself as having a couple of strengths…this project gave me sixty
situations to interpret and attested to many strengths”

“It was interesting to see what different people considered strengths…things that are not all
that important to me”

“[The stories] strengthened my personal view of myself and caused me to look at examples I
may not have seen so clearly or thought of as strengths…it helped me see admirable traits I
am now proud of”

“It was eye-opening for me…confirmed some of the things I believe are my strengths… [it
was] enlightening to learn about things that stood out in other people’s minds about me”

“[The stories] are humbling and reinforce my desire to capitalize on my strengths”

“I had to stop and think, ‘hmmm, I guess I am a good listener, or whatever’”

“By examples people gave…by learning what others saw as a strong trait I had not even
considered myself…my outlook on myself has changed”

Two found that small things they take for granted in themselves were the very things others

described about them at their best.

“I envisioned responses being laced with incidents where I completed a difficult job or came
through in a pinch…I was surprised by the number of incidents forgotten by me, yet
remembered by others…my surprise [was that] in a quest to accomplish something of
significance, many of the little things I did along the way were significant [to others]”

“Small contributions can have significant impact, and this alters the way I think about myself”

Students’ Self-Perceptions as a Result of Completing this Project

Students wrote about how the project affected their thoughts and feelings about themselves.

They reported greater confidence, gratitude, and optimism.

“The feedback makes me feel pretty good about myself…seeing myself through their eyes
makes me feel more confident professionally”

“[The project] reinforced my belief that I can work through any situation or challenge has
developed into a stronger belief that is now almost a conviction”

“This project made me realize I have a lot to be thankful for…I usually concentrate on my
weaknesses more than my strengths…this was a pick-me-up…the stories bring back happy
memories…feeling this way, I realize I should reflect on good things in my life more often to
make myself happier and more fulfilled”

“I am blessed with people who appreciate me, even if there aren’t twenty of them”
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Students’ Discovery of Contexts That Bring Out their Personal Best

Students looked for patterns in the situations the stories identified. Two were surprised to be

described at their best in circumstances in which they themselves do not feel competent or

comfortable.

“My greatest strengths seem to come when I am faced with great conflict…others showed me
how I take initiative then…my own self-report on class instruments showed a different story—
[that I am] unassertive and conflict avoidant”

“I was surprised that it was times I was faced with conflict or unfavorable circumstances that
brought out what others view as my best”

Others found that the stories galvanized what they already thought about themselves.

“Times of uncertainty, challenge, and conflict bring out my best, according to others…yes,
this is true…I think I perform best when I am in a new situation, when I have to think on my
feet or go with my gut feeling, when I do not know what the outcome will be and have to put
in extra effort to ensure a positive result—this is when my interest is piqued, my intellect
stimulated, and all the components of my psyche come together”

“[The stories showed me] that I am at my best when I have a concrete, exciting, and
worthwhile challenge ahead of me, and have a team of people who are committed to finding
a solution”

“Stressful situations tend to bring out the best in me”

“Rigorous challenges test me and make me reach within myself or go beyond limits I have
previously reached”

“A brisk pace is a constant element in scenarios that bring out my best…when there is a
need, the professional side of me jumps into action at work…outside work, I’m at my best
when there is a familial or personal need of mine or others”

The Strengthening of Relationships

Neither the students, nor I, anticipated the effect that this assignment would have on the

personal relationships between students and their respondents. The following comments express

gratitude for those relationships.

“I thought this project would be for my sole benefit and help me realize my strengths…it did
accomplish that…but what I hadn’t counted on was that this would be a catalyst in
strengthening friendships…one respondent said that contributing to the project made him
nostalgic and he realized how much he missed me…I realized that friendships once
established will always exist and won’t always need the same kind of maintenance they once
did”

“I am truly surrounded by people who are helpful, positive and timely in helping me”

“The project changed how I think of myself as a friend and a good person…it was a self-
esteem boost, to say the least, and it makes me want to help my friends more in the future”
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“One story brought tears to my eyes…it propelled me back in time to a place I had almost
forgotten and an action I had not personally perceived as such a compassionate act [as my
respondent did]”

One student thought about the respondents, as well as herself.

“As I read the stories, I realize I am fortunate to be surrounded by others who possess many
of these strengths…many of the comments about me could be reversed to fit my
respondents, as well…perhaps we reinforce each other’s strengths”

With some trepidation, one student requested stories from a friend that he had helped start a

business. The student had moved on after a year and a half, not leaving on the positive terms he

had wanted. While he still focused on the termination and his troublesome feelings, his friend’s

attention was elsewhere.

"His responses were a surprise…he valued my early help and gave me the sense of
appreciation I had never received”

Another student reconsidered how relationships with those at work compare to those with family

and friends.

“I learned that the respect I have earned from what I consider to be shallow relationships at
work pale in comparison to how I am perceived by my intimate backers…in all my ugliness,
when I am at my worst, loved ones can still see a diamond in the rough…one hour of my time
more than ten years ago is still alive today…I don’t think Wall Street ever saw that kind of
return”

Future Applications: How Students Intend to Use their Strongest Self Portraits

The intent of this project was long term—for students to discover how others see them at

their best, and for students to capitalize on this by doing more of their best. The following

comments indicate how students imagine benefiting from this project in the future. Several

mentioned using what they learned to sell themselves in their careers.

“I plan to capitalize on the feedback by selling my strengths when presented with job
opportunities or promotions…I will build my resume around the traits identified”

“At first, I considered the assignment to be just that—an assignment…but now I see that
when I prepare to leave this job for a more challenging and satisfying career, I can use this
information in the application process…when an interviewer asks what my strengths are, I
can answer the questions with confidence”

“One [respondent] offered to help me with a letter of recommendation when the time comes”

Others imagine a global influence.

“I hope to use all my strengths as a manager…looking at myself through others’ eyes makes
me realize I’m a versatile person”
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“The project will help me in my management career…it shows me I am on the path I need to
be on, in order to be just, fair, and competent”

“I can build on the strengths others appreciate to improve my behaviors on the job, in my
personal life, and eventually within my purpose”

In an academic vein, one student expressed this plan.

“I want to study the responses further, deeper…then I want to prioritize those strengths into a
hierarchy I think important…I want to choose a few key strengths and find ways to utilize
these on a daily basis…then I plan to proceed onto another few strengths, and work them
into a weekly schedule…and so on”

Several students’ comments intuitively approach the spirit of appreciative inquiry theory, although

none of the students was familiar with the theory.

“I literally can visualize my employees, family, friends, and even myself doing good things,
and then it actually happens…I am finding this even works for some of those toxic
relationships lurking in the midst”

“I will use my strengths to develop my weaker areas to turn them into strengths”

“My plan is simple: I will magnify those qualities that have worked for me and try to overcome
those that haven’t”

One student’s writing approaches almost mythical realms.

“We [tend to] view our successes as either ‘all or none’ and if we did not perform to the
utmost, we say we failed…in reality, everything is not a pass-fail…I am starting to see the
little successes for the jewels that they are…I am seeing the small successes of others as
the same, and I am making it a point to recognize them for it…the past weeks have been
metamorphic for me…not only do I appreciate the small things others have made me aware
of, I have greater appreciation for others…I chose to express my appreciation and
awareness of the contribution a coworker made to the team…I was celebrating their small
success…herein lies my marching orders for my future managerial career”

This student concluded the following:

“No, my portrait doesn’t read like a best selling novel or the life of a Nobel Peace Prize
winner, but that is the beauty of it…few self portraits will receive such notoriety, but fewer still
have to, in order to make positive change in others and ourselves”

Finally, one student forecasted this.

“When I was in high school, a teacher had every student write down one positive comment
about every other student in class…he compiled these and provided each of us with the list
of positive things other students had to say about us…fifteen years later, I still have that
list…I have a feeling this [project] will likewise be kept in a safe place and referred to from
time to time, assisting me in refocusing on my strengths”
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Theoretical Grounding: Appreciative Inquiry Transformational Theory

The paper offers a brief introduction to appreciative inquiry (AI), a positive change theory,

based on three assumptions. One is that those who teach public administration may not be

familiar with AI theory and methods. Another is that my colleagues may share my need to have

some modicum of theoretical grounding to stand on before launching into new assignments or

exercises. The third is that we do not need to be theoretically erudite in AI in order to provide

students with a powerful learning experience that is grounded in AI.

AI: An Alternative Organizational Development Theory and Method

AI began as a form of action research in organizational development in the seventies at

Case Western Reserve University—a collaborative endeavor involving David Cooperrider, Suresh

Srivasta, Frank Barret, John Carter and others. While mainstream change agents gather data on

organizational problems and deficiencies, AI change agents collect stories describing something

about the organization at its best and use these as the basis for discussion to create new ideas or

images for change. AI is a search for the best in people, their organizations, and the relevant

world around them (Cooperrider and Whitney, 2000, 5). AI interventions may involve hundreds or

even thousands of organizational members. In The Thin Book of Appreciative Inquiry, Hammond

points out that AI is basically a matter of identifying what works and figuring out how to do more of

that (Hammond, 1998, 3). As such, AI is a generative process—essentially a thought process—

that creates and recreates both individual and organizational learning (Hammond, 1998, 5). AI

“assumes that every living system has many untapped and rich and inspiring accounts of the

positive. Link the energy of this core directly to any change agenda and changes never thought

possible are suddenly and democratically mobilized” (Cooperrider and Whitney, 2000).

The following figure contrasts problem solving and appreciative inquiry approaches to action

research (Hammond, 1998, 24).
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Problem Solving Appreciative Inquiry

“Felt Need”
Identification of Problem


Analysis of Causes


Analysis of Possible Solutions


Action Planning

(Treatment)

Appreciating and Valuing
The Best of “What Is”


Envisioning “What Might Be”


Dialoguing “What Should Be”


Innovating “What Will Be”

Basic Assumption:
An organization is a problem to be solved

Basic Assumption:
An organization is a mystery to be embraced

Figure 1. Two Approaches to Action Research: Problem Solving and Appreciative Inquiry

Assumptions Underlying AI

Hammond (1998, 21-22) identifies eight assumptions that underlie AI theory.

1. In every society, organization, or group, something works.
2. What we focus on becomes our reality.
3. Reality is created in the moment, and there are multiple realities.
4. The act of asking questions of an organization or group influences the group in some

way.
5. People have more confidence and comfort to journey to the future (the unknown) when

they carry forward parts of the past (the known).
6. If we carry parts of the past forward, they should be the best parts of the past.
7. It is important to value differences.
8. The language we use creates our reality.

The emphasis in AI is on doing more of what that has worked in the past, rather than doing

less of something we do not do well, trying to do that better, or doing something new.

The Appreciative Inquiry Process

Choosing a Topic and Creating the Questions. The AI process begins with choosing a

topic of reasonable scope and creating questions to be explored. It is critical to focus on the right

topic—to be sure that what will be magnified in the process is worthy and useful (Hammond,

1998, 32). It is likewise critical to ask the right questions—to be sure they will guide people to

discover precisely those things that have gone well in the past to answer what is needed for the

future.
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Quinn (2004, 123-125) also emphasizes the importance of asking the right questions—

questions that will tap into the latent strengths of a group or organization. They “surface the most

enabling past realities in myself and in others, thus initiating the dynamics of possibility, increased

connectedness, and emergent organization” (Quinn, 2004, 126).

Inquiry. Inquiry, in the form of interviews and dialogue, follows, in varying forms. For

example, a small group may convene, with each member answering questions, in turn. A larger

group may break into pairs to ask each other the questions. A team of interviewers may put the

questions to the entire organization in individual meetings, in focus groups, or in the form of

written survey instruments (Hammond, 1998, 35). Questioners not only take notes, but also

participate actively in the conversations since they are not assumed to be neutral or bias-free.

Sharing Information. Following inquiry, the process calls for sharing information in larger

and larger contexts within the group or organization to uncover themes that reveal what and how

to do more of what has worked in the past. Although an unorganized mass of information

accumulates, the sharing process reveals “common threads of success” (Hammond, 1998, 37).

These common themes are ordinarily captured as a list of circumstances that have made success

or extraordinary performance possible.

Creating Provocative Propositions. Turning this knowledge into action so that successful

circumstances are re-created is next in the AI process. This involves “talking and dreaming about

what could be, based on what has already happened” (Hammond, 1998, 38). Out of this talking

and dreaming, groups create “provocative propositions” or descriptions of the ideal state of

circumstances that will foster the climate that creates the possibilities to do more of what works”

(Hammond, 1998, 39).

Provocative propositions are symbolic statements that serve to remind group or

organizational members what their best has been so that everyone can participate in re-creating

the best. Because provocative propositions are grounded in history, tradition, and facts, they are

reality-based—not wild, far-out dreams. To write provocative propositions, Hammond (1998, 42)

elaborates that a group first identifies examples of the best from interview data. Then, it

determines what circumstances made the best possible. Finally, the group writes affirmative
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statements that describe the idealized future as if were already happening. By re-visiting the

themes and asking “what if”, group members create statements in the present tense—provocative

propositions.

To determine whether an affirmative statement is a provocative proposition, Hammond

(1998, 44) suggests testing them against several criteria: (1) Is the statement provocative? Does

it stretch, challenge, or innovate? (2) Is it grounded in examples? (3) Is it what the group wants?

Will people defend it or get passionate about it? And (4) Is it stated in affirmative, bold terms and

as though it were already happening?

The power of provocative propositions is that they remind group and organizational

members that they know what to do and how to do it, and that by so engaging, they can

individually and collectively, approach the ideal state. Hammond (1998, 47) assures us that group

will is at play here, creating synergy and energy to make things happen.

Spontaneity and Creativity in the Change Process. AI is thus a process that emerges

spontaneously and creatively. “There is no end, because it is generative,” Hammond (1998, 52)

reminds us. Although a given provocative proposition may have a life span, the set of provocative

propositions may grow and change with circumstances that arise.

AI and Individual Inquiry

Although AI is an innovative organizational development intervention process, Hammond

raises questions for individuals, as well. The following are classical questions to apply to

professional life (Hammond, 1998, 58):

1. Describe the most energizing moment, a real”high” from your professional life. What
made it possible?

2. Without being humble, describe what you value most about yourself, and your profession.
If you are new to the profession, what attracted you to it?

3. Describe how you stay professionally affirmed, renewed, energized, enthusiastic,
inspired?

4. Describe your three concrete wishes for the future of your profession.

Figure 2 illustrates the AI process for positive organizational change and the AI process

applied to individual change as approached in the steps of the Strongest Self Feedback Exercise.
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Appreciative Inquiry Process for
Organizational Change

Correlates for Best Self Feedback

1. Choose a topic

2. Create the questions

3. Inquiry

4. Sharing information

5. Creating provocative propositions

6. Spontaneity and creativity

1. The topic is the best or strongest self.

2. Will you please provide me with three
stories describing my very best?
Please describe the situation and the
strengths I displayed.

3. Contact respondents and ask
questions.

4. Analyze the data; share with small
group of classmates.

5. Write a strongest-self portrait; share
with small group of classmates.

6. Note personal changes that occur as a
result of receiving best self feedback.

Figure 2. Appreciative Inquiry Process for Organizational Change and Individual
Change

Quinn’s Experiment

Quinn (2004, 127-129) reports his personal experience with the Strongest Self Feedback

Exercise in Building the Bridge As You Walk On It: A Guide for Leading Change. The experiment

is embedded in a story. He and two colleagues, who were considering starting a company, talked

with a consultant about this endeavor. The consultant advised them that they were all “unique

and masterful creators of value” (Quinn, 2004, 127), but were also incompetent at some things.

He asked them to list the things they were incompetent at. They complied. Then, he asked them

to list the things at which they were good-to-excellent. They each wrote another list. Finally, he

asked them to identify the unique skills they use to create value in extraordinary ways. Once

again, they did as the consultant asked. When this was done, the consultant suggested that

Quinn and his colleagues were self-deceptive and should not trust their lists. He tore them up.

Then, he gave them a homework assignment: Contact people who know them at their best and

ask them to help identify their unique skills.
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Quinn asked about thirty-five people—family members, old friends, and professional

colleagues—who knew him well and would likely give their honest opinions. He emailed them,

asking for feedback on “how I most create value or what my unique, positive characteristics seem

to be” (Quinn, 2004, 128). As the responses came, Quinn noticed that the feedback was rich and

deep, especially compared to the formal feedback he was accustomed to professionally. He

realized that it was an intense form of appreciation, and that he felt approved and received—in

fact, grateful. He reports that he felt humbled and uplifted, at once, and wanted “to be my best

self as often as possible” (Quinn, 2004, 128).

Many of the incidents people wrote about, Quinn had forgotten—largely because he was just

doing what seemed the natural thing to do at the time. He also noted overlaps: Despite varying

contexts, certain patterns of value creation were fairly consistent. He studied the statements,

organized them into categories, and discovered a structure. In the end, he created a statement

describing himself at his very best—not himself in his normal state.

He reports, “Even now, I feel energized every time I reread their responses. The

appreciation and love of the people making those comments seems to pull me out of my ordinary

patterns. I become filled with energy and want to initiate new projects. I feel elevated and

motivated” (Quinn, 2004, 130). “It pulled me into the realm of possibility and hope” (Quinn, 2004,

131).

Resistance to Personal Uses of AI

As powerful as AI can be when applied personally, Quinn (2004, 131) acknowledges a

number of obstacles that work against it. First, we usually seek, receive, and use feedback to

identify problems we can work on. We focus on our failures and weaknesses and see ourselves

negatively; as a result, our self becomes a problem to be solved and we spend our time and

energy remedying our deficiencies.

Second, exploring our positive core brings up the issue of humility and causes us to feel we

are bragging or being prideful (Quinn, 2004, 131). Quinn points out that such pride is usually

rooted in insecurity and reflects the need to impress others, seek their admiration, or manipulate

them. Conversely, he suggests that real humility is something unique and distinct from the pride
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and hubris. “Rather than increasing my self-focus, asking for and receiving feedback moved me

further toward being focused on others. It also made me feel connected to other people. I could

feel love and appreciation in the words I was reading. In that connection and love, I could feel a

form of greatness—not greatness from within me but greatness moving through me” (Quinn,

2004, 131).

Third, humility is often associated with weakness or lack of power. Asking others to describe

us at our best can cause us to feel vulnerable and exposed. Quinn reports that he did not

experience a feeling of weakness or lack of power in doing the exercise. In fact, he reports

experiencing just the opposite.

“Real humility comes when we see the world as it really is. The real
world is a world of connectedness, of moving flows of power. When
we transcend our egos, when our outer self and our inner self connect,
we experience increased integrity, increased oneness, and greater
connectedness. At such moments we feel greatness. Yet we recognize
that the greatness does not emanate from within us, as we assume it
does when we brag. It emanates from connectedness with resources
outside our conscious self” (Quinn, 2004, 131-132).

Suggestions for Future Use of the Strongest Self Portrait Exercise

1. Visit the following website: <http://www.bus.umich.edu/positive/assessment>

When the semester had ended and I had written this paper to this point, I tried again to

locate the second reference to the exercise provided by Whetten and Cameron. An interlibrary

loan request revealed the same information as last summer—the reference could not be located.

However, the librarian provided an email address for one of the co-authors, who, in turn provided

the website address for Positive Organizational Scholarship (Quinn, Dutton, Spreitzer & Roberts,

2004).

Two documents are available there: Reflected Best Self Exercise: Teaching Note and

Reflected Best Self Exercise: Assignment and Instructions to Participants. These are available as

PDF documents for a cost of $6.00 per person who will complete the exercise.

The Reflected Best Self Exercise: Teaching Note provides learning objectives, a description

of the steps students take to complete the exercise, the theoretical background on which the

exercise rests, a discussion of what participants get from the exercise, an accounting of common
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patterns of reaction to the exercise, references, and three sample teaching plans. The Reflected

Best Self Exercise: Assignment and Instructions to Participants is essentially a guide for students

(or anyone else who wishes to complete the exercise).

The Teaching Note provides a theoretical background for the Reflected Best Self Exercise

based on strength-based personal developmental models, as articulated in the work of

Buckingham and Clifton (2001) and Seligman and Csikszentmihalyi (2000).

So, you see, I found at the end what will be most useful to you at the beginning.

2. Do the Strongest Self Feedback Exercise yourself.

Do it with the students the first time you use it. Do it before you use it in your class. Or, do if

after you have used the exercise once with a class.

Me? I’m sending my requests March 1, 2005. Yes, I’m a little embarrassed. I don’t want to

impose on my friends and my colleagues who are so busy with important things. I’m afraid some

of my relatives won’t be able to think of a single thing to say about me at my personal best. Just

scribbling my list of potential respondents strikes me that this is a narcissistic, self-absorbed, vain,

egotistical thing to do.

Where’s Quinn? What was that website?
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Abstract:
In recent years there has been considerable emphasis on capacity building in the nonprofit sector.
For most organizations, improving capacity building means improving leadership. However,
leadership development rarely becomes a capacity building issue until it is recognized that
leadership skills are lacking. This paper explores how two universities’ based service learning
programs enhance capacity building through preparing nonprofit leaders. Analyzing the service
learning programs in two universities, respectively the University of Central Florida and Eastern
Michigan University, this paper explores the differences and similarities between the two
universities with respect to theoretical and practical approaches to service learning pedagogy,
and community civic engagement. The paper uses the concept of social capital to understand the
partnership between these universities and community organizations.

Service learning (SL) is defined as a teaching method that uses community involvement to apply
theories or skills being taught in a course. Service-learning furthers the learning objectives of the
academic course, addresses community needs, and requires students to reflect on their activities
in order to gain an appreciation for the relationship between academia and civic responsibility. In
addition, community organizations use the expertise of the SL students to develop or implement
their programs and objectives.
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Introduction

As the society relies more and more on nonprofit organizations to provide critical services and
advocate for public policy, leaders in the nonprofit sectors are concerned about enhancing
organizational effectiveness. Many believe that investment in organizational capacity is the main
avenue to improve organizational effectiveness. Part of their strategies to enhance their capacity,
organizations collaborates with one another as well as with universities. Service learning is a
program that seeks to promote student learning through experience associated with service in the
community. Service learning also gives the community the opportunity to address its needs.

This paper explores the history and characteristics of service learning at two universities,
University of Central Florida (UCF) and Eastern Michigan University (EMU). It also looks at
how service learning enhances capacity building in the community.

Capacity building: definition and factors

Capacity building is presently a major topic among nonprofits and management support
organizations (funders, associations, training centers, consultants, etc.) that provide services to
nonprofits. The concept of capacity building in nonprofits is similar to the concept of
organizational development, organizational effectiveness and/or organizational performance
management in for-profits.

In Investing in Capacity Building Barbara Blumenthal defines capacity building as "actions that
improve nonprofit effectiveness". In a research funded by the California Wellness Foundation,
capacity building was defined as:

“the development of an organization’s core skills and capabilities, such as
leadership, management, finance and fundraising, programs and
evaluation, in order to build the organization’s effectiveness and
sustainability. It is the process of assisting an individual or group to
identify and address issues and gain the insights, knowledge and
experience needed to solve problems and implement change. Capacity
building is facilitated through the provision of technical support activities,
including coaching, training, specific technical assistance and resource
networking” (Campobasso and Davis, 2001).

A study conducted by Carol De Vita and others from the Center for Nonprofits and
Philanthropy, The Urban Institute, created a framework for addressing nonprofit capacity
building, framework which summarizes all the various definitions of capacity building.
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As the above framework suggests, there are five potential pathways to addressing the capacity
needs of the nonprofit organization: vision and mission, leadership, resources, outreach, and
products and services. As suggested by the directions of the arrows, these five factors are
interrelated and mutually dependent on each other (De Vita, Fleming, Twombly, 2001).

Analyzing the factors the have a positive impact on capacity building, it was determined that
among the perceived technical assistance opportunities were colleges and universities that bring
a “new quality to technical assistance” (Hansberry, 2002).

Service learning: definition and characteristics

Civic commitment has been a major emphasis of education around the world since ancient times.
In the United States, public education was founded on the notion that people need to be trained in
basic skills in order to serve their communities as effective citizens and leaders. The more recent
roots of service-learning in the United States can be traced to the 1960s, when political activism
among students was a major cultural influence. In that time, students began to demand a
connection between their civic commitments and their educational experiences. Since then, the
movement has grown steadily. It surged in the late 1980s with the formation of the Campus
Compact, a nationwide organization of university presidents who pledge to emphasize service on
their campuses. Today, over 860 institutions of higher education are part of the growing
Compact, and on average 28 percent of the students at those institutions participate in service-
learning (Jacoby 1996).

Service-learning is a method of teaching by which people learn and develop through active
participation in thoughtfully organized service experiences that: meet community needs; are
coordinated in collaboration with college and community; are integrated into each person’s
academic curriculum; provide structured time for a person to think, talk, and write about what
he/she did and saw during the actual service activity; provide people with opportunities to use
newly acquired academic skills and knowledge in real life situations in their own communities;
enhance what is taught in the classroom by extending student learning beyond the classroom;
help to foster the development of a sense of caring about others (adapted from the Alliance for
Service-Learning in Education Reform 1993).
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Service learning emphasizes problem-solving and critical thinking. Service-learning places
“curricular concepts in the context of real-life situations” and “empowers students to analyze,
evaluate, and synthesize these concepts through practical problem-solving” (Alliance 1993, p.
71). Students inevitably encounter issues that must be addressed or obstacles that must be
surmounted in order to complete their service -learning projects which generally occur over a
single semester but multi-semester projects can occur as well.

Elements of Service-Learning: Based on the National and Community Service Trust Act of
1993:

Academic Service-Learning at the University of Central Florida

The University of Central Florida (UCF) in Orlando is a metropolitan research university that has
grown from 17,000 students fifteen years ago to 44,000 students today. In 2001, a small group
of faculty determined that UCF should become an active participant in service-learning. To that
end, the group designed an educational program for faculty, an outreach program for civic
partners, and the foundation for the institutionalization of service-learning at this large urban
state institution.

In the 2002, the Service-Learning Committee received a grant from the Florida Campus Compact
to expand service-learning activities at UCF. Two workshops were presented and the grant
supported presentations at the Faculty Center for Teaching and Learning (FCTL), including a
service-learning track in the Summer Faculty Development Conference. In addition, some
faculty members with service-learning experiences offered consultation to faculty developing
service-learning courses.

Three strategies emerged from this initiative, largely through workshops:

Educate the Faculty: With the help of a Florida Campus Compact grant, a variety of educational
efforts for faculty were scheduled: disciplinary workshops, student testimonials, civic group

Involves reflection

Creates a connection between town and gown

Addresses a need in the community

Connects with course objectives

Involves reflection

Creates a connection between town and gown

Addresses a need in the community

Connects with course objectives
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presentations, state-wide caucus, and distinguished service-learning speakers were invited to
come on campus.

The Faculty Center for Teaching and Learning included service-learning as one of its tracks at its
Summer and Winter 2003 and Summer 2004 Faculty Development Conferences. A total of 39
faculty members representing 14 departments worked on redesigning course syllabi to include a
service-learning component.

Identify and involve Civic Partners: The organizing group worked to identify potential civic
partners to be future sources for student placement as well as to be vocal advocates in the
community for service-learning at UCF. To this end, a variety of experiences were organized: a.
Civic Partners Advisory Board, b. civic partners’ presentations, c. Civic Partner Day, d. civic
partner database. A Community Partners Service-Learning Advisory Board was assembled in
January 2003 to connect service-learning at UCF to the community. The Office of Service-
Learning hosted a Community Partners Breakfast in August 2003 in appreciation of the Advisory
Board and to encourage communication between university and community.

Establish an Institutional Structure: Several initiatives supported the establishment of an
institutional structure to support service-learning: discover and publicize existing service-
learning courses; demonstrate value to institution; establish coordinating committee; reach
consensus on terms and criteria; educate administrators; and seek university-level funding. The
Office of Service-Learning is supported by the Service-Learning Coordinating Committee as
well as the Service-Learning Executive Board, both of which have held monthly meetings since
August 2002. Additionally, the first Service-Learning Student Showcase was held on April 1,
2004 to showcase student service-learning experiences and further educate faculty, students, and
community partners creating power point presentations targeted to a student audience.

The Service-Learning Coordinating Committee meets monthly. They have defined service-
learning at UCF; discussed service-learning theories, models, and practices; planned events;
proposed ways to promote service-learning on the UCF campus; and established the criteria and
procedure to be used in approving service-learning courses.

The Service-Learning Course Approval process was instituted because the new provost allocated
additional funding for service-learning courses in January 2004. The Service-Learning
Coordinating Committee created criteria for service-learning courses and a procedure for
approval of service-learning courses. In March, 2004, the Service-Learning Course Approval
Committee (8 faculty members and Service-Learning Coordinator) approved fifty-five courses
for the service-learning designation. Of these 55 courses, 45 were for the fall 2004 semester.

Academic Service-Learning at Eastern Michigan University

Eastern Michigan University (EMU) was established in 1849 as a teachers’ institution. Today,
with a total of over 24,000 students, its mission of providing an excellent teaching and learning
environment has expanded by incorporating new institutional values. Among them, public
engagement lead to several changes in the way the University relates and works with the
community. In the last decade, the EMU’s connection to the community has strengthened
through various initiatives, and one of them is the creation of Office of Academic Service-
Learning.
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At EMU, to emphasize the importance shown to the academic structure of service learning, the
term Academic Service-Learning was institutionalized.

Academic Service-Learning is a teaching methodology that utilizes community service as a
means of helping students gain a deeper understanding of course objectives, acquire new
knowledge, and engage in civic activity. It links community service with specific course goals.

The mission of the Office of Academic Service Learning is to build an infrastructure that will
support students, faculty, administrators, and community members in their efforts to implement
academic service-learning. The Office provides several services to its constituents:

1. Faculty Fellow Seminars are offered each fall and winter. Six selected faculty are released
quarter-time to participate in a semester-long weekly seminar. Fellows learn academic service-
learning theory, implementation and assessment.

2. A Resource Center that provides videos, journals, books, other publications, and tapes related
to academic service-learning.

3. Workshops and Seminars that provide faculty with strategies to help implement academic
service-learning in courses and to conduct community-based action research.

4. Assistance to faculty in identifying community partners, respectively to contact and partner
with agencies and community sites. A database with profiles of available sites is maintained by
the office.

5. Assistance to faculty regarding research opportunities. The office provides information on
current research, publishing opportunities, and conference presentations. Staff assistance is
provided for data collection and literature reviews.

6. Provide information about grant opportunities pertaining to academic service-learning.

7. Provide networking opportunities. Faculty have the opportunity to meet one on one and
discuss important decisions about courses, find valuable information, share ideas and keep up to
date on any news events. Through this interaction, faculty from partnerships and supportive
networks and engage in collaborative scholarship.

The first Faculty Fellow Seminar took place in the academic year of 1994-1995 with two
fellows. One of them is today running the Office of Academic Service-Learning. Since 1994,
approximately 100 faculty members were trained in and incorporated Academic Service-
Learning in their courses. This represents approximately 15% of all EMU’s faculty members.
These 100 faculty members cover 39 discipline areas, which illustrates the high level of interest
in using and promoting academic service learning as a teaching methodology.

The following table shows the distribution of Academic Service-Learning Faculty Fellows by
disciplines for the period of 1994-2002.
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Table: Distribution of faculty fellow by discipline (1994-2002)
Discipline Number of

Faculty Fellows

Communication and Theater Arts 11

Special Education 8

Teacher Education 6

Accounting 5

Communication and Theater Arts 5

English Language and Literature 5

English 4

History and Philosophy 4

Human, Environmental and Consumer Resources 4

Mathematics 4

Political Science 4

Social Work 4

Biology 2

Business and Technology Education 2

Geography and Geology 2

Health, Physical Education, Recreation and Dance 2

Industrial Technology 2

Art 1

Business 1

Chemistry 1

Educational Psychology 1

Fashion Merchandising 1

Finance and Computer Information Systems 1

Finance 1

Foreign Languages and Bilingual Studies 1

Gerontology 1

Hospitality Management 1

Interior Design, College of Health and Human
Services

1

Leadership and Counseling 1

Management 1

Nursing Education 1

Nursing 1

Physics and Astronomy 1

Psychology 1

Public Relations, English Language and Literature 1

Similarities and differences between UCF and EMU from the perspective of social capital
theory

Although in two different parts of the country, both universities emphasize the importance of
service learning, but practice it in different ways. Having the same root, the Community Campus
Compact, both service learning programs have the same objectives but different names. At UCF
is it called “service learning” and at EMU “academic service-learning”. They also use different
means to achieve the same objective: utilizes community service as a means of helping students
gain a deeper understanding of course objectives, acquire new knowledge, and engage in civic
activity.

If we were to use a life cycle model, we could say that service learning at UCF is in the
“growing” stage, while the academic service learning at EMU is at the peak of the cycle and
reached the “maturity” stage. The reasons for this assessment are age and institutionalization of
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the process. At UCF, service learning is a relatively new endeavor and faculty are introduced
and trained into service learning through seminars, workshops and conferences. In comparison,
at EMU academic service learning has been “practiced” for a decade. The EMU faculty engages
in a structured, one semester long training session for which they are also given course load
release. EMU also has already established connections with the community while UCF is at the
stage of building it.

What is important though is the goal that each university pursues, which is the main goal of
service learning programs: “civically engage students in community based work by addressing
and helping to solve real life community issues through service (Vernon and Foster, 2002, 155).
By engaging students and solving community issues, these service learning programs promote
capacity building and social capital development.

According to Campobasso and Davis’s (2001) definition, capacity building is “facilitated
through the provision of technical support activities, including coaching, training, specific
technical assistance and resource networking.” The number one activity in each service learning
is concrete experience (for students) through providing services (to the community). At EMU,
for example, through academic service-learning courses, students worked with and in public
schools and several nonprofit organizations on various projects. For example, in a Leadership
and Management In Nonprofit Organization class, students designed marketing strategies,
created personnel manuals, designed volunteers’ management systems, designed evaluation
mechanism for the Board. All these activities are an exact match of DeVita and others’
framework of addressing capacity building in nonprofit organizations. Students worked on all
elements of capacity building: resources, products and outputs, outreach and leadership.

What is actually done through service learning is the promotion and sustenance of the common
good. And this is called civic engagement. Civic engagement, in turn, builds social capital
(Vernon and Foster, 2002, 155). Nahapiet and Ghoshal (1998) define social capital as a kind of
relationship with resource embedded in human, group or social network. In the cases of UCF and
EMU we see the social network being formed by faculty, students, university administration and
the large community.

Social capital is also conceived more simply as trust among citizens that allows for the effective
pursuit of mutual goals (Putnam, 1995). Both universities show that they are building these trust
and that they are looking for effective way to pursue the two main goals: educate students and
serve the community. The trust building process is illustrated by the attention given by both UCF
and EMU to developing relationship with the community. The quest for effective means is
exemplified by all the activities organized to educate the faculty, the students and to involve the
community in service learning projects.
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Conclusion

Vernon and Foster (2002) in an analysis of community agency partnerships with higher
education institutions found that campuses with an active and well staffed office for service
learning are seen by the community as being better equipped to collaborate and form
partnerships with community agencies. In this paper we have look, succinctly, on how two
universities, UCF and EMU, see academic service learning and how the tools that they have or
develop to use service learning as a teaching methodology. Without going into details, we
learned that at both universities service learning, respectively academic service learning, is
perceived as being very important, not only for the academic community but also for the general
community.

Although using different means to develop and promote service learning, both universities have
the same goal in mind and they work hard towards developing good relationships with the
community and in having students involved in the community for the creation of greater good.
Despite the fact that this paper touched briefly on the type of work that students do in the
community via service learning, it is found that service learning projects help organizations
develop their capacity and strengthen social capital.
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Is There a Communication Skills Void in Public Administration Textbooks and
Curriculums?

Abstract

The demands on public managers who must operate in today’s “new governance”

structure where public policies are being delivered through public, for-profit and

nonprofit organizations, the need for effective interpersonal, negotiation and persuasion

skills are critical. This article discusses the void in public administration textbooks

addressing interpersonal communication and wonders why skills so important to public

management appear to be neglected. Recognition of the importance and benefits of

interpersonal communication dates back to the 1940’s, however, those skills are typically

not emphasized in MPA curriculums.
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Is There a Communication Skills Void in Public Administration Textbooks and
Curriculums?

As far back as 1945, when Elton Mayo wrote The Social Problems of an

Individual Civilization, the need for managers to possess strong interpersonal skills was

noted. It was important for administrators and managers to develop interpersonal

interviewing skills because the interview aids the individual to get rid of useless

emotional complications and to state his problem clearly; and the interview assists

individuals to associate more easily with other workers or supervisors. He extends his

thoughts to include that interpersonal interviewing serves to allow for attitudes and

judgments to mature in young men and women who give it time.

As a preparation for the exercise of administrative responsibility, it is

better than anything offered in a present university curriculum. It is no

doubt necessary to train young men and women to present their

knowledge and ideas with lucidity. But, if they are to be administrators, it

is more necessary to train them to listen carefully to what others say. Only

he who knows how to help other persons to adequate expression can

develop the many qualities demanded by a real maturity of judgment (p.

85).

Other researchers have noted the importance of communication. According to

Karl Deutsch (1966) the essence of governmental organizations is decision making, and

the essence of decision-making is communication. In The Nature of Managerial Work,

Henry Mintzberg (1973) illustrated how managers maintained communication
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relationships with their superiors, outsiders to the unit they manage, and their

subordinates. Managers play three roles: Interpersonal, Informational and Decisional.

Thirty-four years ago he addressed the need of managers to possess negotiation and

disturbance handling skills; information-processing skills so they can find sources of

information and extract what they need; and to be able to make decisions in ambiguous

and unstructured situations. Mintzberg (1973, pp. 188-192) observed back then the

importance of Resource-Allocation Skills, Entrepreneurial Skills and Skills of

Introspection. He made those observations during the time when large, tall, hierarchic,

and bureaucratic organizational structures prevailed in the public and private sectors.

In today’s “new governance” structure characterized by the decentralization of

public agencies and public programs, the increase of public employees working in teams

both inside of and outside their organizations, the need to forge alliances not only with

their service delivery partners but also with community groups, and the greater reliance

on street-level bureaucrats to make professional decisions, the need for understanding

communication increases. Collaboration, negotiation and persuasion skills have become

even more important (Salamon, 2002).

However, research on communication including advocacy, presentation skills,

media relations, and interpersonal communication was often overlooked in Public

Administration Review over the last 15 years (Streib, Slotkin and Rivera, 2001). This is

despite the recognition of ICMA that communication skills are critical for local

government practitioners. A similar observation could also be made for other public

administration/public management journals including Public Performance &

Management Review (PPMR). If fact, the Cases and Comments section in PPMR
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typically relies on communication skills to resolve the problems presented in the cases.

Recommendations to improve the perception, leadership, organizational, and

interpersonal communication skills of the various individuals are typically suggested.

Garnett (1997a) notes that public managers spend more time communicating then they do

performing other administrative or managerial tasks such as analyzing budgets,

formulating policy, or engineering systems; yet their performance in communication is

typically weak. He observed that administrative communication has been

underemphasized in public administrative scholarship and practice and that relatively few

academic programs have concentrations or courses in administrative communications

(Garnett 1997b). This continues to exist today, even though public administration

curriculums address organizational theory and references to interpersonal skills and

communication can be found in most introductory public administration textbooks.

It is important that public administration become more familiar with

communication theories that go beyond administrative communication and include

interpersonal communication within the agency and outside of it. The traditional

emphasis in public administration textbooks is on formal organizational structures and

communication patterns, and instruments such as reports, inspections, investigations, and

centralized administrative services as the major sources of information about subordinate

performance (Kaufman 1973) as well as identifying barriers to effective communication

(Simon, Smithburg and Thompson 1950).

When the topic of communication surfaces in Public Administration textbooks it

is often integrated into chapters on organizational theory and/or organizational behavior.

The emphasis tends to be on the classical, neoclassical, human relations, systems and
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contingency theories. Few Public Administration textbooks have stand alone chapters on

communication, if they do, the emphasis tends to focus more on the importance of

administrative communications than interpersonal communications. Table 1 provides a

breakdown of communication content.

Insert Table 1 Here

The most comprehensive overview of influential organization and management

theories and their emphasis on administrative communication is provided by Garnett

(1997c). He reviews the influence of classical, neoclassical, human behavior, open

systems, political administrative, management excellence, reinvention and quality,

phenomenological, critical and postmodern perspectives through a communication lens

and notes that rarely has communication been a primary focus of organization and

management theory, and administrative communication remains an underemphasized

variable in organization and management theory (p. 56). The exception to this in the PA

literature are the interpretivists. While they explore and interpret values and assumptions

in regard to situational contexts, Stillman (2000) believes they remain the most removed

from the mainline day-to-day world of practitioners” (p. 26). Despite this observation

from Richard J. Stillman, articles addressing the importance of communication have

appeared in public administration journals addressing its importance to practitioners, but

do we listen?

In “Stories Citizens Tell and How Administrators Use Types of Knowledge,”

Herzog and Claunch (1997) described how managers used stories from a variety of
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sources to improve communication with citizens, alter spending priorities, reverse policy

decisions, and improve their interpersonal skills. These stories are a form of knowledge

through which public administrators can expand their worlds and modify their definitions

of reality (p. 374).

Likewise, in “Reflections of a ‘Pracademic’ on the Logic of Politics and

Administration,” Nalbandian (1994) reflects on his experience as a pracademic and notes

that politicians and citizens communicate with each other through stories and anecdotes

because stories convey symbols better than statistics and reports. He states “one of my

biggest surprises as an elected official was the power of anecdotes over statistics in the

public policy arguments of both citizens and elected officials” (p. 532). He also observes

that even though they speak the same words, politicians and professional staff often talk a

different language because their perspectives are different. As a result, he comments that

there needs to be a bridge between professional staff and the governing body. He sees the

elected officials and professional staff speaking different languages, needing the city

manager to act as a translator. The manager must be able to assist both groups so that

political pronouncements can be translated into policies, goals, objectives and work

plans.

In “Grout: Alternative Kinds of Knowledge and Why They are Ignored,”

Schmidt (1993) revisits the need for a new way of problem-solving. Using the example

of a grouter, she explains that “a grouter’s knowledge in practice is difficult to put into

words. It cannot be measured and represented by formulas not subjected to rules or

standards. It cannot be taught in a classroom, but only learned in the field, by direct

hands-on experience in specific situations, under the guidance of a master craftsperson”
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(p. 526). She notes that communication in bureaucratic organizations flows down but

little flows up unless it is written on proper forms that confirm the work was in

compliance with specifications. These forms have no place for the sensory knowledge,

aggregate observations, or critical judgments. As a result, information is often suppressed

and only a partial picture emerges (p. 527).

In “Stories Managers Tell: Why They are as Valid as Science,” Hummel (1991)

previously addressed the need for managers to encourage participants to help define a

problem in an intersubjective way. All participants agree to respect each other’s

definition of the problem and develop a synthesis that leads to a solution. He notes that

problems often arise because one’s role or job position gives individuals specific

perspectives and responsibilities that are not necessarily compatible with one another.

Hassett and Watson (2002) present viewpoints of city managers who have served

as managers in the same city for a minimum of 20 years. The managers were asked to

express their feelings in regard to the political environment in which they worked, their

involvement in the policy process, their values and commitment to public service, their

relationships with elected officials, family consideration, the importance of their staffs,

professional growth and personal satisfaction. Recurring subtexts throughout the

expressions were the needs to be sensitive to their internal and external environments and

the importance of interpersonal communication skills.

Cunningham and Weschler (2002) note that the skills, knowledge and theories

most needed by staff are different than those needed by line managers, whose jobs

require them to deal with people effectively amidst highly uncertain situations. “Line

managers operate in uncertain environments, where systems are unstable and constantly
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subject to change…Line managers need theory and learning experiences to deal with

unstable environments. Restructured theory on organizational behavior and development,

effective communication, negotiation, and interpersonal problem solving are relevant (p.

106).

In the January/February (2004) issue of Public Management there is an article

titled “IT’S COMMUNICATION, STUPID!” (Lapin, 2004). The article discusses some

inhibitors of effective communication. Mistrust will block communication, as well as

presenting facts without emotion. Few communication flaws arise out of inaccurate

information, what is misunderstood typically relates to its sincerity, integrity, and caring

of the message. Like mistrust, fear can also filter communication; an organizational

culture possessed by fear will not have accurate communication. Many managers may

have skills in speaking but often they do not have skills in listening. If communication is

going to be honest and open then managers must learn how to listen without becoming

defensive (Lapin, p.32-32).

County Government Emphasis

The void of interpersonal communication skills in introductory Public

Administration textbooks is surprising given the recognition that alternative forms of

communication contribute to organizational knowledge and behavior, and the importance

of interpersonal or behavioral skills to mediate disputes and influence change. If Public

Administration textbooks are not addressing the importance of communication, are public

servants receiving this information through other means?

To research this question, the website of the 25 counties with the largest numbers

of county employees (U.S. Census Bureau, 2000) were reviewed to see if county
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employees had access to training and development opportunities in communication and

decision-making. The websites were evaluated on whether they contained comprehensive

information, little information or no information about available training opportunities.

The websites were also reviewed to see the types of training and development activities

offered; and what kind of communication and decision-making competencies were

promoted. The competencies were coded based on the Leadership Effectiveness

Framework of the U. S. Office of Personnel Management (U.S. Office of Personnel

Management, 1995).

Basic Competencies (BA): including oral and written communication, problem-solving,

interpersonal skills, self-direction, flexibility, decisiveness and technical competence.

First Level Competencies (First): managing a diverse workforce, conflict management,

team building, influencing, negotiating, and human resource management.

Mid-Level Competencies (Mid-level): creative thinking, planning and evaluation,

customer orientation, management controls/integrity, financial management and

technology management.

Higher-Level Competencies (High-level) : Vision and external awareness.

Each higher level assumes the competencies of the lower levels.

Insert Table 2 Here

Eleven of the 25 county websites do not present information on training

opportunities for their employees. Fourteen websites provide information on Basic

Competencies (BA): which include oral and written communication, problem-solving,

interpersonal skills, self-direction, flexibility, decisiveness and technical competence.

Eleven of the websites indicate training opportunities for First Level Competencies
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(First): managing a diverse workforce, conflict management, team building, influencing,

negotiating and human resource management. Seven websites indicate training

opportunities for Mid-Level Competencies (Mid-level): creative thinking, planning and

evaluation, customer orientation, management controls/integrity, financial management

and technology management. Three websites indicated training opportunities for Higher-

Level competencies (Higher-level): vision and external awareness.

What is not apparent from most of the websites is whether or not training is

required for county employees, what level of county employees are encouraged to or

attend the training (for example, management or line employees), the quality and/or

effectiveness of the training, and most important whether or not employees develop new

skills and/or become more proficient as a result of the training. Nor can a determination

be made if those counties that have training programs deliver more professional services

to the community. However, it does appear that for 56 percent of the county websites

reviewed, training is available to employees who would like to improve their basic

competencies and 44 percent of the websites reviewed provide training for first level

competencies, indicating a need for public servants to possess those skills.

Summary

Effective communication skills are important for public managers. Public

managers must be able to communicate with a variety of internal and external

stakeholders who often possess different vocabularies and communication styles, as well

as different levels of trust, history, and relationships with the public agency.
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The examples provided below indicate how important effective communication

skills (speaking, listening and empathy) are to public leaders, managers and street-level

bureaucrats.

“Once you get into this multicultural crap, this bunk, that some folks are teaching

in our college campuses and other places, you run into a problem” (Ehrlich, 2004). That

statement was made by Governor Robert L. Ehrlich Jr. of Maryland during a radio

interview. Native Americans, Hispanics, and African-American activists have demanded

apologies for that statement. What the Governor meant to say and stated a day later was

“...I meant to very clearly distinguish between how we should celebrate our diversity and

ethnicity, but the important point here is assimilation” (Nitkin and Pelton, 2004).

According to recent reports, Secretary of Defense Donald Rumsfeld and his top

deputies did not want to hear from the International Red Cross and the State Department

about abuses in Abu Gharib Prison. Nor did they pay attention to General Eric Shinseki,

Army Chief of Staff when he stated in 2003 that several hundred thousand troops would

be needed to conquer and occupy Iraq.

A teacher for the St. Louis County’s Riverview Gardens School District was

suspended with pay after being overheard remarking that “her dog is smarter and cleaner

than most of the children we teach” (Associated Press, 2004).

Communication skills provide the foundation for the other skills and

competencies required by an effective public administrator. Communication skills

influence the way public employees and agencies are perceived by their constituents.
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“War itself creates situations that can wreck the mind.” (Shay, 2002, 31)

Introduction

When we are faced with evil, what do we do? As individuals we may fall back on

our religious or moral upbringing, hoping it will tell us what to do. Professionals,

however, also have a set of values that lie at the heart of what it means to follow and

belong to a particular profession. The military is no exception; in fact, the U.S. military

may have the best articulated, most consistent set of professional values in today’s world.

Nonetheless, the military also faces unique challenges. Specifically, the violence of

combat places extreme pressures on individuals to depart from the accepted value set of

the military professional.

A profession is more than an occupation; a profession implies a life-long

commitment to a specific way of life. Huntington (1957) describes a profession as a type

of vocation. A vocation, or “calling,” is a way of life grounded in a set of values (Palmer,

2000). This is similar to Moskos’ (1977) distinction between an institution and an

occupation. An institution is centered on a purpose that transcends individual self-

interest for a higher good. Members of an institution are following a calling, and they see

themselves as being different from the mainstream of society. Military service has

traditionally been seen as just such an institution (Moskos, 1977).

The special, central expertise of the military professional is in combat—the

controlled application of violence to achieve political goals (Huntington, 1957). “The

end for which a soldier is recruited, clothed, armed, and trained, the whole object of his

sleeping, eating, drinking, and marching is simply that he should fight at the right place

and the right time” (Clausewitz, 1989, 95). The violence of combat must be controlled
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and used in a way that is in keeping with an overall political objective. This is an

expertise that is shared almost universally, through all ranks. Those who do not share in

the direct application of violence, have all their efforts directed towards supporting those

who do (Huntington, 1957).

The unique expertise of the military places a special social responsibility on it—

the obligation to apply violence only for socially approved purposes in a socially

approved manner (Huntington, 1957, emphasis added). In a democracy, where much

emphasis is placed on civil liberties and rights, the military’s responsibility to behave in a

socially responsible fashion becomes even more critical. Toner (2000) argues that the

essence of military professionalism is responsible choice. Hence, all the military services

stress the critical importance of discipline, as well as adherence to an established code of

behavior (FM22-100, 1999; MCWP 6-11, 2002; NLCM, 2004; AFDD 1-1, 2004). These

codes of behavior include “core value” sets espoused by each of the services, service

rules and regulations and the Geneva and Hague Conventions.

In the case of Abu Ghraib, all of these codes of behavior were violated, resulting

in major embarrassment to the United States government. The Army’s own investigation

into the abuse of Iraqi prisoners concluded that “between October and December 2003,

numerous incidents of sadistic, blatant, and wanton criminal abuses were inflicted on

several detainees. This systematic and illegal abuse of detainees was intentionally

perpetrated by several members of the military police guard force (Taguba, 2003) and

military interrogators (Schlesinger, Brown, Fowler & Horner, 2004). Although the abuse

appeared to be confined to members of the 372nd Military Police Company of the 800th

Military Police Brigade (800th MP Bde) and the 205th Military Intelligence Brigade (205th
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MI Bde), it was sufficiently widespread to shock the world. In addition to the now

famous photograph of the prisoner with the sandbag on his head and electric wires

attached to his fingers, toes, and penis, Taguba’s (2003) report found evidence of

punching, slapping, and kicking detainees, videotaping and photographing naked male

and female detainees, arranging detainees in sexually explicit poses, forcing male

detainees to masturbate while being photographed and videotaped, using military

working dogs without muzzles to intimidate and frighten detainees (with one reported

biting and injuring of a detainee), and one instance of a guard having sex with a female

detainee.

Why did this happen? This paper seeks to understand what role administrative

failures may have played in creating conditions conducive to the atrocities at Abu Ghraib.

It is not the intent of this paper to condone or ignore individual moral responsibility in the

torture and abuse of Iraqi prisoners. Individuals who tortured and abused prisoners, or

stood by and ignored such behavior, must accept their personal responsibility and,

hopefully, punishment. From the standpoint of public administration, however, it is more

critical to explore the connection between administrative failures and individual behavior.

Combat Stress

Before engaging in a serious examination of the administrative failures behind

Abu Ghraib, the topic of combat stress must be introduced. Bartone (2004), a leading

researcher into stress in the military environment, considers it imperative to examine both

the contextual/situational and the individual/personality influences at work in order to

understand what happened at Abu Ghraib. Stress levels among military personnel, either

in combat, supporting combat, or awaiting combat, are high and a frequent source of
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problems. The 2002 Survey of Health Related Behaviors among Military Personnel

found that 40 percent of men and about half of the 12,500 military members surveyed

used food as a way to cope with stress. More than 25 percent used alcohol or cigarettes

to deal with stress. Heavy drinking was more prevalent among younger service

members; 27 percent of those aged 18 to 25 acknowledged heavy alcohol use, double the

rate among civilians in the same age group (Miles, 2004).

Combatants are subjected to significant physical and psychological stress both

during combat and in the period leading up to combat. A psychologist who treats combat

veterans states “we must grasp what is at stake: lethal danger and the fear of it (Shay,

1994, 10).” Combat stress may be defined as the “constantly changing result of all the

stressors and stress processes inside the soldier as he performs the combat-related

mission. At any given time in each soldier, stress is the result of the complex interaction

of many mental and physical stressors” (FM 22-51, 1994, 2-2g). These stressors include

exposure to weather, sleep deprivation, extreme fatigue, fear, time pressure versus what

may seem to be endless waiting, grief, guilt, frustration, and injury, to name only a few.

These work in combination and can produce both positive and negative responses in

individuals (FM 22-51, 1994). Positive responses help individuals adjust to the combat

environment. Negative or dysfunctional responses include battle fatigue and misconduct.

Stress-induced misconduct can range from minor violations of orders up to

violations of the laws of armed conflict. Such misconduct can include killing or torturing

prisoners, mutilating enemy dead, rape, looting, “fragging” (killing one’s own leader),

and desertion. The U.S. Army (FM 22-51, 1994) finds these behaviors are more common

in poorly trained, undisciplined units. In addition to poor training and a lack of
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discipline, other factors which may increase misconduct stress behavior include the

availability of alcohol or drugs, boredom or monotonous duties, commission of atrocities

by the enemy, perceptions that the civilian populace is hostile or untrustworthy, lack of

expected support leading to a feeling of abandonment by senior leaders, lack of unit

cohesion, and loss of confidence in leadership (FM 22-51, 1994). .

Bartone, Adler and Vaitkus (1998) identified five key psychological stressors in

military operations. These include ambiguity, isolation, a feeling of powerlessness,

boredom and danger. Similarly, Shay (1994) proposes that the dependency of the

modern soldier on a distant organizational structure that provides him with all the

essentials of survival--orders, weapons, ammunition, food, water, training, and fire

support—creates a moral structure, a fiduciary relationship that makes trust in leadership

critically important to the psychological survival of a combatant. Soldiers expect a

certain amount of deprivation; indeed, the endurance and courage of soldiers under such

conditions is legendary. But when deprivation is seen as the outcome of indifference or

disrespect by superiors, it becomes an unbearable offense and can spark misconduct

(Shay, 1994). In other words, administrative failure sets the stage for stress-induced

misbehavior in individual soldiers

In addition to outright misconduct, sex and the use of alcohol are other

mechanisms for dealing with combat stress. Shay (2002) reports that combat trauma

sufferers do use sex and alcohol as a form of “self-medication.” The Department of

Defense panel investigating the heavily-publicized sexual assault cases in the Iraqi area

of operations concluded that the availability of alcohol, along with the stressful

environment, may have played a role in those assaults (DoD, 2004).
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Discussion

Were the conditions at Abu Ghraib stressful? Were there administrative failures

to match the preconditions for misconduct responses to combat stress? Clearly, the

situation in Iraq, then and now, is highly stressful. The initial euphoria of Saddam’s

overthrow was quickly replaced by a sense of disappointment and deepening frustration

with U.S. occupation forces. This, along with continuing infiltration of terrorists from

outside Iraq, led to an increasing number of ambushes and assaults on U.S. military

personnel (Taguba, 2004; Schlesinger, Brown, Fowler & Horner, 2004). Abu Ghraib

came under mortar attack 25 times in July of 2003 alone. It quickly became impossible,

and possibly deadly, for a U.S. soldier to assume that an Iraqi civilian was a friend. In

short, soldiers were, and still are, living and working in a highly stressful, dangerous

place, under circumstances that foster a sense of distrust and dislike for the local

populace.

In addition to this “background stress,” the Department of Defense (DoD) failed

to provide consistent guidance on appropriate interrogation techniques. DoD policy was

revised several times between 2001 and 2003. Moreover, it was often published well

after battlefield commanders needed it, forcing local commanders to improvise. Policies

that were approved at Guantanamo Bay and strictly controlled there were copied in Iraq

by the Joint Task Force (CJTF-7) without authorization. When Central Command

leaders ordered these policies rescinded, CJTF-7 published a new set of guidelines, which

relied heavily on the Army’s Field Manual 34-52. FM 34-52 does comply with the

Geneva and Hague Conventions. Nonetheless, the “existence of confusing and

inconsistent interrogation technique policies contributed to the belief that additional
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interrogation techniques were condoned”(Schlesinger, Brown, Fowler & Horner, 2004,

10).

In addition to failure at DoD level, the Army failed to ensure the members of the

800th Military Police Brigade (800th MP Bde) or its subordinate unit, the 372nd Military

Police Company, were trained in detention or prison operations. The training of soldiers

is ultimately the responsibility of the brigade commander, Brigadier General (BG)

Karpinski. As a reserve unit, such training would normally be conducted during the

mobilization period, before the unit deploys to the theater of operations. In the case of

the 800th MP Bde, this training would have been essential since detainee and prison

operations are not part of their regular duties.1 However, the 800th MP Bde was ordered

to the Iraqi theater of operations without being informed of its specific mission (Taguba,

2004; Schlesinger, Brown, Fowler & Horner, 2004). As a consequence, BG Karpinski

did not have the opportunity to conduct training before her soldiers actually had to

perform their duties.

Even had such training been conducted, it might have proved inadequate. Army

training prepares military police to operate prisoner of war camps, where detainees are

relatively self-regulated and compliant. This is much different from operating a facility

such as Abu Ghraib, where common criminals are mixed in with prisoners of war.

Taguba (2004) concluded that the failure to separate these two populations, coupled with

a lack of training, created a situation where soldiers made up the rules on the job. In a

separate report, Schlesinger and his colleagues (2004) stated that this problem was

1 Every Army unit has a “mission essential task list (METL).” The METL lists each and every task the unit
must be prepared to perform. The 800th MP Bde’s METL did not include detainee or prison operations;
although, doctrinally, such tasks are assigned to military police units (Taguba, 2004).
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exacerbated by the confusing shifts in interrogation technique policy. As a consequence,

procedures varied from unit to unit, cell block to cell block, and even shift to shift.

A vigorous and competent leader would have corrected the training problem once

discovered and set clear standards for behavior, but BG Karpinski had a decidedly

laissez-faire approach to leadership (Bartone, 2004). Taguba (2004) documents

numerous instances where even the most simple and normal military standards (uniform

wear and saluting) were not enforced. Worse, after an earlier investigation into abuse at

another location (Camp Bucca) under BG Karpinski’s command, she disciplined the

subordinate commander responsible but left him in command. This same subordinate

commander was in charge of the company abusing prisoners later at Abu Ghraib. This

failure to relieve the responsible commander must have sent a powerful message to

everyone in the 800th MP Bde. That message would have read, “abusing prisoners gets

your hand slapped—but no more.” Moreover, after the Camp Bucca investigation was

completed and abuse confirmed, BG Karpinski took no steps to ensure her soldiers were

trained or informed of Geneva Convention rules (Taguba, 2004).

In addition to training deficiencies, soldiers suffered as a result of other leadership

oversights. For example, soldiers at Abu Ghraib lacked the basic amenities U.S. military

personnel routinely receive, and that are and were widely available in other areas of Iraq

(Taguba, 2004). When soldiers in one unit do not receive what soldiers in other units

receive, they correctly see this as a result of leadership which is not concerned about their

welfare (Shay, 1994; FM 22-100, 1999). Leaders that are indifferent to the needs and

concerns of their soldiers break the critically important bond of trust between leader and

follower, setting the stage for misconduct (Shay, 1994).
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Another incident that damaged soldiers’ trust in the Army generally was over

when they would be returning home. When they first arrived in Iraq, the 800th MP Bde

was given the mission of guarding prisoners of war at Camp Bucca. Unit members

commonly believed they would be going home as soon as all the detainees were released.

However, in late May-early June of 2003, the 800th MP Bde was given a new mission—

managing the entire Iraqi penal system and several detention centers. Predictably, morale

suffered as soldiers saw their hope of an early return dashed. From the evidence, it

appears that BG Karpinski and her subordinate commanders made no special efforts to

explain to the soldiers why the mission change was essential or otherwise raise morale

(Taguba, 2004).

To compound matters further, Abu Ghraib held too many prisoners for its size,

and the 800th MP Bde, overall, was under strength. In part, this is because Army reserve

units do not have an established system for replacing individuals who become unfit for

duty (as a result of injury, for example) and must be returned home. This systemic

problem was exacerbated by BG Karpinski’s failure to properly manage what manning

she had. Taguba (2004) reports that while Abu Ghraib held 6-7000 inmates, it was

operated by one battalion of soldiers. Schlesinger and his colleagues (2004) noted that in

October of 2003, there were 7,000 detainees at Abu Ghraib and only 90 MPs to guard

them and defend the installation against insurgent assaults. Yet, another facility under

Karpinski’s command, holding 100 detainees, was operated by another unit of the same

size (battalion). Karpinski could have re-assigned subordinate units in a way to better

balance the workload, but did not.
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The manner problem was one that applied across all units in Iraq. The joint task

force in Iraq “was never full resourced to meet the size and complexity of its mission”

(Schlesinger, Brown, Fowler & Horner, 2004). Ultimately, the responsibility for

ensuring that U.S. forces in Iraq had sufficient resources to perform its mission rests with

the Joint Chiefs of Staff and the Secretary of Defense. They failed.

Another systemic problem dealt with the unclear command relationship between

BG Karpinski and the 205th Military Intelligence Brigade Commander, Colonel Thomas

Pappas, also located at Abu Ghraib. According to CJTF-7 Fragmentary Order 1108,

issued November 19, 2003, Colonel Pappas was given responsibility for operations at

Abu Ghraib.2 Military intelligence and military police have two very different, distinct

missions. Placing military police under the authority of military intelligence is

doctrinally unsound, from the Army’s viewpoint (Taguba, 2004). Worse, it technically

placed a brigadier general under the authority of an officer she outranked. Taguba (2004)

concluded that neither officer paid any attention to the directive; however, it did leave all

parties confused about the nature of the relationship between the two units and their

respective commanders. This also contributed to the friction between the two

commanders and their units Schlesinger and his colleagues (2004) found.

Finally, it appears that alcohol was not only available to soldiers at Abu Ghraib,

but may have been abused. Just weeks before Major General Taguba began his formal

investigation at the prison, commanders there launched a crackdown on alcohol abuse.

Although possession of alcohol was prohibited by U.S. regulations in Iraq, local vendors

2 The 205th MI Bde was given TACON for security of detainees and force protection. TACON is
“command authority over assigned or attached forces” that is limited to “direction and control of
movements or manuevers within the operational area necessary to accomplish assigned missions or tasks”
(JP 0-2, 2001).
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regularly provided soldiers with alcohol. At least one (unnamed) military intelligence

officer alleged that the military police liked to drink, and the atmosphere on the cellblock

where the abuse occurred was like a “fraternity party” (Miller, 2004).

Conclusion

In the midst of fear and uncertainty, where death is a real possibility, misconduct

responses to combat stress are always possible. But in the case of Abu Ghraib, a series of

administrative failures created a situation that greatly and unnecessarily increased both

the stress level on soldiers and the likelihood of prisoner abuse and mistreatment. These

failures stretch from Washington D.C. all the way to Iraq.

The DoD failure to develop and publish a set of consistent guidelines for

interrogation led to unnecessary confusion in the field (Schlesinger, Brown, Fowler &

Horner, 2004). Taguba (2004) concluded that MPs had the perception they were

expected to “soften up” detainees for interrogation. The confusing guidance from DoD

level down through to the local command no doubt contributed to this perception.

The Army’s failure to give the 800th MP Bde some advance notice of their duties

in Iraq resulted in an untrained unit facing a difficult mission. The failure to provide

reserve units with some sort of personnel replacement system aggravated a manning

problem unnecessarily. The unclear order giving the 205th Military Intelligence Brigade

commander authority over operations at Abu Ghraib resulted in needless confusion

between the military police and military intelligence units over who exactly was in

charge. Finally, and most importantly, the U.S. Army’s failure to provide competent

leadership resulted in an undisciplined unit, under extreme stress, feeling abandoned by

both the Army and its leaders.
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Collectively, these administrative failures resulted in an untrained, undisciplined

and undermanned unit. As a consequence, it seems clear that soldiers lost all trust in

leadership and turned to alcohol, and in a few cases, abuse of prisoners as ways to cope

with the situation. This does not excuse the behavior of those who mistreated and abused

prisoners; such behavior is not excusable. But if their individual behavior is not

excusable, then neither can we excuse the administrative failures that created the

conditions that led to abuse and torture.

Having said this, it is clear from the evidence that most soldiers assigned to Abu

Ghraib did not succumb to the stress and abuse or mistreat prisoners. Bartone (2004)

points out that while contextual and situational factors are very important to

understanding prisoner abuse at Abu Ghraib, we cannot overlook individual factors.

Even Milgram’s (1983) classic experimental study of obedience and conformity found

that some individuals resist pressure to inflict pain and abuse others. Subsequent research

has found that personality “hardiness” (Kobasa, 1979) and psychological maturity

(Kegan, 1994) are related to one’s ability to resist pressure to conform or succumb to

stressors.

However, organizations rarely have the ability to select and hire only

psychologically hardy or mature individuals. Instead, they must focus on what they can

influence and control—specifically, their own policies for training personnel, selecting

leaders, and setting performance standards. Schlesinger and his colleagues (2004, 5)

concluded “the abuses were not just the failure of some individuals to follow known

standards, and they are more than the failure of a few leaders to enforce proper discipline.

There is both institutional and personal responsibility at higher levels.” In this case, the
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Department of Defense and the U.S. Army fell short and must shoulder much of the

blame for the shocking abuse of prisoners at Abu Ghraib.
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As researchers and teachers of political science, we know that participation is

essential for democracy to survive and thrive. Democracy requires a culture that fosters

citizenship. Citizenship demands that individuals work, and work together, to create,

criticize, and change public programs and institutions (Kahne and Westheimer, 1999).

America’s revolution created a nation that was both idealistic and practical. Americans

prefer to be down-to-earth, work-centered, problem-solvers (Boyte and Farr, 1997). Such

a culture promotes civic engagement.

Unfortunately, cynicism about politics, interest group identification, and

increasing partisanship have combined to make significant inroads into the strength of

democratic culture (Ehlstain, 1997). Throughout the 1980s and 1990s, government

bashing became the basis for many political campaigns and a strong preference for

private solutions to public problems emerged (Barber and Battistoni, 1993). The scandals

of the Clinton era, followed by the disputed presidential election of 2000, added fuel to

the fire of public distrust and discontent.

Among college students, levels of political disengagement steadily decreased

between the early 1970s and the early fall of 2001. The percentage of 18 to 29 year olds

whovoted inpresidential elections dropped from about half in the early 1970s to less than

one-third in the 2000 election. In 2000, only 28 percent of college freshment indicated

that they frequently discussed politics, down from more than 60 percent in 1966 (Galston,

2001).

After 9/11, political engagement began to slowly rise again among college

students. The national poll of freshmen in 2004 conducted by UCLA’s Higher Education

Institute revealed that for the third straight year college freshmen were showing more



interest in politics. Almost 34 percent indicated it was very important or essential to keep

up with political affairs. Another 20 percent felt that influencing the political structure

was an “essential life goal” (Young, 2004). Interestingly, this contrasts with a Gallup

poll (2003) which found that only 13 percent of young people pay very close attention to

news about national politics, compared to 31 percent of older people. Only 39 percent of

respondents in this age group indicated they “always vote” compared with 59 percent of

older voters.

However, the increase in interest found by the UCLA researchers did not translate

into a Kerry victory as many Democrats had hoped. The number of voters in the 18-29

year old group increased, and turnout among young people increased by five percent.

But, when expressed as a share of the total number of actual voters, the “youth vote” was

unchanged from 2000 (Yinger, 2004).

Service-learning, a form of experiential learning that combines classroom study

with community service (Hunter and Brisbin, 2000) is often proposed as one way to

rebuild the sense of civic engagement in the younger generation. Service-learning builds

on America’s cultural preference for hard work and practical problem-solving. By

involving students in the process of identifying and creating solutions for community

problems, service-learning helps instill in students a sense that we are all, collectively,

responsible for the future of our community and our nation (Boyte and Farr, 1997;

Mendel-Reyes, 1998; Williams, 2002). Service-learning promises to improve critical

thinking skills, the integration of theory with practice, general work-life skills such as

communication, tolerance, and civic engagement (Gray et al., 2000; Hunter and Brisbin,

2000: Shumer and Hengel, 1998; Battistoni, 1997; Jacoby, 1996).



Before we can effectively examine the claims of service-learning, we need to

know more about civic engagement among college students. Surprisingly, we actually

know very little about the topic. While we have some facts and figures concerning

political engagement among young people, this does not tell us how involved they may

be with social service organizations, arts and culture groups, religious organizations, and

the like.

Civic Engagement

Civic engagement may be defined as participation in voluntary associations and

the political process (Kenworthy, 1997). In a democractic society such as ours,

participation in the political process is essential. Putnam (1995) concluded that quality of

governance in a democracy depends on levels and traditions of civic engagement. He

argues that civic engagement produces “social capital.” Social capital “refers to features

of social organization such as networks, norms, and social trust that facilitate

coordination and cooperation for mutual benefit (66).”

In a democracy, the most obvious measure of civic engagement is political

participation. Research on political participation has been both extensive and consistent.

Young people (18-29 year olds) have the lowest voter turnout of any age group. Young

people have less interest in national affairs than older Americans (Gallup, 2003).

Political activity increases with age (Rosenthal, Feiring & Lewis, 1998; Fendrich &

Turner, 2001). Most researchers have concluded that this is because political issues

become more salient as one matures (Rosenthal, Feiring & Lewis, 1998).

While political participation is an important component of civic engagement,

there is more to civic engagement than just participating in politics. Social groups



survive because of participation (Rosenthal, Feiring & Lewis, 1998). American society

flourishes because people participate in a broad range of organizations that contribute to

the effective functioning of society (Wilson & Musick, 1997). Tocqueville (1956) argued

that it was American’s involvement in civic associations that made them unique, and

would be the key to making democracy work.

Verba and his colleagues (1993) concluded that Americans are more likely to

participate in civic activities outside of politics. Their nationwide study found that 68

percent of respondents were involved in a non-political organization, and 69 percent were

members of a church. However, only 48 percent were involved in political organizations.

Civic engagement is demanding. Participation, particularly in the form if

volunteering is demanding because it takes time. Volunteering time depends largely on a

set of moral values, one that is frequently connected with religious commitment. Thus,

religiousity is closely associated with volunteering (Wilson & Musick, 1997). Persons

who regularly attend church are significantly more likely to volunteer for other civic

activities, even those that are clearly secular (Uslaner, 2002; Verba, et al., 1993; Wilson

& Musick, 1997; Harris, 1994; Wuthrow, 1999).

Interestingly, we know almost nothing about the participation of young people in

civic programs and organizations outside of politics. If we do not know anything about

levels of civic engagement, how will we know if service-learning actually improves

levels of civic engagement over a lifetime? How will we know if levels of engagement

are rising or falling? This research cannot answer these broader questions. Rather, it

seeks to begin this process by addressing three questions:



 Are college students civically engagement in ways beyond traditional political

participation?

 Does the student’s academic discipline matter? It may be that students in some

academic disciplines are already more engaged than those in other disciplines. If

this is the case, it is possible that service-learning could have a stronger impact in

disciplines where students are less engaged than in those where civic engagement

is “expected.”

 Finally, as students mature in their academic careers, do they naturally become

more engagement? That is, are there significant differences between levels of

engagement among college freshmen, upper division undergraduate students, and

graduate students?

Methodology

To find the answers to these questions, a survey instrument was designed to

measure student attitudes towards and current levels of actual civic engagement. The

instrument was developed using Kenworthy’s (1997) definition of civic engagement:

participation in voluntary associations and the political process. With this in mind,

questions were developed to determine students current levels of participation in political

life; religious, artistic, or cultural activities; or social causes. Participation was broadly

defined as including donation of money or time or membership in an organization. In

addition, students were asked how important they believe civic engagement is and

whether they had chosen their current profession out of a felt need to be civically

engagement. This last question was added due to the large percentage of working

students at the institution where the survey was administered.



Sub-indices were then developed for political, social, religious, and

cultural/educational engagement. Questions 1, 3-7, and 15 were combined to form the

political engagement sub-index. Questions 2 and 8-10 were combined to form the social

engagement sub-index. Questions 11-12 formed the religious engagement sub-index,

while questions 13-14 formed the cultural/educational sub-index. An overall index for

civic engagement combined the questions from the sub-indices.

The survey was administered at a public institution, offering four-year degrees

and a limited number of masters’ degrees, in the southeastern United States. A modified

cluster sampling technique was used. To survey students, courses were chosen for the

sample (as opposed to students) that were known to be 1) freshmen courses, 2) courses

restricted to upper division students majoring in the target discipline, or 3) the

introductory course in the masters’ program.

For purposes of this study, three sections of the Introduction to American

Government course (a required course) was used to survey freshmen. To survey upper

division students, two disciplines were targeted. Political science, a discipline that one

would expect to encourage civic engagement, students were surveyed through two

sections of the required methodology course and one section of a course on the American

Presidency. Business administration students were surveyed through two sections of the

Strategic Management course taught to seniors about to complete their bachelors’ degree.

Finally, public administration graduate students were surveyed in two sections of the

introductory survey course. A breakdown of students, by discipline and level, is shown

in Table 1.

Table 1



RESPONDENTS, BY DISCIPLINE AND LEVEL

Type of Student N Percent

Freshman 110 41.4
Upper division Political Science 73 27.4
Upper division Business Administration 63 23.7
Master of Public Administration 20 7.5

Findings

As might be expected, students asserted that it was important to be involved in the

community. The overwhelming majority (84.4 percent) agreed that it was important to

“do work that can change people’s lives.” Students also claimed it was important to be

involved in the community (87.0 percent). Interestingly, only 67.3 percent of students

agreed that it was important to be involved in politics.

Overall, students are far more likely to be engaged in religious, social or cultural

work than involved in political activity. Although students claimed to keep up with the

political news (89.5 percent), be knowledgeable about local issues and problems (61.7

percent), and vote (64.9 percent), very few carried their political activities beyond voting.

Only 17.3 percent had ever petitioned the government or participated in a petitioning

campaign. Just 13.1 percent had donated money to a political candidate, and only 19.9

percent had volunteered time to support a candidate. Moreover, only 15.5 percent of

students currently belong to a group involved in politics.

In contrast, participation, in terms of money and time donated, was far higher in

religious, social or cultural work, as shown in Table 2. Students are five times more

Table 2

COMPARISON OF CIVIC ENGAGEMENT LEVELS

Item Percent



Donated money to . . .

Political candidate 13.1
Non religious group working to solve social problems 35.0
Religious group 66.9
Arts, cultural or educational program 37.3

Volunteered time to . . .

Support a candidate 19.9
Non religious group working to solve social problems 34.3
Religious group 54.0
Arts, cultural or educational program 60.5

likely to donate money and almost three times more like to volunteer time to a religious

organization than to a political candidate.

To compare the different levels of civic engagement between types of student, a

one-way Analysis of Variance was conducted. The results are shown in Table 3 below.

Table 3

MEAN LEVELS OF CIVIC ENGAGEMENT, BY TYPE OF STUDENT

Civic engagement scale Type of Student

Freshmen UD UD MPA
Pol. Science Business

Political engagement 1.92 2.40 2.12 2.68*
Social engagement 2.03 2.38 2.23 2.83*
Religious engagement 2.68 2.68 2.81 3.03
Arts, cultural, or educational 2.40 2.63 2.47 3.10*

Engagement

Civic engagement index 9.00 10.09 9.65 11.63*

*p=.000

Overall, civic engagement levels are significantly higher in MPA students than in any

other type of student. Upper division political science majors score the second highest



levels of engagement in all categories, except religious engagement. Freshmen are the

least engaged of all groups.



Conclusions

This study sought to expand our knowledge of civic engagement in college

students by measuring engagement in a broad way, and comparing students by academic

discipline and level. The results demonstrate that students are significantly more engaged

in social work, religious, arts, cultural or educational groups than in political activity. In

fact, students are five times more likely to donate money and three times more likely to

volunteer time to a religious organization than to a political candidate. The high rates of

religious engagement, regardless of discipline or academic level, may be reflective of the

geographic region; the South is known to have higher rates of religiosity than other

regions of the country.

This research was conducted in August, 2004, with the Presidential campaign

season in full swing. Presidential election years typically attract many more voters and

much more public interest in politics. And many organizations worked hard to get young

people involved. Consequently, the low rates of political participation in this study are

particularly disappointing.

However, by expanding the definition of civic engagement to include

involvement in social, religious, arts, cultural and educational organizations, the study

does demonstrate that students are engaged in a wide range of activities. If civic

engagement is critical to the creation of social capital and the maintenance of society, it is

perhaps more appropriate to use a broader definition of engagement than a simple focus

on political involvement. The inclusion of these other activities paints a more hopeful

picture than a single-minded focus on politics.



The study also provided support for the theory of maturation. Maturation theory

claims that individuals become more involved as they age, when issues and social

problems become more salient (Fendrich and Turner, 2001; Rosenthal, Feiring, and

Lewis, 1998). In this study, academic level served as a proxy for age. As maturation

theory would expect, graduate students have the highest levels of engagement, followed

by upper division students, with freshmen being the least engaged.

In addition, this study demonstrated that academic discipline does matter. Upper

division business students had significantly lower levels of engagement than their

counterparts in political science for the overall scale, and each of the subscales with the

exception of religious engagement. Unfortunately, the data cannot tell us if this is the

result of self-selection or education. More research is needed to determine if students

select particular disciplines because they are more attracted to civic involvement, or if the

civic involvement is the outgrowth of their education and training in their discipline.

Finally, students’ participation in religious, social, and cultural organizations may

well lead to political participation later in life. Many researchers argue that involvement

in such organizations gives participants the opportunity to develop communication and

organizational skills essential to political participation (Verba, et al., 1993; Wilson &

Musick, 1997; Harris, 1994). Harris (1994) found that for African-Americans

participation in religious organizations was a powerful tool in developing the skills and

resources essential to political activism.

While this study is a good start, much more work is needed if we are to

understand civic engagement in college students. This study should be replicated at the

national level, where regional differences can be discerned. Moreover, the study should



be repeated over time if meaningful comparisons are to be made of engagement levels.

Given the importance of civic engagement to our society and democracy, this is work that

must be done.
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Abstract

Colleges and universities universally proclaim the importance of “community

service.” Indeed, “teaching, research and service” form the holy trinity of faculty

evaluation processes, and feature prominently in university mission statements.

Newman’s original concept of the university, first published in 1873, calls for a pursuit of

excellence that stresses positive contributions to society (Newman, 1996). Maurasse

(2001) argues that the fate of higher education is tied to the fate of the communities that

surround it. Kennedy (1999) asserts that, in a period when a college education is

increasingly important and financially out of reach for poorer students, the links between

universities and their communities are vitally important.

Universities must reach out to their communities. But universities face unique

challenges that often disrupt attempts to serve communities. Multiple, and sometimes

conflicting, goals and interests, a lack of internal cohesion and organization, and funding

challenges plague institutional efforts to become engaged in the community (Maurasse,

2001). Lawson (2002) contends that university-community partnerships evolve from

initial involvement in the community to sustained engagement. This paper examines one

small MPA program’s journey towards community involvement, and considers what role

it may play in leading the university towards true engagement.

Introduction

Harkavy (1998) argues that higher education is under increasing pressure to be

“relevant.” An important dimension of this relevance is the compelling need to put

higher education’s knowledge to work solving the social, economic, and environmental

problems our nation faces (Harkavy, 1998; Kellett and Goldstein, 1999; Kennedy, 1999).
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Publishing in scholarly journals may advance the frontiers of knowledge, and definitely

promotes the careers of academics, but it has little impact on public management

decision-making or the political process (Landry, Lamari, and Amara, 2003). Institutions

that do not contribute to solving today’s complex problems risk becoming irrelevant

(Ostrander, 2004).

As a consequence, many higher education institutions have adopted permanent

structures for fostering long-term community-university partnerships (Harkavy, 1998;

Goldstein, 1999; Bembry, 1995). Indeed, Lawson (2002) argues that informal or isolated

arrangements, featuring the work of one department or a few professors does not

demonstrate the level of commitment needed to effectively address today’s complex

problems. Instead, higher education institutions that are serious about such work adopt

mission statements that stress the importance of community service, budget the resources

to support such service, institutionalize that service within a permanent, cross-

departmental structure, and develop evaluation systems for faculty that reward such

service (Lawson, 2002).

However, Ostrander (2004) argues that these approaches may be too rigid and

generalized to be truly useful. She suggests that it is more useful to think of universities

as evolving towards community engagement over a long period of time. In other words,

it is useful to think of the university being on a journey towards community engagement.

With this in mind, what can a small MPA program do to help break down the

walls between the academy and the community and move an urban campus towards the

development of community partnerships? This article looks back at the history of one

small MPA program to explore how it has progressed towards engaging the community.



4

It also looks forward to look at how one such program on an urban campus may help

move the university to reach outwards towards the local community.

University-Community Partnerships

The original concept of a university called for it to be an institution that pursued

excellence while at the same time contributing to society (Newman, 1996). Similarly, the

emergence of land grant schools in the late 1800s was designed to not only improve

access to a college education, but to improve society as a whole (Maurasse, 2001). The

concept of “serving the community” is deeply engrained in academic culture, and

features prominently in institutional mission statements.

Unfortunately, “serving the community,” is also a concept that is poorly defined.

Lawson (2002) offers an approach to examining the concept of university-community

partnership that compares “involvement” with “engagement,” with engagement being

the requirement for having a university-community partnership. When a university is

“involved” with the community, service is voluntary, faculty and students are doing

optional work which lasts as long as the participants are interested. Such work occurs at

the margins of the institution, and may include service-learning, outreach and

scholarship, interprofessional education and training programs, and interdisciplinary

research and scholarship (Lawson, 2002).

Engagement, on the other hand, is the result of concious choices made by the

university. Engagement is therefore, selective and strategic and embedded in the

university’s mission. Lawson (2002) proposes that engaged universities have the

following characteristics:
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 Engagement is not just in the mission statement, but embedded into the strategic

planning process

 Formal structures exist to foster engagement

 Permanent, sustainable partnerships are formed between the university and

community organizations

 Faculty are actively recruited for off-campus research partnerships. Those faculty

are rewarded and supported for their community-based work

 Interdisciplinary research is encouraged, supported, and rewarded

 Such partnership efforts are funded in part with the university’s regular budget,

not just grant funding

Maurasse (2001) proposes a similar set of criteria. Pew (2003) stresses that establishing

physical and organizational infrastructure for university-community partnerships is

crucial to their success. Permanent structures ensure that engagement is sustained over

the long-term, and helps communities understand that the institution is seriously

committed to the community (LeGates and Robinson, 1998; Kellett and Goldstein, 1999;

Maurasse, 2001).

Beyond these structural requirements, Kellett and Goldstein (1999) propose that

institutional cultures in engaged universities also require attention. Specifically, they

note that engaged universities must recognize and respect the communities they partner.

Faculty cannot adopt the role of ‘detached expert’ in partnership relationships, imposing

their values and expectations on community members. Rather, they must seek to

understand, respect and accept the community as it exists. Faculty must interact with
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community members in a respectful, equal partnership, if meaningful engagement is to

occur.

Such partnerships can benefit universities, their communities, faculty and their

students. The need for partnerships between universities and their communities is acute.

Contemporary problems, such as urban deterioriation, are complex, requiring

sophisticated analysis (Maurasse, 2001). Universities by their very nature have highly

educated, analytical experts in their faculty who could contribute solutions to urban

problems. In addition, universities are filled with idealistic, enthusiastic students who

yearn to make a difference in their communities (LeGates and Robinson, 1998;

Ostrander, 2004). These resources make universities an important community resource.

Moreover, universities located in poor, high-crime neighborhoods deal with urban

problems on a daily basis. These problems affect student performance, retention and

recruitment. Unlike individuals, universities cannot simply pack up and move to the

suburbs. And adopting an aloof, distant attitude towards urban problems carries high

financial, public relations and political costs (Harkavy, 1998; Ostrander, 2004). Thus,

university-community partnerships can benefit both universities and their communities.

Such partnerships can also benefit faculty and students. Partnerships can provide

faculty with unique opportunities to engage in research that is grounded in the harsh

realities of urban life and has potential for making a real impact on people’s lives. In the

course of conducting such research, faculty acquire “soft skills” by working

collaboratively and respectfully with community members and students (Pew, 2003;

Ostrander, 2004). For students, partnerships can provide opportunities for students to

learn about urban problems first-hand, while at the same time developing leadership,
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communication, problem-solving and research skills (MAGIC Me, 1995; LeGates and

Robinson, 1998).

Despite these benefits, universities face many barriers to creating and sustaining

meaningful community partnerships. From the standpoint of the community, universities

are confusing and often engage in paternalistic behavior. Universities lack an easily

understandable, coherent structure. This can make it hard for the community and its

leaders to discern who to go to with problems and concerns (Maurasse, 2001; Brisbin and

Hunter, 2003). Moreover, when faculty treat the community as a “lab,” they dehumanize

it, leaving community members angry and distrustful (Maurasse, 2001; LeGates and

Robinson, 1998; Kellett and Goldstein, 1999; Brisbin and Hunter, 2003). Cultural

barriers may also exist when well-educated, employed faculty members and upwardly

mobile students encounter community members with limited education, no jobs, and few

prospects (LeGates and Robinson, 1998).

Within the university itself, community partnerships face significant challenges.

While university mission statements have the rhetoric of involvement, the reality often

falls short (Harkavy, 1998). Internal barriers include faculty tenure processes which

reward publication while denigrating community service and applied research (LeGates

and Robinson, 1998; Kellett and Goldstein, 1999; Maurasse, 2001; Pew, 2003; Ostrander,

2004). Research centers and other organizations which are touted as forms of community

partnership are often forced to be financially self-supporting (Lawson, 2002; Maurasse,

2001). Community engagement is not a part of the formal strategic planning or

budgeting processes (Lawson, 2002). To the extent that a university has these

characteristics, it is not truly engaged or partnering with the local community.
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Lawson (2002) notes that universities typically become engaged as part of a

natural evolution that begins with community involvement. Ostrander (2004) suggests

universities are on a journey towards community engagement. What can an MPA

program do to help a university become involved with its community? How can an MPA

program foster this evolutionary process, and contribute towards a university becoming

truly engaged?

The ASU MPA Program

Like many cities across the United States, Augusta, Georgia has struggled to deal

with significant urban problems. Between 1960 and 1970, the city’s population declined

by 15.2 percent as many middle-class Whites moved out of the city, and into the county.

This led to a decline in the tax base, with subsequent financial problems for the city. In

1970, a race riot exposed the depth of Augusta’s racial problems. In 1971, the first

attempt to merge the city and county governments was defeated (Walker, 1974). Black

voters believed that the merger proposal “was in reality an attempt to dilute Black voting

strength” (Walker, 1974, 142). The merger was finally approved in 1997; however, race

relations have continued to be a major problem (CNN, 2003). Moreover, the new

Augusta-Richmond County government has continued to face financial problems as the

middle-class White population began moving into neighboring counties.

The prevailing community image of Augusta State University (ASU) is “Harvard

on the Hill.” The community has long held an image of ASU as a “cold” institution,

uninvolved in the local community (Thompson, et al., 2001; Thompson, Price and

Walker, 2001). This perception was particularly acute within the African-American

community (Thompson, et al., 2001).
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The Political Science Department Chair, Dr. Ralph Walker, proved to be the

catalyst for connecting the department to the community. The leading political pollster in

the area, Dr. Walker was, and still is, the person potential political candidates seek out for

advice, guidance, and polling services. It was clear to Dr. Walker that the community

needed to improve the quality and accessibility of government services to citizens. The

creation of an MPA program was, he believed, essential to achieving this goal.

The MPA program at ASU began as a cooperative venture with Georgia Southern

University. Georgia Southern began offering MPA classes at ASU in January, 1991. By

1994, it had become clear that the need for the program in Augusta would support

establishment of an MPA program at ASU.

In that year, the Political Science Department Chair, Dr. Ralph Walker, developed

the formal proposal for the new program. In the proposal, Dr. Walker clearly laid out a

vision for the program as the foundation for a university-community partnership: “By its

very nature, a program devoted to the management and delivery of public services

reaches out to its surrounding environment. It is a symbiotic relationship: the

community provides a laboratory and incubator for new administrative techniques; serves

as a proving ground for students who gain from the internships and mentoring

arrangements, and is a reservoir of talent for the practitioner in the classroom. In turn,

the MPA program faculty can share their research findings and work as a team with area

administrators in tackling the difficult problems facing local and regional governments”

(1994, 5). From its inception, the ASU MPA program was seen as a collaboration

between the university and the community, dedicated to community service.
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The MPA program was approved, enrolling its first students in 1996. However,

the program’s first serious efforts to reach out to the community did not begin until 2000,

when service-learning was introduced into the curriculum. Beginning with academic

year 2000-2001, service-learning projects, undertaken by students working in teams

became a central feature of the MPA program. Each project was requested by a

community agency, in response to identified needs for research, analysis, and problem-

solving. Projects undertaken include a needs analysis for a group home for teenagers

removed from their home of origin by child protective services, analyzing the condition

of homes in a poor neighborhood, evaluating the effectiveness of a drug prevention

program, examining barriers to access citizens face with Medicare and medical insurance

coverage by the State.

This academic year, the instructors involved in service-learning projects have

sought to deepen the relationship with community agencies. To do so, projects were

carefully screened to ensure the agency had a representative that was committed to the

project, and willing to spend the necessary time with students. At the same time, the

instructors deliberately placed themselves more in the background, encouraging students

to work directly with agency representatives whenever possible.

In addition to service-learning initiatives, the MPA faculty are deeply involved in

community-based research and service. Projects have included assisting the fire

department in the development of, and training on, a new performance evaluation system

for firefighters, program evaluation work for two non-profits providing after-school

programs to public schools, needs assessment for a local Red Cross chapter, grant

writing, conflict resolution training, and political polling. Faculty members have been
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involved with efforts to end racism in Augusta, outreach to incarcerated youth, advising

local government on brownfields, and service on the Columbia County Greenspace

Commission.

These efforts to link the MPA program to the local community have born fruit.

First, as awareness of the program has grown, so has enrollment, from 20 students in

2002 to the current 42. In addition, as word spread on campus about these initiatives,

faculty in other departments have begun to adopt service-learning into their departments

and programs.

Conclusions and Recommendations

So far, these efforts constitute what Lawson (2002) calls community

“involvement.” While ASU has made community engagement a part of its formal

mission statement, and in particular, the mission statement of its MPA program,

engagement has not been an integral part of the institution’s life. Moreover, it is not

enough for one department or one program to be engaged. The MPA program can play,

and has played, an important role in urging the university towards deeper involvement in

the community. But one program does not a university make. More is needed campus-

wide to move ASU forward.

For example, ASU has not made engagement part of the strategic planning

process. Engagement is part of the MPA program’s formal planning process, but it must

be institution-wide for ASU to meet Lawson’s (2002) criteria for engagement. Simply

including engagement in the community as part of the mission statement is not enough.

While ASU has an institutional structure, the research center, which does foster

interdisciplinary research as recommended by Lawson (2002), it is largely self-
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supporting. Lawson (2002) and Maurasse (2001) recommend that such centers be at least

partially funded by the institution itself. Funding support signals institutional

commitment; lack of funding suggests the institution is not prepared to “put its money

where its mouth is.”

Faculty evaluation and tenure processes are also a stumbling block on the road to

full university-community partnership. ASU does respect and honor community service

in the promotion and tenure processes. However, while the MPA program and its parent

department recognizes and respects applied research, it is questionable just how respected

such research is in the campus-wide promotion and tenure process. Moreover, in

evaluating a promotion and tenure package, community service is generally used in a

negative sense. In other words, while NOT doing community service can hurt one’s

chances of being tenured or promoted, doing community service on anything other than a

minimal level does not generally benefit the faculty member.

In striving to achieve a deeper, more meaningful relationship with the community

and shed the image of an uninvolved, “cold,” “Harvard on the Hill,” ASU needs to take

action. Specifically, ASU should make community engagement an explicit part of its

strategic planning process, provide more direct funding support for the research center,

establish the research center as the central point of contact for community organizations

looking for assistance from the university, and take steps to modify faculty tenure and

promotion processes to recognize and reward applied research. When coupled with

support and encouragement from the president, these actions should move ASU from an

“involved” campus to an “engaged” campus.
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ABSTRACT

The purpose of this paper is to present one method of introducing what Rutgers University calls citizen
driven government performance or CDGP to students in Master of Public Administration (MPA) programs.

The Troy University MPA program will be used as an example. The intended readers of this paper are
classroom professors in MPA or similar programs. Blooms’ Taxonomy of Learning model will be used to
provide structure to the process. The goal is to move the students through Blooms’ cognitive learning

stages from knowledge to comprehension and ultimately to application. Depending on the amount of time
the classroom instructor wants to dedicate to the process, there is the possibility of moving the students
to Blooms’ sixth level or evaluation. The authors’ methods of instruction include readings, PowerPoint

presentations, Socratic questions, and case analysis work.

Prepared for presentation at the Public Administration Teaching Conference, February 10-12, 2005, Fort
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Purpose

The purpose of this paper is to provide one method of introducing graduate students in

MPA or similar program to the concept of encouraging citizens to become proactive and creating,

implementing, and evaluating performance measurement for the management of their

governments. The authors assume that this citizen involvement will likely increase government

effectiveness, efficiency, responsiveness, and accountability. The authors accept the fact that

citizen involvement in government has a cost; however, they assume the government will not

engage in the activity known as Citizen Derived Government Performance (CDGP) unless the

cost-benefit analysis and/or the cost effective analysis show that benefits exceed the costs.

Intended Readership

The targeted readers of this paper are primarily classroom instructors in Master of Public

Administration (MPA) or similar programs. We believe there could also be some utility for

government and non-profit administrators who are interested in getting their citizens, clients, and

customers involved in deriving performance measures to assist them in their management

challenges.

Background

Both authors are full-time faculty members at Troy University, an Alabama state university.

They teach in Troy’s Master of Public Administration (MPA) program and, while accomplishing

their professional development, have become aware of increased emphasis on performance

measurement in government and increased citizen involvement in government. Instrumental in

the development of this paper is Rutgers University’s certificate program, which addresses citizen

involvement in the development and implementation of performance measures to help elected

officials and government administrators meet today’s management challenges. The authors wish

to express their appreciation to this program.

In the arena of performance measurement, the authors see evidence of related activity at

all governmental levels. For example, at the national level the vast majority of agencies are
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directed to use performance measurement by the Government Performance and Results Act of

1993 (GPRA ‘93). Almost simultaneously with the passage of GPRA ’93, the Clinton

Administration also adopted the National Performance Review (NPR), which also advocated

performance management (Gore, 1993). Kamansky (2002) points out that the NPR resulted in the

“…use of results-oriented performance agreements.” Melkers and Willoughby (1998 & 2001), in

discussing Performance-Based Budgeting at the state level, point out that 47 of the 50 states have

either executive or legislative mandates to use performance measures in their management

processes. Poister and Streib (1999) discuss the use of performance measurement at the local

levels of government. The authors also see evidence of citizen involvement in government. It has

been pointed out that many communities, for example, Dayton, Portland, Savannah, and Seattle,

have been successful in using Citizen Derived Performance Measurement (CDPM) to help

governments manage (Callahan, 2002).

Many of the students in Troy’s program are already working in government and others are

taking the MPA program to prepare them for employment in government. The authors conclude

that it is appropriate to address (CDGP) in courses populated by government administrators or

those aspiring to be government administrators. When these students have been asked if they

agree with this addition to their learning experience, the vast majority agree with the authors’

proposition.
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REVIEW OF THE LITERATURE

Foundations for Citizen Participation

It is obvious that the writers of the Constitution of the United States intended that there be

citizen involvement in the government. This is evident in the first sentence of the Constitution, “We

the People of the United States…” Woodrow Wilson (1887) presents a model of governmental

evolution with three time-elements. First there is a period of absolute rulers; next there is the time

of the framing of constitutions and popular control; and finally, an era of the development of

administration to execute the popular control. Moving forward in time, Robert P. Goss (2004)

comments about representative democracy, asserting that this form of government must provide a

reasonable reflection of citizens served. To achieve a government that is responsible to its

citizens and reflects their interests, governments must have methods available for hearing and

listening to the citizens’ inputs.

The degree of involvement has varied over the years. Vigoda (2002) presents the

following three continua to represent the amount and kind of citizen involvement possible in our

system of government. First, is the role of the citizen; then is the role of the public administrator;

and finally are the types of interactions. The citizens’ roles move from subjects to voters to

clients/customers, to partners, and finally to owners. The types of interactions begin with

coerciveness to delegation to responsiveness to collaboration and finally to citizenry coerciveness.

These are hypothetical paradigms and will be modified as they come into contact with reality.

However, they are useful in presenting the possible evolving roles of citizens in our government.

Evolution of the Field of Public Administration - 1990s and 2000s

Some authors describe the 1990s as a period of performance management and citizen

involvement. For example, Ho and Coates (2002), state that the mid-1990s saw two major events

in the field of public administration. They claim that these two macro-movements in the field of

public administration since the mid-1990s include (1) performance measurement and (2) the

“reinvention of government through citizen involvement.” The authors of this paper subscribe to
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the theory that most changes are evolutionary and not revolutionary. To support this hypothesis,

the authors point to earlier evidence of writings encouraging movements in the direction of citizen

involvement in governmental management. For example, Sherry Arnstein (1969) provides one of

the earlier examples of a paradigm of citizen involvement. Arnstein provides a model in the form

of an eight-step ladder of citizen involvement as depicted in Figure 1.

Arnstein’s ladder provided an early

model for public administrators to consider

when moving to a system that included citizen

inputs. This article and model provided food

for thought for later contributors to the literature

of citizen participation in government. For

example, Gerald Smith and Carole Huntsman

(1998) build on Arnstein’s model and present

their readers with three representations for citizen involvement. Smith and Huntsman call their first

exemplar the Customer Model, which is characterized by the government providing services to the

citizen as a customer and measuring customers’ satisfaction. The two authors then present what

they call the Owner Model, where the citizen supervises, controls, and manages the delivery of

services. Finally, the authors present the Value Model, which is distinguished by having

governments provide unique services, which provide incremental values to the citizen.

Additional research from the same era as the Smith and Huntsman article (King, Feltey,

and O’Neill, 1998) presents two contexts for citizen participation. One is called the “Context of

Conventional Participation” as depicted in Figure 2. Clearly, under this arrangement, the citizen is

the ultimate recipient rather than a participant in the decision making process. In contrast, the

second model, the “Context of Authentic Participation,” shown in Figure 3, places the citizen in the

center in such a way that the citizen is driving or at least initiating the decision making process.

Smith and Huntsman recommend the second context. They also provide a detailed table, which

Citizen Control

Delegated Power

Partnership

Placation

Consultation

Informing

Therapy

Manipulation

Figure 1: Arnstein’s Eight-Step Ladder of Citizen Involvement
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provides a comparison of “unauthentic” and “authentic” participation. These authors provide plenty

of information to build on.

Michael C. Weeks (2000) presents a theory that he calls “Deliberative Democracy”. He

defines his premise as a revitalization of the governmental model to improve communications and

generate a will, which encourages quality citizen involvement. Denhardt and Denhardt (2000)

propose a governmental form that would replace New Public Management or NPM. They provide

the name of their representation in the title of their article, “The New Public Service: Serving

Rather than Steering.” The Denhardt model thus takes on the abbreviation of NPS. A major

element of their paradigm is “democratic citizenship”.

All of the above present convincing arguments for citizen involvement. This brings us to

the question, citizen involvement in what? The answer to this question is citizen involvement in

performance measurement. Following are comments from some authors who address

performance measures in government.

Performance Measurement

Robert D. Behn, a lecturer in Harvard’s JFK School of Government and the faculty chair for

Harvard’s executive program Driving Government Performance, addresses the question, “Why

Issue

Administrative Systems/
Processes

Administrators

Citizens

Figure 2: Context of Conventional Participation

Issue

Administrative Systems/
Processes

Administrators

Citizens

Figure 3: Context of Authentic Participation
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Measure Performance?” In his research Behn professes there are eight reasons to measure

performance, each of which responds to a different question posed by public managers:

1) Evaluate – “How well is my public agency performing?”

2) Control – “How can I ensure that my subordinates are doing the right thing?”

3) Budget – “On what programs, people, or projects should my agency spend
the public’s money?”

4) Motivate – “How can I motivate line staff, middle managers, nonprofit and
for-profit collaborators, stakeholders, and citizens to do the things necessary
to improve performance?”

5) Promote – “How can I convince political superiors, legislators, stakeholders,
journalists, and citizens that my agency is doing a good job?”

6) Celebrate – “What accomplishments are worthy of the important
organizational ritual of celebrating success?”

7) Learn – “Why is what working or not working?”

8) Improve – “What exactly should who do differently to improve
performance?”

Behn points out that the manager will need different types of performance measures to meet all of

these reasons for measuring performance (2003 and 2004). President Bush’s Management

Agenda (OMB, 2002) directs the use of performance measurement to satisfy the five key elements

of the president’s agenda. It is apparent that Behn’s model should be applied to the current

administration’s Management Agenda.

Citizen Involvement in Performance Measurement

The above discussion provides indications of the utility of performance measures in

managing government or what some call managing for results or MFR. The following discussion

addresses the roles of citizens in creating, implementing, and validating performance measures.

Kathe Callahan (2002) writes that citizen advisory committees can and have been used effectively

in helping with the budgeting processes in local governments. She notes that there are three

major players in this process of using citizens’ inputs in government management. She identifies

the citizen, the elected officials and municipal managers. She further points out that all of these
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three groups of individuals could require indoctrination and/or process training to ensure that the

culture of citizen involvement makes a contribution to increase the effectiveness, efficiency, and

responsiveness of governments. Consequently, Callahan identifies one of the potential costs of

getting citizens involved in the decision-making processes and that is the training expenses.

Callahan notes that one of the first contemporary requests for citizen participation comes from

Daniel Patrick Moynihan’s call for citizen involvement in government in the 1960s.

Ho and Coates (2002) present a convincing case for citizen involvement in government.

Using funding from the Alfred P. Sloan foundation, these authors were part of a team with

membership from Iowa State University, the University of Iowa, and Iowa League of Cities, which

launched a project known as the Citizen-Initiated Performance Assessment (CIPA). The goal of

CIPA was to help communities get citizen involvement in the creation and implementation of

performance measures. Eighteen cities were involved in a three-year process. The resulting

research reports on the first year’s results, which basically confirm the utility of citizen involvement

in managing government. The CIPA included the following eleven steps:

1) Form citizen teams

2) Select service area

3) Solicit citizen input

4) Develop citizen-based performance measures

5) Integrate performance measures and budgeting

6) Collect data and establish activity-based management

7) Conduct performance reporting

8) Regulate the process

9) Expand process into other service areas

10) Conduct performance benchmarking

11) Evaluate project
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Carol Ebdon (2000) compared the structure of governments and citizen involvement.

The author basically concludes one-size does not fit all. The culture and structure of government

must be considered, when deciding the optimal use of citizens in governmental management.

Mark Robbins and Bill Simonsen (2002) look at two approaches to citizen involvement in making

governmental service-level selections. The first approach uses citizens’ inputs to inform decision-

makers about citizens’ preferences. The second approach actually permits the citizens to make

the cost and revenue decisions. Two researchers from Boston College report on their field

research in a Northeastern city on value of citizen involvement in government. They compare and

contrast the customer and ownership models of citizen involvement (Smith and Huntsman, 1997).

Another author calls for “efficient citizenship” and joins Smith and Huntsman in addressing the use

of a citizen ownership model of government (Schachter, 1995).

As was noted earlier in this article, Vigoda (2002) provides recommended models and

processes to move governments to more citizen participation and an improved New Public

Management paradigm. Weeks (2000) also provides an extensive review of the literature related

to citizen involvement and a model to encourage citizen participation. A basic hypothesis for most,

if not all, of these authors is that increased and enhanced citizen participation will enrich

government’s effectiveness and responsiveness. Some go so far as to say citizen participation will

also improve governments’ efficiency. Accepting these hypotheses without testing them, the

authors of this article move on to the purpose of this article and that is presenting a method of

introducing CDGP to students in a MPA program.
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PROPOSED METHOD

Troy University’s MPA Program

The authors of this paper teach in Troy’s MPA program, which requires its graduate

students to successfully complete twelve courses, nine of which are required or core courses. The

initial course in the program is entitled Survey of Public Administration. It is designed to introduce

the student to the field of public administration. The authors recommend that Citizen Derived

Government Performance be introduced to the students in this course. It is the introductory

course and all students must take this course. This would permit students to continue to move up

Bloom’s Taxonomy of Learning as they progress through their program. The authors do not

recommend that the course be exclusively devoted to CDGP; however, it can serve as a thread-

element in the course.

Bloom’s Taxonomy of Educational Objectives

As presented in earlier research addressing performance measurement (Rosenhoover,

Hand, and Lynch, 2004), the authors found Bloom’s Taxonomy to be a useful tool in structuring

new material for presentation to MPA students. Benjamin Bloom introduced his taxonomy in the

1950s, with the intention of helping professors structure the learning process. Bloom (1956)

provides a list of competencies, related skill demonstration categories, and question cues to assist

the professor develop teaching techniques to help the student move up Bloom’s Taxonomy. The

authors use these elements to structure their instruction of the CDGP.

As shown in Table 1, Bloom’s Taxonomy has six competencies: knowledge,

comprehension, application, analysis, synthesis, and evaluation. Troy’s MPA program has 12

courses and this paper focuses on the introductory course. Since the authors are only addressing

one course, they realistically set a goal of only moving the student through the first four

competences, that is, knowledge, comprehension, application, and analysis. The authors

recommend additional instruction in CDGP in other courses in the MPA program to accomplish the

rest of Bloom’s competencies. These are topics for other papers.
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Table 1: Bloom’s Taxonomy

COMPETENCY DESIRED OUTCOMES (SKILLS) QUESTION CUES
Knowledge Observation and recall of information

Knowledge of major ideas
Mastery of subject matter

List
Define
Describe
Identify
Who, when, where, etc.

Comprehension Translate knowledge into new context
Interpret facts, compare, and contrast
Predict consequences

Summarize
Contrast
Predict
Associate
Differentiate

Application Solve problems using required skills or knowledge
Use methods, concepts, theories in new situations
Use information

Demonstrate
Solve
Examine
Modify
Classify

Analysis Seeing patterns
Organization of parts
Recognition of hidden meanings

Analyze
Explain
Classify
Infer
Divide

Synthesis Generalize from given facts
Relate knowledge from several areas
Draw conclusions

Combine
Modify
Design
What if?
Generalize

Evaluation Make choices based on reasoned argument
Recognize subjectivity
Verify valued of evidence

Assess
Decide
Convince
Judge
Summarize

What follows is a summary outline reflecting the authors’ method. First, a desired

competency from Bloom’s Taxonomy is presented. Next, examples of desired outcomes in the

form of skills are related to the specific competency. Then question cues are provided, which can

be used by the classroom professors to form Socratic questions and other classroom methods.

Finally, examples of techniques are presented to accomplish the skills and competencies.

Following this outline, the authors present specific examples of elements for use in each of these

areas.

First Class Meeting
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The Bloom’s competency target for this introduction to performance measurement is

knowledge. This introduction and assigning exercise discussion in the following sentences should

take no more than one hour of class time and will require no student preparation time outside of

class. The first meeting for any class is busy and the students may need an introduction to

Bloom’s Taxonomy. It is recommended the professor present a PowerPoint Presentation on this

taxonomy. The authors have developed such a presentation and would be willing to share it with

interested parties. After or during the presentation, the professor should introduce the specific

items being addressed and provide reading assignments, which are addressed below in the

paragraphs devoted to the specific classes.

Second Class Meeting

The Bloom’s Competency Target for this discussion of performance measurement is

knowledge. It is estimated the following elements will require approximately 2 hours of class time

and about 6-8 hours of student preparation time. The authors assume approximately 45 contact

hours are scheduled for a three semester hour graduate class. Individual meeting times will vary

across universities. The Troy University MPA program targets working adult learners and the

classes meet once a week, at night, for five hours. This is the model the authors are using. Other

meeting models could require some modifications to the timing of the items presented.

The authors assume that there are a myriad of items that will be presented in the first

course in an MPA program. Consequently, they present items that will not require the entire

preparation and class time. The authors recommend the following five methods to assist the

students in their progression up Bloom’s Taxonomy:

1) Out of class readings

2) PowerPoint presentations

3) Socratic questions

4) Student team projects

5) Student oral and written presentations
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To help the students prepare for their introduction to citizen driven performance

measurement, the authors recommend the students read pages 1-45 in Performance

Measurement: Concepts and Techniques, 3rd edition, and the following two articles before the first

meeting and be prepared to respond to the Socratic questions that follow. The two recommended

articles are, Robert D. Behn’s “Why Measure Performance? Different Purposes Require Different

Measures” and Sherry Arnstein’s “A Ladder of Citizen Participation.”

The authors recommend that the instructor continue the in-class performance

measurement process from the first meeting with another PowerPoint presentation introducing

performance measurement. We recommend the professor use the ASPA Center for

Accountability and Performance workbook entitled Performance Measurement: Concepts &

Techniques for information to construct this PowerPoint presentation. The authors have created

this presentation and will be willing to share it with interested parties.

After the PowerPoint presentation, the following Socratic Questions could be used to

ensure the students have achieved at least the knowledge competency. The professor can always

add the “Why?” question at the end of the following Socratic questions. These Socratic questions

should be provided to the students before the class when the readings are assigned. The authors

use a random selection process to select students. After the first student responds to a specific

question, a second student is randomly selected to complement and supplement the first student’s

statements. Then the discussion is opened to comments for any other students. These questions

can serve as a departure point for in-class discussions. If time permits, students can be placed in

teams of 3-5 to discuss one or more of the Socratic questions and have the teams orally report the

outcome of these team discussions. The students are told graduate responses are expected and if

not provided the Socratic questions will be used for closed-book, written, scored quizzes. The

authors find it useful to have written comprehensive answers for each Socratic question and have

them available during classroom discussion of the questions. Following are some recommended

Socratic questions:
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1) What is your Description of the thesis of Behn’s article?

2) What is your Description of Behn’s major themes?

3) How would you Define performance measurement?

4) What is your Description of the thesis of Arnstein’s article?

5) Where do you find yourself in Agreement with Behn & Arnstein? Why?

6) Where do you Disagree with Behn & Arnstein? Why?

7) How would you Describe the utility of performance measurement?

8) How would you Describe the utility of having citizens create performance
measures?

9) What would you Describe as the costs of citizen derived performance
measurement?

10) Using Behn’s article, what would you List as the areas with the highest utility
for performance measurement? Why?

11) Using Arnstein’s article, what you Identify as the appropriate rung of the
ladder as appropriate for today’s PA? Why?

After the Socratic questions have been addressed the professor should summarize his/her

introduction to performance measurement and citizen involvement and introduce the next events.

This introduction should include reading assignments and tasks for the next scheduled activities.

It is recommended that performance measurement activities be assigned at the end of the second

meeting and not be scheduled until the fourth meeting. The intention is to provide the graduate

student an opportunity to reflect on his/her exposure to performance measurement, internalize the

experience, and prepare for the next exposure.

Fourth Meeting

The Bloom’s competency target for this class is primarily comprehension with some application

and analysis. It is estimated the following elements will require approximately 2 hours of class

time and about 6-8 hours of student preparation time. Conversations with students in the Troy

University MPA program indicate the budgeting class is more demanding than some of the other

classes in the program. To help them prepare for this class, some of the Troy professors who
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teach the introductory course spend some additional time on public sector budgeting. In keeping

with these efforts, the authors of this article have elected to provide instruction, which combines

public sector budgeting and performance measurement. The students should be directed to read

the two articles, Philip G. Joyce, “Linking Performance and Budgeting: Opportunities in the Federal

Budget Process” (http://www.businessofgovernment.org/pdfs/Joyce_Report.pdf) and Kathe

Callahan, “The Utilization and Effectiveness of Citizen Advisory Committees in the Budget Process

of Local Governments” and to revisit Robert D. Behn, “Why Measure Performance? Different

Purposes Require Different Measures” before class. Further, they should be instructed to prepare

answers to the following Socratic questions:

1) How would you Explain the purpose of each of the articles?

2) How would you Contrast Joyce’s and Behn’s papers?

3) How would you Contrast Joyce’s and Callahan’s papers?

4) What would you Explain as the utility of Joyce’s paper to public
administrative practitioners?

5) What would you Explain as the utility of Callahan’s paper to public
administrative practitioners?

6) After Analyzing Joyce’s article and how would you explain which use of
performance measures is the most useful to public sector practitioners?
Why?

7) How would you Explain to your supervisor why you are adopting
Joyce’s/Behn’s recommendations?

8) After Examining Callahan’s Tables 3 and 4, how would you explain your
observations?

9) After Examining Callahan’s Table 7, how would you explain your potential
solutions to these obstacles?

10) How would you Classify which of these articles (Joyce’s, Callahan’s, or
Behn’s) has the highest utility to public sector practitioners? Why?

After the students have answered all of the Socratic questions and the discussions have

reached their useful conclusion, the professor should summarize what occurred and provide the

assignments for the sixth meeting.
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Sixth Meeting

The Bloom’s competency target for this class is primarily comprehension with some

application and analysis. It is estimated the following elements will require approximately 3 hours

of class time and about 8-10 hours of student preparation time. The following assignment should

be provided to the students at the end of the first meeting and no later than the end of the fourth

meeting. The results of these student assignments will be presented at the sixth scheduled

meeting. Each team will be afforded 30 minutes for their presentations and questions and

answers. More time can be afforded if available and appropriate. Following are the specific

assignments:

1) Divide the class into five student teams, with 3-5 students on each team

2) Have all of the students access the following URL: http://www.iowacipa.org/

3) Student teams must interact to avoid duplication

4) Have the first student team
a) Summarize the “Mission” found at this site
b) Summarize and Contrast the characteristics and developed performance

measures of the following cities
i. Burlington
ii. Carroll
iii. Clive

5) Have the second team
a) Summarize the “Objectives” found at this site
b) Summarize & Contrast the characteristics and developed performance

measures of the following cities
i. Des Moines
ii. Marion
iii. Johnston

6) Have the third team
a) Summarize the “Activities” & “Components” found at this site
b) Summarize & Contrast the characteristics and developed performance

measures of the following cities
i. Indianola
ii. Urbandale
iii. Marshalltown

7) Have the fourth team (Link to “Downloads” & Scroll to “Articles”)
a) Summarize and Contrast the following two articles
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i. “Citizen Participation: Legitimizing Performance Measurement
as a Decision Tool”

ii. “The Shift from Government to Governance: Adapting to a
changing local problem solving context”

8) Have the fifth team (Link to “Downloads” & Scroll to “Articles”)
a) Summarize and Contrast the following two articles

i. “Citizen-Initiated Performance Assessment: Lessons from
Iowa”

ii. “Case Study: Citizens Identifying Performance Measures – The
Experience in Iowa”

9) Have all teams prepare 30 minute oral presentations for delivery at the 6th

Class Meeting
a) Highly recommend PowerPoint presentations
b) Also recommend each team provide enough handouts for other

members of the class

After the student teams’ presentations and the interactions related to the teams’ briefings,

the professor should summarize the events. Next the professor should make the assignments for

the next presentations, which will take place during the 8th meeting. These assignments are

discussed next.

Eighth Class Meeting

The Bloom’s competency targets for this class are application and analysis. It is estimated

the following elements will require approximately 3 hours of class time and about 8-10 hours of

student preparation time.

The city of Worcester, MA, with the support of the Alfred P. Sloan Fund, has created a

Center for Community Performance Measurement (CCPM). The purposes of this center are to

encourage the development, implementation, and monitoring of citizen derived performance

measures to promote greater responsibility by the government and citizens to improve community

well being of the city of Worchester (2004). This is an opportunity for the students to see, observe,

apply, and analyze a recognized implementation of performance measurement. Students should

be required to visit the homepage for the Worchester, MA Center for Community Performance

Measurement (CCPM) at the following URL: http://www.wrrb.org/CCPM/.
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The authors recommend at this point that the number of teams be reduced to three to

permit a different mix of students on each team and to afford them the challenge of working with a

larger number of team members. Make the following assignments for each of the teams:

1) Following are the assignments for the first team:
a. Have the first team link to “Public Management”

(http://www.wrrb,org/Management/)
b. Then have the first team link to “Benchmarking Municipal and

Neighborhood Services In Worchester 2003”
(http://www.wrrb.org/Reports/CCPM -03-05.pdf)

c. Then have the first team accomplish the following:
i. Analyze the report and in your analysis, include the following:

1. Explain the purpose and focus of the report
2. Explain the strengths and weaknesses of the survey in

Appendix A – be sure to address the performance
measures used

3. Analyze the demographics in Appendix B and Explain
their significance

4. Analyze the comments in Appendix C and divide the
comments into significant and insignificant comments

2) Following are the assignments for the second team:
a. Have the second team link to “Public Management”

(http://www.wrrb,org/Management/)
b. Then have the second team link to “Respect for the Dead and Relief for

the Budget: Can Privatization Improve Hope Cemetery”
(http://www.wrrb.org/Reports/CCPM -04-05hope.pdf)

c. Then have the second team accomplish the following:
i. Analyze the report and in your analysis, include the following:

1. Explain the purpose and focus of the report
2. Explain the strengths and weaknesses of the report
3. Explain what the second team would have done

differently
4. In addition to analyzing the report, also Explain the utility

or non-utility of the CCPM to the field of public
administration

3) Following are the assignments for the third team:
a. Have the third team link to “Local Governance”

(http://www.wrrb,org/Governance/)
b. Then have the third team link to “Oh Manager, Where Art Thou? Best

Practices for Selecting a City Manager”
(http://www.wrrb.org/Reports/CCPM -04-07.pdf)

c. Then have the third team accomplish the following:
i. Analyze the report and in your analysis, include the following:

1. Explain the purpose and focus of the report
2. Explain the strengths and weaknesses of the report
3. Explain what the third team would have done differently
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4. In addition to analyzing the report, also Explain the utility
or non-utility of the CCPM to the field of public
administration

4) Allow each team 45-60 minutes to present their findings, using PowerPoint, and
to respond to questions and comments

After all of the presentations and discussion, the professor should summarize what

transpired in the classroom for all of the meetings, which addressed performance measurement. If

time permits, a PowerPoint presentation could be presented, which summarizes the salient points

of citizen derived performance measurement. The authors have developed such a presentation

and are happy to share it with interested parties. This professor presented briefing would close

out the students introduction to performance measurement. Table 2 provides a summary of the

overall method for covering the subject across all class meetings.

Table 2: Summary of Method

MEETING IN-CLASS TIME
(In Hours)

STUDENT
PREPARATION
TIME (In Hours)

METHODS
(Includes all Listed)

BLOOM’S
COMPETENCY

LEVELS
1 1 0 PowerPoint presentation (PPP) Knowledge
2 2 6-8 Readings

PPP
Socratic questions

Knowledge

4 2 6-8 Readings
Socratic questions

Comprehension
Application
Analysis

6 3 8-10 Readings
Student team activities
Student oral presentations

Comprehension
Application
Analysis

8 3 8-10 Readings
Student team activities
Student oral presentations

Comprehension
Application
Analysis

Summary

The public sector is currently experiencing an era of intense focus on performance

measurement and performance management. During this era, there is a call to get the citizen

involved in this process of performance measurement. Assuming this is true, and accepting the

fact that many of our MPA students are either already involved in public management or striving to

be hired into the public sector, it appears appropriate to at least introduce them to these concepts
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of performance measurement and citizen involvement. The authors have provided one method to

begin this introductory process. They have purposely elected the first required course in Troy’s

MPA program. Accepting this as the first step in the process of moving MPA students up Bloom’s

Taxonomy of Learning in the area of performance measurement and citizen participation, the

authors see a need to continue the learning process in other courses in the MPA program.

Recommendations

To assist in the presentation of the described process, the authors recommend the

assistance of Blackboard or similar course management software to help provide the required

readings for the students. The authors have used this technique in their traditional class offerings

and find this technique to be useful in achieving desired learning outcomes. Further, the authors

strongly suggest that their recommended method be adopted, evaluated, modified for

improvement. In addition, the authors see a need for continued research and communications in

this area of informing MPA students concerning the dual requirements of performance

measurement and citizen involvement. They see a need to improve and expand this process,

continuing the process in other courses in MPA programs. The authors do recommend that the

introductory course be the beginning of the process and that instructors should use this experience

to build advanced instruction into other courses.
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Methodological Questions: Towards Futuristic Idealizations In PA

Prof. Sangeeta Sharma

PREAMBLE:

The discipline of Public Administration is the closest one in not only understanding the
realities but in providing impetus to design activities to transform the societies. Presently
the entire world is facing problems, the root cause of which lie in societal disintegrations.
This is the of the greatest concern for the students of public administration to address
themselves in finding out the appropriate solutions to deal with present scenario of
changing values patterns in the realm of politics, economic, social, & behavioral arenas.
As a practicing discipline, the focus on professionalism is unavoidable, but its capacity to
generate new ethos, ideas, and philosophies keeping in mind the objective of nurturing a
peaceful World must be identified as its more fundamental role in activating
transformations. People anywhere in the world are more affected by the lack of
philosophical core rather then finding out empirical realities.

Hence, there is a need to evolve conceptual frameworks in the form of Future Ideals,
even when some of these can be at the highest pinnacle of having purely philosophical
contents but these must be viewed as not the impossible but convertible realities. This
pertains to drawing up of different plans of actions before the World enters in to
irreversible coma tic situation. The most important responsibility has to be shared by
those who are in the field of public administration because administration carries the
impact down at people level defying the man made boundaries of their survival.

PREMISES:
 Evolving the Idealistic Conceptual Constructs in the field of Public

Administration.
 Establishing the philosophical content in the light of its capacity to bring out

transformations.
 Enunciating the practical difficulties in achieving the ideal state of Constructs.
 Designing a collaborative activity with philosophical and practical cores.
 Validating practical designs so created by inducting at the selected places.
 Redesigning the entire activity in Solution Package Forms professionally.



SEARCHING FOR RESEARCH AREAS

The functional utility of administrative institutions can never be subdued despite the fact
that bureaucracy has been in the grip of criticism since its inception. Now in an era of
knowledge society, there will be obvious questions on reinventing some of the
bureaucratic concepts earlier developed.

Can we have Neo- Bureaucratic Model The Weberian ideal has provided so far for
solutions to work in an environment where certain rituals in the form of rules and routine
had capacity to sustain a system of governance. This in turn has developed certain
impediments that have retarded the process of growth and transformations. A very apt
question therefore will be how to construct a simple model of governance that can fulfill
the goal of social transformation with focus on humane dimension. The specific areas for
conceptual constructs would be,

 Constructing Dynamic Systemic Framework: To keep pace with the automated
techniques, the vertical hierarchical structures need to rebuild in to structures that
are more fluid in nature. This will include: (a) To determine the elasticity of
structures meaning thereby how much pressure of change can be tolerated. (b) To
calculate Administrative Retentivity, analyzing which are the fundamental
systemic elements that need to be retained.

 Devising Procedural Framework : If we begin with the basic premises of
restructuring the system then next obvious question would be, what procedural
innovations are to be inoculated in to the system so that a more cohesive system
to fulfill objectives can be created. This will include: (a) To identify obsolete
procedures that not only add to the cost but also hinder the smooth going of the
system. (b)To find out the ways in which supportive rules for meeting out the
visionary objectives can be framed.

 Resetting Target Frameworks: The national targets that are confined to the
geographical boundaries need to transcend the boundaries to work for a visionary
target of universal unification. This will include: (a) To set collaborative targets
based on fusion of national tightened targets. (b) To create a universal target to
achieve a congregated society for having a better world of coexistence.

Can we have Universal Value Model Another important arena for conceptual research
that need serious thinking with more focused analysis is how to create a universal set of
values having capacity to guide World of Satisfying Coexistences. This requires
convergence of divergent value patterns that exist at different societal levels. What future
has stored for us is not predictable in exact terms but few devastations in recent history is
probably signaling for putting up an effort to develop philosophies that will help us to
have a better tomorrow. This will include,



 Identifying Blockades Values. Those societal value patterns must be identified
which do not support humane transformations from different societies. These
values can be there in the names of development or orthodoxy, but such
justifications from research perspective must be explored so that cleaning up
process without getting affected with biases can be undertaken.

 Retaining Axial Values Identification of blockades values does not mean
destruction of fundamental value structure, which provides normative axis to any
society such values, can be termed as axial values around which society revolves.
The identity of any society is linked with these values that resolve around axis
therefore can be termed as axial values. We can find some special phenomenon
interesting from epistemological/ sociological/scientific/ logical perspectives that
can help us in finding out these values so that continuity of social transformations
can be maintained.

 Creating Universal Normative Axis Assimilation of virtuous values form various
societies that can help us to design universal normative axis will be the authentic
research exercise to transform future. This perhaps requires amalgamation of
philosophical thrust with scientific core. From administrative perspective, this
would mean creating ideal code of conduct in consonance with the universal
values. Every system must come together in a collaborative manner, thus focus on
evolving ethics for future transformation has to be the key.

Can we Plan Interventional Strategies Developing strategic plan for creating ideal
universe based on ethical parameters is the responsibility of administrative thinkers. This
is more pertinent because it will help us in converting philosophies into realities. Their
developments need to be worked out at various levels. At least three levels can be
identified, viz., individual, societal and universal. This in turn will involve psychological,
sociological and operative frames of analysis. This will include,

 Attitudinal Mobility At individual level, individuals need to be prepared for
relieving themselves from the captivity of attitudes that fixes them to myopic
visualizations. The fixity of attitudes for a particular set of values or for
procedures or ideology limits the perspective of any individual to work. Through
proper psychological interventions, people must be educated about how to adapt
to the changing scenarios.

 Collaborative Role Shifts At the societal level, stereo typed roles must be shifted
in a collaborative manner so that more space for adjustments can be introduced.
How much shift is required will vary from situation to situation. These shifts need
to have a better understanding about interpersonal relationships.

 Operational Designing At the universal level infrastructure is to be provided for
the facilitating the process of transformations. Perpetuation of these sets of values
requires designing cost effective but morality based devices with massive
networking at all levels through e-& m-connectivity. ( electronic& mobile).



APPROPRIATE ADAPTATIONS: RESEARCHING EMPIRICAL REALITIES

The construction of ideals in the field of PA is the most needed activity especially when
virtuous beliefs are not understood properly for the lack of visionary tomorrow. Any
decision against humanity anywhere in the world might lead us towards our extinction. It
is through the idealistic state of construction that we can look for possibilities where
divergent forces can have positive convergences. It is not a short-term research activity
but it is a comprehensive teamwork on long-term basis consisting of thinkers from every
discipline. Idealizations are the pushing force to look at finality of Universe. Equally
important is finding out empirical solutions for implementing them, keeping in mind the
adjustments that are necessary by creating systems that will work in harmony with the
universal sets of functioning. Designing, nurturing and perpetuating contents of the
universal system need to be subject to the actualities of individual society, but with least
variations, as objective is to release them from their parochial ways of accomplishing the
tasks.

This would mean designing another set of research activity focusing on finding out those
realignments that will take us towards forming congregated society in future. This
activity will involve,

 Finding out how many variations in the parameters of Ideals are needed.
 Working for reducing resistances by discovering the forces that might hinder the

process of creating universal society.
 Framing of rules that will help in designing the future transformations reflecting

the basic content of Idealistic society.
 Assimilation of most common expectations of most common people to have

workable solutions.
 Managing the hunger for power acquired by few so that a horizontal plane of

functioning can be created rather than a vertical one in a more purposeful manner.

Conversions of Ideals into Realities: Action Plan

In order to deliver what has been planned, to the people who are the ultimate users of the
systems we need to carry out multi-stage research activity specially at three levels of
functioning, viz., (a) Philosophical level, (b) Validating level & (c) Reinforcement level.
The most important part of this research activity is that all these levels are complimentary
and supportive to each other demanding research inputs from different disciplines, public
administration being one of the most fundamental subjects. Thus, the action plan involves
integration of individual activities undertaken at each level to create place of positive
convergence fresh with the fragrance of humanitarian ethos. This means making of a
World in which individual societies retain their small spaces and give away more space to
form a Universal society.

Philosophical Level: Deriving core of philosophical content of Idealistic universal
society.



 Devising ethical framework
 Designing operative normative framework

Validating Level: Searching for uniformities to integrate various systems
 Finding functional limitations of Idealistic universal society
 Amount of realignment needed between individual&

universal
 society
 Adaptive modifications required without loosing idealism.
 Reducing resistances for internalizing the system.
 Implementation of modified framework in selected areas.

Reinforcement Level: Getting feedback from first stage of experimentation.
 Replanning the activity in response to the problems
 Developing integrated grids so that a bigger activity can be

planned.
 Developing connectivity through e&m means of

techniques.
 Finally preparing administrative system for universal

society.

However, what is stored in future is unknown but as rational human being, it is our
responsibility to promote peaceful coexistences. The public administration as a practicing
discipline has to design activity that can tell us how to resolve issues, which are
meaningless causing turmoil. It is high time when we must ask ourselves why can’t
power equations be managed in the way that a common person can also find this place
fertile to nurture value based society before handing over to the future custodians of this
universe.

Prof. Sangeeta Sharma, Dept. of Public Administration, University of Rajasthan,
Rajasthan, India.
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Introduction

Over the past decade there has been a tremendous growth in the distance

education component of higher education. One survey estimates that over 1.6 million

students were enrolled in distance education courses in 1997/1998 (USDLA Journal,

2001). Some might even ask based on the growth in distance education if the brick and

mortar education institutions of today will have the same organizational shape and form

in the decades ahead. Distance education appears to be here to stay and institutions that

deliver distance education courses will be partly judged on the basis of course quality.

This paper broadly addresses the subject of course quality in the context of interaction

between instructor and student in the distance-education environment.

For the purpose of this paper distance education is defined as “courses in which

nearly all interaction between the student and teacher is done electronically. Electronic

communication may take the form of audio, video, e-mail, chat, teleconferencing, and

increasingly, the Internet” (USDLA Journal, 2001). Teaching the distance-learning

student involves to a large extent the written form of communication. Class assignments

be they individual papers or participation in threaded discussions rely on written

communication. Instructor interaction with the student is also largely in writing.

Constructive interaction in providing student feedback is an essential teaching component

and helps prepare students for end of course assessments.

Educational institutions that deliver courses in whole or part through a distance

education approach face a number of challenges. One set of challenges focuses on

faculty. For example, the willingness of faculty to participate in the delivery of courses

using a distance education format is critical to organizational success. Parker (2003)



3

investigated the intrinsic and extrinsic motivational factors that might draw faculty

towards the new delivery approach. Other faculty issues center on compensation, time to

develop and deliver distance education courses, and the impact of participation by faculty

in distance education on tenure and promotion decisions (AAUP, 2004).

A second set of challenges deals with the actual delivery of a distance education

course. Course quality is a concern, in particular a quality level that is at least equal that

of a comparable course delivered through traditional methods (USDLA, 2001). Some

authors go further and argue that rather than providing an equal quality level, distance

education should enhance quality and be more effective than traditional methods (Bower,

2001; Guidelines for Good Practice, 2004; USDAL, 2001).

One determinant of quality is the frequency and intensity of interaction between

faculty member and student. Interaction has been conceptualized as occurring at two

levels, learner-content and learner-instructor (Moore, 1989). The former involves the

interaction of the student with the content of the course which, based on pedagogical

considerations, can take many forms. The latter involves active engagement of the

instructor in providing feedback to the student. A 1999 survey (McKenzie, 1999) of 70

instructors at the State University of West Georgia showed that 52 percent of respondents

spent 1-3 hours per week interacting on line, slightly over 20 percent spent 4-6 hours, and

approximately 10 percent 7-9 hours. Further, many argue that time required to provide

interaction in a distance education course is greater than courses delivered in a traditional

manner (Parker, 1998; Wilson, 1998; AAUP, 2004).

The literature suggests that leaner-instructor interaction is vital to the learning

process associated with a distance education environment, with instructors needing to
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allocate sufficient time for interaction with students (Guidelines for Good Practice, 2004;

Moore, 1989). Moore (1989) states “Where interaction between learner and teacher is

possible through correspondence or teleconference, the learner comes under the influence

of a professional instructor and is able to draw on the experience of the professional to

interact with the content in the manner that is most effective for that particular individual

learner.” In summary the literature is suggestive of a more is better interaction paradigm.

Another predictor of quality is class size. Appropriate class size in a distance

education environment is controversial and continues to be debated. Parker (2003)

reports on a study in which faculty question the quality of instruction when class size is

greater than 25 students One line of thought is that, given the variation in courses taught,

pedagogical considerations should drive class size and that class size should encourage a

high degree of instructor/student interaction (AAUP, 2004). This latter line of thinking

suggests a smaller is better class size paradigm and is consistent with the idea that greater

frequency and intensity of interaction is necessary, but not sufficient condition, for

promoting course quality.

Of specific interest are questions related to the time the instructor must dedicate to

interaction that provides feedback to students. Frequency of interaction is conceptualized

as the number of student assignments requiring interaction with the instructor. Intensity

of interaction is conceptualized as the amount of time the instructor invests in providing

feedback on written assignments. In the context of a graduate level capstone course in

public administration the following questions will be considered: What is the distance

learning delivery strategy for the course? How much instructor time is devoted to

providing constructive feedback?
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The question of time needed to deliver a distance-learning course is of importance

because of the ramifications associated with class size. It is hoped that the paper will

serve to illustrate the implications of large class size on student-instructor interaction and

provide evidence helpful in the debate that surrounds the question of appropriate class

size in a distance-learning environment.

Methodology

The unit of analysis for this paper is four offerings of a graduate level capstone

course in public administration taught during the period August 2001 to July 2004 for the

distance learning center of Troy University. Each offering was taught using a distance

education approach with Blackboard as the delivery platform. There was no face-to-face

interaction with students. Most student-faculty interaction consisted of email

communication to individual students followed by general interaction with all students

using the Blackboard delivery platform, and occasional telephone calls with students.

The data collected for this paper includes time related to individual student feedback

using email communication. It does not include general interaction (instructor

participation in threaded discussions for example) or the occasional phone call because

data is not available on such interaction. The length of each course offering was 9 weeks

with student activities equal to 5 clock hours scheduled for each week. The frequency of

interaction is 9 since a graded assignment was scheduled for each week.

The capstone course in public administration provides a promising target for this

investigation because of the structure of the course and the manner in which feedback

was provided to students. The following is the course description from the Graduate

Bulletin:
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This seminar is the required capstone assessment course for the twelve courses MPA option. The

course requires the Public Administration student to apply the knowledge gained from required

core courses. A series of case studies and papers provide the student an opportunity to analyze

concepts, apply principles, and demonstrate a sound understanding of how the administration of

government impacts business, the American public, and society in general. It must be taken as the

final core course or with the approval of the faculty member, in conjunction with the final core

course in the MPA program. The student must have a 3.0 grade point average to take this course.

Students must achieve a “B” grade to successfully complete the course.

The structure of the course involved student preparation of six core course papers,

two case analyses, and a proctored final exam. Students write papers of 4-5 pages on

concepts from the core courses. Students must support their thoughts with at least two

specific references to appropriate authorities/laws/regulations/executive orders. These

course papers and related references serve as a good review and integrating device for

addressing the individual case studies and the final exam. Although the papers are an

individual effort, students are provided an opportunity to share their papers and interact

with other students in the class using threaded discussion exercises. The focus on this

task is current applications of core course concepts. The case analysis provides an

opportunity for the student to demonstrate analytical thinking and knowledge of the

public administration curriculum in its entirety through a case related to the field of

public administration. The final requirement is an examination involving a major case

study. Case analysis papers are approximately 11-15 pages in length.

Student requirements are submitted to the instructor as an email attachment for

grading and feedback. This feedback provides the basis for how interaction is

conceptualized. Grading of core course papers and case analyses was done electronically

using the Track Changes features of Microsoft Word. Comments, corrections, and
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general feedback was noted in each document and returned to the student as an email

attachment. Using this approach the student can view line by line and page by page

comments and suggestions by the instructor. It provides an opportunity for the instructor

to reinforce positive student behaviors and correct for negative behaviors. By this

method each student received individualized feedback and interaction with the instructor

on their work and clarification of course requirements.

A feature of Microsoft Word is that it captures the Total Editing Time for a

document. Editing time can be accessed through the File, then Properties, and finally

Statistics command. Since each product was graded electronically the editing time was

readily available. Data was collected from four editions of a capstone course in public

administration. The editions were conducted during May, June, July 2004; August,

September, October 2003; October, November, December 2001; and August, September,

October 2001. A total of 63 students were enrolled in the four courses: 24 students, 11

students, 22 students, and 6 students, respectively. Editing time was collected on each

document.

Total Editing Time is defined in Microsoft Word as “Number of minutes that the

file has been open for making changes since it was created.” Because Total Editing Time

includes actual minutes spent editing a document as well as minutes that elapse when an

individual is interrupted and undertakes other tasks (such as a phone call) the actual

editing time can be overstated. To correct for any overstatement an exclusionary rule

was applied to all Total Editing Time observations. All observations greater than 60

minutes for core course papers and greater than 90 minutes for case analysis papers were

excluded from the analysis. The exclusionary rule provides a more reasonable
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assessment of actual editing time for each document. In addition, observations for some

cases are missing due to inconsistent data storage practices.

Results

Table 1 provides the minutes per student required to provide for faculty/student

interaction. The mean for the core course papers ranges from a low of about 15 minutes

per student to a high of about 18 minutes. The case analysis requirements have a mean

that ranges from a low of about 33 minutes per student to a high of about 38 minutes. Of

note is the indication of variation in the data. In all instances higher values are skewing

the data and produce mean values greater than the median. In such cases the median is a

better measure of central tendency.

Table 1 – Time Required to Provide Student Feedback
(Minutes per student)
N Mean Median Mode SD Min Max

Week 1: Research
Methods

43 17.4 16 13 7.1 7 40

Week 2: Policy 54 16.3 12 12 10.6 6 54
Week 3: Personnel 52 16.3 14 18 10.5 3 59
Week 4: Administrative Law 53 15.3 14 9 7.3 5 43
Week 5: Case One 51 32.9 30.5 29 16.3 2 81
Week 6: Organization
Theory/Behavior

49 17.6 17 12 9.1 2 55

Week 7: Budget 33 15.6 13 10 10.8 5 53
Week 8: Case Two 46 38.1 34 26 19.5 5 86
Week 9: Case Three (Exam) 27 34.4 31 47 15.7 13 69
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Discussion

The theme of this paper is that interaction is a vital element in delivering quality

instruction in a distance education environment. The results are suggestive of the time

investment required to provide interaction given a course uses a similar pedagogical

approach. Another variable is the issue of class size. Of particular interest is the impact

on the ability of the instructor to provide interaction as class size increases.

The table below provides an estimate of the time investment required in order to

provide feedback for three class sizes: 20 students, 40 students, and 60 students. The

estimate uses a conservative approach and attempts to avoid overstating the estimates by

using the lowest median value for each category of requirement (core course papers and

case analysis papers) from Table 1.

Table 2 – Estimated Total Time Required to Provide Student Feedback
Assuming Class Sizes of 20, 40, and 60 Students

Requirement Median
Min/Student

Number of
Students

Min/Week Hours/Week Total Course
Hours

Core Course
Paper (6)

12 20 240 4 24

Case
Analysis (3)

30.5 20 610 10.2 30.5

Requirement Median Students Min/Week Hours/Week Total Course
Hours

Core Course
Paper (6)

12 40 480 8 48

Case
Analysis (3)

30.5 40 1220 20.3 61

Requirement Median Students Min/Week Hours/Week Total Course
Hours

Core Course
Paper (6)

12 60 720 12 72

Case
Analysis (3)

30.5 60 1830 30.5 91.5
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The estimates in Table 2 are suggestive of substantive implications for faculty

workload, class size, and quality of courses that are delivered in a distance education

environment. In terms of workload the estimate of hours per week ranges from a low of

4 hours for a week with a core course paper requirement, assuming a class size of 20, to a

high of 30.5 hours course hours of per week for a case analysis requirement, assuming a

class size of 60. In terms of total course hours the estimates of 55, 109, and 164 hours are

well beyond the 45 base line clock hours associated with a comparable course delivered

using conventional techniques.

Of note is that the estimates do not include course development or other

requirements related to course delivery. Given the attempt to correct for an

overstatement of time required, and additional faculty requirements not addressed in this

analysis, the estimates are a plausible representation of faculty workload given the

structure of the course serving as a basis for this analysis.

Total amount of time required for faculty/student interaction is a function of class

size. Given a constant frequency of interaction intensity level, larger class size involves

faculty workload requirements that on the surface seem unmanageable. Larger class size

may provide a situation in which faculty are forced to compensate by reducing the

frequency and intensity of interaction per distance learning student. In this case the

distance learning student suffers. Another possible compensating mechanism is to reduce

the intensity of interaction in other teaching responsibilities. In this case the traditional

student suffers and in both instances. In both instances some key institutional

effectiveness objectives may be jeopardized.
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Conclusion

In terms of the delivery of distance education courses, a reasonable goal is to

enhance course quality. To enhance quality, frequency and intensity of interaction is a

vital consideration. A necessary condition to enable adequate interaction to be provided

is class size. The evidence in this paper suggests that smaller class size is one factor that

will promote quality course delivery in the distance education environment.

For institutions delivering courses using a distance education format a couple of

policy considerations are offered. One is to set a class size threshold for all course

offerings that would only be exceeded in unusual circumstances. Another would be to set

variable class limits for course offerings based on pedagogical considerations. The

variable limit approach would require the active participation of the faculty and have the

benefit of allowing for differences in course content and associated differences in

frequency and intensity of faculty/student interaction.

Limitations

This study has several limitations. First the context is a single course using a

specific pedagogical approach. Estimates for other courses are necessary to determine

consistent patterns. Second, this paper only notionally addresses the concept of course

quality. A stronger case for the impact of faculty/student interaction on course quality

can be made with studies that link frequency and intensity of interaction with student

outcome measures. Finally, this study focuses on estimates for teaching in a distance

education environment. Similar studies involving comparison of distance education

courses with comparable in class courses would provide evidence on the extent to which

greater faculty time is needed to deliver distance education courses.
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“Knowing in Community: Joined by the 

Grace of Great Things” 

 

Ellen Szarleta, Asst. Professor 

Indiana University - Northwest 



Growing a Community 

 

 Images of Community 

 Reality as a Web of Relationships 

 The Role of Truth 

 Great Things:  Our Surroundings 

 Knowing and the Sacred 

 



What is Community? 

 

 “Community is an outward and visible sign of an 
inward and invisible grace, the flowing of personal 
identity and integrity into the world of 
relationships.” 

 

 

 
      Pg. 90, Courage to Teach 



Images of Community 

 At the core of  the educational mission to know, 
teach and learn is the following form of 
community: 

 

“…to teach is to create a space in which the 
community of truth is practiced.” 

 

 
      Pg. 90, Courage to Teach 

 



Three Models of Community 

 

 Therapeutic 

 

 Civic 

 

 Marketing 



Therapeutic Model:   
Intimacy is the Highest Value 

 Advantages:  

 

– Encourages greater self 

knowledge 

– Engenders trust and 

sharing 

 Disadvantages: 

 

– Manifests itself in a 

“share or die” ethos 

– Exploits the fear of 

others by reducing 

community to those 

who are “friendly” 



Civic Model:  
Relations that make for a Healthy Body Politic 

 Advantages: 

 

– Encourages sharing of 

common resources 

– Resolution of mutual 

conflicts/problems 

– Encourages diversity 

 Disadvantages: 

 

– Techniques are used to 

achieve the “greatest 

good for the greatest 

number” 

– “Truth is not 

determined by 

democratic means”  
  (pg. 92, Courage to Teach) 



Marketing Model:   

 Strengthening Relations with Customers 

(TQM) 

 
 Advantages: 

 

– Individuals are given 

an opportunity to 

criticize “purchases” 

– More consumer-

friendly atmosphere 

 Disadvantages: 

 

– Evaluation system of 

customer responses doesn’t 

exist, and current system is 

inadequate 

– Focuses on output and not 

process 

– Can’t meaningfully 

incorporate lessons learned 

later, upon reflection 



An Alternative Model: The 

Community of Truth 

 “…Reality as a web of relationships…” 

 

– Views of our reality have changed as science progresses, from an “atomistic” 

fragmented concept of what is real, to a view that recognizes that nature is 

relational, and interdependent (e.g., ecosystem) 

– Understand that “community” is the form of reality, rather than its component parts 

 

 “…[W]e know reality only by being in community with 

it…” 
– Our knowledge is not hindered by our place and role in the community; our role in 

community helps us in discovery; the capacity to be connected is a strength 

 

 

 

 

 



The Role of Truth 

 In a Community of Truth:  

 

– No objects of “knowledge”; but rather subjects 
available for a relationship 

 The subject is at the core; not intimacy, not civility, not experts 

 

– No ultimate authority; but rather guided exploration by 
shared rules of observation and interpretation 

 

– The process is more like a town meeting, less like a 
bureaucracy 



Implications for Education 

 

 “…knowing requires us to imagine the inner 

standpoint of the subject.”  pg. 105 

 

– place ourselves in the position of the subject, e.g., to 

know public administration, we have to be a public 

administrator 

 

 changing community of truth – changing models of 

government  



Great Things: Our Surroundings 

 The subjects around which we gather; not the 

disciplines, not the theories; e.g., the idea of 

“justice” in law, the idea of “equity” in economics 

 

 In well functioning educational community: 

– Diversity valued because it bring new perspectives 

– Ambiguity embraced; demonstrates the nature of the 

unknown 

– Conflict valued because it corrects bias 



Knowing and the Sacred 

 What does it mean to be Sacred? 

 

– Suggests there is a continuum; at one end it is 
the most profound truth, at the other it is simply 
“worthy of respect” 

 

– Without respect for “great things” there is no 
variety; respect for subjects permits us to be 
open to surprise and new ideas 

 



What are the lessons? 

 To teach is to create a space where the community of truth 

is practiced 

 Community is the reality, and we know reality by being in 

community with it as ourselves 

 In a community of truth the connective core is the subject 

 The Great Things in the community are the subjects around 

which we gather 

 Respecting our subjects opens our minds to new ways of  

knowing and (teaching, and learning) 

 



Some Additional Thoughts 

 Is this a valuable approach for teaching 
public administration? 

 Is this approach being used now, in whole 
or in part? 

 Is the transition from government to 
“governance” an indication that these 
principles are already being embraced by 
the public sector? 
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An Interdisciplinary Approach to Team Teaching Social Policy

Louis Tietje* and Humphrey Crookendale**

Introduction

Our Master of Public Administration (MPA) program in public management in the

School for Public Affairs and Administration at Metropolitan College of New York is a

one-year course of study divided into three consecutive semesters of 15 credits each. The

MPA is a performance-based program. Every student admitted into the program must

have an appropriate field site where the integration of theory and practice can be

demonstrated. Students select projects that potentially improve some aspect of an

organization’s service delivery system. They test an hypothesis, design, implement and

evaluate a pilot program, and make recommendations in a formal proposal based on an

entire year of research and study. Their work is documented in a master’s thesis.

The three semesters of the program are divided into three performance areas:

Identifying Service Needs with Citizens, Initiating and Managing Service Innovation, and

Long Range Planning for Service Improvement. These performance areas provide the

criteria for what is included in the classroom curriculum.

________________________

*Associate Professor, School for Public Affairs and Administration, Metropolitan
College of New York. ltietje@metropolitan.edu.

**Dean, School for Public Affairs and Administration, Metropolitan College of New
York. hcrookendale@metropolitan.edu.
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Our Approach

In the third semester, Long Range Planning for Service Improvement, we team teach a

course in social problems and policy. This course is an integration of two independent

two-credit courses in the curriculum: Value Issues in Policy Planning and Economic and

Social Trends and the Organization of Services. The new course is a four-credit course

that meets for three and one half hours each week. It is a course in the identification and

analysis of social problems and the planning and evaluation of social policies or

solutions, that is, what we at Metropolitan College of New York call “Constructive

Actions,” to these problems.

A major question in this kind of study is how to account for different opinions

about social problems and policies. We do not believe that class origin is a sufficient

answer, but we have included it in a broader account of alternative perspectives,

viewpoints, or ideologies. We emphasize commonly used ideological perspectives, such

as conservative and liberal, which figure in discussions and arguments among scholars,

politicians, and journalists. One purpose of the course is to improve students’ ability to

understand and evaluate political disputes over social problems and policies in the larger

society. Another purpose is to help students incorporate an ideological analysis of the

program they designed and implemented into their thesis.

In our course, we integrate perspectives from sociology, political science,

economics, and ethics. For example, we have modified and expanded Ball and Dagger’s

(2002) definition of the four functions that ideology performs for people who hold it:

explanation, evaluation, orientation, and political program (pp. 5-9). See Figure 1. Our

modification gives the framework of analysis a sociological emphasis (see the discussion
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Figure 1

A Working Definition of Ideology

". . . an ideology is a fairly coherent and comprehensive set of ideas that explains and
evaluates social conditions, helps people understand their place in society, and provides a
program for social and political action. An ideology, more precisely, performs four
functions for people who hold it: the 1) explanatory, 2) evaluative, 3) orientative, and 4)
programmatic functions" (Ball & Dagger, 2002, p. 5).

Explanation. "An ideology offers an explanation of why social, political, and economic
conditions are as they are. . ." (p. 6).*

What are the causes of, reasons for, or factors associated with a social problem?

Evaluation. An ideology provides its adherents with criteria and standards of
evaluation--of deciding what is right and wrong, good and bad (p. 6).*

What values are implied in the judgment that a social problem exists? What values are
promoted and traded off by alternative social policies (solutions)? Does the government
have an obligation to help--attempt to solve the social problem?

Orientation. An ideology orients its adherents, giving them a sense of who they are and
where they belong--a social and cultural compass with which to define and affirm their
individual and collective identity (pp. 6-7).* I'm a libertarian, a defender of individual
liberty (especially against government interference)!!

Political Program. "An ideology. . .tells its followers what to do and how to do it. It
performs a programmatic or prescriptive function by setting out a general program of
social and political action" (p. 7).*

What policies and program strategies are proposed to eliminate or impact the reasons for
(factors associated with) the problem? What is the best way to help? What Constructive
Action should be taken to solve the social problem?

_______________________

*Ball & Dagger, 2002.
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of methodology in Kornblum & Julian, 1995, pp. 2-25). One of the functions of an

ideology is evaluation, which involves a variety of value judgments about social

problems and policies and assumptions about who is obliged to attempt solutions. Since

the focus of this course is planning policies that address problems at the societal, rather

than individual or organizational level, we are especially interested in alternative

understandings and justifications of the federal, state, and local government’s obligation

to solve problems.

We introduce students to the traditional bi-polar definition of the political

spectrum (liberal, moderate, conservative), but we do not believe that it is sufficiently

coherent or broad enough to capture the full range of ideological opinion. In order to

provide a more comprehensive analysis, we incorporate it into the alternative ideological

matrix proposed by Maddox and Lilie (1984; for a brief summary of the traditional

spectrum, see Bender, 1986).

In this matrix, Maddox and Lilie distinguish between the personal and economic

lives of individuals. They believe that people differ in their evaluation of government

control, regulation, or intervention, depending on the area of government involvement—

in what is sometimes defined as the “moral” versus economic areas of life. Although this

distinction is difficult to make clearly in all cases, it is a useful heuristic for students’

understanding of policy controversies.

In our teaching, we have labeled this contrast between the personal and economic

the “bedroom” and the “boardroom.” We then ask, should the government become

involved (for example, through a policy that prohibits same-sex behavior between

consenting adults) in the “bedroom” or stay out? Should the government become
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involved (for example, through a policy that prescribes a minimum wage) in the

“boardroom” or stay out? Based on the answers, four ideological positions are possible:

libertarianism, liberalism, conservatism, or communitarianism. We substituted the term

“communitarianism” for “populism” in the matrix because we believe that it better

describes the starting point of this ideological position in the good of the community. We

have also added some common sub-categories under personal life and economy

(marketplace) to provide a more comprehensive account. See Figure 2. Figure 3

contains a brief description of the four ideological categories.

In the following, we will illustrate through some examples our innovative

integration of disciplines and how it is useful to students in understanding a complicated

field of study. We have found that our approach stimulates student interest in public

affairs. We have also found that it is effective in addressing the common student

declaration, I’m not interested in politics!

Illustrations

Our first two examples are taken from the editorial pages of the New York Post. Early in

the semester we guide students through an analysis of editorials from some of the local

newspapers. Through an ideological analysis of editorials, we hope our students will

develop their facility for critical thinking and become more astute in evaluating what they

read in the newspaper. Usually, students are not aware of, or at least not clear about, the

ideological orientation of the newspapers they read. The two examples that follow

illustrate the typical political orientation of the New York Post: either social or economic

conservatism. Other newspapers have different political orientations. For example, when

we analyze editorials from the New York Times, we uncover typically liberal positions.
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Figure 2

The role of government should be?

IN OR OUT?

What are the central values of each viewpoint?

Personal Life Economy (Marketplace)

Libertarianism (Classical Liberalism)

Social Liberalism Economic Conservatism
Civil Libertarianism Economic Libertarianism
Cultural Liberalism

Liberalism (Modern Liberalism, Welfare Liberalism)

Social Liberalism “Economic Liberalism”
Civil Libertarianism
Cultural Liberalism

Conservatism

Social Conservatism Economic Conservatism
Civil, Cultural, Religious Conservatism Economic Libertarianism

Communitarianism (“Populism”)

Social Conservatism “Economic Liberalism”
Social (cultural, religious) Progressivism
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Figure 3

Brief Description of Four Ideological Categories

Liberalism

Willing to regulate the economy. Support more government services and
regulations. Favor government intervention to promote individual welfare.
Outside economic realm, individual should be free of government restriction.

Populism

Support government regulation of the economy to prevent concentrations of
wealth and to benefit “average man” or “little guy.” Want more equal
distribution of private property. Willing to use government to reestablish
traditional American values. Support government power to regulate
individual behavior so it conforms to traditional moral and social values.

Libertarianism

Emphasize autonomy of individual and minimal role of government. Want
maximum individual choice in both economic and noneconomic realms. Can
be achieved only if individual is free from government regulation. Advocate
government nonintervention in both economic and personal-freedom area.

Conservatism

In economic realm oppose the use of government to restrict human behavior.
Believe economic inequality is the natural consequence of inequalities in human
ability and energy. See a need to use government authority and power to guide
and limit human behavior in the realm of individual morals. Limits on personal
behavior necessary or preserve society.

______________________

Source: Boaz (1986), p.18
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The first editorial, entitled “Up in Smoke,” appeared in the Post on February 15,

2002. It reads as follows:

A significant part of Michael Bloomberg’s plan to close a nearly $5 billion hole in the
budget is a near buck-fifty hike in the city’s tax on cigarettes. Add in the state tax that
Albany slapped on a few weeks ago, and smokers can expect to pay up to $7 a pack.

The mayor says, “This is not a revenue-enhancing thing . . . this is something for
the future of our children.” That is, it’s meant to coerce smokers into quitting—or to
keep non-smokers from starting.

But the new impost alone could bring in as much as $250 million a year. That’s
serious money.

So what would happen if smokers quit tomorrow? The city could be looking to
fill another $250 million budget hole.

Can you say “intellectual contradiction”?
But, whether it’s Albany or City Hall, the tobacco-tax addiction has unhappy

long-term implications.
Beware the unintended consequences of making a legal product so expensive that

it can’t be afforded.
Upstate convenience stores are already reporting drops in sales because their

cigarettes are more expensive than those at the nearby tax-free Indian reservations.
What happens when a pack hits $7?
Expect similar things to happen to stores close to the New Jersey, Pennsylvania

and Connecticut borders.
And those are the smokers’ legal options. Smuggling from the South, and down

from Canada, is also sure to jump.
“Prohibition by taxation” is an invitation for corruption—but particularly in state

and city law enforcement.
And the revenue would be lost, anyway.
Is that something New York’s elected officials really want to do?

We ask the students to read the editorial and then respond to the functions of

ideology. We follow Ball and Dagger’s (2002) outline with small changes: we added

social problem to the list, substituted policy for program, and changed the order of

analysis. We tell the students that we are analyzing the viewpoint of the editorial writer

not Mayer Bloomberg. Otherwise they are likely to say that the social problem is “a

nearly $5 billion hole in the budget.” Also, by emphasizing that we want to understand

the editor’s viewpoint, the students don’t uncritically assume that smoking is the
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problem. After discussion, we arrive at the following responses to the functions of

ideology:

Social Problem: smuggling and corruption (particularly in state and city law
enforcement). Stores near Indian reservations or the New Jersey, Pennsylvania and
Connecticut borders will experience drops in sales. By extending the logic, we may also
expect black markets to develop or organized crime to enter the business.

Explanation: “prohibition by taxation.” In other words, the government creates the
problem.

Policy: by implication, repeal the tax.

Evaluation (values): individual freedom of choice. The government should not
paternalistically try to coerce smokers into quitting or to keep non-smokers from starting.

Orientation: libertarianism or economic conservatism.

This editorial suggests a familiar concern in policy analysis: the law of unintended

consequences. The underlying moral justification for repealing the tax is utilitarian or

consequentialist, not smokers’ rights. The editor should be willing to support the tax if

the negative consequences, smuggling and corruption and drops in sales, fail to

materialize. We also emphasize that in libertarian and economic conservative diagnoses

of social problems, the major explanatory variable is government. This is government

failure (as opposed to market failure). In addition to creating unintended negative

consequences, the government also fails to achieve its objective. As the editor says,

“And the revenue would be lost, anyway.” The government should stay out of the

marketplace (“boardroom”).

The next editorial, “Not Just Victims,” was written for the Post by Richard Cohen

on December 4, 1997:

Et tu, Willie? It appears so. Willie Brown has become the third San Francisco mayor in
a row to enter office with a plan for dealing with the homeless only to discover that
nothing works. The problem, Brown has discovered, is that the homeless don’t want to
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go home. Even if you gave them a place to live, they would prefer the street. Crazy? Of
course.

Now, I am not speaking of all the homeless. Some of them are clearly just down
one their luck—out of a job and out on the street as a result. How many there are of these
is anyone’s guess, but the percentage is probably small. After all, jobs are going begging
nowadays, and the unemployment rate in San Francisco is an astoundingly low 4.3
percent. If a person wants a job, the chances are he or she can find one.

But as Brown is discovering, what ails many of the homeless is not lack of jobs—
or even lack of a place to live—but lack of sanity. They are what you or I would call
crazy, although to be sure more polite terms are applied. Some are alcoholics, some are
drug addicts, some are both and some are mentally ill. Years ago, these sorts of people
would have been institutionalized—for their safety, our convenience. The law no longer
permits that.

Brown’s dilemma is worth pondering because he has come up against what might
be called the liberal fallacy. It is the belief that all social ills are (1) solvable and (2)
amenable to an economic solution. (The conservative fallacy, on the other hand, is that
government can solve no social problems.) The liberal fallacy comes out of the
Depression and the conviction—based on experience—that the poor are like you and me,
only less lucky.

It turns out that’s not always the case. We know that from welfare. While most
people go off the dole as soon as they are able, some do not. They stay as long as they
can—for generation after generation, in some cases. What they lack is not a job, but the
means to find and hold one. They are not just economically deprived, but culturally
deprived as well.

With the homeless, it was believed they were homeless because they could not
afford a home—a simple matter of definition. Ah, but it is not that simple, I found by
going out one cold night with a soup kitchen operation. By offering hot soup and other
goodies, we tried to lure homeless men into a city-operated shelter, a clean place, from
the looks of it.

No dice. The men took our soup, but not the offer of shelter. At the end of the
night, we were able to deliver just one man to the shelter. The rest preferred to spend the
night on the streets.

For some reason, what I learned that night has to be learned over and over again.
Brown is the latest student. “I can’t talk with these people anymore,” he recently told my
colleague, William Claiborne. “There are some people who don’t want to live inside and
there’s nothing you can do with them. They are the hobos of the world. They don’t want
help.”

Yes, but I do. “I” am Everyman, deputized to speak for those of us who find the
current programs for the homeless both inadequate and, in some way, wrongheaded. he
two cities I know best, Washington and New York, are infested with homeless people,
most of whom are nothing but eyesores or pests, some of who though act in ways that are
menacing. The other night, for instance, I saw a homeless man defecate in the alcove
housing a row of ATMs. He effectively rendered the area useless.

Brown should not feel inadequate—a fat chance, actually, if you know anything
about him. Other mayors have done no better, not in San Francisco and not anywhere
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else. To the degree there is a solution to this problem, it is both unpalatable and, maybe,
impossible: the reinstitutionalization of the harmless insane.

Barring that, though, we can cease considering the homeless as either victims of a
harsh and unforgiving economic system (evil capitalism) or romantic eccentrics who
choose to live without a roof, the better to see the stars or something. They are not, as
some would have it, as sane as you and me—unless, of course, you happen to be one of
those people who think it’s OK for a person to live on the streets.

Our discussion produces the following responses to the ideological functions in

Cohen’s editorial:

Social Problem: homelessness.

Explanation: the homeless lack sanity. They are culturally deprived. Some are
alcoholics, some are drug addicts (or both), and some are mentally ill.

Policy: reinstitutionalization of the harmless insane.

Evaluation (values): order in the community. Homeless people create disorder . Most of
them are nothing but eyesores or pests. Some of them act in ways that are menacing.

Orientation: communitarianism or social conservatism.

This editorial is interesting because it discusses what the author calls the “liberal

fallacy” and the “conservative fallacy.” According to Cohen, the liberal fallacy is that all

social problems (ills) have an economic solution. The implication is that markets

sometimes fail, and government can effectively intervene to correct them. This is clear

enough. Government should become involved in the marketplace (“boardroom”). Cohen

rejects the liberal view. He says that the conservative fallacy is that government is

ineffective in solving any social problems, but his understanding of conservatism is

unclear.

It seems that Cohen assumes the standard bi-polar understanding of the political

spectrum in which government should become involved in the economy (liberalism) or

stay out of the economy (conservatism). This bi-polar view has no place for Cohen’s
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preferred policy (solution): government intervention into the personal lives of individuals

through the reinstitutionalizion of the harmless insane (homeless). Cohen’s discussion

suggests that his own view is not ideological, but using our more complex matrix we see

that Cohen is actually a communitarian or social conservative. Because he sees

homelessness as a non-economic personal problem, libertarian, liberal, and economic

conservative solutions that address the marketplace are useless.

In order to solve such a non-economic problem, the government should become

involved in the “bedroom,” that is, the personal lives of the homeless. The underlying

moral justification for this kind of government intervention is an ethics of character

(virtue): functional attitudes and behaviors are necessary to maintain an orderly civil

society. When the origin of a social problem is personal, the major explanatory variable

in communitarian and social conservative diagnoses is culture. In such cases, there is

cultural failure, as opposed to market or government failure. Cultural failures entail

dysfunctional attitudes and behaviors. Government is morally justified in interfering to

change these attitudes and behaviors.

Rent control and minimum wage are our next two examples. Rent control is a

policy in which government sets a price ceiling for rent, and minimum wage is a policy in

which government sets a price floor for labor. We classify these two policies under the

economy (marketplace) in our system because the purpose of government’s price controls

is to alter economic outcomes. There are then only two basic ideological positions.

Libertarians and economic conservatives take the same position on these policies.

Likewise, liberals and communitarians agree in their positions.
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Students are familiar with rent control and minimum wage policies, but they have

not necessarily thought about the social problems these policies are designed to solve.

Without much guidance, students usually see that rent control is designed to address the

problem of a shortage of affordable housing, especially for the poor and lower middle

class. Some also think that the policy is designed to increase the diversity of

neighborhoods. A concentration of the wealthy in a neighborhood usually means that the

neighborhood will also lack racial and perhaps ethnic diversity. We suggest that the

following are the best responses to the functions of ideology:

Liberalism or Communitarianism

Social Problem: a shortage of affordable housing, especially for the poor and lower
middle class.

Explanation: greedy landlords charge more for housing than the poor or the lower
middle class can afford to pay. The free market fails to provide enough affordable
housing. The root cause is the inequality of economic resources produced by the market.

Policy: rent control (or stabilization).

Evaluation (values): security, economic equality, diversity.

Orientation: liberalism or communitarianism.

Liberals and communitarians accept the fact that free markets often efficiently

deliver goods and services that consumers prefer. They are not socialists who want a

common ownership of the means of production and complete government control over

production and distribution. In the case of housing, however, liberals and

communitarians believe that the efficient equilibrium price established by the free market

will be too high for the poor and lower middle class to afford. The underlying reason is

that free markets produce distributional inequalities. This is a market failure that only

government can correct. When a social problem originates in the economy, the liberal
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and communitarian diagnosis is market failure (as opposed to government or cultural

failure). In order to solve the problem, then, the government will have to intervene in the

economy (marketplace) or “boardroom.”

Liberals and communitarians do not insist on anything near an exact economic

equality, but they insist on a more equal distribution of economic resources, especially

when it comes to essential goods such as housing. The government should enact policies,

such as rent control, that redistribute enough resources so the poor and lower middle class

can afford the basics and participate with dignity in the community. Redistribution will

also increase the economic security of individuals in these classes and at least create the

possibility of more diverse neighborhoods. The moral justification for redistribution is

either utilitarian/consequentialist or positive rights. Redistribution will produce the best

consequences for society. This argument is familiar: economic resources have declining

marginal utility for wealthy people. The wealth that is redistributed is not as valuable to

the rich as the poor. The other argument is that citizens have a right to a basic minimal

level of economic resources as a precondition of free agency.

Libertarianism or Economic Conservatism

Social Problem: a shortage of affordable housing, especially for the poor and lower
middle class.

Explanation: the government’s rent control policy. Government fails by creating the
problem.

Policy: do not enact or repeal rent control laws

Evaluation (values): individual freedom of choice, freedom of association.

Orientation: libertarianism or economic conservatism.
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In this viewpoint, the social problem is caused by government failure, not market

failure, as the liberals and communitarians propose. If the government sets the price of

housing below the market-equilibrium price, shortages will develop because the quantity

demanded will exceed the quantity supplied. According to some economists, “The

below-equilibrium price will discourage entrepreneurs from constructing new rental

housing units. Private investment will flow elsewhere, since the controls have depressed

the rate of return in the rental housing market” (Gwartney, Stroup, & Sobel, 2000, p. 99).

Economists who support the libertarian or economic conservative view, identify a variety

of other problems created by rent control. This is Gwartney, Stroup, and Sobel’s (2000)

complete list (pp. 97-100):

1. Shortages and black markets will develop.
2. The future supply of rental housing will decline.
3. The quality of rental housing will deteriorate.
4. nonprice methods of rationing will increase in importance.
5. Inefficient use of housing space will result.
6. Long-term renters will benefit at the expense of newcomers.

Clearly, in order to avoid all these problems, government should stay out of the economy

(marketplace) or “boardroom.”

Libertarians and economic conservatives are committed to different values than

liberals and communitarians. They value the individual freedom to choose the persons

with whom they will deal and associate. They believe the rental price should be their

choice. The moral justification for not enacting or repealing rent control laws can be

utilitarian or consequentialist. As we have seen, libertarians and economic conservatives

believe there are many negative consequences attached to rent control. The most

important positive consequence is an increase in affordable housing. Libertarians and

economic conservatives believe that in the absence of rent control laws the supply of
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housing would be adequate to meet the needs of the poor and lower middle class.

Libertarians and economic conservatives also have a rights-based moral justification for

not enacting or repealing rent control laws. The basic right is the negative right of

noninterference. The government, or other individuals for that matter, is not justified in

taking economic resources from one individual and distributing them to another. The

government is also not justified in interfering with the deals individuals freely make with

others. There are no positive rights to economic resources. Such rights are inconsistent

with the right of noninterference.

Our last example is the minimum wage. As we said, the minimum wage is a

policy in which government sets a price floor for labor. The minimum wage is a policy.

What is the social problem? Students usually agree that the minimum wage is an anti-

poverty policy. We suggest the following responses to the functions of ideology:

Liberalism or Communitarianism

Social Problem: poverty

Explanation: labor markets fail to generate jobs that pay unskilled and low-skilled
workers enough to take care of themselves and their families.

Policy: minimum wage.

Evaluation (values): security, economic equality.

Orientation: liberalism or communitarianism.

Libertarianism or Economic Conservatism

Social Problem: poverty

Explanation: the government’s minimum wage policy. Government fails by creating the
problem.

Policy: do not enact or repeal minimum wage laws.
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Evaluation (values): individual freedom of choice, freedom of association

Orientation: libertarianism or economic conservatism.

The arguments made in regard to the minimum wage are similar to those made

about rent control. Liberals and communitarians believe that market failure accounts for

poverty. The root cause is distributional inequalities. The minimum wage is only one

policy that redistributes income. Other policies, such as education and training that

increase the skills of workers, will also be needed. Based on values such as security and

economic equality, the government should intervene in the economy (“boardroom”) to

help workers support themselves and their families. Liberals or communitarians justify

redistribution with utilitarian/consequentialist or positive-rights arguments.

Libertarians or economic conservatives believe that poverty is caused by

government failure. The minimum wage policy reduces employment opportunities or

increases unemployment. “Because the minimum wage makes low-skill labor service

more expensive, employers will substitute machines and more highly skilled workers

(whose wages have not been raised by the minimum) for the now more expensive low-

skill employees. Fewer low-skill workers will be hired when the minimum wage pushes

their wages up” (Gwartney, Stroup, & Sobel, 2000, p. 101). Other negative

consequences of the minimum wage include increases in product prices, the deterioration

of service quality, and a reduction in non-wage compensation when possible

(Schansberg, 1996, p. 56). Because libertarians and economic conservatives are

committed to the values of freedom of choice and association, they believe that

government should stay out of the “boardroom.” They believe they should be free to

associate with whomever they want and pay them the wages they choose. Their moral
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justification for not enacting or repealing minimum-wage laws is either

utilitarian/consequentialist or the negative right of noninterference.

Conclusions

In terms of the criteria for distinguishing political ideologies, we have emphasized the

role of government by repeatedly asking the question: should the government intervene in

or stay out of the personal lives of citizens (“bedroom”) or the economy/marketplace

(“boardroom”)? One reason for our emphasis is that the role of government is

fundamental in policy debates. We have illustrated, however, how causal factors, values,

and moral justification also divide political ideologies. Political ideologies differ on all

the functions of ideology.

Following Maddox and Lilie (1984), we distinguished between the personal lives

of citizens and the economy. This distinction helped us to form a more comprehensive

picture of alternative ideological positions. We identified four ideological positions

(libertarianism, liberalism, conservatism, and communitarianism) rather than two

(conservatism and liberalism). Based on the analysis of a variety of examples, we

discovered that there always seem to be two basic positions on personal problems:

libertarianism and liberalism or social conservatism and communitarianism. Libertarians

and liberals do not support government intervention into the personal lives of citizens,

whereas social conservatives and communitarians do. There are also two basic positions

on economic problems: libertarianism and economic conservatism or liberalism and

communitarianism. Libertarians and economic conservatives do not support government

intervention into the economy, but liberals and communitarians do.
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Some social problems, such as prostitution and pornography, are difficult to

classify under the personal or economic realm. For example, if prostitution is an

economic problem involving the sale of a service, then libertarians and conservatives

would not support government intervention, but liberals and communitarians would.

This conclusion is counter-intuitive: we all know that conservatives and some

communitarians support intervention, but libertarians and liberals do not. Our

provisional solution is to ask what the purpose of the intervention is. If the purpose is to

alter economic outcomes, then the social problem is economic. If the purpose is to

change dysfunctional attitudes and behaviors, then the social problem is personal. This

may not be a completely satisfactory solution.

We have not discussed it in the illustrations, but another distinction within

communitarianism should be made. Some communitarians are social conservatives;

others are social progressives. Both kinds of communitarians support government

intervention into the personal lives of citizens, but social conservatives value tradition

and social progressives value the new and improved. Social progressives, therefore,

advocate policies such as gay marriage, mandatory helmet laws, and hate crime laws.

Social conservatives advocate regulatory policies in the areas of sex, marriage and

family.

Value judgments are clearly implied in the belief that problems exist, but it is not

clear how a personal problem or even problem of a group is transformed into a social

problem that large numbers of people agree should be addressed by the government. For

example, many people suffer from the problem of fingernail biting, but we do not yet

expect government to try to solve this problem. Masturbation was once considered a
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social problem; now it is not. In the past, smoking was not considered a social problem;

now it is. Obesity was once considered a personal problem or group problem, but a

consensus is forming that it is a social problem which requires collective action through

the government. Value judgments alone that masturbation, smoking and obesity are good

or bad (healthy or unhealthy) do not account for these historical transformations. A

sociological theory is needed to explain them (for a discussion of some of the

sociological theories, see Wagner, 1997, pp. 35-66). This is an area of the course that we

have not been able to develop as thoroughly as we would like.

We do, however, explore the distinction between personal, group, and social

problems with our students. Supporters of the four ideological positions have a different

view of how to draw the line between personal, group, and social problems. Libertarians

classify the smallest number of problems as social problems, communitarians the largest.

The number of problems conservatives and liberals classify as social problems falls

between the other two positions.

Adherents of the four ideological positions believe that three causal factors

account for social problems: government failure, market failure, or cultural failure.

Libertarians and economic conservatives believe that social problems originate in

government failure. Liberals and communitarians believe they originate in market

failure. Social conservatives and communitarians believe that non-economic social

problems originate in cultural failure. Adherents of these ideological positions try to

support their preferred causal factor with various kinds of research evidence. The

evidence is usually inconclusive, however, and we often witness the phenomenon of

“dueling studies” in policy debates. Since the evidence is inconclusive, no ideological



21

position is ever unquestionably refuted. Those of us who teach courses in social

problems and policy should be comforted by the fact that we will always be needed to

help students clarify ideological positions and sort out the best arguments and evidence.
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Today’s MPA Student Audience and the Introductory Course in Public
Administration: An Approach to Substance and Delivery

Abstract

This paper presents experience at Florida Gulf Coast University since its inception in
1997 in developing the introductory course in an MPA degree program structured in
substance and delivery to a student audience that is largely matriculating part-time while
full-time employed in service. It describes other characteristics of the student profile and
their implications for the introductory course, including teaching philosophy; course
expectations and benefits; and learning objectives and assessments. The paper explores
adaptations to the concept-case method for teaching, interchangeable delivery in both
distance and on-campus formats and the role of the departmental chairperson as instructor
in the course. Conclusions and recommendations for future research are presented.
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Introduction and Background

In his reflections on factors affecting the teaching of public administration, Perry (2004)
noted the recognition among scholars in the field over the past fifteen years of the need
for curricula and pedagogy to be responsive to the dynamics of social, economic and
political conditions occurring globally and domestically. Among the dimensions he
identified in examining future directions for research in public affairs education was that
students as a group are among several “units of analysis.” He argued for greater attention
in research to the “intersection” of this unit with others, such as instructors, programs,
professions and indeed, society as a whole (2004,195).

This paper addresses one such intersection with a attention to the situation facing Master
of Public Administration (MPA) degree programs in relating the educational experience
of students to ever-changing environments of public administration while also addressing
the needs of a student body that is largely matriculating part-time and holding in-service
positions in the public or non-profit sectors. The paper’s focus is the introductory or
survey course in public administration, a unit of analysis that is significant to public
administration education for at least two reasons: first, it represents students’ initial
exposure to the discipline at the graduate level and second, it serves as the foundation for
the remainder of their educational experience in a MPA degree program.

The Changing MPA Student Profile 1

Tschirhart and Wise (2002) applied organizational theory to inform public affairs faculty
about diversity management in a wide range of courses. Analysis of obvious differences
in the in-service professional/part-time MPA student population from the more traditional
student typology, as well as divergences apparent within this population, is helpful to
understanding the implications specifically for the introductory MPA course. Additional
characteristics that these students share in common as a group are useful to instructors in
designing the introductory course in a manner that is compatible with the profile of their
classes.

As mature adults, these students often do not forego active roles of parenting and
community participation during their matriculation, unlike their more traditional student

1 The student profile described here is based on the author’s observation as well as preliminary results of
student and alumni surveys conducted as part of the FGCU Division of Public Affairs’ self-study for
accreditation by the National Association of Schools of Public Affairs and Administration (NASPAA), and
currently undergoing further analysis.
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counterparts. Another common characteristic in the profile of such students is the gap in
their higher education experience, which may represent some ten years or more since
completion of their baccalaureate degree. Diversity in disciplines represented in that
degree also plays a role, with undergraduate majors ranging from social sciences and
humanities to the natural sciences as well as business administration, law and
communications/public relations.

This gap may further contribute to a lack of familiarity and some intimidation with the
increased dependence on technology for communication with faculty and administrators
as well as a realistic understanding of the expectations of graduate vs. undergraduate
education. For such students, research and other learning skills from the pre-technology
era often require significant updating in order to effectively conduct library research
using electronic bibliographic databases and other resources. Finally, divergence in the
nature and extent of students’ educational preparation will also be apparent in areas
experiencing growth and development with in-migration from far-reaching regions of the
country, and for those institutions with international student representation.

Characteristics that these students often share in common are the motivation underlying
the pursuit of a professional graduate degree. Upon graduation, the majority is likely to
remain employed in the same agency or organization where they were working at the
time of their admission. Their objective is to advance within an existing career track.
Accordingly, the environment of public administration is not new to them; rather, they
relate more readily to the subject matter in an applied context than do students who have
yet to experience an actual work setting in the public/non-profit sector.

Implications for Degree Programs and Teaching

These circumstances, coupled with the increased demand at the local and state levels of
government for qualified public administrators, place pressure on administrators and
faculty to design and deliver MPA degree programs in a manner that fulfills multiple and
often competing objectives. New entrants representing the proprietary educational
industry may exacerbate this pressure with the emergence of competing MPA degree
programs in the same market.

This paper is based on the experience at Florida Gulf Coast University (FGCU), an
institution confronting these challenges since its inception in 1997 in a MPA degree
program that began with distance (virtual) education via internet as its defining
characteristic. It sets forth issues relating to both substantive content as well as delivery
strategies for the introductory MPA course (PAD 6060, Introduction to Public
Administration) as it is currently taught, reflecting changes that have been incorporated
over its relatively brief history.2 The intent is to offer an example (vs. a model) of how
and understanding of the MPA student profile affects the course design and delivery.

2 The author extends appreciation to students whose evaluations of their experience in the course have
contributed to its development. She also acknowledges the assistance of present faculty colleagues in the
Division of Public Affairs, technical support staff in the College of Professional Studies at FGCU as well as
Curtis Ventriss and the late Peter A. Manning.
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A Matter of Substance I: Teaching Philosophy, Expectations and Benefits, Learning
Objectives and Assessment

Course design of PAD 6060 has evolved over a seven-year period, taking into account
the student profile and institutional environment described in the above section.
Communicating the teaching philosophy, course objectives and how assessment will be
conducted in a manner that students can relate to contributes to a meaningful experience
for the class as well as instructor. The following course elements are illustrative:

Teaching Philosophy

A statement of teaching philosophy provides instructors with an opportunity to convey
their own approach to the subject matter, means of relating to students or other aspect of
teaching that they closely identify with. It can be tailored to the specific course being
taught or generic in nature, applicable to any course that instructor teaches. One’s
teaching philosophy goes beyond the catalog description of the course, revealing an
attribute of the instructor not otherwise generally communicated to students. Having a
clear understanding of the instructor’s philosophy serves as a guide to the practitioner-
focused student in succinct terms, reducing guesswork that often accompanies a student’s
curiosity about the professor. In PAD 6060, this is accomplished by stating the
instructor’s appreciation for public administration in the context of an academic
discipline and an applied field:

Public administration is a rich, interdisciplinary field of study, applying
critical and creative thinking toward understanding and addressing issues
and problems facing the public and not-for-profit sectors in the context of
dynamic social, economic, and political conditions of contemporary life.

Course Expectations and Benefits

Students need information at the outset of the course and throughout the semester
concerning what is expected of them and what they can expect of the instructor. In the
latter instance, the instructor may revise an initial statement to this effect, reflecting
specific needs of different classes, semester by semester in which the course is taught,
obtaining student input during the first class session (whether traditional or virtual). For
students whose most recent educational experience is a distant memory in their lives, this
statement serves as a reassurance that they are proceeding in the course in a manner
consistent with the instructor’s expectations. PAD 6060 expresses these expectations in
the following way:

Expectations Of the Student: Keep current with the weekly readings and
assignments; participate in the message board or class discussions;
complete written assignments in a timely fashion; support colleagues (as
needed); enjoy being part of the learning process.
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Expectations Of the Professor: Provide a clear understanding of course
responsibilities; give prompt, complete response to students’ concerns and
questions; grade assignments in a fair, logical manner that students can
understand; support the students in the learning process; enjoy being part
of the learning process.

In a similar vein, students are further informed about the course in a meaningful way if
they understand the direct and tangential benefits upon successful completion in relation
to their career goals. PAD 6060 represents this aspect of the course with the following
five benefits to be derived:

1) a better understanding of the subject, both from theoretical and
practical orientations,

2) enhanced analytical skills,

3) improved written communication skills,

4) new collegial and professional contacts, and

5) a sense of personal accomplishment.

Learning Objectives and Assessment

Careful thought to and clear articulation of the learning objectives underlying
assignments is particularly critical to the MPA student profile under discussion. Gearing
the activities in which students will be engaged in the course to their motivation for
learning increases the potential for success later in the degree program and professional
experience, as well as in the course itself. Table 1 sets forth how the assignments are
linked to learning objectives.

A Matter of Substance II: The Concept-Case Method as a Focal Point

Although space does not permit a delineation of all teaching approaches in PAD 6060,
the use of the concept-case method is worthy of attention for purposes of this paper. For
the student profile under discussion, relevance is enhanced with the application of
concepts to actual situations posed in case studies. Stillman’s (2005) four purposes for
the format and approach employed in his text are conducive to incorporating relevance to
the introductory course aimed at in-service students:

 Developing students’ appreciation for the classic works of theorists
as the foundation for an understanding of contemporary public
administration

 Demonstrating the complexity of actual problems public
administrators face through students’ exposure to a variety of case
situations

 Providing a mechanism for linking theory with practice
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 Developing students’ appreciation for the interdisciplinary nature
and broad scope of public administration (2005, xxi).3

In addition, the Stillman concept-case study approach features other attributes that make
it an effective teaching strategy and appropriate for a practitioner-based student audience.
One feature is that the majority of cases have been the subject of national media attention.
Generally, students are able to recall popular press coverage and the tendency toward
“assignment of blame” that occurred as the events in the case unfolded. Analyzing the

Table 1. PAD 6060 Learning Objectives and Assessment Strategies

Learning Objective Assessment Strategy

Demonstrate an understanding
of and appreciation for the
various organizational,
ethical, and professional
problems that public
administrators face

Case study analyses,
Web discussion board or class
participation, Examinations

Apply an understanding of
the roles and
responsibilities of public
administration to various
problems and issues,
demonstrating an ability to:
assess relevant information,
identify appropriate
alternatives, and articulate
an analysis accordingly

Case study analyses, Class
or Web discussion board participation

Conduct search of public
administration literature
appropriate to specific topic areas,
using library
electronic resources

Midterm and/or Final
examination

Gain insights into
strategies for managerial
success in organizations

Caught Between the Dog and
the Fireplug . . .4 “Book Club” Web
discussion board.

3 These objectives may be fulfilled employing cases from a variety of sources available to faculty. Among
these are Electronic Hallway (The Evans School of Public Affairs, University of Washington, Seattle, WA)
and the Kennedy School of Government at Harvard University, Cambridge, MA.
4 Ashworth (2001).
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case from the perspective of public administration in the introductory course setting
demonstrates the unique contribution that the discipline makes toward an understanding
of/explanations for the behavior of the players, dynamics of the organizations and other
phenomena that constitute the case.

Cases that are familiar at a superficial level to practitioner-oriented students have the
added benefit to learning of equalizing the playing field of the classroom setting, making
these types of cases preferable to those that may place some students at an advantage
over others because of their background or experience. Rhodes (2002) observes the
reverse situation for more traditional students who upon completion of their degree will
assume beginning-level managerial positions in state and local government. He
advocates the use of cases more likely to represent the set of circumstances these students
will confront in their decision-making roles.

Maximizing the learning experience in case study learning among practitioner students
can be a greater challenge for teaching than in the traditional setting. Emphasis on
critical thinking (Browne and Keeley, 2004) may require additional attention depending
on the stage in their development as critical thinkers (Elder and Paul, undated).
Practitioner students’ oral and written analyses should focus on factors such as the
following:

 Clearly linking the theory with practice that the case illustrates
 Demonstrating an appreciation for the complexity of the case, avoiding the

tendency to oversimplify or seek a definitive “solution” to the case
 Drawing more heavily from public administration literature in case analysis than

from reaction based on personal values and observation from experience
 Writing in a professional style (vs. casual or conversational).

A Question of Delivery I: Interchangeability Between On-campus and Distance

Integrating traditional learning with distance education in public affairs education has
been demonstrated to have some benefits when also combined with service learning
(Killian (2004). As courses become increasingly web-based, the lines that once
distinguished one form from the other will become less clear-cut. To the extent that a
course is designed in a web format, technological advances in higher education will make
it easier for students to participate interchangeably between distance and on-campus
formats in a given course. 5 These advances preclude the need for a course to be taught in
separate formats, a strategy that is cost effective from an administrative standpoint.
Combined with flexibility in completing assignments in the course, this approach fulfills
the needs of the practitioner-based student audience whose work schedules are often
unpredictable.

5 The Division of Public Affairs at FGCU stipulates that students who at the time of their admission to the
MPA program have not had one year of professional experience in a public agency or non-profit
organization are required to attend class sessions of all courses in the core.
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In PAD 6060, flexibility is achieved largely through the case study assignment, the
central component of the course. Of eleven cases assigned, six formal written analyses
are submitted to the instructor as an e-mail attachment, the first case being a “practice”
case that all students are required to complete by the close of the second week in the
semester. The instructor electronically returns the practice case to each student with
comments but no grade per se. Students may submit the remaining five formal written
case analyses on the due dates as assigned weekly throughout the fifteen-week semester,
choosing the due dates that best accommodates their schedules (whether of a personal or
professional nature). The instructor does not require the anticipated schedule of these
submitted assignments to be approved in advance.

Discussion of all eleven assigned cases takes place in regularly scheduled class sessions
as well as on a Discussion Board in the Angel distance learning delivery mode. Students
have a choice between participating via class attendance or web throughout the semester.
The following instructions for this aspect of the course is explained

Participation via web Discussion Board is required for distance students
and others unable to attend a scheduled class session. The expectation for
this part of the course is as follows:

1. Each student originates a point based on
his or her analysis of the case, entering a
posting a in the weekly Discussion Board for
the case.

2. Each student reacts or responds to the
posted by another student using the Reply
function in the weekly Discussion Board for
the case.

Therefore, generally, there will be no more than 2 postings per student per
week, one in the early part of the discussion period and another posted
later in the week. At the conclusion of the discussion period for a given
case, the instructor will post a Commentary to all participants.

Your involvement in discussions, whether in class or web Discussion
Board, is expected as part of the course participation grade whether or
not you have submitted a formal written case analysis during any given
week in which a case is assigned. Web Discussion Board content should
focus on substantive, public administration principles in the case in the
same manner as formal written analyses. To "chat," (socialize) use the
chat room feature. (The instructor does not participate in “chats.”)

Experience to date reveals that there is no predictable pattern on the extent to which a
given class will opt for an exclusively distance or on-campus format or a combination of
both approaches. Some students located outside of commuting distance of the university
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may opt for attendance at one or two scheduled on-campus sessions and “virtual
attendance” in the case Discussion Board via web. All students are encouraged to attend
the last class session of the semester to reflect on the course and to meet their fellow
students with whom they have been exchanging thoughts via web Discussion Boards on a
weekly basis. During semesters in which all students enrolled in the course determine in
advance that they will matriculate in a distance-only mode, class sessions are not held
and the course becomes exclusively “virtual.”

A general limitation to the interchangeable format is the need for strict adherence to the
pre-set schedule, sacrificing the “spontaneity” that is often present in either an all-
distance or campus-based approach. To assure similarity in the experience for all
students in the course, there can be few departures from the teaching plan as initially set
forth in the syllabus. The interchangeable format also places limits on including guest
lecturers for class sessions, taking field trips or using audio-visual aids. Some of these
and other limitations can be overcome using various proxies available for distance
learning. For example, voice-over PowerPoint can substitute for a guest lecture with
opportunity for question-and-answer interaction by e-mail.

A Question of Delivery II: The Chairperson as Instructor

At FGCU the departmental chairperson teaches PAD 6060 on a regular basis both fall
and spring semesters. This aspect of the course is included here in relation to the student
profile under discussion, recognizing that numerous factors enter into teaching
assignments from institution to institution. With respect to the introductory course, most
faculty members holding the terminal degree in public administration or closely related
field are considered “qualified” to teach the introductory course. Indeed, rotation of this
assignment among the faculty has advantages to the department with a number of faculty
members becoming familiar with the characteristics of incoming students. Similarly,
with different instructors teaching the course over a period of time, the student body as a
group has had exposure to diverse approaches toward the subject matter.

For a relatively new program such as FGCU’s, the chairperson as instructor for this
course has proven beneficial to program planning and administration largely because of
the ability to gain first-hand familiarity with incoming students. This has proven
advantageous in a pre-accreditation period in relation to the student profile in the
following ways:

 Appropriately tailoring recruitment programs and pre-admission information
 Fine-tuning program requirements
 Mentoring new faculty
 Communicating with mid-level and upper administration on program needs

Conclusion and Recommendations

Returning to Perry’s (2004) call for research in public affairs education to focus on the
interaction of units of analysis, this paper has touched upon one approach to teaching that
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attempts to meet the needs of a changing student population while maintaining traditional
educational objectives in an introductory course in a particular MPA degree program. Its
intent is to offer an example rather than imply generalization. Nonetheless it suggests the
need for ongoing attention to implications of student characteristics to pedagogical
substance and delivery in individual programs as well as in the public affairs education in
general.

Both qualitative and quantitative research with a sharing of results in the professional
literature can be interpreted among program administrators and faculty as applicable to
individual situations. The challenge lies in basing approaches to teaching on accurate
information about students, detecting trends and responding to them in a manner that is
both relevant and focused on outcomes favorable to the public/non-profit sector that we
serve.
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Introduction

This paper addresses a crucial component of teaching about organizational

behavior. That is, discussing power, authority, leadership, and influence. These

phenomena and the terms pointing to them are salient not only for Organizational

Behavior but for a number, perhaps all, of the disciplines of the behavioral sciences.

These disciplines would certainly include Public Administration, Political Science,

Management, Anthropology, Sociology (French & Raven, 1959). They are also central

to the study of groups, organizations, communities, and societies (Cartwright, 1959). In

consequence of their importance to many fields and areas of study, one might expect that

little more remains to be said concerning these phenomena and these concepts. However,

as this paper intends to show, this is not the case. Not only are these concepts frequently

interchanged and confused with one another in discussion, they are also poorly developed

for the uses to which they are put analytically. Interestingly, Ivancevich and Matteson

note “the empirical evidence of the magnitude of the effects of leadership on performance

is modest” (2005, 493). In order to establish this claim, and to explore why this

state of affairs exists, this paper will proceed as follows: First, two meta-analytical

strategies will be briefly characterized and separated. These are Contextual Knowing and

Categorical Knowing (Watson, 1979). Second, these meta-strategies will be applied to

Ivancevich and Matteson’s treatment of power, influence, and leadership in order to show

certain reference points such as Dahl’s classic definition of power (1957, 202-03) is not

merely inconvenient but fatal. It confuses categorical thinking with contextual thinking

and thereby impairs rather than facilitates inquiry and understanding, teaching and

communicating about them. Third, a re-conceptualization of these phenomena will be



suggested that better fits them for critical but different purposes in analysis and in

rhetoric. Both the teaching and the texts of Organizational Behavior acknowledge the

first of these purposes but not the second.

Contextual Knowledge and Categorical Knowledge

Contextual Knowledge and Categorical Knowledge may be defined by referring

to three sets of analytical decisions that need to be made explicitly rather than, as is all

too often the case, implicitly and by default. These decisions may be labeled: Analytical

Emphasis, Complementary Specification, and Definitional Strategy (see Figures 1-3). An

analyst pursuing Contextual Knowledge will select the first alternative for each and all of

these decisions while one committed to Categorical Knowledge will select the second.

Both modes of analysis are necessary, complementary, and useful if carried out

separately, consistently, and in the proper order. This means that though classifying may

legitimately make, indeed must make, use of information about the social structure of

society generated through Contextual Knowledge; the opposite is not true. Contextual

Knowledge may not take the tools or intellectual products of classifying as ingredients

with which to fashion a structural description of society or of any of its parts. This is

because classifying by its nature is “atemporal” and “aspatial”; it removes its objects

from locations and relations in space and time and draws them together into timeless,

spaceless, “relationless”, and hence, changeless sets or classes. Were the analyst to

undertake the task of mapping dynamically the social structure of a society, a community,

an organization, a group by employing tools for and intellectual products furnished by

classifying, the analyst would find himself or herself working with ingredients

specifically designed to preclude this very information and consequently, in the midst of



committing a serious epistemological error. What would result would be a smuggling in

by the back door what certainly did not come in the front. If it may be assumed that the

proper object of study for behavioral science, and disciplines drawing from it, is society,

and other units, their parts, and relationships, and that this object can best be approached

by attending to social structure, then if development and change, growth and decline,

success and failure, are to be captured and expressed, and made available for later

generalization, Contextual Knowledge must be pursued and must be followed by

classifying.

Analytical Emphasis (see Figure 1) shows three analytical decisions. The

scale/abstraction principle concerns how phenomenological targets are to be conceived

and defined. Contextual Knowledge requires that they be conceived and defined as

differing in levels of scale, or complexity, but not in levels of abstraction, or number of

defining features. So, for instance, role, group, organization, community, and society

would be conceptualized as equally real, that is, occupying space and transpiring in time,

but as unequally complex. Obviously, Contextual Knowledge by setting out or marking

its units for further observation addresses both the scale principle and the abstraction

principle. Categorical Knowledge, the logic of which, by contrast, seeks to create and

compare ageless timeless, changeless, and “relationless” sets of phenomena, addresses

only the abstraction principle. The sets, classes, or categories created by dumping into

them every phenomena meeting the stated criteria or defining characteristics, rather than

the phenomena sorted into them, are the intellectual targets of classifying. Because these

foci are only sorting bins, the gates to which are widened or narrowed by respectively

dropping or adding defining characteristics, they do not occupy space or transpire time.



Contextual Knowledge adopts and must adopt the uniform principle which insists

that the units employed for describing social structure be conceptualized as consisting of

the same “basic stuff” (see Figure 1). So, for example, social behavior may be regarded

as the “basic stuff” of roles, groups, organizations, and so on. In the event that a unit is

not so conceived, it must be removed from social structural description until it can be so

conceived. This requires Contextual Knowledge to think, for instance, that persons as

actors consist of behavior. Unless persons are thought of in this or some other

appropriate manner, they must be made logically to stand outside social structure. Since

this would appear an untenable result, and because it insists on a “basic stuff” for all its

units, Contextual Knowledge is forced to recognize the logical necessity for both person-

centered and collectivity-centered approaches to social structure. By contrast,

Categorical Knowledge neither makes nor requires this distinction. Since what

classifying relates are sorting bins and not phenomena in the social world, its logic has no

need nor a place for a “basic stuff”. Its foci, that is its classes and sets, can be

conceptualized quite apart from one another. Persons can be sorted into them without

limit. One does not confront the constraint, as one would when attempting structural

description, that finally there is nothing left of the behavior of the thing called person to

go into yet one more class.

Contextual Knowledge emphasizes both the mechanism and covariation

principles (see Figure 1). Because its procedures call for structural description in

terms of units articulated with respect to one another, and a continued observation of

them, it may possibly both uncover how a social entity works operationally and

statistically relate measurements taken on variables defined with respect to the parts of



that entity. By contrast, Categorical Knowledge is limited to discussing covariation

because its sets or classes are merely sorting bins containing any number of unordered

observations. The discovery, or recovery, of mechanism requires that information about

how phenomena are configured, articulated, and connected be gathered and recorded

along with and at the same time as observations of the phenomena themselves.

Complementary Specification (see Figure 2) shows four decisions. The first of

these is mandatory/selective. The logic of structural description requires that its concepts

be defined at the same level of abstraction, be defined uniformly with reference to a

“basic stuff”, and be defined with reference to scale. To this the mandatory principle

adds a requirement that concepts be developed by taking cognizance of others touching

related phenomena. If several concepts refer to the “same” phenomena, they are the same

concept and few, rather than many should suffice. The logic of Categorical Knowledge

does not entail these constraints. Consequently, there is little, if anything, to limit just

how its sets and classes can be defined or just how many or how few there can be or how

much or how little they have in common. They do not have to be thought together. In

consequence, how they are defined is solely the personal choice of the analyst.

The structure principle is selected by Contextual Knowledge while the

homogeneity principle is taken by classifying. Contextual Knowledge emphasizing, as it

does, a repertoire of units marking social phenomena in such a way that further

observation can capture alterations within or among them must devise a means for

recognizing what counts as part of a unit and what does not. The boundary and the

notion of articulation or configuration becomes this criterion. Because it does, structural

description builds units which differ internally and which contain parts rather than



elements. That is, the units of structural description make use of an articulated difference

in expressing and capturing growth, change, and decay in the social world. By contrast,

Categorical Knowledge can draw only on sets, the elements of which are identical

because they have been defined and made identical in and through the act of sorting.

These foci contain elements unordered with respect to one another. However, this is

what classifying is all about. It creates sets by drawing on the boundary concept wedded

to the idea or criterion of homogeneity. Obviously, classes and sets are not appropriate

foci for attempting to capture and express increasing or decreasing differentiation in such

things as roles, groups, organizations, communities, and societies. They are not

appropriate because they are not made for this task. In fact, they are not constructed for

the purpose of describing ongoing events in the social world at all. This is what the units

of Contextual Knowledge are designed to do. Classes and sets draw attention to

themselves as intellectual targets. They do not refer to anything available through

observation of phenomena in the social world. As sorting bins, existing only in a logical

space, they refer to the commonality that they have brought into being. This is all and

only what they are and do.

Definitional Strategy (see Figure 3) shows three decisions. Given all that I have

said, obviously, Contextual Knowledge selects the observation principle. The whole

point of this approach, its logic, is to facilitate taking observations of phenomena in the

world in such a way that events and processes can be captured and expressed. Contextual

Knowledge requires unit concepts which, because they are designed to capture

differentiation and other forms of change, facilitate observation. Such observation

remains relevant throughout the study. Not so for classifying. The logic of Categorical



Analysis, oriented to producing ageless, timeless, “relationless” classes and sets which

bring into being and concentrate on commonality, makes observation beyond the act

of classifying absolutely irrelevant and, indeed, senseless. Carried to its extreme, that is,

used as it is intended, classifying would fix or freeze every possible characteristic to

serve the purpose of identification. The essence of classifying is to classify

unambiguously or “essentially”. In consequence, the more characteristics permanently

attached as definition, the more certain it is that a proper and correct sorting can take

place. Categorical Knowledge strives for the maximal principle. Contextual Knowledge

strives for the minimal. That is, the smaller the number of characteristics definitionally

fixed or frozen to a unit, the larger the number of characteristics or features available for

describing changes in that unit over time and space. The minimal principle means, then,

that as few characteristics as possible should be attached to a unit as definitional features.

Each one not so attached can thereby become a variable available for describing changes

with respect to that unit. In short, the minimal principle allows Contextual Knowledge to

adopt both the variation principle and the difference principle. By contrast, Categorical

Knowledge can rely only on difference. Since its classes and sets are fashioned to bring

about commonality and sameness, to be homogenous, they are not the sort of foci to use

when attempting to follow some change, or variation, in a unit in the social world over

time. In fact, classes and sets furnished by classifying cannot be used in this way. And

because they cannot, classifying risks a mistake in claiming something which differs,

changes, when, in fact, it does not. Classifying has no way, logically, of separating two

possibilities which very much need to be separated. These two possibilities are, first, a

difference between two things which turns out to be a constant with respect to each of



them over time, and, second, a difference between things which exist because the variable

in question changes with respect to each of the particular units across time.

Ivancevich and Matteson’s Reference Point: Dahl’s Definition of Power

Every field of study has reference points which its scholars cite. These reference

points orient their work in our reading of it. So it is with Ivancevich and Matteson’s

attention to how Dahl defines power. But, as this paper will show by applying the

Contextual Knowledge and Categorical Knowledge strategies, this reference point not

only has not, but cannot, direct our inquiries toward a clear understanding of power,

influence, and leadership.

Surely Dahl provides a reference point for the study of power. His definition is

widely cited. Moreover, it serves as a model for defining influence and leadership.

Consequently if it proves to be flawed and I hope to show that it is flawed, we shall have

some reckoning to do. Let us consider Dahl’s definition as quoted by Ivancevich and

Matteson, “A has power over B to the extent that he can get B to do something B would

not otherwise do” (1996, 362; 2002,388). Ivancevich and Matteson note that the term

influence is often substituted for the term power and vice versa but, they inform us

“power represents the capability to get someone to do something; influence is the

exercise of that capability” (2002,388). Influence is also the exercise of leadership which

is defined as “the process of influencing others to facilitate the attainment of

organizationally relevant goals” (2002, 425). And finally, let us see that Ivancevich and

Matteson define influence as “a transaction in which a person or a group acts in such a

way as to change the behavior of another person or group. Influence is a demonstrated

use of power” (2002,675).



Hopefully the application of Contextual Knowledge and Categorical Knowledge

will allow us to discern several flaws in this treatment of power as well as influence and

leadership. Perhaps first, we are struck that the conceptualizations of influence and

leadership very closely follow Dahl’s definition of power. The mandatory/selective

decision is most pertinent here. When a Categorical Knowledge strategy is followed,

phenomena are defined quite without regard to one another. This is exactly what

Ivancevich and Matteson show by their examination of these literatures. Were a

Contextual Knowledge strategy used, power, leadership, and influence would not, could

not be defined as the same thing. They could not because behavior counted as power

may not also be counted as influence or leadership under serious structural description.

Currently, the literature of power, influence, leadership, etc., enacts a shell game of sorts.

When we wish to discuss power we talk about it in terms of influence. When we wish to

discuss influence we talk about it in terms of power. And so on. Only when all the terms

are before us, as the mandatory principle under Contextual Knowledge requires them to

be, do we come to terms with just what means what – and why. The why is because the

uniform principle requires a “basic stuff” and the term influence as presently used in the

literature is not this stuff because it is often treated as an analytical object itself. The

Contextual Knowledge strategy bids us not invent term after term; however, reward

structures in all the behavioral science disciplines bid otherwise. The result is a plethora

of terms that prove to have very little analytical utility but are great for a parlor game in

which we guess whether something is really this or really that.

Second, we are struck that power, influence, and leadership as well as other terms

in the lexicon, define their objects in terms of success. Either one is successful in power,



influence, or leadership or one is not. When one is not, one does not have power,

influence, or leadership. This definitional approach may be less than illuminating but it is

not wrong under the Categorical Knowledge strategy. It is wrong under the

Contextual Knowledge strategy. When a game begins, who knows the outcome. We

must actually play it. We must watch happenings and events in real time and space to

discern how to move, what to do next and then next, and so on. Of course, another

alternative is to fix the game. Then we know the outcome. Success will be ours.

Defining phenomena in terms of success is fixing the game. Power is, and only is,

success. If successful, we must have had power and if not, we must not have. This

comes uncomfortably close to magic, to incantations and potions, to hocus pocus. When

we think seriously about structural description and conceptualize phenomena with

reference to real time and real space, we find it illogical to not consider the subset failure

along with the subset success. Instead, definition in terms of success clearly

demonstrates the terms power, influence, and leadership are class or set terms to be

applied to “explain” an outcome we already know. That is, know after the fact.

Third, we are struck that all three terms – power, influence, leadership – are

defined essentially. This approach to definition, to conceptualizing phenomena has

ancient roots in Plato. The physical sciences, the natural sciences have followed Galileo

beyond it. The behavioral sciences, us, have not. Rather than paring away or teasing apart

aspects of phenomena, as Galileo did with his experiments using inclined planes, the

essentialist approach rolls all aspects and features into the nature of the phenomena and,

then, explains these features and aspects by invoking the definitions. Balls fall because

balls do – that is their nature. Power leads to success because it does – that is its nature.



“A has power over B to the extent that he can get B to do something B would not

otherwise do” (2002, 388). Were Galileo to consider this definition, he might object that

a host of factors, other than the wishes of A, possibly impact B’s actions. This host of

factors, we call variables and I think investigating them to be what empirical research,

behavioral science research, is all about. Instead, Dahl’s definition slights them, indeed

dismisses them, with a phrase “…something B would not otherwise do” (2002,388).

How on earth Dahl knows, or anyone knows, what “B would not otherwise do” I cannot

imagine. But perhaps others can. If you know the essence of power, perhaps you know

this also. If you do, you may avoid altogether the messy business of empirical research.

Few scholars in the disciplines concerned with power, influence, and leadership make

this choice though it follows from their essentialist definitional approach. When they

trudge through empirical investigations, they do so despite their conceptualizations, not

because of them. They do so illogically, but heroically, because their definitional tools

are fashioned categorically rather than contextually.

Third, we are struck that the definitions of power, leadership, influence impair

teaching and/ or training with respect to their objects or phenomena lying behind them.

Dahl’s definition of power, and by extension, of influence and leadership, centers on

persons and on B far more than A. If B acts one way, A has power; another, and A does

not. This is a classifying emphasis. The key, the crucial, perhaps the only real question at

issue is -- can we or can we not sort A into the class or set of power or power holders? A

contextual emphasis would be what actions or behavior does A, as well as B, engage in.

Here we must follow what A and B do. We must attend to, observe, learn where they do

them, when they do them, how they do them, and with what resources. Here we cannot



explain B doing as A asks simply by asserting that A asked. Indeed, both A and B

dissolve somewhat into the behavior system within which they act. Other variables, taken

on the behavior system and not on the abstracted, magically complete person will have to

be investigated. It is these other variables, established through any number of research

efforts, brought together and taught to A – by us – that can impact A’s behavior or

actions.

We have As coming to our classes. As future managers and administrators, these

As will act in firms and agencies and communities. However, we adjudicate among

power, influence, leadership, authority, empowerment, etc., we will most likely wish our

As to be more active than passive in their places. If “powership”, or “influenceship”, or

leadership, or “followership”, or “authorityship”, or whatever, can be taught and/ or

trained, and I think our students, our As, are hoping they can, it is our As with reference

to which we must more carefully frame these phenomena. For instance, in selling some

product, perhaps insurance, perhaps cars, we know it is important to be knowledgeable,

to make messages pertinent, and to make calls and to persist in making them. Even so, if

other sellers offer better products more cheaply and more conveniently, we may still fail.

But persisting may raise the probability of success. This, of course, pales next to the

certainty of success if one has “salesship”. When one has this, the probability of making

the sale is 1; when one does not, unfortunately, it is 0. Hopefully, this example makes the

point that power, leadership, influence, etc., may more properly be examined across

time, across space, that is contextually, rather in a single instance of A asking and B

acceding.



Finally, we are struck that we may have naively assumed that the purpose of

Organizational Behavior, Organizational Theory, and Management texts is to help us

teach students about analysis – what it is, how to do it, how to use it. If so, our texts

carry a burden, and in turn, so do we, of using tools not properly fitted for this task.

Dahl’s definition does not make analysis of power, influence, leadership, etc., impossible

but it does make it difficult. However, our texts may have another quite different purpose

And, indeed, I believe they do. This purpose is Rhetoric. As the Greeks practiced it,

Rhetoric should be studied and learned for the purpose of moving men and women to

action, not to analysis. Perhaps many of the concepts presented us provide very well the

language for doing just that. To have power, to have influence, to have leadership –

especially the transformational version, are ends worth pursuing for themselves. Perhaps

they are also language vehicles for moving others. Motivated workers can accomplish

“X”. Organizational actors who possess power can do “Y”. Statements such as these put

Persons into categories and invite Persons to put themselves into categories. This is not

analysis but it is quite useful.
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Figure 1

Analytical Emphasis

**Contextual Principle **Categorical Principle

**Scale **Abstraction

Entity-designating concepts
are units that attend to both
scale and abstraction.

Entity-designating concepts
are sets or classes that
attend to abstraction.

**Mechanism **Covariation

Analytical emphasis is upon
the mechanism underlying
covariation.

Analytical emphasis is upon
covariation.

**Uniform **Nonuniform

The person must be related
to social units, such as a
group, by a medium
common to both.

Classes of persons and
classes of social units may
be formed of completely
different media and may
remain separate and
detached from one another.



Figure 2

Complementary Specification

**Contextual Principle **Categorical Principle

**Mandatory **Selective

Social phenomena must be
conceptualized from a
structural viewpoint. In
consequence, such
phenomena must be
conceivable in terms of
scale units and their
relationships.

Social phenomena may be
conceptualized separately,
selectively, disparately.

**Structure as boundary **Class as boundary

Units are differentiated by
the boundary idea. The
criteria for inclusion in a unit
is the idea of organization,
pattern, or structure.

Classes are differentiated
by the boundary idea. The
criteria for inclusion in a
class or set is the idea of
homogeneity.

**Difference **Sameness

A unit is characterized by
differences among parts.
The emphasis is upon the
particular arrangement of
parts of units.

A class is characterized by
identity among elements.
The emphasis is upon what
class elements have in
common.



Figure 3

Definitional Strategy

**Contextual Principle **Categorical Principle

**Continuing observation as
relevant

**Initial observation as
relevant

Observation remains
relevant from initiation to
conclusion of study.

The relevance of
observation occurs in and
ceases after the act of
classifying.

**Minimal **Maximal

Ideally, units must be
defined minimally. Few
characteristics or aspects of
a unit are definitionally
fixed.

Ideally, classes must be
defined maximally. All
characteristics or aspects of
a class are definitionaly
fixed.

**Variable **Constant

Because the temporal
dimension is included, the
distinction between logical
variables and logical
constants may be extended
to encompass empirical
variables and empirical
constants.

A distinction between
variables and constants is
illogical and irrelevant.

**Variation **Difference

Variation may be
extinguished from
difference. Variation among
the aspects of a unit or
among the aspects of
several units may be
examined.

Variation and difference
may not be distinguished.
The generation of "false
variables" is likely.



The Link Between Theory and Reality: A Practical Approach to Problem-solving
Alan Zalkind, Associate Professor
Graduate Department of Public Administration
Rutgers University

Introduction

Secretary of Defense Donald Rumsfield, in an incredibly inelegant but brilliantly insightful

comment stated: “ There are known knowns. These are things we know. There are the

unknowns. That is to say, there are things that we don’t know. But there are also unknown

unknowns. These are the things we don’t know we don’t know.”

This is the challenge that faces all academics who try to teach public administration – to

acknowledge the things our students do not know or cannot know yet must confront in order to

survive. Rutgers University was involved in two initiatives that forced us to confront the validity

of Rumsfield’s observation. This paper is based on those experiences.

The topic is based on training that the Rutgers University developed or conducted during the last

year in New Jersey and the topic is “The Link Between Theory and Reality: A Practical

Approach to Problem-Solving,” reflecting the content of the training which involved two

separate courses. One course involved a strategic approach to management and the other

involved a strategic approach to planning.

We trained mangers within the New Jersey State Police (captains and above) and local domestic

preparedness planners responsible prevention and response planning for acts of domestic

terrorism. The funding for the training emanated from the New Jersey Office of the Attorney

General, the agency that has oversight responsibility for the New Jersey State Police and the



local domestic preparedness planners. The training was a joint effort between the Rutgers

School of Criminal Justice and the Graduate Department of Public Administration. I served as

the Training Coordinator for both initiatives and was responsible for the content of the training,

the selection of instructors and the overall implementation of the sessions.

Both of these courses were developed for practitioners in New Jersey who were not pursuing a

graduate degree but needed some additional training in order to be more effective in their

respective responsibilities. In both cases, the job responsibilities of the course participants were

very significant, affecting the lives of a significant number of residents.

The first training course, “Police Executive Training,” was developed for upper level managers

(i. e. captains and above) within the New Jersey State Police. In response to a federal lawsuit,

the State of New Jersey signed a consent decree with the federal government approximately three

years ago related to racial profiling. One of the elements within the agreement was to expose the

organization’s management cadre to management techniques and strategies that were not

specifically related to the management of a police organization or criminal justice issues. The

training modules addressed communication, policies and practices, accountability and

performance standards for the New Jersey State Police that had never been subject to public

scrutiny in the past. The course extended over a ten day period, involving approximately 25

participants and has been conducted three times since its inception.

The second training course, “Domestic Preparedness Training,” was designed for New Jersey’s

local emergency management coordinators (and other local officials) responsible to design local

plans to identify risks associated with acts of terrorism and to develop strategies to offset these



potential risks. The training was a consequence of the activities that occurred on September 11th

and the federal government’s response that each state (and its local jurisdictions) develop plans

to address the threat of terrorist activities within the United States.

For the most part, strategic planning in this area was foreign to the participants. The course that

was developed focused on the need for community-based planning at the local level, using the

strategic planning model. The course emphasized a comprehensive planning model instead of

the resource allocation model that had been used for the past three years, i. e. plan for the money.

That course has been conducted twice and included representatives from eleven of New Jersey’s

twenty one counties.

Developing the Training: The Approach to Teach Practitioners

This paper will focus on several aspects of the training and the lessons learned:

1) the similarities and dissimilarities facing the two groups of participants, (e. g. the
certainties and uncertainties in their respective jobs, controllable factors/influences vs.
uncontrollable factors/influences, the influence of the external environment, and the need
for analytical skills in understanding challenges and opportunities)

2) the absence of a theoretical/conceptual approach that could be used to identify problems
and in developing appropriate remedies/responses for those problems

3) the narrow and limited perspective of the participants when they began the training and
the transformation of perceptions and perspectives by the end of the training

4) the link to understanding the importance of the external environment that could be both
supportive or inimical to the interests of the participants

5) the roles and responsibilities of the managers in shaping and implementing solutions for
real-life problems (to decide and to act, to satisfy organizational needs and to maintain
“happy employees,” to address contingencies and constraints that were presented by the
outside environment, to acknowledge what they could not fully control or have full and
complete information about)



There were clearly some similarities and dissimilarities between the two groups of participants.

Despite some remarkable similarities among the participants, each group faced a different set of

problems that required two different approaches. Each group faced enormous uncertainty in

what they were expected to achieve although each group was involved in some critical aspect of

public safety.

For example, one group was compelled to respond to a federal consent decree mandating

changes in existing operations and procedures (a change in past practices for the New Jersey

State Police), while the other group was compelled to predict and control future events in ways it

had not done in the past by confronting new threats that had not been considered prior to

September 11th (the creation of new practices by local domestic preparedness planners). Stated

differently and placing the issue facing the trainers in a historical context, one group of

participants had to confront and modify behavior it had exhibited in the past while the other

group of participants had to identify, define and implement new forms of behavior.

One group was part of a single unified organization with a clearly delineated chain of command,

while the other group was an amalgamation of local officials working for different local

governments and reporting to a variety of different jurisdictions.

One group was fairly well organized with a history of prior achievements while the other group

had rarely worked together on a joint endeavor.



Training sessions for one group deliberately avoided discussing the genesis of the training (i. e.

the consent decree) while the other training sessions consciously and overtly focused on the

genesis of the training (i. e. the requirement for each state to develop a domestic security plan).

Most significantly, perhaps was the difference in self-perception among the participants and why

they were invited to participate in the training: one group was perceived as the ‘villains’ or the

bad guys who needed to alter their behavior to reflect acceptable practices (despite an extended

history of public service) whereas the other group was perceived as the ‘potential saviors or

heroes’ for the community despite the fact that there was no demonstrable record of

achievement.

Stated in terms that is not precisely accurate, training was needed for what some perceived as the

‘bad guys’ and the ‘good guys.’ In both cases, however, there were expectations for outcomes

that addressed the reasons why the participants came to and participated in the training.

The challenges for both groups were four-fold:

1) to confront and overcome the obstacles of uncertainty, ambiguity and risk associated with
their respective responsibilities

2) to begin to assess and perceive their daily tasks from a different and new perspective that
encouraged alternative methods and approaches (an outcome that required better
understanding and analysis and the development of a strategy which had not existed
prior to the training)

3) to create a “system of services” that responded to their immediate and long-term interests

4) to develop an ongoing method to evaluate the efficacy of their planning and
implementation efforts



The Course Contents

The content of each course was designed to reflect both theoretical and practical approaches to

problem-solving. Utilizing theories associated with analytical methods, implementation design

and project evaluation, each course had a different emphasis. The course modules have been

attached to this paper.

The trainings utilized a number of different speakers, each expert in their respective fields, (e. g.

conflict resolution, community-based planning, strategic planning) and each training used case

studies to support the pedagogic objectives. Most importantly, each course required the

participants to complete a project that would be presented during the last day of training.

With respect to the Police Executive Training, the participants were given a variety of topics to

consider and the list of topics emanated from the Superintendent’s Office, highlighting real-life

dilemmas confronting the New Jersey State Police. Some examples included: patrol officer

accountability, the recruitment and retention of female and minority officers, use of deadly force,

information sharing, and police-community relations. A listing of the topics developed by the

Superintendent’s Office is appended to this paper.

With respect to the Domestic Preparedness training, the groups were divided by their respective

jurisdictions and required to complete a preliminary needs assessment (including critical sites

that may be targeted by terrorists), a strategic plan (identifying the methods and equipment that

would be needed to offset or reduce these threats as well as a plan to respond to a terroristic

episode should it materialize), the method to involve the community-at-large in the planning



process rather than just the participants in the training, a listing of the responsibilities of the key

officials within the jurisdiction and how they would work in a coordinated manner, and the

identification of areas or threats that the plan did not consider (the limitations).

Conclusion:

Despite the differences within the participant groups, the course evaluations revealed enormous

satisfaction with the trainings. The critical element of the training sessions was to address the

Secretary of State’s statement, i. e. how to know more about the things we can/should know and

how to respond to the things we cannot know but will have to confront and overcome.

The practical approach to problem-solving, albeit based on managerial theories, was considered

very useful by the participants. The requirement for the participants to produce for a tangible

end-product that could be defended was an essential part of the training and the one where the

interactive nature of the training was most beneficial.

There were a number of lessons learned from the training experiences and they included:

1) ensure that the training content is directly related to the off-site tasks and responsibilities
of the participants and is useful for their needs

2) create a balance between the theoretical and practical aspects of the course content

3) require active participation by the class participants including a final product

4) utilize a variety of lecturers that are experts in their respective fields

5) be willing to modify/amend the modules whenever required



Paraphrasing the Secretary of Defense, the training taught the participants “to better know what

they know and to better understand what unknowns they do not know.” The course objective of

creating a higher level of analytical/diagnostic skill among the participants was clearly achieved

even in the face of the unknowns, the uncertainties and the risks associated with ensuring the

public’s safety.



Police Executive Training: Course Modules

Module 1: Introduction to the Course and the Course Objectives
Discussion of the Project
Introduction to Universal Management Issues and Conflicts

Module 2: Evolution of American Policing: The Context for Leadership
Introduction to Management and Leadership Theories
Management and Leadership Applications: Case Studies

Module 3: Organizational Dynamics

Module 4: Budget Theories and Budgeting Strategies for Police Leaders
Budgeting Lessons From the Field

Module 5: Leadership Skills
Fundamentals of Good Leadership and Management: Case Studies

Module 6: Strategic Planning
Managing in a Diverse Environment

Module 7: Community-Based Planning: Techniques, Strategies and Benefits

Module 8: Administrative Ethics: Managing an Organization with Ethical Standards

Module 9: Negotiation and Conflict Management

Module 10: Project Presentations



Domestic Preparedness Training: Course Modules

Module 1: Introduction to the Course and Course Objectives
Introduction of the Planning Teams and Their Expectations

Module 2: Overview of the State’s Homeland Security Strategy

Module 3: Roles and Functions of the County Working Groups

Module 4: Overview of Community-Based Planning and Collaboration

Module 5: Identifying and Analyzing Problems

Module 6: Developing Strategic Plans

Module 7: Implementing Strategic Plans

Module 8: Evaluating Project Implementation

Module 9: Homeland Security Resources and the Development of the Local Plan

Module 10: Action Planning: Next Steps



Topic/Problem List for Police Executive Training Projects

1. The manner in which American law enforcement agencies share information in a post
9/11 environment is of paramount importance in preventing terrorism and ensuring the
safety and security of communities. The challenge for police leaders is to develop a new
framework for improved communication and information sharing within and among
agencies. Develop a plan for ensuring better communication within your agency and
improved information sharing between your agency and other law enforcement agencies.

2. The percentage of women in your agency has steadily declined over the years, falling far
below the national average and the average for other agencies in the state. The
Superintendent has asked for a plan for addressing this problem. Draft a plan for
improved recruiting and retention of female officers, paying particular attention to the
reasons why there has been a decrease in the number of women in your agency.

3. A recent organizational review of your department has revealed that there is an
inadequate level of first-line supervision for your patrol force. This deficiency has
resulted in a number of very serious problems for your agency, the most serious of which
is a recent scandal involving a couple of “out-of-control” officers that were stopping and
harassing motorists. Develop a plan to address this problem.

4. Because of a record budget deficit, your agency has been asked to reduce spending by 10
to 25 percent this year and for the foreseeable future. The Superintendent has asked you
to make recommendations on where these cuts can be made to save costs without
sacrificing public safety.

5. The local newspaper just ran an expose on the hazing that occurs against new officers in
your department. Particularly troubling was that the article reported a series of incidents
that were directed against female and minority officers. These incidents have been
substantiated and the main perpetrators have been charged. The Superintendent has
asked you to draft a plan to ensure that this problem does not occur again.

6. Officers from your agency have been involved in several questionable shootings during
the past few months. All of the shootings have been determined to be “clean.” However,
these shootings have strained the relationship between your agency and the local
community. Additionally, local elected officials have been calling for investigations
about your shooting guidelines and training procedures. The Superintendent has asked
you to examine the issue and develop a plan to address the situation.
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Parker Palmer and good teaching 

 John Lantos asked Do We Still Need 

Doctors? 

 Parker Palmer asks, not do we still need 

teachers, but whether the same class taught 

by two individuals is the same class 

 Key to good teaching located in the selfhood 

of the teacher 

 Less focus on pedagogy 



We Are Trained to “Think the World 

Apart” 

 Education  often adopts an “either-or” 

approach 

 May “destroy the wholeness and wonder of 

life” 



Paradoxes in Education 

 1. Separating the head from the heart; 

 2. Separating facts from feeling; 

 3. Separating theory from practice; 

 4. Separating theory from practice; and 

 5. Separating teaching from learning. 

 



Paradoxes in Classroom Design 

 1. Space should be open and bounded. 

 Space should be hospitable and “charged.” 

 Space should invite the voice of the 

individual and the voice of the group. 

 Space should honor the “little” stories of 

the individual and the “big” stories of the 

discipline. 



Paradoxes in Classroom Design (con’t.) 

 Space should support solitude and surround 

it with the resources of the community. 

 Space should welcome both silence and 

speech. 



IUN Responses: 

 Colleague support 

 Discussions of successes and failures at 

faculty meetings at end of semester. 



Paradoxes in Spring 2005 

 Graduate student A.U. 

 Date lesson learned: February 7, 2005 

 Lesson learned: Boundaries and rules are 

useful, but real learning opportunities can 

occur outside of the rules (and student can 

serve as an example to her classmates). 



Paradoxes in Spring 2005 (con’t.) 

 Graduate student: D.T. 

 Date lesson learned: January 26, 2005 

 Lesson learned: Establishing an 

atmosphere were students are comfortable 

discussing their views may result in 

uncomfortable comments; this can still be a 

valuable experience. 



Paradoxes in Spring 2004 (con’t.) 

 Undergraduate student: J.A.H. 

 Date lesson learned: January 2004 

 Lesson learned: Displays of emotion can 

serve to bond the class together; life events 

affect the classroom as well as home life. 


