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FROM THE EDITOR FROM THE EDITOR—CLASS, PUBLIC AFFAIRS, AND HIGHER EDUCATION The Occupy Wall Street movement has brought into stark focus the reality of class in America with slogans that refer to the “Other 99%.” Similarly, a host of recent Census Bureau and other studies point to the dramatic widening of income gaps and expansion of poverty in America. The 2010 Census reported that the richest 5% of the U.S. population accounted for 21% of the income, and the top 20% received over 50% of the total income in the country. Compare these numbers to the bottom quintile, which accounted for about 3% of the total income. Congressional Budget Office research found that the income gap between the top 1% of the population and everyone else has more than tripled since 1973. After-tax income for the top 1% increased by 281% between 1973 and 2007; for the middle class or middle quintile, it increased by 25%; and for the bottom quintile, the increase was merely 16%. Looking beyond income to wealth, the maldistribution has not been this bad since the 1920s. According to the Institute for Policy Studies, in 2007 the top 1% controlled almost 34% of the wealth in the country, and half of the population possessed less than 3%. The racial disparities for wealth mirror those of income. Studies such as the Survey of Consumer Finances by the Federal Reserve Board have similarly concluded that the wealth gap has increased since the 1980s. Social mobility in America has ground to a halt. A 2010 Organization for Economic Cooperation and Development study found that social mobility in the United States ranked far below that of many other developed countries. Other studies, including those in 2005 and 2010 from the Economist, similarly point to declining social mobility in the United States that makes it difficult for individuals to elevate their socioeconomic status. In fact, there is better than a 95% chance that children will not improve their socioeconomic status in comparison to their parents. Finally, the latest Census figures point to a poverty rate in 2010 of 15.1%, representing a record 46 million people in poverty. The numbers are equally grim for women, children, and people of color in poverty—all record or near record numbers. Few really can move on up to live the American Dream. These studies point to a new reality in America and public administration. But class and economic issues dominate not just the American public policy scene, as potential sovereign defaults across many countries in the European Union demonstrate. This issue of JPAE features a special symposium on class and public administration that focuses especially on higher education, the pedagogy of public affairs, and how NASPAA should respond. Incoming NASPAA president Nadia Rubaii (and my fellow alumnae from Binghamton University) presents her inaugural address in “Leading by Example: Modeling Global Public Service Excellence.” She articulates six guiding principles for her term, noting global challenges, diversity, and standing together as important values that will direct the coming year. She also announces that NASPAA will begin strategic planning to equip the organization to fulfill her principles and meet the challenges she foresees for public affairs teaching. ii



Journal of Public Affairs Education



FROM THE EDITOR In the symposium introduction, Kenneth Oldfield points out a class bias in public affairs teaching. Increasingly, blue-collar professors—those who are first-generation college—are disappearing from the academy. The loss of their perspective is a threat to educational diversity. This symposium presents articles, all from professors who are first-generation college and have working-class backgrounds, documenting their paths to college and illuminating what their experiences can tell us about teaching. The articles, as more ably previewed by Oldfield in his symposium introduction, feature Heather Wyatt-Nichol, “A View from the 50th Street Gate on Washington Avenue: Reflections of a Working-Class Academic”; Cheryl Simrell King, “What’s a Girl Like You Doing in a Place Like This?”; Gary Wamsley, “Moving Forward by Looking Back”; Kenneth Oldfield, “Class Rooms”; and David Schultz, “Blue-Collar Teaching in a White-Collar University.” Each author describes a set of unique experiences demonstrating how blue-collar students and faculty experience higher education. All of the articles offer advice on how their experiences can inform others who are teaching and working with faculty and students. Beyond the class symposium, this issue of JPAE presents articles covering aspects of teaching public affairs that move beyond the traditional classroom and student. For example, teaching statistics is never easy. For many students, it is the class they dread the most. This situation is even truer when it comes to many nontraditional students and practitioners. But are there teaching pedagogies that do work? This is what Amy Smith and Ignacio Martinez-Moyano investigate in “Techniques in Teaching Statistics: Linking Research Production and Research Use.” Using a Delphic method, the authors interview professors who have developed effective research methods and teaching techniques to uncover some secrets of success that can be employed in other programs. The importance of social capital in fostering civic engagement has been the focus of much recent scholarly research, especially since the revival of the concept by Robert Putnam in the last decade. But how important is social capital to academic success for students? In part, this is what Bin Chen, Feng Wang, and Jianmin Song study in their article, “Are They Connected? Exploring Academic and Social Networks Among MPA Students at a Chinese University.” The authors focus on the important role of social networks and interactions in support of academic learning. They do this by examining the lives of MPA students at a Chinese university. Their research demonstrates that social capital does exist, and it does affect learning. The results of their case study raise important questions and lessons for public affairs programs not just in China, but across the world. Good public affairs programs nurture and produce good student research, especially in capstones or master’s theses. But often we overlook the value that this research may have to others, including scholars or others working in Journal of Public Affairs Education
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FROM THE EDITOR the field. Patricia Shields, Nandhini Rangarajan, and Lewis Stewart study the consumption and use of student scholarship in “Open Access Digital Repository: Sharing Student Research with the World.” Drawing on a case study at Texas State University involving digital access to student capstones, the authors provide powerful evidence that what our students wrote may be of interest to others and that their impact on public administration may be greater than anticipated. Yahong Zhang, Robert Lee, and Kaifeng Yang, in “Knowledge and Skills for Policy Making: Stories from Local Public Managers in Florida,” challenge the myth of the politics-administration dichotomy. They interview the role of local public managers in formulating and often leading the development of public policy. This important article first challenges a cornerstone theory of public administration but then encourages public affairs programs to rethink how they train and prepare students. The authors recommend placing more emphasis on the “political skills” that often are overlooked in such programs. Online programs are rapidly expanding. But with this expansion come concerns about quality and whether schools will seek to use online programs as cash cows without sufficiently investing in them. Pamela A. Gibson and Pamela Trump Dunning discuss one of the successful institutions at Troy University in “Creating Quality Online Course Design Through a Peer-Reviewed Assessment.” They describe how Troy’s Quality Assurance Initiative (QAI), based on Quality Matters (QM) principles, was used to assess and improve the university’s MPA program. Gibson and Dunning provide good lessons from their experiences to help others as they develop and expand online programs. Mohsin Bashir brings to a close this journal’s yearlong celebration and exploration of the Fulbright experience. Here, however, the experience is of a graduate student from another country to the United States. Bashir’s perspective is informative about what makes for a good student Fulbright experience and what faculty and programs in the United States can do to ensure that it is beneficial for all. Michael Popejoy reviews Review of Moral Controversies in American Politics, 4th edition, by Raymond Tatalovich and Byron W. Daynes. Teaching ethics is an important task of public affairs programs, but so is instructing students how to handle ethical disputes and controversies. Popejoy comments favorably on this volume, describing how it guides readers through many of the major ethical and policy disputes in contemporary politics. Finally, congratulations go to Professors Christopher S. Horne and Tommi V. Pari of the University of Tennessee Chattanooga. The editorial board chose their article from JPAE 16(1), “Preparing MPA Students to Succeed in GovernmentNonprofit Collaboration: Lessons from the Field,” as the best of volume 16. The award was announced in October at the annual NASPAA business meeting in Kansas City. — David Schultz Editor in Chief Hamline University [email protected] iv
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Leading by Example: Modeling Global Public Service Excellence Nadia Rubaii Binghamton University I am truly honored to assume the presidency of the National Association of Schools of Public Affairs and Administration (NASPAA), and I thank you for entrusting me with this responsibility. Being selected by my peers for this position is incredibly humbling. The ranks of prior NASPAA presidents include so many individuals whom I hold in high regard, people who are true giants in terms of their scholarship and stature in the profession, and in terms of the contributions they made to shaping NASPAA over the years. I want to begin by thanking Fran Berry for her leadership as president during the past year, and Jeff Raffel for his role as immediate past president. Together these two individuals have set the bar high for the level of engagement and commitment as well as the work accomplished during their respective tenures. They have also been a delight to work with as part of the Executive Committee. I also want to extend my thanks to Rex Facer for agreeing to serve as chair of the Commission on Peer Review and Accreditation (COPRA) in what will be the first year of full-scale implementation of the competency-based standards, and to Susan Gooden for her foresight in articulating the need for the Minority Serving Institutions (MSI) initiative and for developing a specific proposal for a NASPAA-led response. I also want to acknowledge and express appreciation to all of the NASPAA staff. I consider myself particularly fortunate to have had the opportunity to work closely with Laurel McFarland, Crystal Calarusse, and Stacy Drudy; I look forward to continuing working with them and also to working with the rest of the staff in the coming year. And, without mentioning names, I want to thank all those people who have—over the years—mentored me, provided me with opportunities, trusted in me, and worked alongside me in support of NASPAA’s mission. NASPAA is an association dedicated to goals and values that are personally and professionally central to me, and I am excited to have this opportunity to lead the Association in the coming year as it continues to redefine how best to enhance the quality of public affairs education in a changing world. I would like JPAE 18(1), 1–8
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Nadia Rubaii to discuss what I see as the most important areas of activity for the coming year to build upon the work of my predecessors and to help the Association realize its full potential in this ever-changing environment. I have identified six guiding principles for my year as NASPAA president. They are (1) Walk the Walk; (2) Diversity and Social Equity Matter; (3) Global Leadership and Partnership; (4) Our Work Doesn’t End at the University Doors; (5) United We Stand; Divided We Fall; and (6) The Whole Is Greater than the Sum of the Parts. These will be my mantras; I will repeat them often, to others and to myself. Before I explain each of these principles and describe how they will guide my activities in the coming year, let me share my thoughts on the context in which our profession and Association currently operate. I stand before you at a time when our Association is strong—yet all around us there are reasons to be frustrated, disillusioned, pessimistic, and downright depressed. In newspapers, on television, and via the Internet, we are bombarded with accounts of the collapse of markets, high rates of unemployment, environmental degradation, unsustainable levels of consumption, incompetent and unethical conduct, and bankrupt pension funds. Public life in the United States is characterized by intense partisan divides and the erosion of civility within much of the political discourse. Financial resources are being expended on wars while other forms of international and domestic aid are being slashed. Environmental resources are being depleted through unsustainable levels of consumption by individuals and societies that value consumption and shortterm gains above all else. On many of our campuses, public affairs programs are increasingly being pressured to justify their existence in terms of net revenue without consideration for public good. It can feel overwhelming when our universities, community organizations, local governments, states, and nations are all struggling, and many people are living or, tragically, in some cases dying in hunger and abject poverty. Despite those circumstances, I view the coming year with tremendous hope and optimism, and this is how I will approach my role as NASPAA president. I would ask you to consider: How can we not be optimistic when witnessing democratic uprisings in nations with long-standing repressive dictatorships as we have seen in a host of countries as part of what has been labeled the Arab Spring? How can we not be hopeful when we see how well people around the world can mobilize to help distant neighbors when natural disasters bring destruction to entire communities? How can we not feel a sense of the possible when we see the peaceful and practical ways that the Occupy Wall Street protesters have organized and how their message has resonated elsewhere in the nation and world? And, how can we not be excited about the future when we experience the creative energies and intense levels of commitment to public service that our students bring into our classes every day? The need for highly competent public service professionals has never been greater. By that I mean that we need public administrators who are passionate 2
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Leading by Example: Modeling Global Public Service Excellence about helping to improve the lives of all people and especially of those who are disadvantaged by social, political, and economic systems. We need public service professionals who view global interdependencies, cultural and linguistic diversity, and technology as opportunities to be embraced rather than as changes to be feared or avoided. We need a generation of leaders who are well equipped to engage in ethical, competent, innovative, and compassionate public service. So what better time to be in this profession and in a position to help prepare that next generation of leaders or to help the current generation retool? The blurring of lines—across sectors, across levels of government, and across international boundaries—is indisputable. The next generation will not only sector shift, but break down traditional borders, and will utilize technology in new and exciting ways. Many of our students feel the kinship of “friends” around the globe whom they may never have met in person. They accept that knowledge can be generated from the masses through open-source processes. And they do not expect to operate in the narrow confines of an organization, city, state, or nation. The graduates of our programs work in organizations, agencies, or departments; but it is not where they work that defines them, it is the work that they do. And the work they do influences the world. Increasingly, we are preparing the global citizen and the global public administration professional. We need to ask ourselves, are we doing this well? Are we doing this competently? As programs and as an association, how can we expect our students and graduates to grapple with and respond competently to the tough questions of diversity, internationalization, and inter-organizational collaboration, unless we are ready and able to do it ourselves? Earlier, I mentioned six guiding principles. Let me now explain what they mean and how they shape my goals for the year. WALK THE WALK. By this I mean that NASPAA has a responsibility to model what it expects of accredited programs. That is, NASPAA must be mission-driven, grounded in public service values, and accountable to its stakeholders. The Association must collect, analyze, and use data to evaluate its effectiveness and to inform its decisions. And it must be transparent in its decision-making and assessment processes and outcomes. This coming spring, I will lead the Executive Council in a strategic planning session that will evaluate NASPAA’s accomplishments and prioritize its goals for the next 5 years. The overarching framework for this is NASPAA’s twofold stated mission of (1) ensuring excellence in education and training for public service and (2) promoting the ideal of public service. Like programs preparing their accreditation self-study reports, NASPAA will be forced to systematically assess its actions and its outcomes in the context of its mission and the changing environment in which it operates. Journal of Public Affairs Education
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Nadia Rubaii I have asked NASPAA committee and section chairs for their assistance in this strategic planning process. Specifically, I have asked that each committee and section identify what they see as their own priorities and major concerns for the next 3 to 5 years and what they would like NASPAA to address. These ideas from member programs that bubble up from the committees and sections will inform the council’s strategic planning deliberations. The council will also examine the big-picture issues, such as whether NASPAA’s name—particularly the use of the term National in our name—still accurately and appropriately reflects the Association’s expanding membership and the context in which it is pursuing its mission. In 2009, Jeff Raffel raised this issue in his presidential remarks as something that NASPAA would need to look at “one day,” and I am pleased to announce that that day has come. In the coming year, Jeff will lead a task force to examine options and gather input from NASPAA members that will inform the Executive Council and may generate a formal proposal for consideration by the membership one year from now. DIVERSITY AND SOCIAL EQUITY MATTER. We cannot simply do things the right way at NASPAA, we need to do the right things and promote the right values. NASPAA must be a leader in ensuring representativeness, promoting the values of diversity in its many forms, and advancing the cause of social equity. The MSI initiative should be expanded in the coming year and then institutionalized to provide ongoing support not only to HBCUs and HCIs, but to other member programs that may benefit from technical assistance. It is also time for us to direct our attention outward to promote public policies that advance greater social equity and to speak out against those that are an affront to social justice. In the spirit of the cautionary advice of Edmund Burke, that “the only thing necessary for evil to triumph is for good men to do nothing,” we cannot be silent on the social issues of our time. Many professional associations aspire to be apolitical, and while being nonpartisan may be a reasonable goal, apolitical is no more value-neutral than efficiency, and we debunked that notion years ago. NASPAA need not convert to a lobbying or advocacy organization, but neither can we can simply pretend that nothing is happening when, for example, blatantly discriminatory anti-immigration policies are being enacted across the country. NASPAA should be partnering with professional organizations committed to social equity and diversity such as the International Hispanic Network, the National Forum of Black Public Administrators, ASPA’s Conference of Minority Public Administrators, and NAPA’s Task Force on Social Equity and Governance. I would like to see the newly merged Diversity and Social Equity Committee take the lead in advising me and the council on appropriate NASPAA-level actions in this area, and to have panels at next year’s conference that include representatives of these organizations and address these issues. 4
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Leading by Example: Modeling Global Public Service Excellence GLOBAL LEADERSHIP. It is time for NASPAA to stop talking about becoming a global leader in quality public affairs education and accreditation and accept that it already is. We are in demand, we are sought out, and we are recognized. Now we have a responsibility to serve the profession in this expanded role. We need to approach this task both with confidence and humility. We should be confident because we have a longer history and a more sophisticated accreditation review system for public affairs programs than any other nation or region, and so we have much to offer. And we must be humble because we have much to learn, including how to define concepts of diversity, accountability, transparency, and democratic governance in a non-U.S. context. NASPAA needs to show more resolve in promoting global cooperation and exercising global leadership with the associations around the world who share our commitment to enhancing the quality of public affairs education, such as EAPPA, INPAE, IASIA, NISPACee, and CAPPA. Each of these associations operates in a unique environment, so a one-size-fits-all approach to partnering with NASPAA is not realistic. Instead, we need to develop individually tailored agreements to advance our mutual goals in ways appropriate to the specific contexts of each association. At a minimum, we should formalize ways to have regular communication among association leaders and participation in each other’s conferences. In some cases, we may go so far as to arrange for coordinated accreditation reviews, as we did under the terms of the recently approved MOU with EAPPA. In the coming year, I will engage in dialogue with the leaders of these other associations with the goal of improving communication, exploring opportunities to work collaboratively, and developing individualized MOUs with each of them. OUR WORK DOESN’T END AT THE UNIVERSITY DOORS. NASPAA must be proactive in ensuring career paths for graduates of public affairs programs by enhancing the prominence of and promoting the value of professional public service education. NASPAA’s efforts to ensure that graduates of our programs have good jobs available to them requires that NASPAA work with practitioners to better understand what competencies are expected and demanded; that we collect, analyze, and share data about the unique competencies of our graduates; that we negotiate ways for our students to be recognized for these competencies; and that we keep students and graduates informed of the opportunities available to them. Promoting quality public affairs education is not just about what is done within the classrooms in our member programs. During the coming year, we need to continue to be vigilant regarding the Pathways to Federal Careers to ensure that the implementation of the regulations within federal agencies reflects the key provisions that NASPAA worked so hard to have included. And we need to expand our development of specialized Journal of Public Affairs Education
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Nadia Rubaii competencies such as those being developed for Local Government Management in collaboration with ICMA, and those for Budgeting and Finance. The Nonprofit Section has been busy identifying competencies, and I hope that in the coming year they will transition to operational definitions and assessment measures; I have asked the Health Care Section to begin that process. By the 2012 conference, we should be ready to have an Accreditation Institute session on competencies for a range of specializations under Standard 5.3. UNITED WE STAND; DIVIDED WE FALL. Just as the diversity and the rich immigrant heritage of this nation’s population is one of its greatest strengths and yet also the basis for conflict and controversy, so too is the diversity of our member programs one of NASPAA’s greatest strengths and also one of the characteristics that has the potential to divide. Our programs differ in many ways. They differ in terms of degree titles (MPA, MPP, MPAff, etc.), relative emphases on management versus policy analysis skills, and specific subfields of focus. They also differ in terms of institutional arrangements within their various university and geographic settings. The NASPAA membership consists of small programs and comprehensive schools, programs located in large urban areas with numerous other NASPAA programs within the same geographic area as well as programs that have no geographically based competition, programs at public universities, private religious universities, Historically Black Colleges and Universities (HBCUs), Hispanic Serving Institutions (HSIs), and Ivy League Universities. Some of our member programs focus exclusively on professional master’s level education, whereas others also support undergraduate, doctoral, or other public affairs programs. Most of our programs utilize a conventional face-to-face classroom delivery mechanism, others are entirely online, and an increasing number are employing hybrid formats. A majority of our member programs are within the United States, and an increasing number are from all regions of the world. Not all of our member programs want or seek accreditation, but many do. Not all have an explicit international focus, but an increasing number do; and, I would argue, all must include some emphasis on globalization and international interdependencies to prepare their graduates for the world in which they will work. Despite these differences, NASPAA’s role is to facilitate our recognition of what unites us and to foster the relationships to promote collective advancement. We need to stop focusing on all the ways our programs or our associations are different, and instead focus on what we have in common. NASPAA needs to closely examine why some large and prominent schools of public affairs are no longer closely affiliated with or actively engaged in NASPAA, having chosen to “go it alone” rather than to be part of the collective. Similarly, NASPAA and its sister organizations—ASPA and APPAM, in particular—have notable differences in missions and membership, and thus there are often tensions and differences 6
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Leading by Example: Modeling Global Public Service Excellence of opinion on how to proceed. These differences are understandable and appropriate, but they cannot become the basis for division because we also have common elements of our missions and some overlapping memberships. To the extent that we have a common interest in promoting public affairs education and enhancing the visibility and reputation of public service professions, we need to be united. In the coming year, NASPAA needs to determine how to build, enhance, and expand—or, if necessary, to restore or repair—its relationships with its sister associations and with schools and programs that have disengaged with the Association. NASPAA must take the lead in forging these partnerships and collaborations grounded in what unites us all. THE WHOLE IS GREATER THAN THE SUM OF ITS PARTS. What we do as individual scholars to apply a theoretical and evidence-based lens to the issues of public management and public policy, and what we do as deans and directors to ensure that our programs are designed to provide a highquality educational experience to our students, and what we do as individual faculty in the classrooms to light the fires of public service passion and to prepare competent professionals are all vital contributions to the quality of public service. But our true potential is not in our activities as individual scholars or administrators or teachers, but rather in our collective energies. We all know that history repeats itself, that economies are characterized by boom-and-bust cycles, and that periods of corruption and narrow self-interest are often followed by reform movements designed to restore public trust and professionalism. So, to the extent that we look around us and see lots of negative conditions and dysfunctional behavior, we can also see tremendous opportunities for improvement, but only if we act collectively. NASPAA has a responsibility to create the means by which we realize a whole that is greater than the sum of its parts. As part of a philosophy of “the whole is greater than the sum of its parts,” NASPAA can and should look for opportunities to use technology, as well as the Association’s convening capacity, to facilitate partnerships and collaborations that will allow individuals, programs, and associations to work together in creative ways to promote collective progress for the good of those we serve. The quality of services provided to people—whether they live in Washington, D.C., or Seoul, Korea; in Kansas City, Missouri, or Milan, Italy; in San Jose, California, or San Jose, Costa Rica—will be better if all programs that educate current and future public administrators are held to high standards and if those programs are able to work together to prepare graduates to address complex social, political, and economic challenges of the 21st century. As a result, NASPAA has a responsibility to focus on the common values that unite public affairs programs and to actively pursue opportunities for collaboration to achieve goals that could not be fully attained by individual programs acting in isolation. These six principles—(1) Walk the Walk; (2) Diversity and Social Equity Matter; (3) Global Leadership and Partnership; (4) Our Work Doesn’t End at the Journal of Public Affairs Education
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Nadia Rubaii University Doors; (5) United We Stand; Divided We Fall; and (6) The Whole Is Greater than the Sum of the Parts—will be my mantras for the coming year. They will guide me in my actions and decisions, and I hope that in so doing, I will be able to help lead NASPAA in a way that will serve the membership and public service more broadly. There is just one more item of business I want to address as we look ahead to next year—our conference in Austin, Texas, in 2012. I am very pleased to announce that Jack Meek has agreed to chair the conference committee. And for helping us craft the theme for the conference, I want to thank Kurt Thurmaier. The theme of the 2012 conference will be “Horizons in Public Affairs: Visions and Strategies.” Within this general theme, there will be three broad tracks: (1) Affirming the Place of Public Affairs & Administration; (2) Understanding Changing Markets & Engaging Stakeholders; and (3) Dialogues on the Status of the Profession. The conference will be designed to have several key features, most notably: greater participation by practitioners; more international participants— from member programs outside the United States and from sister associations from around the world—throughout the conference and not only on panels with an explicit international focus; and a series of intergenerational conversations that bring together emerging scholars with our seasoned experts. Additionally, some presenters will be invited to prepare provocative position papers that will be distributed in advance of the conference to stimulate discussion. Nothing is done on a small scale in Texas. So I expect that the conference will be big—with big ideas and big accomplishments and presented in a big Texas style. I have great confidence in our conference hosts at the LBJ School at the University of Texas—and particularly Dean Bob Hutchings and our longtime NASPAA colleague Ken Matwizack. I thank them for being our hosts next year, and I know that they will impress us with the reception venues and the keynote speakers. Thank you again for entrusting me with this great honor.



Nadia Rubaii is associate professor and immediate past chair of the Department of Public Administration in the College of Community and Public Affairs at Binghamton University. She has worked extensively with the International City/ County Management Association on issues of local immigrant integration and national immigration policy reform. Dr. Rubaii, who chaired COPRA for 2 years, served a previous term on the Executive Council, chaired the Education and Training Task Force for Standards Implementation, and for several years chaired the Diversity Committee and the Small Programs Committee, now serves as the president of NASPAA. 8
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FROM THE GUEST EDITOR FROM THE GUEST EDITOR—PUBLIC ADMINISTRATION PROFESSORS FROM THE WORKING CLASS Americans of higher socioeconomic status live longer (Riegelman, 2010), are more likely to vote (Lijphart, 1997), have better dental health (Huntington, Krall, Garcia, & Spiro, 1999; Milgrom et al., 1998), and smoke less (Legacy, n.d.). The considerable effects of social class are particularly evident in determining educational outcomes. Children born of higher socioeconomic families are more likely to finish high school, attend and complete college, finish an advanced degree, become faculty members, and be academic administrators (see, e.g., Boatsman & Antony, 1995; Bowen, Kurzweil, & Tobin, 2005; deLone, 1979; Dews & Law, 1995; Gerald & Haycock, 2006; Kahlenberg, 1996; Lipset & Ladd, 1979; Lubrano, 2005; Mikulak, 1990; Oldfield, 2010a, b; Oldfield & Conant, 2001; Ryan & Sackrey, 1984; Shepard, McMillan, & Tate, 1998; Stetar & Finkelstein, 1997). Kniffin (2007) offers an extensive review of the literature showing how social class background strongly affects one’s chances of completing the PhD and becoming a university professor. Even then, job candidates from wealthier class origins are more likely to attend and find employment at higherstatus colleges and universities (Mullen, 2010; Schmidt, 2010). Rather than evening the odds for success by offering people of humble origins a chance to rise above their circumstances, the evidence suggests America’s formal learning system generally reinforces existing social class arrangements and the ideology that sustains them. The striking upward redistribution of wealth and income (Bussa, 2010; Domhoff, 2011; Noah, 2010; Norton & Ariely, 2011; Phillips, 2002) occurring over the last several years can only intensify these disparities in educational opportunities and outcomes. Hart and Risley’s (1995) analysis of parenting practices among lower-, middle-, and upper-class families presents a meticulous accounting of the significant advantages derived from being born of higher socioeconomic circumstances, benefits that greatly elevate one’s odds of success in formal education in particular and life in general. These advantages include, among others, vocabulary skills, sense of worth, self-assurance, poise, and higher standardized test scores. Speaking about class differences in language acquisition, a key ingredient for success in life and formal learning, Bloom succinctly characterizes Hart and Risley’s empirical findings as follows: We have long known that children differ greatly in when they begin to learn language and how fast they learn once they begin. The children in this study did indeed differ. Some began to learn words with a learning trajectory that took off like a small rocket. But other children, who may even have begun to say words at about the same age, were much Journal of Public Affairs Education
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FROM THE GUEST EDITOR slower to get off the ground, and their trajectories were forever in the shadow of the other children. Why?…In answering the question, Hart and Risley discovered that some things don’t matter. For example, race/ethnicity doesn’t matter; gender doesn’t matter; whether a child is the first in the family or born later also doesn’t matter. But what does matter, and it matters very much, is relative economic advantage. (Bloom, in foreword to Hart & Risley, 1995, p. x) Regardless of the explanatory power of social class variables, mainstream academic public administration generally ignores such matters, especially the role of socioeconomic origins for determining the arc of people’s lives, including their relationship to democratic government and formal education (Oldfield, 2011, p. 254). Most of our students graduate with little if any appreciation or awareness of how much social class matters in understanding the study and practice of our profession (see, e.g., Oldfield, 2003; Oldfield, Candler, & Johnson, 2006; White, 2004; Wyatt-Nichol, 2008). Perhaps our field marginalizes this topic because, we, like most Americans, too readily accept the mythology that even if we agree it is better to have wealthier, well-schooled parents, our formal learning system will offset these early disparities in opportunities—education as The Great Equalizer. Perhaps these misperceptions are why social class inequalities have not become a central focus of our social equity and diversity concerns, notwithstanding our self-proclaimed commitment to these ideals. SOCIAL CLASS AND SOCIAL EQUITY Despite our field’s general reluctance to address class questions, above all the profound and lifelong effects of socioeconomic background, a few intrepid public administration scholars have been challenging this reticence. In his introduction to a recent JPAE symposium, Johnson (2011, p. 165), acting as the collection’s editor, mentioned that the contributors (Wyatt-Nichol, Brown, & Haynes, 2011) of one article argued, “Social class education . . . is overlooked in the public affairs literature and classroom.” Elsewhere he said these same authors “see the lack of social class information in the public affairs classroom as creating a generation of public administrators with no depth of understanding [of ] how social class creates barriers and obstacles for individuals and families that are working class or poor,” a shortcoming their article addresses. Johnson (2011, p. 163) gave these class concerns an ethical context by noting how the National Academy of Public Administration’s Standing Panel on Social Equity in Governance acknowledged that, “Issues of fairness, justice, and equity have always been a part of public administration.” Perhaps there is reason to hope that with enough push, socioeconomic inequalities can become a major focus of our field’s social equity and diversity efforts. 10
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FROM THE GUEST EDITOR A SYMPOSIUM IN THE MAKING In May 2010, I attended the annual Public Administration Theory Network Conference (PAT-Net) in Omaha, Nebraska, to present a paper about the social class origins of deans at America’s top 50 law schools (Oldfield, 2010a). Our panel’s theme was “Social Class and Marginalization.” After the session, I talked with a few other public administration professors whose parents were working class (never attended college and were employed in blue- or pink-collar jobs). We discussed our frustration with mainstream academic public administration’s reluctance, in the face of its supposed commitment to certain democratic ideals, to pay more attention to socioeconomic inequalities, most of all the strong relationship between class origins and educational attainment. Our discussions included mentioning a growing body of literature showing the odds against someone from humble origins becoming a professor—class-based affirmative action in reverse. A few weeks after the conference, I contacted the people I talked with there and asked them about contributing a personal narrative to a symposium I was orchestrating on public administration professors from the working class, as I would call them. I said if I could assemble enough interested contributors, I would search for a refereed journal to publish their papers. I promised these potential authors considerable latitude in detailing their socioeconomic origins as well as how their backgrounds now affect their approach to the discipline. Of the five people I contacted, two—Heather Wyatt-Nichol, from the University of Baltimore, and Cheryl Simrell King, from The Evergreen State College—finished their manuscripts on time. One author failed to submit a paper; and, unfortunately, along the way, two others had to withdraw after completing part of their narratives. In response and given his enthusiastic support for my original symposium proposal, I asked David Schultz, the current JPAE editor in chief, if he would contribute a paper. In an earlier e-mail discussing my symposium proposal, David mentioned his parents were working class, so I knew he met the eligibility criteria. Despite his busy schedule, he graciously accepted my offer, and I soon received his completed narrative. I have published various papers on social class in Administration and Society; and as these manuscripts moved through the publication process, I traded several e-mails with Gary Wamsley, that journal’s editor and an emeritus professor of public administration at Virginia Tech. In one e-mail, he mentioned in passing that he had grown up in a working-class family in Nebraska. Knowing of Gary’s long tenure in our field and his many notable accomplishments, I asked if he would submit a personal narrative to our symposium. Notwithstanding his many professional commitments involving dissertation committees, journal editing, conference attending, and so on, Gary accepted the offer. One of the contributors who had to withdraw after finishing part of a manuscript—competing professional responsibilities were taking their toll— Journal of Public Affairs Education
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FROM THE GUEST EDITOR notified me of these circumstances near the closing date for final submissions. At this late stage, I knew I could not risk losing another person from the mix lest I fail to achieve the critical mass needed to sustain this symposium. After puzzling over my predicament for an afternoon, I mentioned my dilemma to my wife, a long-serving public sector employee with considerable senior managerial experience. Without hesitating, she responded, “You’re emeritus. Your family was working class. You have time. Why don’t you submit a paper?” After uttering a Homer Simpson “D’oh!” I started my paper. This circuitous route accounts for the symposium’s final configuration of contributors. CONCLUSION Sinclair’s (1906) The Jungle, Orwell’s (1949) 1984, and Picasso’s Guernica (1937) convey ideas that numbers alone could never capture. The empirical research cited earlier in this introduction quantitatively depicts what it means to grow up in homes with far fewer social, financial, and cultural assets than commonly available to children raised in middle- and upper-class households (Bourdieu, 1986). These five symposium papers animate the numerical characterizations others have offered about the strong connection between socioeconomic background and educational opportunities, outcomes, and socialization. All public administration professors bring acquired assumptions, “baggage” as one anonymous referee called them, to our interpretations of the world. Our baggage can involve, for example, our views about race, gender, religion, nationality, military service, and academic major. Staying relevant requires us to remain ever vigilant of the suppositions that shape our approach to the discipline. In the present context, this means questioning the consequences of social class inequalities, especially their effect on educational outcomes. We must appreciate whose interests our assumptions help and whose they hinder. Even merit, the supposed gold standard of objectivity, often has its inherent beneficiaries (Miller and McNamee, 1998; Oldfield, 2011). Still, today when 20% of American households own 85% of its privately controlled wealth (Domhoff, 2011; citing Wolff ), questioning the legitimacy and effects of inherited advantages remains a fringe consideration in public administration. While we are increasingly open to exploring how our ideas about race, gender, or physical disabilities can affect the way we study and practice public administration, we refuse to give class its due. Without this redirection, we can never address the earlier noted charge that “the lack of social class information in the public affairs classroom [is]…creating a generation of public administrators with no depth of understanding [of ] how social class creates barriers and obstacles for individuals and families that are working class or poor.” Over the years and to their credit, public affairs educators have significantly altered how they address various social equity concerns. If this can happen 12
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ABSTRACT This manuscript offers a firsthand account of obstacles I experienced as a working-class, first-generation college student and how my origins still affect my thoughts and actions as a professor of Public Administration. In this context, I consider larger issues of social class in admissions and the overall college experience, including proposing strategies to help students, especially those whose backgrounds are similar to mine, to maximize their odds of finishing their degrees. The manuscript ends by proposing that our field begin placing more emphasis on understanding social class inequalities.



WORKING-CLASS ROOTS My paternal grandparents were born in the late 1920s and grew up in the Appalachian Mountains near what is now the Blue Ridge Parkway in North Carolina. My grandmother was born in a log house her father built before marrying her mom. My grandmother was the youngest of 13 brothers and sisters. I visited my great-uncle at this log house on the mountain several times before it burned in 1979. Neither grandparent grew up with electricity. My grandfather often told of his return home from service after World War II to find, to his surprise, the homes on the mountain had electricity. My grandmother told me some families on the mountain cut the lines intended for electricity, took them home, put them in their yards, and used them for hanging clothes to dry. My maternal grandparents were also born in the late 1920s and grew up in Thomasville, North Carolina—the original home of Thomasville Furniture before the company relocated to China. Both grandfathers moved to Newport News, Virginia, between the late 1940s and early 1950s to work at Newport News Shipbuilding. The shipyard constructs a variety of vessels including aircraft JPAE 18(1), 17–28
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Heather Wyatt-Nichol carriers and submarines for the U.S. Navy. My grandfathers were part of a larger migration of men in the western regions of North Carolina and Virginia who relocated to work in the Newport News Shipyard. Today, it is customary to meet individuals along the Virginia coast whose families moved from the southwestern regions of North Carolina and Virginia. The stories my paternal grandmother shared illustrate just how isolated her home in the mountains was compared to the port city of Newport News. Every Thanksgiving we laugh about her recollection of cooking her first turkey—on a stovetop! Despite there being wild turkeys all over the North Carolina Mountains, it was never on the menu at her house. I am also amused when she tells of being struck by fear the first time she saw a nun in full garb. Obviously, there were not any Catholic churches in her neck of the woods. Regardless, both sets of grandparents acclimated to their new environment, and both grandfathers made a reasonable living over the years. My parents met in high school in the mid-to-late 1960s. My mother served as an art editor for the school newspaper and worked at the city library after school. My father held a variety of jobs— newspaper boy, sanitation worker, and carpenter. My mother graduated in 1968; however, my father never finished high school. They married shortly before my birth. Living near a port has its disadvantages—the drug trade. Anyone with keen observational skills who has ever lived in a port city along the East or West coast knows heroin is readily available. My father was a heroin addict. At some point, he started selling heroin to support his habit. He was arrested twice for heroin distribution. During his second incarceration, his parents would not post bail. They thought he might “learn his lesson” in jail awaiting trial. Instead, he hanged himself—he was only 19 years old. He received no medical treatment or spiritual counseling. Methadone was not provided in the jails during this time. A letter to the editor in the local newspaper called for an active role of the clergy in city jails. Today, it would be considered cruel and unusual punishment to deny methadone to an incarcerated heroin addict. Clergy are also active in jails and prisons, where they provide spiritual counseling and rehabilitative programs. My mother was only 21 years old when my father passed away. Although it was common in the early 1970s for women to either remarry or receive government assistance, she sought work that paid a living wage to support us both. Luckily for her, in 1972 the Maritime Administration required private shipyards with government contracts to develop affirmative action plans to address the underrepresentation of women and minorities in this field (Clynch & Gaudin, 1982). The good-paying shipyard jobs were “on the water”—blue-collar, skilled labor positions men usually held. My mother submitted applications every month until she was hired to be trained as a welder/shipfitter. One of my very first memories is of standing on our balcony at the apartments looking at the crane and production shops across the street at the shipyard. The crane was among the largest in the world at 20 stories high, 18
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Reflections of a Working-Class Academic gargantuan compared to my small stature. Nevertheless, I knew little about the magnitude of production—only that my mother worked there. While she was at work, I spent my hours at a church-run day care and preschool program in the east end of Newport News. This is where I learned to hit back. There were a few kids who sometimes picked on me. Whenever I went crying to the teacher, she told me to hit back—advice never doled out today. Nevertheless, in working-class communities an individual gains respect when he or she confronts an individual who initiates a challenge or threat. The fact I was the only white girl in the program highlights the relevance of both social class and race. While middle-class women were becoming empowered through employment during the second-wave feminist era of the 1960s and 1970s, a large share of working-class minority women were employed outside the home in positions ranging from domestic servants to factory production workers—the result of discrimination and economic necessity. THE ROAD TO COLLEGE: WHY THEY ARE CALLED CLASSROOMS During my many years of formal education, I was never exposed to the wealth of research showing that lower-income and working-class children are far less likely to attend college than children of middle- to upper-class parents. Schools are not in the business of raising class consciousness, notwithstanding their role in perpetuating the class system. Likewise, I did not know that the type of college or university people attend closely correlates with their social class origins. For example, few working-class and low-income students attend the country’s elite universities (Aronowitz, 2004; Oldfield, Candler, & Johnson, 2006; Raines & McAdams, 2006). “Concerted cultivation” (Bourdieu, 1989) describes parenting tactics aimed at childhood development within the long-term strategy of raising a youngster’s odds of getting into a top college. Concerted cultivation did not exist in my household. My mother did not have money to buy me ballet lessons, music instruction, and other “valued” cultural learning that would greatly improve my social mobility odds. When she arrived home, she was too tired to participate in activities such as PTA or serve as a Girl Scout troop leader. Who could blame her? Her job was physically demanding, and she had to endure all those sweltering summers and frigid winters. As a widow, my mother received $165.00 a month in supplemental security income (SSI) through the Social Security Administration. During the Reagan administration, she received a letter saying her SSI might be reduced or eliminated. I was 15 years of age, and she informed me I should find work. My first job was summer employment as a clerk at a video store. The location was a 45-minute bus ride away; and once school started, I began looking for work closer to home. That October, I took a job as a waitress at an old-fashioned lunch counter diner in a pharmacy. I worked there for 7 years, beginning in high Journal of Public Affairs Education
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Heather Wyatt-Nichol school and running through college. I want to believe work did not interfere with my high school grades; although, for sure, it greatly hindered my ability to engage in extracurricular activities. I was not in band, did not play sports, and did not belong to any higher-status clubs—all the things colleges look for on an admissions application. The only activity I had time for was serving as local treasurer of the Vocational Industrial Clubs of America (VICA). VICA is typically placed in vocational schools; however, our high school included skills training programs. To privilege extracurricular activities that require a significant amount of otherwise leisure time places working-class applicants at a significant disadvantage in the college admissions process. My winding road to higher education proves my lack of concerted cultivation. My high school guidance counselor tried to steer me toward vocational school or ROTC. His intentions were not surprising, given my social class origins and behavioral problems in junior high. This is the kind of “career advice” counselors gave “bad” kids. Nevertheless, my mother was convinced I should further my education. Years of grinding work in the shipyard strengthened her conviction that I should have a better future. She threatened to kill me if I went to work in the shipyard. As you might expect, she was not familiar with the college admissions process. I was completely unprepared for college night. Our city school system held college night at the coliseum convention center and invited recruiters to distribute material about their institutions and collect information from potential applicants. Although I had good grades, I did not know my grade point average. More precisely, I did not know the typical scale of 4.0 for a grade point average. Moreover, I knew I had to take the SAT, but had no idea how important it was in the admissions process or that your scores closely correlate with your family’s income and parental education (see http://fairtest.org). I did not attend any KAPLAN seminars or study sessions to prepare for my SAT. I do not recall my scores; however, I imagine they were sufficient to get me rejected from the top schools where had I applied. During my senior year of high school my “stepfather”1 at the time fell in love with a young woman my age. He was functionally illiterate, told me he would not contribute “one red penny” toward my college education, and kicked my mother and me out of the house. Because they were not legally married and Virginia does not recognize common law marriages, she had no legal recourse. My mother had neither claim to the house nor any means to be compensated for the time and money she had invested in their relationship over the years. Consequently, she had to file bankruptcy. The financial stress, coupled with her severe depression at the time, led me to select a school within driving distance without residency requirements. Given the personal demands of working-class students, it is not surprising many are commuters.
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Reflections of a Working-Class Academic THE COLLEGE YEARS I attended Christopher Newport University, a small, public, liberal arts college in Newport News, Virginia that, at the time, served mostly working students from the region. Although I made a couple of friends during college, I spent most of my time with friends who did not pursue higher education. Likewise, I was too busy attending classes full-time and working full-time to engage in extracurricular activities or go to campus events. I have never participated in the annual spring break ritual of many college students—I did not have vacation time or money to spend on Florida beaches. Nevertheless, as a political science major, I volunteered for a local congressional campaign. I took Vivarin, the caffeine energy aid, every day to sustain my energy levels at school and work. I stayed up countless nights completing papers on my Silver Reed typewriter. This was before the Internet, when one had to visit the library and photocopy information, so I ended up spending hundreds of dollars photocopying materials to use for my senior project. During my senior year of college, I applied to only two schools, both Ivy League. One was a top graduate school in political science and the other a top law school. I thought grades alone were sufficient and that my GPA would get me accepted at either place—I graduated with honors. Once again, however, I did not prepare for the required standardized tests and lacked any extracurricular activities to dazzle the admissions committees. My future was uncertain. I felt like a deer in the headlights—stunned and unsure which direction to take. A liberal arts degree in political science was not very marketable during a recession; however, I felt compelled to leave my waitressing job even if it meant a short stint of unemployment. Luckily, a friend who worked for the Spiegel group (a Fortune 500 company with unlimited opportunities at the time) helped me land a job in their customer service department. The organization had offices across the United States and globally. There were training departments, marketing departments, sales departments, accounts, legal and human resource departments, and so on. The organization paid a good wage, provided promotion opportunities, and had good 401(k) options. Although the job was unrelated to my degree, it was an attractive place to work for a while. After a couple of years working at the Spiegel Group, I enrolled in the MPA program at Old Dominion University in Norfolk, Virginia. Three factors led to this choice. First, I was getting bored with my job—despite their employment enrichment efforts. Second, I felt I was not making a difference in society. Third, a cost-benefit analysis of pursuing teacher certification or earning a master’s degree led me to the MPA. Moreover, The MPA offered a marketable skill set for public service. Not surprisingly, I ran into obstacles during my first semester in the MPA program. I still resided in the Hampton Roads area; however, I intended to Journal of Public Affairs Education
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Heather Wyatt-Nichol move back home with my mother and convert to a part-time work schedule so I could concentrate on my studies. I did not renew the apartment lease with my roommates and placed my items in storage. During this time, I had a “falling out” with my mother. For reasons too numerous to offer here, I chose to leave. A childhood friend took me in for a couple of months until I saved enough for a studio apartment. As soon as I moved into the apartment, the transmission went out in my car. Murphy’s Law was working overtime for me. THE WORK WORLD, POST-MPA Upon earning my MPA at Old Dominion University, I started working for the United Way in a temporary fund-raising position. Shortly thereafter, I worked as a research technician/program coordinator in a leadership-training program for local law enforcement. This was a 4-year funded position through an Edward Byrne Memorial Fund grant issued by the Office of Justice Programs at the U.S. Department of Justice. The grant is named after a New York City police officer, Edward Byrne, who was gunned down by drug dealers shortly before he was scheduled to testify against them in court. One must recognize the irony of this position for me, considering my father’s circumstances. In looking back, I know this job dramatically affected where I am today. I had a choice of offices—either on-campus or at police headquarters. Having had an office through an internship at police headquarters, I selected an on-campus office at Christopher Newport University, where I earned my undergraduate degree a decade earlier. Through this position, I learned to write the annual budget for the grant, prepare quarterly reports, conduct evaluations, design surveys, build web pages, develop a leadership training curriculum, market programs, and learn the internal registration process, the state procurement process, and so forth. Applying these skills boosted my confidence and enhanced my professional development. My direct supervisor had served in Vietnam and later retired from the Los Angeles Sheriff ’s Department with a comfortable pension and salary. He seemed out of place in an academic environment, particularly since he was from humble origins and worked in a blue-collar position most of his life. He was pragmatic, displayed a strong work ethic, and had a fabulous blue-collar sense of humor. His mission was to advance education and raise awareness of law enforcement as a profession. His assignment would soon clash with the university’s reorientation. The school was reemphasizing liberal learning and wanted to attract more wealthy students from Northern Virginia. Faculty selection was increasingly confined to the more prestigious schools. Job applicants without proper academic pedigrees rarely got an interview. Notwithstanding the changed environment, during those years several professors supported my intellectual growth. They encouraged me to teach as
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Reflections of a Working-Class Academic an adjunct, attend professional conferences, and participate in different research projects. One faculty member convinced me to pursue a PhD with this simple question: “What else are you going to do with your time?” I could think of many fun activities for a young single person, yet none was productive or offered the rewards I valued. Funny how such a straightforward inquiry could prove so profound for this daughter of a shipyard worker in deciding to pursue a doctorate. After becoming a full-time instructor, and later an assistant professor, I really started feeling inferior because of my working-class background. As the culture of the university shifted, I felt I had nothing in common with the new hires or the entering freshmen. In addition, I was weary from working under the unstable circumstances of year-to-year contracts as a full-time instructor. I never knew whether my contract would be renewed, so I decided to search for a tenure-track position. I was still feeling out of place in academia when I accepted a tenuretrack position in Texas. I had an inferiority complex. I did not appreciate socalled high culture (the knowledge the academy considers “privileged”) as much as I thought I should. Aside from Bolero, I did not listen to classical music. I had never taken a music appreciation course. I am more of a rock ’n’ roll and blues kind of woman. While I appreciate Van Gogh and Dali, I cannot discuss the intricacies and eras of art and artists. Until I entered academia, my travels were limited to a trip to San Francisco as a photographer’s assistant and journeys within reasonable driving distance from my home in Virginia—the mountains and beaches of North Carolina and occasional trips to Washington, D.C. My finances and work schedule never allowed me the luxury of travel, especially outside the country. My inferiority complex was at its maximum in social settings with other academics, people whose knowledge of literature and classical music was far deeper than mine—not that that took much—and who had traveled “overseas.” Aside from a yard-sale copy of Emily Post, I knew nothing about proper protocol and etiquette at parties, dinners, and conferences. I lacked the finesse of cocktail banter. I felt I had missed a proper education when faculty engaged in long-winded discussions on their narrow areas of expertise. It took me a while to figure out that no one is omniscient. It was emancipating learning to draw professors out of their narrow areas of expertise into conversations grounded in general knowledge. Eventually, I felt comfortable discussing “the right” topics I knew well. EMPOWERING STUDENTS I agreed to submit a narrative to this symposium because I saw it as an opportunity to illustrate the obstacles people from the working-class experience before, during, and after college. It takes an enormous amount of physical, emotional, and mental endurance for working-class students to enter college and complete their studies, let alone earn a doctorate. I will end this account Journal of Public Affairs Education
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Heather Wyatt-Nichol by sharing what I have found helpful through my own experiences and offering suggestions for maximizing the potential of working-class, lower socioeconomic status, and first-generation college students. Empowerment through Storytelling Shift feelings of shame into feelings of empowerment. Students from humble origins must understand they are not alone in higher education, nor should they feel ashamed of their childhood circumstances and experiences. Some of these students grew up in neighborhoods where poverty, gang violence, and homicides are prevalent. It is miraculous they are alive, much less enrolled in college. Working-class students must learn to embrace their story of overcoming obstacles and use their origins as a source of empowerment; and we, as professors, must encourage them in this direction. Today, there is “no shame in my game.” I used to be embarrassed about my father’s death from heroin addiction. Today I understand the disease of addiction, the institutional complexities, and the need for reform. I never shared his story until leaving my first academic position. I am extremely proud of my mother—she was in the first female cohort hired by the shipyard in the early 1970s. She still works in the yard. In my early academic career, whenever I felt like whining about my cold office in the summer, I would drive to the 50th Street gate on Washington Avenue and watch the shipyard laborers, particularly my mother, working at the most physically demanding job in the hottest part of summer. Faculty members from humble origins should share their own stories and serve as role models for students of similar backgrounds. In my diversity management course, I ask students to summarize my background based on their first impressions. The most frequent response is that I, as a white, female professor, must be from a privileged family. I then use the students’ observations to discuss stereotypes and the role of social class origins in determining life outcomes. Provide Professional Guidance Invest in students, especially those struggling financially, whatever their origins. It was painfully evident that one of my students was not reading the required materials for class. When I asked him about this, he said he could not afford the text. I likely would have found this excuse unacceptable during a regular semester, because financial aid is readily available. However, this was a summer class; so I asked him to explain. He volunteered information that proved his point. We scheduled a meeting in my office, where I lent him one of my extra copies of the text. At the time of this writing, he is scheduled to graduate in one semester. Even now, he thanks me for lending him the textbook. If I do not have that many extra texts for lending, I put books on reserve in the university library. Sometimes, I distribute free articles to students, which helps offset the high costs of many textbooks. 24
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Reflections of a Working Class Academic Along these same lines, I encourage all students, but especially those of working-class origins whose parents probably never taught them about such things, to avail themselves of broader university resources, including the writing center and the career development office. I inform students of upcoming workshops and networking opportunities. I ask the university or certain student groups to host social etiquette dinners each semester at a convenient time so working-class students can attend, and then encourage everyone to go. I invite alumni to speak in classrooms. We offer a “backpack-to-briefcase” series at the University of Baltimore. The program matches alumni with particular courses and instructors and offers evidence of success along with inspiration to students who may be filled with self-doubt or experiencing any number of obstacles. Faculty should emphasize the importance of networking through professional organizations such as the American Society for Public Administration (ASPA) and encourage students to get involved at the local, state, or national level of this organization. Push students to attend conferences hosted by various professional organizations. Volunteer to sponsor registration fees for the neediest students. Through conversations and other interactions, you will learn who most needs assistance, which is why it is important to foster rapport with all your students (see next suggestion). As a coordinator for the 2010 Social Equity Leadership Conference in Baltimore, I paid registration fees for several students. Most were from our university; however, a few graduate students from other institutions were interested in attending but could not afford it. The current fiscal crisis has resulted in reduced support for faculty, so it is no surprise that many universities have few resources to offer students. To their credit, Rutgers–Newark and Virginia Commonwealth universities provided extensive support for multiple student registrations to help those needing financial assistance. As faculty members, we have all been hurt by cutbacks in recent years; nevertheless, we must remind ourselves of the limited financial means of some students. Provide Personal Guidance Faculty must keep an open mind, an open heart, and retain the ability to listen genuinely to all students, but especially those whose problems may stem from being of humble origins. Sometimes these concerns extend beyond formal instruction. One of my former students was worried about finding housing for her mother. The student lived on campus. Her mom was about to be evicted from her home and needed immediate assistance. Being new to Texas and lacking a background in social work, I spent a good hour making phone calls and seeking potential sources of assistance. I like to believe most professors would do the same. In contrast, I have also heard numerous excuses for late papers or less than stellar performance. It is not difficult to determine legitimate requests from lame Journal of Public Affairs Education
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Heather Wyatt-Nichol excuses. A “trust but verify” policy is useful. House burnt down? There’s likely to be a news report about the incident. Cousin was shot? It is in the crime report of the local paper. Power cut off? Show me the bills (students have done this). The information some students share displays their trust in me. Students affected by drug addiction in their own families sometimes confide in me. I am not a licensed therapist. I cannot solve their problems. However, I can relate to their challenges and I listen to their concerns. I can provide encouragement and link students to necessary resources. Increase Awareness Increase awareness of social class issues in the classroom and in the field. As teachers and scholars, we have a responsibility to critically examine assumptions about mobility and meritocracy. Students should be introduced to the concept and measures of social mobility. We must consider the effect of declining mobility on public administration in terms of falling revenues and increased demand for public services. We must understand the social and democratic implications of diminishing mobility within American society. I have attempted to increase awareness on issues of social class through conference presentations and publication. For example, I have authored or coauthored various articles, including “Social Class and Socioeconomic Status: Relevance and Inclusion in MPA/MPP Programs”; “The Enduring Myth of the American Dream: Mobility, Marginalization, and Hope”; “Blue-Collar Mother/White-Collar Daughter: A Perspective on U.S. Policies toward Working Mothers”; and “Diversity across the Curriculum: Perceptions and Practices.” I have also participated in several panels that address issues of social class at conferences such as the National Academy of Public Administration Social Equity Leadership Conference, National Association of Schools of Public Affairs and Administration, Public Administration Theory Network, and Teaching PA. Paradoxically, students from humble origins are often the strongest disciples of meritocracy because they became successful despite the odds against them. We cannot discount their hard work by suggesting meritocracy does not exist. Nor can we ignore the data showing that when it comes to college admissions, some students are more equal than others are. Instead, we must encourage all students to understand the profound effects our circumstances of birth, just like other major demographic categories, have on our lives. Ideally, candidates chosen under a merit system are selected based on qualifications only. Realistically, “qualifications” derive from investments in social capital in the first place. We might refer to this problem as the commodification of merit. The quality of schools and after-school programs often reflects the socioeconomic status of neighborhoods. Some studies (Corcoran, Evans, Godwin, Murray, & Schwab, 2004; Phillips & Chin, 2004; Stringfield & Yakimowski-Srebnick, 2005) have documented the disparities between children 26
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Reflections of a Working Class Academic attending high-poverty schools compared to children attending low-poverty schools. The likelihood of admissions into the top universities is a reflection of access to social and financial capital. Children born into poverty are least likely to attend college. Fifty-three percent of children of the top fifth of income earners will finish college, compared to only 11% of those from the bottom income quintile (Eckholm, 2008). The children of top income earners are overrepresented at Ivy League institutions—they constituted 75% of Harvard’s freshmen class in 1999 (Raines &McAdams, 2006). Similarly, only 3% of freshmen among 146 selective colleges and universities in the United States represent families at the bottom quarter of the income distribution (Oldfield et al., 2006). A blatant example of the commodification of merit is the legacy admission. The Chronicle of Higher Education has reported on legacy admissions for some time now. One can hardly argue that a meritorious system exists when students with average or below average grades are admitted to Ivy League institutions because their parents are alumni and/or large benefactors. In these instances, money and status buy access. We can pretend such decisions are based on merit, or we can counter such gross inequities by providing equal or special consideration to first-generation students. CLOSING REMARKS Legitimacy is warranted on issues of social class in the field of public administration. The National Association of Schools of Public Affairs and Administration (NASPAA) includes class as a social identity category in its definition of diversity. In addition, social class is relevant to social equity, particularly the harmful effects of increasing income inequality among Americans. Public administrators may offer “policy proposals to reduce social and economic problems . . . to address the effects of discrimination based on personal characteristics or the restricted prospects produced by inadequate socioeconomic resources” (Svara & Brunet, 2005, p. 254). Public administrators, particularly academics, should work to eliminate the barriers perpetuating classism in higher education, including raising awareness of inequities in the K–12 public education system and proposing and studying innovative initiatives to level the playing field. As first-generation academics, we owe it to ourselves and our students. FOOTNOTE 1 Although my mother never remarried, we resided with this individual for 9 years.
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Class Rooms Kenneth Oldfield University of Illinois-Springfield ABSTRACT This paper uses a personal narrative format to recount an emeritus professor of public administration’s ongoing study of how social class and socioeconomic origins shape various aspects of bureaucracy, with special emphasis on the sorting function of formal education and its subsequent effects on personnel selection. Following an account of his family background, he summarizes his recent findings on the relationship between class and administration, followed by a sampling of remedies he proposes for bringing socioeconomic issues, especially the effects of inherited social, financial, and cultural capital, into the mainstream of our discipline. The author argues that by implementing these changes, we will not only prove we are the “cutting edge” enterprise we claim to be, but our actions will provoke other fields to enact similar democratic and egalitarian reforms. My father died of leukemia in 1948.1 I was 16 months old. Dad had been working as a truck driver making deliveries around Moundsville, a small mill town in the northern panhandle of West Virginia. My mother, an illegitimate child, as people said then, and I moved in with my grandmother and her elderly father right after my dad’s death. We all lived together for a couple of years until my mother remarried and moved away, leaving me with my grandmother and great-grandfather. My grandmother’s husband, not my mother’s biological father, had been committed to a mental institution several years before. As I understood it, he was shell-shocked, the description in vogue at the time, in World War I and his doctors eventually sent him to the state mental institution in Weston, West Virginia. My grandmother had, at best, an eighth-grade education and worked as a cook at a local greasy spoon restaurant six days a week from 5:30 a.m. until 1:30 p.m. She always came home smelling of grease and sweat, more than ever in the summer when the kitchen was unbelievably hot. When she got home, she immediately took a bath and a short nap. She retired at age 65 and despite her long years of hard work, lived to age 91. I am guessing her father, a retired farmer she cared for over the course of several years and who died in his mid 80s, went as far as sixth grade, if that.
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Kenneth Oldfield My grandmother was a strict non-disciplinarian. She mostly allowed me to do whatever I wanted, including staying up until all hours of the night and then sleeping until whenever. I was always nocturnal. On Friday and Saturday night when school was in session, I usually got to bed at one or two in the morning. In summers, I regularly stayed up until 3:00 or 4:00 a.m. I had this schedule through high school, meaning even before I started first grade I was deciding my own bedtime. During the day before I began grade school, I was more or less free to do whatever I wanted. Until he died when I was in middle school, my greatgrandfather watched me while my grandmother was working. He had the same laissez-faire attitude toward discipline as my grandmother did, probably because he was too old to be otherwise. As long as I was not building and launching nuclear weapons toward the neighbors’ houses, or any crazy stuff like that, my great-grandfather let me alone. My grandmother and I were soul mates, and I knew this early on. Despite her unrelenting non-disciplinarian ways, I never used my endless freedom to get into trouble with the law. My life’s guiding principle has always been never to disappoint my grandmother. She died in 1994 and remains my invisible audience. My undisciplined childhood taught me a particularly profound lesson: self-discipline. I quickly realized if I did not do certain things, they went undone. I learned this early on. The short-term downside of my grandmother’s anarchistic parenting strategy was that I was unprepared for the authoritarian nature of grade school. Between having no rules, never learning to read a word, or know my numbers, my first year in formal schooling was nightmarish. I would do an assignment, such as coloring blocks printed on paper, and then go talk to another student who too had finished the assigned task. The teacher yelled at me to return to my desk. It all felt crazy. The idea of making a kid sit in the same seat 6 hours a day, 5 days a week seemed insane, and still does. I cried a lot, “acted up,” and kept asking the teacher if I could go home. After probably 6 weeks of this madness, the teacher relented and asked my mother to take me back to my grandmother’s house, where I kept saying I wanted to be, and try again next fall, with another teacher! Technically, I had flunked first grade. The next year of school was not much better, but I deciphered that to survive I had to tolerate this lunacy. If all this were happening today, certainly the authorities would drug me into submission. Meanwhile, my working-class family, as people from this stratum are more inclined to do, would accept the word of these credentialed “professionals” in uniforms and follow the prescription. By third grade, I had developed enough immunity to school to do the assignments and get mostly C’s, although the teacher told my grandmother I had serious reading deficiencies. We had few books or other forms of literature in the house, so I never had much to go on when it came to the written word. Nobody in my family heeded the teacher’s warning about my scholarly shortcomings, 30
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Class Rooms although I did, but not knowingly. I discovered comic books. Several kids from the neighborhood and I bought and shared these learned masterpieces. Someone told me I could find equally exciting reading at the local library, where everything was free to loan. I borrowed books and started learning about interesting people and things, such as Al Capone, Clara Barton, Davy Crocket, Daniel Boone, the FBI, and sports stories, mostly subjects I had heard of on TV. The people I was reading about were far more interesting than the Jim and Jane See Spot Run tripe we endured in school. I eventually realized formal learning is a maze to decode. This epiphany helped me survive my later grade school and middle school years with A’s, B’s, and a declining number of C’s. By junior high, I was cranking, even sometimes making the honor roll. I still hated all that structure; but, again, the authorities required you to find your way through this labyrinth, so I succumbed, at least outwardly. My high school years were a paradigm of misspent youth. Most boys at my working-class high school put a premium on bad grades. It was OK if the girls got A’s and B’s, but not the guys. The boys equated this with “acting smart,” a big no-no. In responding to these pressures, I spent my high school years looking for dates, shooting pool, playing euchre, listening to rock and roll and rhythm and blues, playing basketball, and engaging in other action-oriented activities. I was a slouch, doing everything but studying. I read many sports magazines, but that was about it. In 1965, I learned that despite flunking one or two courses I had enough credits to graduate, even if it was on Double Secret Probation, as Dean Wormer said in the classic film Animal House. 1965–1966: SURGERY AND A LONG RECOVERY I had not thought much about life after high school. Nobody in my family ever mentioned my attending college, which is not surprising given my parents and grandparents never completed high school, and they all held blue-collar jobs. They rarely interacted with people who had gone to college, other than the doctors, pharmacists, and other “professionals” they encountered sometimes. I attended college for medical reasons. In 1964, during fall semester of my senior year in high school, an orthopedic surgeon diagnosed me with scoliosis (spinal curvature) and recommended surgery. Shortly after finishing high school in 1965, I began wearing a back brace that rested on my hips with steel rods extending to my chin and behind my head. Five months later, the doctor operated. I went home from the medical center on a stretcher in an ambulance to spend the next 5 months lying on my back in a rented hospital bed while my spinal fusion healed. It was a long winter. Sometime during those 5 months, a representative from the West Virginia State Rehabilitation Department contacted my mother and scheduled a conference with her. When they met, he explained that because of my back Journal of Public Affairs Education
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Kenneth Oldfield operation, I qualified for a rehabilitation scholarship the state offered. The grant would pay for all my undergraduate tuition and books at any public college in West Virginia. All I had to finance was room and board. She also learned I qualified for another government program that helped cover most of those costs. It is a long story, but money from the government also paid for most of my hospital bills. Later that day after the meeting, almost in passing, my mother mentioned what the rehab representative had said. My first thought was to reject the offer outright, thinking, “College is just for smart people.” I knew if I went to college, I would flunk out after one term, simple as that. Because it was free money, I accepted the state’s offer. That one semester would buy time while I decided what to do with my life. Unlike the sons of many middle- and upper-class families, I did not shop for a higher education. I reasoned it was best to flunk out of the nearest place, West Liberty State College. WLSC, now West Liberty University, is about 25 miles from Moundsville, my hometown. UNDERGRADUATE YEARS Because I acted like a goof-off on steroids in high school, I had gotten most of that out of my system; and, as noted, my grandmother’s parenting philosophy, if you want to call it that, taught me self-discipline. Thus the usual college diversions—athletic events, partying, drinking, endlessly hanging out in the student union, and the like—did not distract me. (See Arum & Roksa, 2011, p. 100, for research findings on how social activities can lower academic performance.) I knew I would flunk out, but I wanted to go down swinging, so I studied the assignments as best I knew how. My grades after the first semester could have gone either way, depending on my final exams. To the befuddlement of probably every authority figure at my high school, the people I graduated with, all the other adults in Moundsville, and yours truly most of all, I earned a 2.4/4.0 GPA. That first term taught me that higher education is another maze, and you have to learn to “play college,” such as knowing when to take certain classes, studying several days before an exam instead of the night before, staying up on the readings, how to use the library, and so forth. I really appreciated that college is much less authoritarian and structured than grade or high school. Professors never required attendance, and you were mostly on your own for completing assignments. College was as free as you could be in a formal learning environment. I almost made the dean’s list my second semester, and after that I earned a B here and there, but received A’s in nearly all my courses. After that first year, I made the dean’s list every semester. I finished undergraduate school as a political science major with a 3.65/4.00 GPA overall, with “high honors” listed on my diploma—and, most important, not on Double Secret Probation.
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Class Rooms GRADUATE SCHOOL I was uncertain what to do after earning my undergraduate degree. So far, college was the only thing I had done well in life, so I went to graduate school to continue my studies in political science and public administration (hereinafter, PA). I completed my MA and PhD supported by fellowships, research assistantships, teaching assistantships, and a Ford Foundation Fellowship offered through West Virginia University. The Ford grant allowed me to spend one academic year interning across the state in Charleston, the capital city. I thrived in my MA and PhD courses, probably because advanced study was even more unstructured than undergraduate school. Except for the doctoral prelims and an Introduction to Statistics class offered through the math department, there were no tests, just self-directed reading assignments and a major research paper or two in each course due at term’s end. Class attendance was never required, which, like undergraduate school, further reduced the formality. I received one B grade my first term and A’s in all my remaining graduate classes throughout my MA and doctoral studies. I completed the Ford Foundation Fellowship in the academic year between my MA and PhD studies. This fellowship allowed me a comfortable, tax-free monthly stipend and tuition waiver. I was responsible for reading 10 assigned classic texts about government each term, all borrowed from the library. Although so far I had learned a lot about politics and administration in my undergraduate and graduate courses, the fellowship allowed me to observe these subjects in practice for an academic year. I was officially assigned to the State Tax Department, but was given considerable time to observe both houses of the legislature and the state supreme court. The chair of the senate judiciary committee allowed me to sit in on its executive sessions, where the real action happens since only committee members are present; the press and public cannot attend these meetings. On the other side of the capitol building, I befriended a representative from the House of Delegates who took me under his wing and continuously offered his insights about the politics of the judicial, legislative, and administrative branches. Priceless. The internship solidified my interest in studying, researching, writing about, and teaching government. During this year of applied study, as some people call it, I realized, first, our elected and appointed public officials are far more conscientious, competent, and knowledgeable than popular sentiment allows. Second, I quickly came to appreciate that all those books I had read about the public sector were extremely helpful in understanding government incentives and actions. Working-class folks often talk of people being “book smart,” thereby implying that learning things by reading leads you away from understanding the “real world.” My internship taught me the fallacy of this thinking; it is another class-related myth. Instead, I recognized the strong connection between what I had learned in my courses and reading assignments and what was happening Journal of Public Affairs Education
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Kenneth Oldfield in these three governmental branches. I especially appreciated the practical observations and insights Wildavsky (1964) offered in his The Politics of the Budgetary Process, although eventually I recognized the title’s redundancy; by definition, the budgetary process is political. But I am quibbling. TEACHING BY OMISSION Formal learning teaches by inclusion and exclusion. The subtle lesson being: If teachers do not cover it, it is probably unimportant. Bachrach and Baratz (1963) made this point in their landmark article about “non-decisions,” explaining that power is exercised as much by raising issues as by keeping them off the agenda. The rest of this section summarizes three examples of how Bachrach and Baratz’s idea played out in my own formal education in terms of not applying certain perspectives to socioeconomic inequalities. First, some of my undergraduate and graduate professors addressed social class in general, such as mentioning Veblen’s (1899) Theory of the Leisure Class and how the wealthy engage in conspicuous consumption. I also learned about Marx and the contest between owners and workers. However, none of my professors challenged us toward class consciousness by critically viewing socioeconomic status. For example, we never questioned the legitimacy of financial inheritances. We discussed welfare programs including whether recipients should have to earn their government allotments versus getting them “free.” We never applied the same standard to hereditary wealth. We never considered whether financial bequests, such as a house, money, stocks, and bonds, are another form of welfare, assets recipients gained without working, the supposedly nonexistent free lunch. Second, by definition, entitlement program benefits are open to anyone meeting the eligibility criteria. If you qualify, you are entitled to the benefits. Critics of these programs use entitlement derisively to portray qualified applicants as people who think they have a right to benefits they should have earned by laboring but instead got free. None of my professors asked us to apply the same criticism to people who inherited considerable riches simply by choosing the right parents. By definition, inheritances are an entitlement program. If your name is in the will and there are no successful legal challenges to your bequest, you are entitled to the wealth without earning it. A rose by any other name. Last, personnel matters are a major focus of PA. We addressed questions of merit under the heading of “Human Resources.” Although it should be commonplace, we still pay little heed to the strong relationship between inherited advantages and one’s odds of possessing enough merit to gain certain public sector appointments. While our discipline has finally begun confronting questions relating to how racism and sexism affect personnel outcomes, we seldom apply the same scrutiny to the role of class in understanding workforce policy. If you must have an MD to become director of Public Health, what are 34
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Class Rooms the odds this appointee will be the son or daughter of a single parent with a ninth-grade education who cleans houses for a living? Hint: Not great (Grbic, Garrison, & Jolly, 2010; Jolly, 2008; Magnus & Mick, 2000; Whitney, 2002). In other words, you can raise your merit quotient by choosing the right parents. My PA professors never challenged me to think this way. GROWING A CLASS CONSCIOUSNESS Social class is a taboo subject in most American circles (see Oldfield, 2003, p. 448; Oldfield, Candler, & Johnson, 2006, p. 165), including higher education (see Oldfield, 2003, p. 448) and our field particularly (Oldfield, 2003; Wyatt-Nichol & Antwi-Boasiako, 2008; Wyatt-Nichol, Brown, & Haynes, 2011), notwithstanding higher education’s supposed commitment to encouraging critical thinking on all matters. This is probably why I developed class consciousness gradually and ordinarily on my own. Typically, it grew by happenstance, primarily outside the formal learning environment. It was a difficult journey because the imperious Horatio Alger mythology that permeates our national culture discourages concerns about class inequalities. Who needs these conversations when anyone can work hard and make it to the top, right? Over the years, several personal episodes helped reduce my ignorance toward class matters, notably as it relates to blaming the victim (Ryan, 1971). I use ignorance here according to its original meaning: ignor(e)ance. I was seeing things I had previously disregarded. The same happens when someone buys a new car and starts noticing how many other people are driving the same model. The rest of this section lists and briefly summarizes eight eureka moments that helped grow my class consciousness; and like Hubble’s finding that the universe is expanding at an accelerating rate, the more of these Moments of Discovery I have, the more often I have them. The first episode involved a chance conversation I had while working as a Ford Foundation Fellow. I met someone who was researching “slow learners,” as he called them. As I remember, he was studying youngsters without any identifiable physical or mental problems who were considered “at risk” in today’s school parlance. After we met, and to make conversation, I asked him to explain the most interesting finding in his recently completed research. He said it was not a question he was asking, but one he opened accidentally. He said something to the effect that when he was running his control variables, he saw there were few if no (I do not recall his exact words) slow learners of upper-class origins in his data set. Almost every slow learner was from a lower-class family. I did not know enough to ask him follow-up questions about his insight; but I found his comment intriguing, maybe because the authorities would have labeled me a “slow learner” as a child. His comment stuck in my memory. I would digest its significance later. Journal of Public Affairs Education
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Kenneth Oldfield The second episode involved Knupfer’s (1947) “Portrait of the Underdog.” I saw her work referenced in a text I read during my doctoral studies. Out of curiosity, I went to the library and read her paper, in which she summarizes research findings about the everyday lives of the working class—or, as she called them, “lower status” people. Among other things, Knupfer reported that compared to their better-off counterparts, lower-status people had fewer friends and acquaintances, read fewer nonfiction books and current events magazines, were less widely traveled, were less informed about public officials and events, and were less likely to attend Parent-Teacher Association meetings. As I read her article, I thought she was describing my family. Besides the many other connections, I thought of how none of my closest relatives would have dreamed of attending a PTA meeting. It would be too awkward and intimidating for them, just as Knupfer said. Her work struck me because of its empathetic description of the working class as both a distinct group and one worthy of understanding, versus condescension. The third episode involved my PhD minor field, sociology. The professor’s teaching method and my learning style went hand in glove. We met periodically over several semesters to discuss books he assigned. Some of these texts were about the sociology of sociology or the sociology of knowledge. This professor and I often discussed how culture shapes the questions researchers pose and, in turn, whose political interests this benefits. Although social class was not the focus of our conversations, I eventually turned these critical thinking lessons toward my own interests. I started reversing various public policy questions. I wondered, for example, why we study The Poverty Problem and not The Rich Problem; why such a small percentage of the population—the elites who make the rules and reinforce an ideology to justify their advantages—take far more than their fair share of the available wealth. In turn, I wondered whose side The Bible is on when it says, “For you always have the poor with you,” versus warning, “For you always have the rich with you.” The fourth episode involved examining literature for my dissertation. Although my research question did not involve social class directly, along the way I stumbled on various readings describing how America’s formal learning process sorts winners and losers by socioeconomic origins. Because, as noted, these studies were not directly relevant to my dissertation question, I read most of these materials on my own time, but it was worth it. The research showed that contrary to the American folklore I had accepted mostly without question— after all, here I was a kid of humble origins studying for a PhD—I was reading study after study that contradicted the popular notion of education as The Great Leveler (Hess, 2005, p. 26). The patterns were surprisingly dependable. Social class origins consistently and significantly correlated with various major educational outcomes, including who goes to college and where, whether they graduate, whether they take an advanced degree, and so forth. Rather than being 36



Journal of Public Affairs Education



Class Rooms The Great Leveler, too often, formal education is The Great Reinforcer. Now I knew why people call them classrooms. A fifth episode was Class, Power and Elites, an undergraduate political science course I taught at my first job after completing the PhD. Among other assignments, the students gave individual in-class presentations on research papers they had developed over the term. One student studied college attendance among children of the university’s faculty versus the offspring of its blue- or pink-collar employees who were high school graduates or less (e.g., janitors, secretaries, cafeteria staff, etc.). Although she only had time to gather information randomly on 10 people in each of the two groups, the differences between them were striking—so much so, I still have a copy of her data table— and coincided with general trends being reported in the literature (deLone, 1979). Ninety-six percent of the faculty’s children were in or had gone to college versus 36% of the working-class kids. When this student presented her findings, the immediacy of her data, probably more than all the other topics we covered that term, helped everyone in the class “get it” in terms of balancing The American Myth of Mobility against her empirical information. A sixth episode involved reading Ryan and Sackrey’s (1984) Strangers in Paradise: Academics from the Working Class. No matter which essay I read, I felt the author and I had grown up together. These professors were “out” about their origins and spoke proudly of their modest backgrounds. One author had flunked first grade! I was not the only one. Reading these essays gave me a family and a different perspective on my socioeconomic origins. A seventh episode involved reading Bourdieu’s (1986) landmark article about different forms of capital. I had always thought of wealth as money, stocks, bonds, and the like. Bourdieu explained that besides financial capital, there is cultural capital. For present purposes, it means, for example, knowing what to look for and where to gather information when selecting a college, attending plays and other artistic events, knowing appropriate etiquette for formal dinners, having proper grammar, discerning when to take certain college courses, understanding that higher learning is not just for smart people, completing commercial courses in preparation for taking standardized exams such as the GRE, and knowing how to search for financial assistance. Social capital, Bourdieu’s third category, means having friends, relatives, and acquaintances who can help you gain desired information and favors. In the vernacular, it amounts to having “friends in high places,” “It’s not what you know, it’s whom you know,” or “We don’t want nobody that nobody sent.” In academics, it can mean getting school or job references from The Right People, or having certain influential individuals move university officials to admit students who do not otherwise meet the school’s admissions standards, as happened a few years ago at the University of Illinois Champaign–Urbana (Paulson, 2009).
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Kenneth Oldfield Bourdieu’s essay helped me see that some “professionals,” such as college professors, may not earn a high salary, but will still possess considerable social and cultural capital that benefits them in incalculable ways. Likewise, I understood why some people can have a lot of financial capital, but not be welcomed into high society given their lack of cultural capital. Bourdieu’s writings helped me finally categorize certain academic conversations and activities I had witnessed over the years, especially how faculty, besides financial support, commonly provide their children social and cultural capital to propel them far beyond the opportunities most working-class parents could ever hope to give their kids. Obviously, many of these same professors inherited abundant social, financial, and cultural capital from their parents. What goes around comes around. The final episode involved an e-mail I received from a friend in 1998. It included an attachment announcing the upcoming Working Class/Poverty Class Academics Annual Conference (WCPCA) that was meeting at Ohio Wesleyan University in Delaware, Ohio, later that same year. Neither of us had heard of this group, which includes professors whose parents never attended college and worked blue- or pink-collar jobs. My friend and I attended the conference and presented a paper. I have gone to several WCPCA conferences since, and each time I am amazed at the unifying power of social class origins, notwithstanding all the other demographic differences among the attendees. It reminds me of Malcolm X’s (1965) trip to Mecca, where he realized the unifying power of religious belief among otherwise disparate peoples. The Delaware meeting was the first time I felt at home in higher education. There were too many “Oh, yeah” moments to count. It seemed strange to be welcomed because you were raised working class, versus seeing it as a problem to either hide or overcome, or both. I did not have to stretch to fit in. Call me Kenneth X. TOWARD A THEORY OF CHANGE In the late 1990s, a colleague and I surveyed faculty at the University of Illinois at Urbana–Champaign (UIUC) about their socioeconomic origins. Although the university maintained statistics on various other demographic characteristics, we had to gather data on these professors’ class background on our own. We presented preliminary results of our research at the just-mentioned WCPCA conference in Delaware, Ohio. We later published our findings, which showed a particularly striking difference between the class origins of these professors versus the U.S. population at large (Oldfield & Conant, 2001). The New York Times (Steinberg, 2000) and Los Angeles Times (Locke, 2000) mentioned our findings in pieces they did on working-class academics. Publishing this article and my experiences at that Delaware, Ohio, conference convinced me it was time to change directions and devote all my academic efforts to studying how social class and socioeconomic origins affect various aspects of administration, with special emphasis on the sorting function 38
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Class Rooms of higher learning and its subsequent effects on personnel selection. In certain cases, I wanted to test ASPA’s (Code of Ethics, 2006) and NASPAA’s (2011, p. 39) performance in relation to the democratic and egalitarian values, including “equality,” “fairness,” “representativeness,” and “affirmative action,” they support. I also wanted to explore how other academic fields and organizations have fared in achieving these same ideals. In 2002, I took early retirement to pursue these interests full-time. My first research effort involved testing whether PA has met its self-imposed obligation to be a cutting-edge discipline, in this case by addressing the effects of social class inequalities on public sector operations. My analysis showed that our field’s major texts and key literature sources have all but ignored class. When mentioned, it is in conventional terms and without questioning the effects of socioeconomic origins on public policy outcomes. I ended my article by proposing steps the discipline can take to remedy this oversight (Oldfield, 2003). Later, two colleagues and I (Oldfield, Candler, & Johnson, 2006) expanded on this theme by examining the publication record of the leading PA journals in America and three other countries for their history of issuing articles about class and four other social equity topics. Our analysis showed that since the1940s, these outlets have been a no-show or included papers on these equity topics long after they were fashionable in other circles. Over the years, I have attended several National ASPA Conferences. In 2003, I was an invited panelist at the Washington, D.C. gathering. Paying all my expenses out of pocket, I kept notes on my travel costs and eventually used these and my experiences at past meetings to write an opinion piece for PA Times about the classism inherent in our national sessions. Among other things, I mentioned the lavish conference hotel accommodations, the confiscatory registration fees, the panel themes, and various other Veblenesque offenses to ASPA’s self-styled democratic ideals. I ended my discussion with a list of proposals for making these national conferences more accessible and welcoming to people of all social classes and socioeconomic backgrounds (Oldfield, 2006). In 2005, I tested whether academic PA’s commitment to diversity among its graduate students included concern for their socioeconomic origins. I analyzed this question by surveying our discipline’s leading schools to find out whether they include class background among their student diversity criteria. I assumed, by definition, if these elite programs’ integration efforts include actively enrolling more first-generation college students of working-class origins, other PA schools will eventually follow their precedent. The survey results showed none of these schools gathered and maintained such background information, let alone having a class-based diversity plan in place. I recommended these elite programs expand their democratizing efforts accordingly (Oldfield, 2007b). Because many PA professors hold PhDs in political science or, if not, have completed coursework in the subject, I replicated my research at America’s top 50 rated political science Journal of Public Affairs Education
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Kenneth Oldfield programs. The findings for this project closely mirrored those of the public administration/public policy schools I surveyed (Oldfield, 2008). Encouraged by conversations with other working-class academics, I published an article about the hurdles first-generation college students from working-class families face in adapting to the culture of higher education. I closed my discussion by recommending policies universities can implement to make their campuses more welcoming to these individuals (Oldfield, 2007c, reprinted 2009). Over the years and after speaking at various conferences, PA and otherwise, people have asked me for specifics on implementing a class-based affirmative action plan for recruiting and hiring more working-class academics. In response, I published an article offering practical details for achieving this end (Oldfield, 2007d). I am a TIAA-CREF member, as are many other university professors. Some years ago, TIAA-CREF sent me materials saying it was seeking a more representative leadership. The brochure’s democratic wording and mention of diversity prompted me to survey the group’s then board of directors, asking them about their class origins. Perhaps not surprisingly, the results showed these board members were disproportionately of upper-class origins. I used my findings to suggest TIAA-CREF expand its diversity efforts to include social class background considerations (Oldfield, 2007a). In 2008, Richard Johnson III, then a PA faculty member at the University of Vermont, and I coedited Resilience: Queer Professors from the Working Class, a collection of 13 personal narratives modeled after Ryan and Sackrey’s Strangers in Paradise. As a straight guy, I worried about the title; but Johnson, an out “queer,” as he calls himself, carried the day and hence the book’s name. The authors’ adamancy about the powerful and lingering effects of their socioeconomic origins surprised us. One book reviewer described the spirit of our contributors’ essays this way: One of the great surprises for me is the more significant role that class, not sexual identity, has to play in these stories. While youthful years might be dominated by sexual identity struggles, violence, and oppression, the difficulty of the journey to [sic] academy is overshadowed by class more so than sexual identity. As I will relate this does not mean that the sexual identity issues are minor in this journey; instead it means that class is so much more dominant, all pervasive, and hard wired into the autobiographers’ beings, families, and senses that it was the major issue chasing at their heals throughout, and often still. (King, 2009, p. 94) Shortly after Resilience was published, the online journal Inside Higher Education interviewed Johnson and me about our reactions to coediting this 40
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Class Rooms book (Oldfield & Johnson, 2009). The interviewer’s questions allowed us, among other things, to elaborate on how American universities generally ignore questions about social class and socioeconomic inequalities, including the odds people from humble origins will become professors. While examining literature relating to the previously mentioned studies of student recruitment and enrollment practices at the country’s elite political science and PA programs, I encountered articles extolling the virtues of diversity among medical and law school students and personnel. There were heartwarming testimonials to groundbreaking efforts in this regard. Wondering about the scope of their commitment to demographic diversity, I surveyed deans at America’s top 50 medical schools and top 50 law schools to determine their socioeconomic backgrounds. The results showed a striking underrepresentation of administrators who were first-generation college graduates and of workingclass origins. I suggested that if these programs expand their diversity criteria to include socioeconomic background, other medical (Oldfield, 2010c) and law schools (Oldfield, 2010b) will likely follow their precedent. Based on my previous research, last year I challenged our field to prove its commitment to the ideals it supports by including socioeconomic origins among its faculty diversity criteria (Oldfield, 2010a). Not surprisingly, my proposal elicited both complaints (Stever, 2010; Stivers, 2010) and support (Candler, 2010). These responses afforded me an opportunity to refute the critics and further detail why our field should adopt my proposed personnel plan (Oldfield, 2011a, b). CATEGORIES OF REFORM We cannot rely on the “kindness of strangers” to achieve the egalitarian and democratic ends our field endorses. Thus, we should employ two categories of reform to give social class inequalities their due attention. The first set of concerns involves organizational policies of PA, while the second entails pedagogical techniques for helping students appreciate the importance of social class inequalities for understanding public sector processes. These recommended changes are consistent with the “equality,” “fairness,” “representativeness,” and “affirmative action” principles NASPAA (2011, p. 39) and ASPA (Code of Ethics, 2006) support. Systemic Changes Structural reform 1. NASPAA should require all PA programs to begin recruiting and placing more PA students and faculty of humble origins. ASPA should publicly support this democratizing effort. In 2009, NASPAA expanded its definition of diversity to include class, although current accreditation standards do not require all PA programs to gather and maintain data on student and faculty socioeconomic Journal of Public Affairs Education
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Kenneth Oldfield origins. The field should not confine its integrative aspirations to race, gender, and physical disabilities, as current standards allow. NASPAA should also require programs to submit information detailing outreach efforts intended to ensure greater socioeconomic diversity among their faculty and students. This broader application of diversity would encourage everyone in our field toward a deeper understanding of the strong connection between socioeconomic origins and educational attainment. Class disparities among Americans are dramatic and growing worse (Buss, 2010; Drum, 2011), which can only lead to still greater discrepancies in educational attainment based on family origins, clear evidence our democracy is not working very well. Lacking such authoritative actions from our field’s governing body, our discipline can never develop the class awareness necessary for overcoming our socioeconomic prejudices, including the effects of inherited advantages—our “baggage,” as the anonymous referee mentioned in this symposium’s Introduction called it. Structural reform 2. ASPA’s Gloria Hobson Nordin Social Equity Award “recognizes lifetime achievement and effort in the cause of social equity” (About, n.d.). When granting this honor, ASPA should consider individuals whose efforts have helped reduce social class inequalities in formal education. The committee might bestow the award on someone whose efforts over the years have included helping to establish annual fellowships to support the recruiting and placement of considerable numbers of PA students from modest backgrounds. Structural reform 3. Editors of our field’s leading journals should occasionally sponsor symposia that address the effects of social class inequalities, including disparities associated with inherited assets. These publications would further legitimate social class inequalities as a worthy area of specialization within PA, a goal consistent with the writings of Frederickson (2005) and the ideals expressed at the Minnowbrook Conferences and in the New PA. Structural reform 4. Members of various national PA organizations have formed subgroups dedicated to advancing the study and interests of particular constituencies. Those concerned with class-based social equity and diversity should either form freestanding units within these organizations or join an existing subgroup with compatible goals, the appropriate course to take depending on the individual circumstances. Still, these newly formed circles should push for assorted egalitarian ends, such as bringing greater attention to socioeconomic inequalities by promoting recruitment of more PA professors who are first-generation college and from working-class backgrounds. 42
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Class Rooms Didactic Changes Pedagogical reform 1. PA faculty, no matter their specialty, should offer students more assignments and information concerning social class inequalities, including how inheritances shape public sector operations. Recent work by Wyatt-Nichol et al. (2011) illustrates how instructors in different PA subfields (e.g., budgeting, administrative law, and human resources) can do this. Two years ago, I published an article showing how faculty can approach this same instructional objective, but through unconventional assignments (Oldfield, 2010d; available online without restriction). My article detailed, for example, how PA professors can (a) use the board game Monopoly to demonstrate the distorting effects of inherited financial capital; (b) show students that data universities fail to collect can significantly disadvantage people of working-class origins, thereby illustrating “policy making by omission”; (c) use simulations to show how seemingly neutral personnel standards can reinforce existing social class inequalities; (d) show that even the democratic-sounding “bureaucratic team building” can overlook the needs of working-class employees; and (e) use existing literature to construct their own recommendations for reducing socioeconomic inequalities. I used a critical theory framework in developing this paper, knowing it would hearten other instructors to devise and employ their own counterintuitive techniques for helping students appreciate the causes and consequences of class inequalities. Pedagogical reform 2. PA faculty should share their experiences and research on proven ways of helping students analyze class inequalities and assumptions. The national PAT-Net, Teaching PA, and NAPA Standing Panel on Social Equity annual conferences would be ideal venues for communicating these insights. Later, the conference papers should appear as articles in academic journals so others can benefit from the authors’ findings and discussion. Faculty should not confine their integrative works to direct instruction, but should pursue other student-oriented concerns such as organizing conference panels about welcoming, supporting, and mentoring students from humble backgrounds. Again, the presenters should submit their conference papers for publication in academic periodicals. Pedagogical reform 3. An anonymous referee recommended I mention a few fiction and nonfiction sources that will increase PA faculty and students’ empathy toward social class inequalities. Besides the various materials listed throughout this article and the other papers included in this symposium, I recommend, to begin, these publications.
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% Fiction: Allison’s (1992) Bastard Out of Carolina, Dickens’ (1961) Hard Times, and Steinbeck’s (1939) The Grapes of Wrath % Nonfiction General: Ehrenreich’s (2001) Nickel and Dimed, hooks’ (2000) Where We Stand: Class Matters, and Shaw’s (1928) The Intelligent Woman’s Guide to Socialism and Capitalism % Nonfiction about the Relationship between Social Class and Formal Education: Kozol’s (1991) Savage Inequalities, Lareau’s (2011) Unequal Childhoods, Mullen’s (2010) Degrees of Inequality, and Sacks’ (2007) Tearing Down the Gates CONCLUSION Despite what you might be thinking, I do not blame my professors for what they did and did not teach me about socioeconomic inequalities. This is especially true for the legitimacy of inherited advantages. My instructors were also products of a formal education system and popular culture practically blind to social class. This article details not only the unusual circumstances that coalesced to help me beat the odds and become a professor, but it describes several happenstance episodes that propelled me toward an expanding class consciousness that guides my research and writing. Ideally, that part of my narrative will prompt others to reflect on episodes related to social class from their own lives, situations they had ignored until now, and see why I say our field should pay more attention to the consequences of social class disparities, including various forms of inheritance. Successful reform movements often have three parts. First, people present evidence and arguments identifying a problem. Second, reformers, usually writers, offer a theory of change, a plan to fix the problem. Finally, activists implement the proposed solutions; they put theory into practice. Although the tactics are usually refined to fit local conditions, the reformers remain true to the theorists’ ideals. As the folk song’s lyrics say, “Keep your eyes on the prize.” I offered the preceding two sections in that spirit. I showed that PA, in both theory and practice, has been downplaying an important issue and that we need to pay more attention to the elements of classism. All the articles I have published, including this one, offer a list of suggestions for resolving the social class problem in question. Only the third step remains: Our discipline’s leading organizations and its professoriate must begin supporting and implementing these recommended reforms. If we are willing to take these bold steps, certainly other fields will follow our lead. Until we implement the proposed changes, PA programs cannot completely fulfill their self-proclaimed objectives. In that case, they will continue graduating students unprepared fully to meet their challenges and responsibilities as practitioners and academics. Our reluctance to teach about and act more on matters of social class inequalities is equivalent to the biological sciences refusing to acknowledge the theory of and evidence for evolution, pretending Darwin’s (1859) On The Origin of Species never happened. 44
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Class Rooms Admittedly, it will be difficult to overcome a national mythology that insists we are all created equal and that with enough Horatio Algeresque effort, even those starting from far behind can win the race. Maybe someday we will appreciate structural nepotism as much as we have come to recognize other dysfunctional isms. I see Knupfer’s work playing out around me every day, episodes that remind me of how much class mattered and matters. I see it in my local newspaper when I notice how many of the college scholarship winners were born of comfortable circumstances. I see it in general empirical terms when I read Hart and Risley’s (1995) Meaningful Differences in the Everyday Experience of Young American Children, and when Kevin Kniffin (2007) sends me a reprint of his “Accessibility to the PhD and Professoriate for First-Generation College Graduates” in The Uneven Road to College Opportunity. Finally, friends, former students, and colleagues constantly send me materials to feed my habit with titles such as “EEGs Show Brain Differences between Poor and Rich Kids,” an article with an ominous warning: This is a wake-up call. . . . It’s not just that these kids are poor and more likely to have health problems, but they might actually not be getting full brain development from the stressful and relatively impoverished environment associated with low socioeconomic status: fewer books, less reading, fewer games, fewer visits to museums. (Sanders, 2008, quoting Knight) Why am I so interested in the effects of social class inequalities? After all, I am a paradigm of social mobility. I beat the odds, earned a PhD, and spent most of my life breathing the rarified air of academe. I never buy lottery tickets, because the chances of winning are too long. States advertise lottery winners, not those who purchase innumerable tickets yet never claim a prize, or at least receive enough money worth noting. I view my life that way. I am an anomaly who found his way through the academic maze notwithstanding the probabilities against it happening. Many things broke in my direction, including a heavy dose of “government intervention” in the form of a publicly supported higher education system that granted me assistantships and fellowships and then a lifetime job in a public university. My family, professors, and friends helped smooth the way. My grandmother’s laissez-faire parenting style paid off in the end. She anchored me in rich soil with both a silent commandment never to disappoint her and an unchaperoned childhood that taught me self-discipline. Still, if only a few things had fallen the other way, I would not have received that lucky lottery ticket. Ideally, the discussion and reforms this paper presents will be an invisible audience encouraging all PA students, faculty, and practitioners to include social class inequalities among their diversity concerns. Unless and until more of us join this effort, our field will never reverse the classism and structural nepotism that got us into this fix in the first place. Journal of Public Affairs Education
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What’s a Girl Like You Doing in a Place Like This? Cheryl Simrell King The Evergreen State College ABSTRACT This autobiographical essay addresses the question: How do the needs of students of working-class origins differ from those of their counterparts from more privileged backgrounds? As one of the invisible differences in the United States, class pervades everything we do, and we are mostly unaware of it. Readers are encouraged to examine their own presumptions about social class, including their suppositions about access to resources and how these can differ based on one’s family of origin. In addition to suggestions on how to address social class in the classroom, readers are encouraged to raise their own consciousness about class in order to reach out to students from working-class backgrounds.



THE SITUATION In preparing to write this essay, I sat with a student of working-class origins with whom I have a mentoring relationship and asked, “What do you want people to know about interacting with working-class students in our field?” Her answer came without hesitation: “presumptions of access.” She said folks who are not of working-class backgrounds presume everyone has access to whatever they need. Middle- and upper-class people do not think about these access presumptions, so deeply engrained are they in the consciousness of all Americans, even the working class. These access issues are like what Peggy McIntosh (1988) described regarding race in her work about White privilege. McIntosh said White folks, because of the privilege our culture affords us, carry an “invisible knapsack,” full of things always at the ready to smooth our path. We do not see, nor are we aware of, our knapsacks. Non-Whites do not have these invisible knapsacks, and they know it. Similarly, middle- and upper-class people have invisible knapsacks of privilege and access that come with class. And here is one difference between class and race: Working-class folks are, typically, not aware of the invisible knapsacks others have. Most of us in the United States are in heavy denial of class in our culture and the privileges, or lack of, that come with socioeconomic status (Hochschild, 1995; Kliman & Madsen, 1999; Ostrove & Cole, 2004). JPAE 18(1), 51–66
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Cheryl Simrell King Yet, no matter how much we deny class, our denial does not change the facts. There are different classes in the United States, and the gap between the classes is growing, not contracting.1 Even with astronomical income inequality, Americans at all income levels incorrectly identify themselves as the ubiquitous “middle class.” Estimates from polls indicate that perceived middle-class annual household income ranges in the United States from $25,117 to $100,466 (e.g., see Pew Research Center’s 2008 survey results at http://pewsocialtrends. org/2008/04/09/inside-the-middle-class-bad-times-hit-the-good-life/). Clearly, people at the lower and upper levels of this range live very differently. Yet, we convince ourselves we are all in the middle, a lie that allows us to continue believing in the American Dream. The myth of the American Dream insists that anyone born without privilege, no matter their life circumstances, can rise above the poor, nasty, brutish, and short lives fate deals them. At the heart of the American Dream is the presumption of equality of access to things that allow non-privileged folks to “pull ourselves up by our bootstraps” and change our circumstances, including education, working transportation options, health care, asset-building programs, information, and technology. What Is Class?



Think about how people use the word class. Someone is “classy” if they show markers of upper class: elegant, tasteful, refined, and sophisticated. The opposite of classy is “tacky”: cheap, vulgar, shabby, and in bad taste. Obviously, being classy is preferred to being tacky, thus showing our cultural preference for upper-class and upper-class markers even as we deny that class is something important, or significant, in our culture. When we meet strangers, we automatically note their sex/gender and race, mostly subconsciously. We also notice their social class markers, that is, their dress, hairstyle, speech patterns and language, the condition of their teeth, the car they drive, where they grew up, the schools they attended, and so on (Goffman, 1959; Yoshino, 2006), and interact with others differently depending on which of various categories she or he occupies. Yet, we pretend we are all the same, more or less, equal in a land of inequalities (Hochschild, 1995; Kliman & Madsen, 1999; Ostrove & Cole, 2004). Our models of class-based societies stem from our mainstream European origins, where class is a relatively fixed phenomenon that determines a person’s potential and possibilities. In the United States, we tell ourselves class is not static, it is fluid. Anyone can jump the fluid class boundaries, although the presumption is that we will jump up, not down (a belief being sorely tested in the current economic recession). These strong beliefs about the fluidity of class and strong beliefs about meritocracy lead people to individual, rather than structural, causal attributions for social class (Langston, 1992, cited in Ostrove & Cole, 2003; Ostrove & Cole, 2003). As Ostrove and Cole explain: 52
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What’s a Girl Like You For example, although we often hear wealth explained in terms of ambition and poverty in terms of laziness, and we hear the claim that members of certain ethnic or racial groups are poor because they are lazy, no one makes the claim that a person belongs to a certain ethnic group because he or she is lazy (just as one would never argue that ambitiousness makes people White). Thus, the ideology surrounding class locates the causes of class stratification solely in the behavior or the personality of individuals; yet the class system itself exerts pressure on individual psychology, influencing the ways people view themselves and others. (2003, p. 683) Our strong attachment to individual causes of class, within a system that perpetuates class distinctions, a system that is mostly ignored when it comes to attributing class, makes class very much a personal issue and quite different from race and gender. Americans believe upward mobility is available to all, if we combine hard work with individual character traits that lead to success (Hochschild, 1995). If folks can’t move up in class, then the problem must be related to their personal attributes, not to the system. MY STORY As I have written elsewhere (King & Zanetti, 2005), one of the pivotal moments in my adulthood occurred when I was called home (Toledo, Ohio) on a family medical emergency and realized my siblings were, at midlife, frozen in a state of lacks. Three of my four siblings’ lives are very much determined by what they do not have—by what they lack—lacks that often define working-class life: lack of resources, lack of efficacy, lack of a sense of empowerment, lack of education and access to information, and lack of critical thinking. My siblings do not think they are in control of their own destinies, do not believe they have the power to change their lives, do not have access to higher education, and do not have the skills and capacities to question authority, speak to power, or critically filter information. They lack social and/or professional networks that may help them better their employment situations. At midlife, these lacks have a very strong hold on my siblings’ lives. And the opportunities to make life changes have long passed. More heartbreaking is the knowledge that, according to the odds and due to class differences in access to health care, life conditions, and life expectancy, my working-class siblings will more likely get sick, or die, before I do. Last year, my brother successfully beat colorectal cancer; but not without serious, life-changing consequences. The severity of his condition was partly due to his lack of health insurance; he had not been seeking regular care for a chronic condition. His very costly and sophisticated cure was financed by that crucial and essential, yet threatened, safety net, Medicaid (we call it “care” for elderly recipients and “aid” for poor recipients, as if only the elderly deserve care). Journal of Public Affairs Education
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Cheryl Simrell King The foundation of these middle-age lacks was laid in our youth. My father was the mailman (literally) and my mother a full-time homemaker who earned a bit of cash on the side doing child care. There were seven of us in the family, my parents and five children. We got by fairly well, but resources were always tight. Because my father was a federal employee, protected by a union, we had good health and dental care (not the case with many working-class folks). We wore second-hand clothes until we were old enough to make our own—my mother was a master shopper and remains so today. The only books in the house were a set of encyclopedias and a large collection of National Geographic magazines. We were not read to. My (older) sister and I are first-generation college students; we financed our own way through college. My sister was the first in our family to graduate college; I am the first to pursue graduate work. I am the only one in the family with a “career”; my siblings have “jobs,” if they work outside the home. I am the only one not living in my hometown; everyone else lives close to where we grew up, and their social networks do not stray much beyond the family. Packing the Knapsack



My daughter was raised in radically different circumstances from mine— evidence of “class-jumping.” I packed her invisible knapsack with countless social goodies. We went on vacations; to films, plays, the ballet, and concerts; books were everywhere in our house, and we read voraciously; we argued all the time (still do), and she was encouraged to have her own thoughts and opinions. We gave and attended dinner parties. She traveled to Italy, Kuwait, and Indonesia, all before she finished college. She was expected to go to college and was guided there through a typically higher-class process with middle-class privileges: guidance counseling, college visits, SAT preparation, applying to many colleges, expecting her parents to pay her higher education expenses, and so on. While growing up, my siblings and I were not encouraged to have opinions; disagreeing with my parents was always an act of disrespect and reason for punishment. There were no dinner table conversations at all, let alone dinner conversations about current events, about politics, or about different takes on various issues. We did not go to parties, concerts, films, plays, or vacations. We did not visit other countries. We did not camp, hike, backpack, or see our country. My parents did their level best, and they did well—we were fed, clothed, and our physical needs were met. This was no small thing. My maternal grandparents introduced us to another way of living. My maternal grandmother exemplified the “Rosie the Riveter” personality, which she was during World War II. She lived by her own code and made her own decisions. She divorced before it was acceptable, was excommunicated by the Catholic Church for doing so, and remarried twice. She owned and operated a working-class bar and grill long before it was commonplace for women to own 54
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What’s a Girl Like You and operate their own business. My grandparents had parties; they ate foods we did not eat at home. My grandparents had one or more of us kids staying with them every weekend. They sold the bar when I was about 10 years old and moved to a cottage on a lake in lower Michigan, thus providing us with a vacation destination until my grandmother required assisted living. My parents were part of the White flight out of an inner-city neighborhood (with down-payment help from my father’s father) and from the age of 8, I was raised in a good, mixed-class neighborhood. A few fathers on the block had other than working-class jobs, including, for example, a veterinarian and a newspaper reporter. As a result, we were exposed to other ways of living. Most fathers, however, worked at the Jeep plant not too far from the neighborhood. I do not know why my older sister and I went to college and our three younger siblings have not. My sister and I were not encouraged to go to college by either parent. My older sister and I did well in K–12; perhaps there were teachers or counselors who encouraged us toward college, but I do not recall any in particular who did. I do not remember that our high school had staff members whose job was helping get kids to college; only about 10% of my graduating class went to college. I do know that teachers and the minister at the church I attended encouraged me toward leadership positions (youth representative for the church; school paper editor, etc.). I also sang in the choir and acted in school plays—these experiences gave me “stage presence” skills and a sense of efficacy that contributed to future school and career decisions. After high school, I enrolled at the local university as a nursing student. It was a bad fit, and I left to become a secretary. After a year of that work and my father’s death, I hightailed it back to college. Two professors during my undergraduate studies inspired me toward completing my degree and fueled my passion for research. Both are also responsible for my choice of major— psychology. That major, along with my love of research, led me to graduate school. My terminal master’s degree led to my first professional job as a policy researcher for the phone company. At that job, I learned a great deal about middle- and upper-class life and what it takes to be a professional. I worked with economists and sociologists, traveled extensively, nationally and internationally, learned how to dress and act in a corporate environment, and learned the language of middle- and upper-class interactions. Policy research led me to public administration. I did not come to class consciousness until I was in my late thirties, after I finished my doctorate. In other words, I went through all my schooling and a great deal of professional socialization without consciously realizing the differences between me and most of my peers. I knew I was different; I knew I was not a “renaissance person,” like so many of my colleagues. I did not read the newspapers, magazines, and popular books or see the foreign films my peers discussed. I was not skilled in argumentation; I was not an intellectual warrior. Journal of Public Affairs Education
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Cheryl Simrell King I did not play a musical instrument. I was acutely aware of the effects of gender, that being a woman significantly affected my experiences, but I was not aware that my class origins were also profoundly important. Class was invisible to me, as it is to most in our culture. Ironically, though, I think class is a far more important variable than is sex/gender, as it relates to my experiences. In the field of public administration, we have been willing and able to talk about, and explore the effects of, sex/gender on our experiences and our work environments; but we did not (and still do not) talk about the invisible variable of class. THE INVISIBLE AMERICANS In 1994, Lillian Rubin wrote about working-class families, calling them “invisible Americans.” She says, “Over the long haul, the denial of their class position leads to a confused and contradictory social identity that leaves working-class people riven with status anxiety and impacts their ability to join together and act in their own behalf ” (p. 30). As Rubin noted in the early 1990s, although socially and politically working-class families are invisible, they are, potentially, the single largest interest group in the country. These are men and women, the largest part of the American workforce, employed at lower levels in production, health, and the service sectors of the economy; workers whose education is limited, whose mobility options are severely restricted, and who usually work for an hourly versus a weekly wage. These men and women do not tap many public resources; they reap minimal benefit from government programs for the poor or from the huge government subsidies for the rich (or, even, the vast government subsidy to middle-class folks: the mortgage interest tax deduction). They live life on the edge. As Rubin (1994, p. 31) states, “any unexpected event…threatens to throw them into the abyss.” For example, my sister’s husband, a corrections officer, has been out of work for the past few years—on temporary disability because of an altercation with an inmate—and has since lost his job. My sister, a care provider working in a home for developmentally disabled adults, was her household’s sole provider. As I was writing this, I learned she had just lost her job. The family is now without an income or health insurance. Health insurance is particularly important because of her husband’s injury and because she suffers from the same chronic condition that led to my brother’s colorectal cancer. My sister and her husband have one car with over 100,000 miles on it, and they cannot afford the required regular maintenance. Therefore, the car has frequent, oftentimes serious, mechanical problems. There is no public transportation in their small town—car trouble means a transportation struggle. So, the car gets fixed, and rent or some other need is postponed. And stress levels increase. They are always living life on the edge; any small thing could throw them over. In his germinal 1989 article on working-class students, “If Rocky Goes to College: Dilemmas of Working-Class College Students,” Howard Baker 56
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What’s a Girl Like You captured the essence of the struggle of working-class students at that time—an essence that remains true today. The article informed college and university psychiatric care providers about the presenting problems of working-class (or first-generation) students.2 In the film Rocky, the working-class character from the streets of Philadelphia, played by Sylvester Stallone, repeatedly says, “I do not want to be just another bum on the block.” In his article, Baker asked, what if Rocky went to college instead of choosing to fight his way out of his destiny? According to Baker, and true to my own personal experiences, unlike their middle and upper-middle class peers, working class students…almost certainly begin a process of changing social class… which will complicate the lives of these students, burdening them with impediments to both academic success and psychological development. These added challenges will, moreover, continue once they graduate and enter the business and adult social worlds. (1989, p.70) As many first-generation students know, the price for social advancement can be high. As Rubin (1977) states, blue-collar families often live in “worlds of pain.” Much of this pain centers on jobs that are often repetitive, boring, dangerous, and sometimes demeaning. The family structure is hierarchical; the father (if he is in the household) is at the head and everyone must show him respect, which usually means unquestioning obedience and not challenging the illusion of his position atop the heap. Whether the family is activist and the kids “red-diaper babies” (children of the working-class activist/union/communist movements of the 1950s and 1960s) or offspring of “radical hillbillies” (workingclass people from Appalachia, mostly miners, who became radicalized through unions and similar organizations; see King & Zanetti, 2005), the authority lines in most working-class families are remarkably alike. Echoing the lack of collaboration and democracy often found in blue- or pink-collar workplaces, the structure at home is rarely collaborative or democratic. Women and children are submissive to the titular head. If that authority is questioned or potentially threatened, all kinds of hell can rain down on family members. And, while the heads of working-class families often want their children to do better than they—to succeed, to go to college—a college student in the family can be perceived as a potential threat to the tenuous authority of the family system. A college student in the family may also threaten the efficiency that comes with sameness that many working-class family systems require. As Baker (1989) states: Perhaps, most important, in many families there is little possibility for individualized responsiveness…normative thinking and behavior are necessary for daily functioning. Efficiency is necessary; things work most smoothly if everyone has similar tastes, interests and values. (p. 82)
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Cheryl Simrell King When they get to college, working-class kids usually go to “get a job,” and are thus channeled into fields with clear prospects, like teaching and nursing (for women), engineering (for men), and business/management (for women and men). The public, liberal arts college where I teach is earning a good reputation for positive educational experiences for first-generation students. Yet, many of our first-generation students have a hard time in a liberal arts college. While things are changing, working-class kids are often educated through high school in places that stress performance and rote learning. These students, when they go to college, do well when rote learning is required but struggle with creative/ analytical thinking assignments. Furthermore, often the home does not socialize first-generation and/or working-class students to discuss current events, argue about politics, or use critical and analytical reasoning to work through problems or deal with conflict. When put into a college situation requiring these attributes, in addition to highly developed verbal and written argumentation skills, working-class and first-generation students struggle (Casey, 2005). Meanwhile, their professors mostly do not know why these students are having such a hard time. These adjustments problems are compounded by class issues around what Goffman (1959) called “presentation of self.” How we present ourselves to others is related to class, race, sex, and ethnicity. Here, class is particularly important because self-presentation is a significant variable in working environments. There are particular self-presentation expectations for middle- and upper-class environments having to do with everything from dress to speech to how we hold our bodies, not to mention etiquette and other finer points of living. Working-class students usually do not have the right presentation of self skills for higher class situations; moreover, they often hold onto their working-class presentations as a form of self defense and, in some cases, a form of class resistance. For example, in his study of “working-class lads” in Birmingham, England, Paul Willis observed that acts of resistance to middle-class norms—the defiance with which the young men expressed their anger at class inequalities—helped reinforce the class structure by further entrenching them in their working-class status (Willis, 1982, in Rubin, 1994). In short, working-class students often have much going against them in their desire to succeed in academic life and very little working in their favor. ANOTHER STORY When I introduce myself to students at the beginning of a term, the first thing I say is, “I am a first-generation college graduate.” That is all I have to say. That statement, alone, gives most first-generation students the permission they need to approach me. And interestingly, class—not sex/gender—ends up being the significant element that leads to most of my mentoring relationships. As I gaze at a group of students in a classroom, I can usually spot those who are first generation by their class markers and/or presentation of self. Often, those students represent the two ends of the spectrum: They are either trying too hard to fit in and “wearing” ill-fitting middle-/upper-class markers, or they are in a 58
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What’s a Girl Like You full-blown act of resistance to/defiance against middle-class norms, “over-wearing,” so to speak, their working-class markers. If working-class students do not approach, me, I find a way to talk with them outside the formal class environment, whether they ask or not. And beware the clever, brilliant first-generation students! I hone in on them with well-developed radar, offering them advice they did not ask for, holding them to standards to which I may not hold others. This pattern manifested itself recently with a mid-30s undergraduate woman I will call Jean. Jean goes out of her way to mark herself as a working-class, first-generation student, over-wearing the markers. Her clothing, comportment, language, speech patterns, interaction style, and attitudes scream “Working class!” Early in the quarter, she told me about one of my colleagues who dismissed her intellectually early on in his work with her, and advised her out of college. She told me this proudly, almost as if she were challenging me to do the same. When she spoke in class, her contributions were usually off the mark, overly personal, and defensive (she presumed everyone would attack her because of her conservative leanings). She did not know how to have reasoned, intellectual conversation/debate about policy issues. She knew how to get reference material from popular press/culture sources but did not know how to access more reliable, scholarly materials. I watched the non-working-class students quickly dismiss her. They had the tools Jean lacked—they knew how to debate/argue, how to access and cite legitimate sources with standing, they dressed differently (more polished, even if they were sporting a carefully coiffed bed head), they were not defensive, they had a wealth of experiences to draw on, and they knew how to talk with the professors. But everything about her demeanor made her “untouchable” to the very students from which she could learn a great deal, and they from her. And, as is often the case with race, students “sat together in the cafeteria” (Tatum, 2003), metaphorically speaking, with like-class students. About one third of the way through the quarter, after I required Jean to revise and resubmit assignments and challenged her to step up her work, she hit the ball out of the park in a writing assignment. I saw in her writing someone very different from the person she publicly presented. I sat her down and told her my story. I said she could be taken seriously by others and has the potential to achieve great things, but she needs to be willing to adjust some essential parts of herself. She must become bicultural by acting, comporting, and writing like her middle- and upper-class colleagues. If she does not make these changes, she is not going to be successful in many educational or work environments. Her other professors may dismiss her, as my colleague did, because she was not bringing her best self to her work and they, likely, would not have seen under the surface to the class differences affecting her performance. If a professor is not living biculturally when it comes to class, or has no consciousness about how class can present itself in a learning environment, he or she can miss that class of origin may be at the base of a student’s struggles. Journal of Public Affairs Education
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Cheryl Simrell King To be taken seriously, Jean needs to separate herself from her workingclass trappings and remake herself. In doing so, she likely will leave people behind who cannot countenance the changes in her. She also has to achieve this separation while continuing to struggle with her working-class realities, including everything from unreliable transportation (and she does not have public transportation options) to choosing between paying bills and buying food for her family. This is no small feat, this class separation while solidly in the middle of class dilemmas, and many students cannot accomplish it. Students who do achieve it likely will spend the rest of their lives in what Lubrano (2005) calls “limbo”—straddling two classes, never feeling quite at home in either. They are likely to struggle with what Pauline Clance and Suzanne Imes (Clance, 1985) called “imposter syndrome,” the sense that you do not really belong in your higher social class, and a reckoning may take place anytime. Certainly, I can be accused of trying to remake this student according to middle- and upper-class standards. I can be accused of asking the student to assimilate according to stereotypes and, as a result, to not achieve the end of speaking power to power, calling for changes in the mainstream categories that require assimilation. On the contrary, I am doing what I believe professors should do with working-class students. Namely, I am helping her learn the skills she needs to survive in her new surroundings, without becoming condescending toward her roots. She can live in this new world, but still appreciate her family’s struggles and those of her childhood friends who were working class and never went to college. She can jump status without abandoning her understanding of the costs and benefits of being born working class; I have learned the same lessons, and they help me appreciate both my current and earlier living circumstances. To transcend class is a personal process. It is about “covering,” as Yoshino (2006) puts it. Covering, according to Yoshino, is to downplay or hide a disfavored trait to blend into the mainstream. Yoshino argues that because we all have stigmatized attributes, we all cover and, as a result, see covering as acceptable. Yoshino argues that while we’ve made great strides as a nation with regard to not penalizing people for differences based on race, sex, sexual orientation, religion, and disability, we still deny equal treatment to people who do not downplay their differences, who do not cover. People of color are told to “act White.” Women are told to “act like a man.” Gays, lesbians, transgendered, and bisexuals are asked not to be too terribly public about their affections and not to put heterosexuals in uncomfortable situations. The religious/spiritual are asked to minimize their faith when in public. Individuals with disabilities are asked not to make us uncomfortable with the details of their disabilities. People of working-class origins are asked to cover their roots. All of those existing outside the mainstream, what a friend calls the “Caucasian, hetero-normative model,” have to cover or conform in some way. This is why we have words to describe folks of different races who “mainstream-up,” such as Oreos (black on the outside, white on the inside) or Apples (red on the outside, white on the 60
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What’s a Girl Like You inside). Interestingly, there are no similar terms for class covering. Covering is required: It is naive to think non-dominant folk do not have to remake themselves in some way to “fit,” “pass” or “cover.” OBSERVATIONS I wish I could say I had an enlightenment moment at some point in my academic or professional life about class issues and how they affected me. Instead, the awakening happened gradually. As mentioned earlier, I recognized the effects of sex and gender on my sense of self and success (or lack of ) long before I recognized class. Like so many students I mentor, I held onto my class distinctions as a matter of honor and as a way of maintaining my individuality. Perhaps, I also held onto some of my class distinctions as a way of remaining true to my family and history. As a friend recently pointed out, I still hold onto patterns of behavior and speech that identify me as a person of working-class origins; even, possibly, that I use them as a form of discrimination against others of higher class backgrounds. It is true I have never lost a sort of “rawness” or edginess—but these traits are what continuously lead me back to writing about topics off the beaten path, at the margins of the field of public administration. As Lubrano explains (2005), the state of limbo is to have a foot in two different classes while never feeling at home in either. Never feeling quite at home, neither with my family and places of origin (e.g., friends, school reunions, neighborhoods) nor in the life I have built outside those places, has led to a near constant level of critical consciousness and reflection that I cannot turn off—it is ingrained in me and, in turn, leads my teaching and scholarship. The two most difficult things in my class-jumping socialization are the imposter syndrome and occupying Lubrano’s (2005) state of limbo. For reasons having nothing to do with intent, I was never told I was smart while growing up. I knew I was different from the rest of my family and knew it had something to do with my love of the printed word (my childhood soundtrack went something like this: “Cheryl Lynn Simrell, get your nose out of that book and come and [name of chore]!”). Our neighborhood library was my salvation; I can still describe every nook and cranny in that place. While my teachers may have encouraged my intellectual life, I have no specific recollections of a special teacher until I met the two (male) undergraduate professors who became my role models and inspired me to become an academic. I was fortunate to have excellent mentors in my graduate programs and afterwards. Several took me under their wings intellectually and culturally, teaching me about the life (and behavioral expectations) of an American intellectual. Trouble is, none of these wonderful mentors could speak directly about the work I had to do—that I had to “class-jump” to be successful. They modeled and socialized and encouraged, but did not speak directly to what would be required of me to join the intelligentsia. They could not tell me how hard it is to class-jump and how hard it is to live in limbo. They could not tell me how hard Journal of Public Affairs Education
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Cheryl Simrell King it would be to return home, not only as the dark horse or black sheep, but as an “other,” and how hard it would be to maintain a sense of history and familial identity. They could not tell me I would, at least early in my work, be constantly questioning my veracity, feeling an imposter, always looking over my shoulder waiting to be called out and told to go back where I belong. I appreciate midlife because I am beyond most of these struggles. My family members and I have negotiated new relationships based on my leaving a great deal of who I am out of these relationships. I have learned to love and respect their need to hold a part of me constant. Meanwhile, they have learned to love and accept parts of me that have changed. I remain in limbo and always will. I accept that I will forever have one foot in one place and the other in another; this rarely pains me. Perhaps this is why a regular practice of yoga (or something similar) is essential—in yoga, I learn and develop the ability to balance in precarious poses, to build strength from balancing, and to lean into twists and turns because they are cleansing and grounding. Through leaning into the twists and turns of my life, I no longer question my purpose, my right to be where I am, my intellectual capacities, or my abilities. I no longer feel like an imposter. Moving beyond these struggles and learning the delicate balance of limbo brought me to a full awakening about class. TRANSLATING CLASS INTO THE CLASSROOM I now return to the beginning of this essay, to the conversation with the working-class student. When asked what she wanted people to know, she said not to presume equality of access—to know that not all students have access to the same resources and this is based in large part on one’s class of origin. In response to her request, I posited that middle- and upper-class folks carry an invisible knapsack of class privilege, much like the invisible knapsack of White privilege that Peggy McIntosh (1988) described in her germinal work on White privilege. My recommendations for what we can do inside and outside the classroom to raise awareness of the role of class in our field, and in our teaching, are organized around the assumption that many of us fail to recognize the privileges of class, nor are we aware of how these shape our students’ experiences. To this end, teachers and scholars of public administration can do work in three areas to make social class an integral part of our discipline, including: (a) raising your own class consciousness and, if needed, seeking colleagues to whom you can refer first-generation students; (b) integrating class into your courses both as a matter of study and as an analytical frame; and (c) disempowering “covering” and making the mainstream more inclusive. Each of these suggestions are addressed briefly below. Raise your own class consciousness; seek out colleagues to whom you can send first-generation students. Teachers and scholars of public administration need an awareness of how class shapes and delimits students’ experiences and possibilities. In turn, we must translate this awareness into our interactions with students 62
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What’s a Girl Like You and colleagues. As a field, we have done fairly well at developing consciousness about race, sex/gender, and sexual orientation/identity. We have done less well in developing class consciousness. Perhaps this is because strong beliefs about the fluidity of class and meritocracy lead people to personal, rather than structural, causal attributions for social class (Ostrove & Cole, 2003; Langston, 1992, cited in Ostrove & Cole). In other words, because our culture believes so strongly in the American Dream—that anyone can change their circumstances with enough hard work—if a person cannot rise above the circumstances of their birth, then we attribute that failure to the individual instead of to structural or systemic causes. An enduring and endearing trait of the American Dream is that it is true for some; a problem with the American Dream is that it is only true for some. If, as a discipline, public administration and public policy is to develop a stronger consciousness about class and the difficulty of transcending class, it requires that we remove our blinders about the supposed classlessness of the United States. This step is especially important for professors of public administration because class is embedded in so much of our work, in both theory and practice. It also requires us to examine how class plays out in academe and in relationships among faculty. For faculty of middle- and upper-class origins, supporting students of working-class origins may require seeking out colleagues who can advise both them and their students. Meanwhile, faculty with working-class roots need to stop covering their class of origin and become, in turn conscious of their own class issues. One way of doing this is by making themselves available to colleagues and students by speaking about class of origin issues and how these affect our field’s teaching and learning. Additionally, schools/departments of public administration can emulate some of the practices that TRIO programs currently use for helping first-generation college students of working-class origins, both graduate and undergraduate, succeed in higher education. (http:// www2.ed.gov/about/offices/list/ope/trio/index.html). Moreover, as a field, we must unpack our own, invisible knapsacks of class privilege. This activity is useful for anyone in academe, irrespective of background. As a teacher/scholar of working-class origins, it was important for me to learn about class privilege so I could situate my own experiences. I needed to understand how class plays out in the academy, and thereby recognize the unconscious ways I have assimilated to fit into academic life. Peggy McIntosh’s (1988) work on invisible privilege has been used extensively in race-consciousness and anti-oppression workshops. We can design similar opportunities for people to look inside the class-invisible knapsack and unpack the privileges of class. The organization, Class Action (www.classism.org/), has developed a list of class privileges, using McIntosh’s White privilege work as a guide. These, as well as suggestions on conducting workshops about class, are available at http://educationandclass.com/2008/05/16/middle-class-privilege/. Journal of Public Affairs Education
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Cheryl Simrell King Integrate class into the curriculum. Of course, class is a construct that belongs in any coursework on diversity and cultural competency. Working with students on the invisible knapsacks of both race and class is a powerful experience that situates class and oppression within systems of invisible privilege and demonstrate our complicity in perpetuating these arrangements. One way to integrate class into the PA curriculum is to do so directly, and The Center for Working-Class studies at Youngstown State University offers both sound advice for teaching about this topic and an extensive reading list on various socioeconomic subjects. (http://cwcs.ysu.edu/teaching/teachingclass/readings). The Class Action website mentioned earlier also provides good materials for classroom use. Kenji Yoshino’s book, Covering: The Hidden Assault on Our Human Rights (2006), is especially effective in uncovering the things we cover, if you will, unpacks civil rights, and details the social implications of doing so. Janet Galligani Casey’s (2003) article entitled “Diversity, Discourse, and the WorkingClass Student” is a powerful piece that addresses the rhetoric of diversity and how working-class students are not served in contemporary discourse because the discussion glosses over disadvantages, thereby perpetuating the academy’s inherent middle-/upper-class ideology. Discourse defined from such an ideology dominates in most situations, not just the academy. Therefore it’s not enough just to include class as another diversity variable. We also must deconstruct and unpack the mainstream assumptions that make class an invisible construct. Therefore, instructors should do more than simply integrate class consciousness mechanisms into the public administration curriculum. We also need to inspire students to revise and remake the dominant discourses that privilege certain categories over others and thereby ensure the continuation of middle-/upper-class, normative frameworks. We can indirectly incorporate class into the curriculum by assigning texts and readings that use socioeconomic issues as a central analytic or organizing framework. The other papers in this symposium do an excellent job of identifying relevant texts and other materials, and I refer readers to these good works on the topic. Disempower “covering.” Make the mainstream more inclusive. Inspire students to do the same in their work. In Transformational Public Administration (2005), Lisa Zanetti and I situated the American Dream as a nightmare, one we all need to awaken from. Outing class in the United States is an important step in our awakening. To do so, the first step is to situate class theoretically, ideologically, and intellectually. Instructors also need to live the realities of these class differences so we can be more open to others’ experiences. Living the realities means working to bring more students of working-class origins into our PhD programs, so we can have more professors with working-class origins teaching and doing research in the field. We should also analyze our student populations to see if programs are serving a significant portion of students with working-class origins. If so, it may mean that departments think about departmental strategies 64
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What’s a Girl Like You toward serving these students, instead of relying on individual professors to do so in their classrooms and in student advising. In conclusion, we should out, or uncover, class by building new social models that do not require covering, all the while teaching students about covering and how it limits rights and opportunities. Class allows the opportunity to talk about how covering is both a civil rights and a social/relational issue. Because everyone covers in some way, we all can empathize with implied or perceived blaming that often happens in multiculturalism and diversity work (Yoshino, 2006). Ironically, recognizing the things that keep us apart can bring us together. Yoshino’s book can be used in just about any public administration course. Instructors can use it to discuss covering in terms of civil rights, human resources, or citizen relationships. One more story: On a recent trip, as I was waiting for my plane to depart, a small family, clearly of working-class origins, passed by the waiting area. Besides their class markers of clothing, hair, and baggage, the people in this family were talking extremely loudly, as if they had no concept of “inside voices.” I watched people in the waiting area meet each other’s eyes and smirk, raise eyebrows, and pass other signs of class collusion. This furtive communication conveyed a silent recognition of the “otherness” of the passing family and an admission of class judgment. Whether folks would name it or not, they were judging based on class differences. This happens every day, in every walk of life. We are much less aware of our practices of class judgments/prejudices than we are of our judgments/ prejudices based on race, sex/gender, sexual orientation, and age. Recognizing classism, as it happens in everyday life, is a good place to start our awareness work. The field of public administration, because of its members’ obligations to serve everyone, is a good place to begin moving toward raising this class awareness. FOOTNOTES 1



In 2009, the top 20% of the population, those making more than $100,000 a year, took in nearly 50% of all income generated in the United States; the 44 million people living below the poverty line received only 3.4%. The 14.5-to-1 ratio was an increase from 13.6–1 in 2008 and nearly double a low of 7.69–1 in 1968 (www.wsws.org/articles/2010/sep2010/cens-s29.shtml).



2



Today, students who are the first of their family to go to college are called “first-generation students” and are served by federal programs such as TRIO. TRIO includes eight programs targeted to serve and assist low-income individuals, first-generation college students, and those with disabilities to progress through the academic pipeline from middle school to postbaccalaureate programs (www2.ed.gov/about/offices/list/ope/trio/index.html).
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Blue-Collar Teaching in a White-Collar University David Schultz Hamline University ABSTRACT Blue-collar students and faculty are a decreasing population in American higher education. Drawing upon my working-class roots and experiences as a first-generation college student and faculty member, this article explains how class biases and the creation of a market-driven corporate university are increasingly closing out all but the most privileged. If the goal of education is to offer diverse perspectives as essential to the pursuit of knowledge and truth, and to provide training to promote social mobility and advancement, this class bias compromises the basic goals of what higher education should offer. There is a spectre haunting American higher education. It is the spectre of class and economic privilege, enveloping American politics, higher education, and the teaching of public administration and affairs. For most Americans and faculty, class remains largely hidden, unseen, or willfully ignored. Yet it exists, and it structurally affects the teaching of public affairs in innumerable ways in terms of who is admitted to colleges and universities and who teaches in and runs these institutions. This class bias reinforces the status quo and compromises the goal of education, which is to provide a diversity of perspectives and voices in the search for truth. As F. Scott Fitzgerald (1989, p. 318) once stated: “Let me tell you about the very rich. They are different from you and me.” Yes, they are; they have their biases; and they define the reigning perspective of higher education. Public affairs teaching and faculty should be lauded in many ways. For a field defined by dead white guys such as Woodrow Wilson, Frank Goodnow, and Max Weber, efforts in the last few years to inject diversity into the canon have demonstrated promise. Camila Stivers (2002a, 2002b) has mined the male bias of the field in her pioneering work on women and public administration. The literature on cultural competence—the current approach to exploring difference, or seeking what Husserl (1962, 1977) and other philosophers called intersubjective understanding of the other—has preached the need to incorporate it into the curriculum (Bailey, 2005; Benavides & Hernandez, 2007; Brintnall, 2008; Carrizales, 2010; Hewins-Maroney & Williams, 2007; JPAE 18(1), 67–86
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David Schultz Johnson & Rivera, 2007; Kellar, 2005; Rice, 2007, 2008; White & Rice, 2005; Wyatt-Nichol & Antwi-Boasiako, 2008). Finally, the social equity scholarship, rooted in the first Minnowbrook Conference in 1968, has called on the field of public administration to add equity to efficiency when seeking to evaluate and understand the construction and implementation of public policy (Alvez & Timney, 2008; Frederickson, 2005, 2010; Gooden & Myers, 2004; Gooden & Wooldridge, 2007; Svara & Brunet, 2004). Yet a great silence surrounds class. It is rare today, especially in a world where Francis Fukuyama (2006) declared a generation ago that capitalism had won and Marx and communism lost, that class is mentioned or discussed. Politically, a candidate for office who raises the topic is accused of engaging in class warfare. Absent from the curriculum in public affairs courses are discussions of the role of class in America and how it affects almost every political choice and institution. Why is class so hidden? It is because the academy itself is trapped by it. Its faculty, administrators, and the effort to create a market-driven curriculum have led to the topic of class being glossed over and ignored. The academy, including those teaching public affairs, are increasingly detached from class issues, coming instead from the privileged background that Fitzgerald speaks of, bringing with them biases and perspectives that render them oblivious to it (Kniffen, 2007). Not all of us are snared by this class trap. I am part of a small but declining population of faculty in higher education—a first-generation faculty member growing up with blue-collar roots. This article tells my story. It describes my background and how it affects what I teach, research, and publish. In this article, I hope to use my experiences to highlight the problem of class bias in higher education and public affairs teaching. The thesis is simple: Much of American higher education is in danger of closing its doors to all but the privileged, shutting out both students and critical perspectives that should be heard. If the goal of education is to offer diverse perspectives as essential to the pursuit of knowledge and truth, and to provide training to promote social mobility and advancement, this class bias compromises these objectives. WHO AM I? My Family Rousseau opens his Reveries of the Solitary Walker (1782/1979) by asking, “Who am I?” This is where my essay begins. Gadamer states that we perceive the world through our horizons (1986, pp. 238–239). We look at the world in the only way we can—through who we are as we are in our time and place. But each of us is also a narrative in history. We are the product of a genealogy—both in the traditional meaning and in the Foucaulian sense (Foucault, 1973). That genealogy includes a family narrative, and mine is working class.
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Blue-Collar Teaching Half of my family immigrated to America from Germany in 1876. My greatgrandfather was thrown out of that country because he was a union agitator. The other half are from Slovakia, coming to America about the same time. Once in America, both sides became farmers. Until my mother graduated high school in 1937, none of her family had ever gotten that far; most perhaps barely made it beyond grade or grammar school. My mother attended a nursing training program in a hospital when that was how one learned that profession before it required a college degree. She did a little nursing, but quit and did not work again until my father was ill and died young from cancer. She then became a cook at a retirement home. My father never made it past eighth grade. He dropped out early to support his mother after her husband died. My father served in the army during World War II, going AWOL because of persecution due to his German ancestry. My parents married during the war; he drove a cab in New York City until they left in the early 1950s to find a new life in upstate New York. The good life for my family was public service. My father worked in a state hospital laundry, but he had a second job as an orderly in a county nursing home. He worked seven days a week, nearly 70 hours. He did that until the work, plus a two-pack-a-day habit, killed him at age 61. I was 16 at the time. My mother then went to work as a cook; that lasted until she was 63 and died of breast cancer. I was 24. My father and family did real work. They lifted, grunted, and sweated. They cleaned other peoples’ clothes, fixed their meals, and tended to their bodily needs. My father often told me he worked hard so that I would not have to. It is a lesson I remember well, but it still affects me in terms of my work ethic. A Working-Class Childhood I grew up working-class Roman Catholic in a New Deal household. My parents voted for FDR, but they also supported Nelson Rockefeller. My family was union—Civil Service Employees Association. I remember in 1973, the year before my father died, that between his two jobs and the rent we received from the upstairs tenants in our two-family house, we grossed $10,000. I thought we were rich. I came of age during Vatican II, JFK, RFK, and Martin Luther King Jr. From the Kennedys and my parents’ work, I learned about public service and the dignity of government helping others. From Vatican II and Pope Paul II, I learned the message of social justice. The Church was telling me to go change the world, help the less fortunate, and serve others. The Sermon on the Mount was my inspiration. I attended public schools and after-school religious education. I was a sickly boy, and no one ever thought I would survive childhood. From my mother I inherited a blood disease. The main symptoms are anemia, a compromised immune system, and an enlarged spleen. My mother, a medical guinea pig Journal of Public Affairs Education
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David Schultz in how to treat the disease and the enlarged spleen, received massive doses of radiation at the Rockefeller Medical Center in New York to shrink it. Those radiation doses years later contributed to her death. I was a good student, but ill until I underwent a splenectomy. I attended a working-class school, but one that had some students from rich families. I attended school wearing second-hand clothes, often purchased at the Salvation Army or Volunteers of America thrift stores. I often gravitated to those who were poor. I remember one boy—Richard—who unfortunately died in a car accident at age 12. His family was very poor; their house had no hot water. A fourthgrade teacher used to pick on him because he came to school dirty or in soiled clothes. The same teacher also made one girl, named Alicia—the only African American in the class—water the plants and wash the boards every day. I also remember the same teacher picking on one boy, Mark, who I am sure was gay. She made the four of us sit at the back of the class together, as far away from her as possible. The teacher was a classist, racist, and homophobe. On several occasions, I would protest her treatment of Alicia, Richard, or Mark. I once burst out in class and said to her something like, “How come you only have the Negro girl washing the boards and not any white kids?” I got kicked out of class. Luckily, my parents knew the principal and I survived. College Bound While growing up, I always worked. I cut grass, shoveled snow, helped clean peoples’ houses, and had my own paper route. In high school I got a job as tutor in math through the federal government’s Title I tutor program in my district. In 12th grade, I hit a home run—I won a New York State Regents Scholarship and received free tuition to attend the state school in my hometown. Without the scholarship, I doubt I could have afforded college. My father was dead, and my mother and I received Social Security survivor benefits. I started taking college classes as a junior in high school, and in college I had jobs working in hospital kitchens, as a fry cook in a fast-food store, and in a warehouse. Often I worked 30–40 hours per week, including the graveyard shift, while taking a full load of classes. I worked most weekends and nights. I lived at home, and the money supported my mother and me. I attended the State University of New York at Binghamton—the flagship of the SUNY system. I was a townie. My favorite high school teacher told me it would be tough competing against all these bright students from elsewhere (mostly New York City)—but I could do it because I was smart and could outwork everyone. Hard work and smarts, and not connections—lessons I learned from my family—would have to be my key to success. I began college as a nuclear physics major but quickly abandoned that idea. A trip to Boys State in high school and efforts by the Navy to recruit me to their academy and then work on the nuclear fleet during the Cold War turned me away 70
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Blue-Collar Teaching from physics. So did being average in math. I majored in political science and philosophy. The school was wonderful; but often I saw students coming from affluent backgrounds, with parents who were doctors, lawyers, or from other professional backgrounds. They all knew one another and drew upon their connections to find summer jobs, if they wanted to work, or to score internships. They had time to go to parties; I had to go to work. These students could afford vacations, had the resources to study abroad, and generally did not have to work. It seemed so effortless for them. I thought often, “What if I had the resources and opportunities they had; what could I do? Certainly more than they were accomplishing.” My classes were dominated by course titles that had the words Marx, Revolution, or Political Economy in them. I took courses and wrote papers about the underclass. Perhaps the most significant and influential course I took was a philosophy class where we spent the entire term reading one book—John Rawls’s A Theory of Justice. The book crystallized so much for me. The Difference Principle—inequalities are arbitrary unless they work to the advantage of the least advantaged first—reinforced in me a perspective about social justice and class that paralleled my Catholic, working-class roots. Government, social programs, and political philosophy needed to examine life from the perspective of the least advantaged. Graduate School and Work: Round One When I applied to graduate school, I could not afford the application fees and received a waiver from schools. I am not sure that is still possible. I got accepted to a state school—Rutgers University—to work toward a PhD in political science. A full scholarship paved my way. I also won a Lehman Fellowship to attend any graduate school in New York—I was the first to win one from my school—but had to turn it down because I did not know I had won it until too late. Rutgers was terrific. But I stayed 2 years only, for my masters. I returned home to tend to a dying mother and take a job working in city hall. Between my first and second years at Rutgers, I returned home to work on a political campaign for a woman running for mayor. She asked me 12 times to take a job with her if she got elected. I said no 11 times. I left school to become a director of code enforcement at the ripe old age of 23. I enforced city and state housing laws and set up homeless shelters for patients freed from the New York mental institutions during the early 1980s. I lived and worked in public service during the Reagan era when we were told government was the problem, not the solution. I left government to work for a community action agency funded in part by the Office of Economic Opportunity and by the Dorothy Day fund, courtesy of the Campaign for Human Development and the Catholic Diocese of New York. I was a planner and organizer, and my job was to help the poor. Journal of Public Affairs Education
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David Schultz Graduate School and Work: Round Two I left that job to return to complete my PhD at the University of Minnesota, again on a full scholarship. I wanted the PhD to teach and to prove to myself I could do it. Having worked in real politics and government, I felt they had corrupted me. Yes, I cared about theory; but real issues of governance were of interest to me. I switched from political theory to public law in search of faculty who shared my interests and perspective, but never succeeded in finding them. I was an older graduate student with real government experience who really did not fit in. Most students in the program came from parents with college or professional degrees. When we discussed class struggle in our courses, they referred to the books we read; I drew on the life I had lived, including stories of my family and friends, and of being a community organizer. Job hunting was difficult. I did not have the support of an advisor or mentor who worked hard to help me find a job. Because of my perspective on politics and refusal to toe the party line at my school, I was deemed as someone who would never amount to much of a scholar (I know that from sneaking a peek at a file of mine at the school). I found that without support from a mentor or patron, job hunting was difficult. I also learned that because all my degrees were from public universities and not Ivy League schools, some schools would never hire me (in fact, I was told that several times by search committees who said their deans want to see Ivy League credentials next to candidate names). I rarely made it past the first round of applications because I did not fit the “profile” (I was older and had real work experience). When I did, I always lost out to those with private school degrees and to individuals who I later learned had their mentors call friends of theirs at the school where they were hired. In interviews, I was always told I did an amazing job in teaching or presenting, well beyond what they expected. But to little avail; they told me their administrators really wanted someone with Ivy League credentials or a different “profile.” Maybe what I encountered was the exception to the rule, and perhaps many other colleges would have looked at me differently. Yet the stories from the other contributors to this symposium cast doubt on how unusual my experience was. Being underrated was always something that people did with me, and I suspect with others from a blue-collar background. In part it was because I was not as polished as others or did not believe in playing games, networking, or sucking up. My parents told me I would have to do it on my own, and I did. At conferences, I served on panels with individuals holding degrees from Ivy League schools who found jobs at other Ivy League schools. Many were at least secondgeneration faculty or college, and often it appeared to me they were getting their jobs via connections. I wondered how they got where they did, especially when I remembered someone had to graduate last from one of these prestigious schools. I could go on, but the short version is that I eventually secured teaching jobs in a series of small private colleges. In between, I got a law degree and fulfilled a 72
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Blue-Collar Teaching lifelong dream of a master’s degree in astronomy. Overall, I have seven degrees and have authored or edited more than 25 books and 70+ articles. I have been on the editorial board of several journals, including editor in chief of JPAE; run a doctoral program; served as a government administrator; and have been a twotime Fulbright Scholar. I have argued cases before the Minnesota Supreme Court and briefs before the United States Supreme Court. On several occasions, I have been sent abroad by the State Department or given other assignments to talk about American politics, and I probably spend more time in the news talking to reporters about government and public affairs than perhaps any scholar I know. LESSONS FROM MY LIFE What have my life experiences taught me? I believe in the dignity of hard work and merit, but remain forever frustrated because they are not enough. I share the quintessential classical liberal value that it is not whom you know or your station in life, but merit and effort that should determine success. I look around and see this is often not true. From my perspective as an outsider, I see too often the privilege of family and connections that make differences. Moreover, I remain torn by the concept of “merit” itself. Having read and taught classes on class and diversity, including affirmative action, I know the debates surrounding how to define and recognize merit. Merit is often defined by status—being born on third base and thinking you hit a triple (to paraphrase Texas Agricultural Commissioner Jim Hightower’s criticism of President George Bush in a 1988 speech at the Democratic National Convention)—and status seems to count for more than the person born poor who hits the double to reach second base. There is nothing more than arrogance to this concept of merit. Merit does need to capture excellence, but it also needs to reflect real effort and accomplishments in life. I believe in the dignity of public service and the idea that government can make a difference. Unlike some who have become successful, I have not forgotten my roots. Most of us are just a few lost paychecks away from being poor, closer to them than we are to the rich many seek to identify with. I am the product of public servants. I was lucky to have received scholarships to pay my entire education. These scholarships rewarded effort and smarts. Sadly, my generation of baby boomers cut the rungs off the ladder of help once they climbed up. I am grateful for all the public support I received and feel an obligation to return something to society by the frequent service I perform to my community. My parents said they worked hard so I would not have to. I cannot do that. I feel an obligation to continue to work hard. I do not toil manually as they did, but I still work 70 or more hours per week. The work most academics do is not the work of my father. He did real work. I believe in the dignity of work and effort, and that if you put in the effort, you deserve to be rewarded for it. Conversely, if your “work” means connections—it resides simply in whom Journal of Public Affairs Education
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David Schultz you know—that is unearned privilege. In my classes over the years, I have had students remind me their parents are lawyers, trustees, legacies, or the scions of elected officials. None of that cuts it with me. In many ways, I should be a hard-core conservative, resentful of affirmative action and other social programs to help the poor. I should have a philosophy that states: “If I can do it, anyone can.” But I do not. I am not a Howard Roark or a John Gault of Ayn Rand’s novels. I use my life experiences as a constant barometer measuring the unfairness of class and economic privilege. I recognize how lucky I have been and how I may be an exception to the rule in the sense that hard work and smarts equals success. I had a good family to support me; but more important, I benefited from good schools and social and educational programs that provided a structure of success for me. The opportunity to succeed was provided for me, but I had to take advantage of those opportunities and work hard. Social opportunity, government support, and personal initiative and determination combined to forge my success. This is what I take from my experiences. Thus, as much as we all want to say we did it on our own, we never do. We succeed with a social and political structure that makes it possible. We need to support such structures. For me, this means I have a sense of social conscience; a belief in helping others and reaching out to work with others either by tithing or giving generously of my time to speak to community groups and high school students. I also work with many high school teachers in training them to do civics education, and I have started a scholarship fund for firstgeneration college students. Finally, yes, I did succeed. But I am the exception. There is the myth that anyone in America can grow up and become rich. This is the rags-to-riches Horatio Alger story of America. Yet the reality is that social mobility in America is more mythical than real. An Organization of Economic Cooperation and Development (OECD) study found that social mobility in the United States ranked far below that of many other developed countries (2010). Nearly half of the economic advantage parents have is transmitted to their children; this number is nearly two-and-one-half times that of Australia and Canada (OECD, 2010). The biggest cause of social immobility, according to the report, is declining educational opportunities for many students. Other studies similarly point to declining social mobility in the United States that makes it difficult for individuals to rise from one socioeconomic status to a better one (Economist, 2005, 2010; Newman, 1993). I may look like the American dream; but for many, that dream is never realized. I try to remember that every day. THE POWER OF CLASS AND PRIVILEGE I see class and economic privilege everywhere. Andrew Hacker (1971) ably described how America is two nations, each with different habits ranging from the choice of entertainment and food to language and expressions employed. 74



Journal of Public Affairs Education



Blue-Collar Teaching Before him, in 1962, Michael Harrington’s The Other America: Poverty in the United States talked of a hidden America of the underclass (1962/1997). Before Harrington, President Roosevelt in his 1936 inaugural speech spoke of one third of a nation ill-housed, ill-clad, and ill-nourished. We are a nation divided by class, overlaid with other differences such as race and gender. Ernst Bloch (1977) once argued that certain social contradictions persist over time, even if they manifest themselves differently in different epochs. His point is that racism and sexism have always existed, but so have class distinctions. But class is the real issue. Take away the economic sanctions or power that sexism and racism possess, and much of the sting of these two forms of discrimination is removed. Many studies point to the growing gap between the rich and poor in the United States (Congressional Budget Office, 2010; DeNavas-Walt, Proctor, & Smith 2011; Yen, 2011). Objectively, rich and poor exist in America, although few want to admit they are anything but part of the middle class (Hacker, 1971). Kennedy and Schultz (2011, pp. 62–64) describe class—along with race, gender, region, and religion—as one of the major fault lines in American politics. Class has often been used to divide America, or it has served as a rallying cry or point of debate in numerous policy issues ranging from tax cuts to welfare to labor policy. CLASS AND THE AMERICAN UNIVERSITY Many factors explain why class is overlooked in American politics. But why in the university, and why among professors, are class distinctions often invisible? There are two basic reasons. One is the push for universities to become marketdriven entities; the second is the class nature of the professorate. Market-Driven Education According to Schultz (2005), the fiscal crises of states have recently pushed higher education to develop market-driven curricula. From a high in the 1960s and early ’70s when states and the federal government provided generous funding to expand their public systems to educate the baby boomers, state universities now receive only a small percentage of their money from the government. In 2004, the State of New York constituted only 29% of SUNY’s funding and 31% of CUNY’s (New York State Public Higher Education Conference Board, 2004). By 1998, New York was spending more on its prisons than on higher education (Gonnerman, 1998). In 1991, states provided 74% of the funding for public universities; in 2004 it was down to 64%, and state systems in Illinois, Michigan, and Virginia were down to 25%, 18%, and 8% respectively (Dillon, 2005). The fiscal crisis of higher education has produced the corporate university. Colleges increasingly use corporate structures and management styles to run the university (Bok, 2003; Geiger, 2004; Washburn, 2005). This includes abandoning the American Association of University Professors (AAUP) shared Journal of Public Affairs Education
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David Schultz governance model, where faculty had an equal voice in running the school, including developing the curriculum; selecting department chairs, deans, and presidents; and determining many other policies affecting the academy. The corporate university replaces the shared governance model with one more typical of a business corporation. Most decisions, including increasingly those affecting curriculum, are determined by a top-down, pyramid style of authority. Creation of the corporate university means they are increasingly engaging in corporate and market-type behavior. The clearest example of the corporate university is the rise of for-profit schools such as the University of Phoenix and Florida Metropolitan University. These schools, whose parent companies’ stocks are publicly traded, are part of a large and growing college-for-profit business. Their profitability lies in exploiting a corporate governance model that uses adjunct and contingent faculty to deliver instruction, often over the Web or Internet. The clearest sign of the rise of the corporate university is that private for-profit schools have become real market participants and actors, competing for investors, students, and revenue. Professional education in public or business administration has become the new cash cow of colleges and universities. Schools readily expand these programs, often with minimal resources; they offer rapid, convenient, watered-down degrees at a premium price to eager students in search of additional credentials in a crowded job market. Overall, market pressures increasingly force universities to act more like for-profit entities, forcing them to adopt an outlook more business friendly and less hospitable to competing attitudes and admitting poor students. The Hierarchy of Higher Education In addition to the push to create market-driven education, there is a class hierarchy among universities. At the apex come the Ivy League schools, the Seven Sisters, and then the many small-private Ivy League–like schools. It then descends to big research state universities and eventually to community colleges. We all know the hierarchy. We know it from which schools we want our children to attend and from the schools we covet teaching in. The Ivys are supposed to be the most selective, but certainly they are among the most expensive. Workingclass and first-generation students are often priced out of going there, and recent studies suggest that admissions officers are focusing more on students who can pay the full tuition (Green, Jaschik, & Lederman, 2011). Research documents that first-generation college students amass far greater debt than those who are not first generation, thereby precluding them from attending these schools (Kniffin, 2007, p. 59). Other studies also indicate that in general, cost has become a new barrier to higher education and is forcing many first-generation students to drop out of college and perhaps never graduate (Gladieux & Perna, 2005). The dropout rate for first-generation college students is four times greater than that for those whose parents attended college (Ramsey & Peale, 2010). 76
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Blue-Collar Teaching One may argue that cost is reflective of academic competitiveness and quality. But that is not necessarily the case. Take Harvard, for example. Several studies recount how legacies—children of parents who previously attended Harvard—appear to have a greater chance of securing admission than those whose parents did not attend the school (Gamerman, 2007; Golden, 2003). Legacy admissions at Harvard are near 30%, nearly four times the rate for the general population (Worland, 2011). For supposedly the most selective school in the country, the legacy applicant pool is not as competitive. Additionally, applicants who attend a select number of preparatory schools also seem to benefit in terms of admissions. Children whose parents can afford to send them to the Harvard-Westlake School and Phillips Academy as well as other private schools experience significantly better chances of securing admission to the Ivy League schools than those attending public high schools (Chung, 2011). Finally, as Douthat (2005) discusses in his aptly titled Privilege, those attending Harvard do so with a sense of entitlement and are rewarded with connections and networks that replicate themselves well beyond school. Overall, students from lower socioeconomic backgrounds face difficulty getting into good high schools that serve as a feeder to elite colleges. Once a parent has attended an elite institution, his or her child has an advantage in being admitted as a legacy. Now one may contend that in fact these children represent the best and the brightest, and that is why they enjoy these advantages. However, given the declining social mobility in America, many students from blue-collar families never have the opportunity to compete fairly—they are economically restricted in their ability to compete. Two personal stories give face to these facts. First, as a junior in college I was lucky to have been selected an undergraduate teaching assistant along with two other students for a philosophy of law class. Both my peers were seniors applying to law school. Both took the LSATs and scored in the top 2%. Both had grade point averages of nearly 4.0 (straight A’s). Both applied to nearly the same schools. There was one difference. One friend came from a blue-collar background like me and had gone to a community college for 2 years. He had a 4.0 GPA there. He attended the school to stay home and save money. The other student came from parents who had finished college, and he went to a fouryear school the entire time. All the Ivys rejected the blue-collar student, and he eventually attended SUNY Buffalo Law School. The other got accepted to most Ivys and went to Columbia. Buffalo is a good school, and my friend was successful, but there was no question his community college attendance hurt him. He was told that by admissions offices, who said he did not look as competitive because he went there. Community colleges are being touted as the alternative to more expensive private or four-year schools, but my friend’s experience taught me we are condemning many first-generation students to limited opportunities when it comes to access to graduate and professional school.



Journal of Public Affairs Education



77



David Schultz Another example is my experience in applying to PhD programs the second time around. This is after leaving graduate school, working in government and for a community action agency, and in getting a second master’s degree. I thought about applying to some private schools and Ivys to complete my work; but when I spoke to admissions officials in those schools, they said it was difficult to get admitted to a PhD program since I already had master’s degrees elsewhere, and the pool of slots available for transfers like me was quite limited. I also asked if my work experiences in government and politics would make a difference (in applying to a PhD program in political science or government), and was told no. How ironic. I was at a competitive disadvantage in applying to a PhD program in political science because I already had master’s degrees in political science and philosophy and had worked in government for a few years. Maybe the policies of these schools made sense, but they discriminated against people like me who had to interrupt school to work. Aside from the class hierarchy among schools, there is stratification among those who work and attend colleges and universities. I am first-generation college and first-generation college professor. I am the exception. Kniffin (2007) reports that first-generation college students with blue-collar backgrounds are more likely to face problems of cultural conflict and dissonance, and should they graduate, some leave with a sense of survivor guilt. In contrasting firstgeneration students to those whose parents are college graduates, he found that 1% of the former but 4% of the latter pursue a doctorate (Kniffin, p. 56). When they do pursue the degree, they generally come from backgrounds that include community college and state institutions. Moreover, once they receive their doctorate, they face a class ceiling. According to Kosut (2006, p. 247): Much like the glass ceiling limits women from rising to upper-level positions in the labor force, a class ceiling exists within the upper levels of the academy impeding less privileged colleagues from achieving the same levels of success as their more privileged colleagues. The class ceiling is supported by everyday practices. Moreover, one would think that in the last two generations the percentage of first-generation doctorates would have increased. While no research has specifically cataloged the actual percentage, there is evidence that it is declining. According to Kniffin (2007, p. 60): Across time, the percentage of first-generation college graduates who earn the PhD has decreased significantly. Going back to 1977, 60 percent of doctorates were awarded to first-generation graduates and that percentage has steadily fallen through at least 2002. While “the decline is at least in part due to the general increase in college 78
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Blue-Collar Teaching graduation in the parent population,” there has not been systematic consideration of the trend’s causes and consequences. It is plausible, for example, that the decline has made doctoral training more difficult for first-generation graduates as their minority status increases. Lipset and Ladd (1979, p. 323) confirm this and also document that “faculty offspring . . . are most likely to be found in the top schools. . . . [and] academics from working-class and farm backgrounds turn up most heavily in the lowerstatus colleges.” In short, first-generation students experience more problems as undergraduates than those whose parents had gone to college, and all the way through the pipeline to the PhD and into teaching they face significant class disadvantages. Finally, there is evidence students from families with higher socioeconomic status (SES) do better on standardized tests than do those from families with lower SES (Rampell, 2009). Other reports indicate academic deans come from an elite group whose parents are college graduates or more (Oldfield, 2010). Overall, higher education is increasingly hierarchal, stratified in its structure and composition by class. BLUE-COLLAR TEACHING IN A WHITE-COLLAR ACADEMY So how do my blue-collar working-class experiences affect my teaching? I have never held out myself as a role model specifically to blue-collar students. I do not discuss my family background or politics in class. I do not think of myself in terms of identity politics, nor do I approach students by categorizing according to specific identities or background. Yet class affects my teaching in the sense that I do not give anyone special treatment because of their backgrounds, including their socioeconomic status. I emphasize hard work and smarts, and not connections, in my approach to teaching. All my students realize that. I do have both sympathy and empathy for my students from working-class backgrounds. I can appreciate the situation they are in and respect that they are struggling to go to school and trying to earn a living. But at the same time, from my own life I have learned that these students are not asking for special treatment, just a fair chance and opportunity. I did receive financial aid and support to pay for school, but to succeed academically I learned I had to do it on my own. I showed professors I was willing to work hard and expected them to help me by putting in the time to teach and talk to me. I recognize that my blue-collar students have many obstacles to overcome, they are hesitant to ask for help, and they feel they have to do it on their own. I will provide mentoring and support; I reach out to talk to them; but I expect them to work. My role model, if one exists, is that merit and hard work will be rewarded. Conversely, I accept few excuses based on anyone’s background. I teach in a graduate program that includes many working adults. I do my best to appreciate Journal of Public Affairs Education
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David Schultz that they are attending school and working, but I cut little slack for them. Many students before them have grunted out work and school, and they too should be able to do that. They are expected to deliver and perform. This is the message I learned from my experiences, and that is the message I impart—it is about performance. My blue-collar students understand this message and thrive with it. But I have also learned about my favorite type of teaching. For 5 years, I taught at an inner-city community college where my students were mostly people of color, poor, on public assistance, or the working poor. This was the best and most enjoyable teaching I ever did. I could talk in my own language, share common stories, laugh about those who have it easy, and connect to students in ways I have never done elsewhere. Years later, I see the students who graduated, and we have great affection for one another. I made a difference. But I teach in a public administration program located within a business school. The orientation of the program is generally pro-business. They preach entrepreneurship, wax eloquent about stories of great business leaders, and gush over tax cuts for the wealthy. I favor labor, emphasize the importance of evaluating policies from the perspective of how they help the least advantaged, and seek to examine the ways the American political economic system favors the haves over the have-nots. I can competently discuss and explicate pro-business arguments, but also see and discuss the other side. All my courses raise questions about power and powerlessness, describing and integrating discussion of the major fault lines of American politics into all subjects. Yet I shock many students with the workingclass language I occasionally use—many of them think I am biased or a little raw in my approach. I can use the language of the white-collar world, but often opt to make my students confront a different language and perspective on the world. CONCLUSION: LESSONS LEARNED So what lessons can be gleaned from my experiences and this article, and why should public affairs faculty care? Let us review the argument of this article. America is a nation of declining social mobility where it is difficult to move from a lower socioeconomic class to a higher one. Economic privilege in America translates into the ability of parents to place their children in better schools, and that gives them an advantage to secure admission to more elite universities. Declining financial aid has also made it more difficult for blue-collar students to attend college. One result of all of this is the increased stratification of universities to be composed more and more of students, faculty, and administrators who are at least second-generation college, at the decreasing inclusion of working-class faculty and students. The result is that higher education is more economically stratified than it was even a generation ago. These are the facts, but facts rarely move anyone—stories do. I tell my story uncomfortably. I am proud of my roots and accomplishments, but I do not wear them on my sleeve. Moreover, I am not resentful of the 80
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Blue-Collar Teaching advantages others have. Instead, I can proudly state that my accomplishments are authentic and not the result of who my parents were, how much money they or I had, or the product of connections. The story told here is to alert others about how many of us with blue-collar backgrounds think about the world and not to underrate us, and to bring attention to the power of privilege enveloping higher education in America. It is to tell my story so you may realize that not all of us experience the world as you do. It is to give you insights into how a blue-collar student and faculty member perceives the world of higher education. I, like many other blue collars, am not asking for special treatment—just the same treatment and respect you give everyone else. Be aware of your own privileges and biases, and try not to let them color how you think about blue-collar students. A second lesson to draw from my background is to use it as an occasion to realize how higher education is being transformed into the elitist institution it once was, when only the affluent could attend. Increasingly, faculty and deans come not from working-class backgrounds but instead are from at least secondgeneration college or professional family backgrounds. There is a filter that makes it difficult for first-generation students to complete their undergraduate and graduate studies and become professors and then administrators. This privileging of who teaches, coupled with a corporatization of colleges and universities, has produced a market-based curriculum and orientation that have transformed higher education into an institution increasingly adopting a perspective that favors one type of professor over others, or at least one perspective on education at the expense of others. The doors of higher education are closed to many, rendering it less of the equalizing institution it had become during my lifetime. No doubt there are some readers who will dismiss this article and its arguments as “hogwash,” contending that students—and more important, part-time faculty—do not face discrimination in admissions and hiring. Instead, they will say, the admissions and hiring patterns reflect merit. However, this argument is no different from the ones used to justify the lack of women and people of color in schools, at work, and on boards of directors. The argument was that there were not enough talented women or minorities to admit or hire. Those assertions were sexist and racist, and the same can be asserted about those contending that blue collars are unrepresented because they lack the qualifications. This type of argument smacks of social Darwinism. Moreover, dismissive attitudes such as this are the very purpose of this article and symposium—to bring to attention the institutional and personal biases that exist within higher education and public affairs programs. If a primary goal of education is to promote a diversity of perspectives in search of truth or knowledge, the disappearance of first-generation faculty and the emergence of the corporate university is a major concern. Losing first-generation faculty means a loss of a critical perspective on the content of Journal of Public Affairs Education
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David Schultz material. Losing blue-collar students means a societal loss of talent. There is evidence that gender (Gilligan, 1993), race (Bowen, Bok, & Loury, 2000), and culture (Finkel, 2001) are critical variables affecting how individuals see the world, and the same is true with class. Class matters, and the loss of blue-collar students and faculty affects the diversity and perspectives offered in higher education, thereby narrowing the potential viewpoints present in colleges and universities. Additionally, the loss of blue-collar professors might mean a diminished institutional capacity to empathize with or support current firstgeneration students. The latter lose role models, supporting faculty who share or understand their concerns, perspectives, and perhaps values. Finally, closing the door to first-generation or blue-color students increasingly is just bad business— they are the largest population wanting to go to college. Yet if they are excluded, higher education loses students and tuition dollars it needs to survive. This article is not a complaint or declaration of victimhood, or a call for affirmative action for first-generation faculty. This is not what most of us blue collars want. At least this is not what I want. We simply want a chance. We want to live in a world and in an academy where real merit—hard work and smarts—is what matters. We take seriously the equality of opportunity argument and want to play fair in a fair game, not one rigged by status and privilege. This is what I try to impart in my teaching, and all of my students, regardless of backgrounds, appreciate it. REFERENCES Alvez, J. D. S., & Timney, M. (2008). Human rights theory as a means for incorporating social equity into the public administration curriculum. Journal of Public Affairs Education, 14(1), 51–66. Bailey, M. L. (2005). Cultural competency and the practice of public administration. In M. F. Rice (Ed.), Diversity and public administration: Theory, issues, and perspectives (pp. 177–196). Armonk, NY: M. E. Sharpe. Benavides, A. D., & Hernandez, J. C. T. (2007). Serving diverse communities: Cultural competency. Public Management, 89(6), 14–18. Bloch, E. (1977). Nonsynchronism and the obligation to its dialectics. New German Critique, 11, 22–38. Bok, D. (2003). Universities in the marketplace: The commercialization of higher education. Princeton, NJ: Princeton University Press. Bowen, W. G., Bok, D., & Loury, G. C. (2010). The shape of the river. Princeton, NJ: Princeton University Press. Brintnall, M. (2008). Preparing the public service for working in the multiethnic democracies: An assessment and ideas for action. Journal of Public Affairs Education, 14(1), 39–50.
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Moving Forward by Looking Back Gary L. Wamsley Virginia Tech Center for Administration and Policy ABSTRACT A retired professor reflects on his lower socioeconomic origins in considering how he would teach public administration differently were he to return to the classroom full-time. He indicates he would give greater attention to the role the embryonic practice of public administration played in efforts to mitigate the injurious effects of capitalism’s emergence. He also challenges today’s public administrators to assume an even more difficult role by acting to offset contemporary capitalism’s harmful effects on government and the broader public interest. He says they can do this by using the latitude granted them by the Constitution’s overlapping powers; and he suggests that whenever possible, public administrators should use their discretion to further socioeconomic equity among the people they serve. As editor of Administration & Society, I was interested in Kenneth Oldfield’s contribution to the section of the journal called Disputatio Sine Fine, Latin for “argument without end.”1 His contributions resulted in an extended and interesting debate over the need for, and appropriateness of, increasing diversity among public administration faculty on the basis of their socioeconomic origins, as well as the problems encountered with such an approach. Although at first my interest in the topic consisted primarily in editing a good debate, I was pleased for Professor Oldfield when he told me he had obtained a commitment to publish a collection of papers from various public administration professors of lower socioeconomic origins. Keeping up with Administration & Society consumes most of my time, though, so I did not give the subject a lot more thought. Thus I was startled when he later wrote to me and said something I had mentioned in our past correspondence led him to believe my socioeconomic origins were at the lower end of the spectrum, and he asked if I would contribute to the volume. After considerable thought and some hesitation, I agreed. JPAE 18(1), 87–106
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Gary L. Wamsley No doubt like others Oldfield has conscripted to his cause, I am now examining my past and how my “class origins” affected me as a person, my scholarly work, my outlook on American government, politics in general, and public administration in particular. Moreover, if my class background has made a difference, what are the consequences? Do I endorse Oldfield’s position that public administration programs should address the issue of socioeconomic status with regard to faculty recruiting, student aid, and institutional financial support? And further, should faculty draw on their lower socioeconomic origins in teaching and research? After thinking about it for some time, I find I do endorse his ideas, and the reasons may lie in my own experiences growing up. Let me struggle to explain some of these reasons. GROWING UP RURAL My socioeconomic origins may not be the same as many of the other contributors. I assume (perhaps incorrectly) that many, if not most, of them come from families more urban and racially and ethnically diverse. My class background is rural and protestant. I am Caucasian. I was born in 1935 at the height of the Great Depression, and some of my most formative years were spent on a small dairy farm in southeast Nebraska. It was not one of those flat and fertile farms one thinks of when Nebraska is mentioned but rather one that was hilly, badly eroded, and in places too rocky to cultivate. Life there centered on the legendary “family farm” my grandparents owned. It included Sunday dinners grandmother cooked that brought together children, grandchildren, aunts, uncles, nephews, and nieces. (Some might see it as straight out of Norman Rockwell’s painting of a Thanksgiving dinner.) Contact with the outside world consisted of driving 2 miles to town (population about 5,000), parking on Main Street, talking to other people, going through the five-and-dime store, and buying a quarter’s worth of candy. The farthest we ever traveled was 20 miles to the annual county fair, and that seemed like a trip to the edge of the world. Living on a farm probably obscured for me the fact that we were extremely cash poor, a situation not uncommon for small farmers then. We did not consider ourselves poor or as being at the lower reaches of the class structure. In most cases, as in ours, a rural family could fall back on the garden, family canning, doing their own butchering, and even making some of their own clothes. Most meals did not include meat unless it was chicken, and then only for Sunday dinner. (I was in college before I ever saw or tasted a steak.) More often than not, dessert consisted of bread with milk and sugar poured on top. We never went hungry, but to this day it pains me to throw away food. My family was not unique; most of my relatives and neighbors were in much the same straits. Agriculture was shifting to farms of larger acreage and greater mechanization. Small farms of only 120 acres were becoming less and less viable. 88
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Moving Forward My father married my mother right after he graduated from high school. She was only 15 and in ninth grade. She had me at age 16. My father had taken agriculture and “mechanical shop” in high school and been taught welding, but there were few to no jobs for welders in small-town Nebraska in the ’30s, so he and my mother were forced to move in with his parents. My parents compensated by pitching in with the work of the farm. Living in this extended family no doubt eased my parents’ financial burdens somewhat, and it also meant that as a very young child I felt secure. In upcoming years, my parents would leave several times to try and establish a life of their own, only to return to the family farm when they could not make it work. It was a sanctuary from economic vicissitudes, and it made it possible to think of themselves as not poor—just temporarily unemployed or between “changing life situations.” My education began in one of those legendary one-room country schools. I was 5 years old but was put in first grade because kindergarten was a not yet part of the educational system in rural Nebraska. Although I was young and did not understand class differences, I do remember being very much aware that some of my classmates wore ragged clothes, looked incredibly dirty, and were barefoot. I was fascinated by their appearance and particularly by the boys’ habit of “parking” their chewing gum behind their ears so they could chew it again later. OFF TO CALIFORNIA By the time I completed first grade, my father decided he had had enough of extended family farming. He had heard there were jobs in California so he moved us to Los Angeles. I know we did not have a car, and it seems improbable we had money to take a train, so I do not know how we got there; but somehow they made it happen. Shortly thereafter, World War II broke out. My father landed a job as a sheet metal worker with Lockheed Aircraft Corporation that would last until 1948. From 1941 to 1946, we lived in a comfortable bungalow-style suburban home not far from downtown Los Angeles. We led a typical middle-class existence (but one that seemed “high class” to me after the farm). When the war ended in 1945 and millions of veterans returned to the United States, rent and price controls abruptly ended and costs went through the roof. My father, who still had his job, found he could not afford the sharp increase in rent—and suddenly we were without a home. We had no car and would not have one for many years. We got around Los Angeles on the extensive streetcar system that existed before being replaced by the city’s now infamous freeways. The only solution was to rent a trailer near the Lockheed plant in Burbank. One needs to understand that a trailer then was not the same as mobile homes are today. The construction was of significantly poorer quality, and the trailer was much smaller. Nevertheless, the trailer park was populated by a variety of people who because of the housing shortage were unable to find a home anywhere else. They ranged from lower-middle to decidedly lower-class families. Journal of Public Affairs Education
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Gary L. Wamsley The “Big Trees Trailer Park” where we lived was set in a sandy, dusty, vacant acreage covered with tumbleweeds (the only trees were three large eucalyptus trees in the center of the trailer park). It was bordered by factories on two sides, a “wash” (a paved drainage ditch) on the third side, and an impoverished Mexican neighborhood on the fourth. The trailers had no toilets or baths. Occupants either used a large chamber pot or walked about 50 yards to the camp’s toilets and showers. Our trailer had a couch-bed at each end, and in between it had a “kitchen space” with a small stove, cabinets, and a fold-down table and seats. If there is any equivalent today, it would be a camping trailer. My parents, my brother, and I managed to live this way for roughly 2 years; but when my mother became pregnant again, something had to give, and my brother and I were sent back to the family farm. A year later, the aircraft industry abruptly downscaled. Because housing remained unavailable, my parents and the newest family member also returned to the farm to live with my grandparents. FIRST REFLECTIONS ON CLASS DIFFERENCES Looking back on my life in Nebraska and Burbank, I cannot say I really suffered any, although the accommodations in both locations were far from luxurious, or even middle class by many people’s standards. The Nebraska farmhouse was a big two-story frame structure set on a dusty road. It had little insulation, so it was freezing cold in the winter and sweltering in the summer. Water had to be pumped from a well and heated on a stove, and we all drank from a bucket with a dipper. Indoor plumbing was not installed for another 2 years, so we all used the outhouse, and adults and children alike took “spit baths” on a porch in the summer or in a washtub in front of the stove in the winter. The family joke was that in winter “kids bathed once a week whether they needed it or not.” For many of us today, this may sound like poverty, but it was not atypical of rural life in Nebraska then. I had certainly seen people who were worse off—like some schoolmates at the country school, some kids in the trailer park, and certainly the Mexican kids who lived near us in Burbank. I was in sixth grade when I returned to Nebraska, and it was about this time I became more aware of class differences. We were driven 2 miles each day to a school in town because the old one-room school had been closed and there was no school bus system. Although most kids there were from middle-class families, a few classmates were like the poor kids I had known in the country school. Their clothes were notably shabby, their speech crude (at least by town standards), and their behavior was unruly. More often than not, the teacher kept them segregated in a rear corner of the classroom. Although I felt sorry for them, I just accepted this as how things were. Many classmates wore clothes more expensive than I was used to seeing, but they were not significantly better than my own and I do not remember feeling there was any difference between us. It was not until high school, however, that I truly became aware of class differences and how they affected the social order of things. It immediately 90
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Moving Forward became apparent that in my school there were three distinct groups. There were the farm kids, who were usually enrolled in agricultural curriculum and often wore distinctive Future Farmers of America jackets. Most (but not all) were easily identified by their grooming, manners, and accents, which marked them as rural and in some way lower. The second group was comprised of kids from less well-to-do parts of town, and they too were thought of as lower class. (As is often the case, this group still needed someone to look down on, and the country kids served this purpose.) The third group was kids who came from the homes of doctors, lawyers, bankers, and businessmen. These classmates were considered a “better sort” because their parents were either professionals or successful merchants and they had much more money than the rest of us. Although most kids in the school fit neatly into one of these three groups, a few did not. They could “float” from one group to another and socialize with relative ease. For reasons not altogether clear to me even today, I was a floater. Despite my family’s limited finances, I mainly socialized with the more affluent town kids, and I must admit I felt more comfortable with them, rather than with the rural kids whose background in many ways was closer to mine. One reason I could move in and out of these social circles may have been that my father had forbidden me to enroll in the agricultural curriculum (much to my dismay), and instead insisted I take academic classes. Although I did not excel academically (I graduated with barely a B average), I was exposed to the scholarly curriculum that in retrospect was rather rigorous. Another reason may be that in desperation my father had taken a job in town, and so I was there after school until Dad got off work and picked me up. This meant I had time to socialize with the upper townies (as I thought of them) while we walked several blocks to the iconic drugstore on Main Street. I also had time to play football and engage in other extracurricular activities, which was something few farm kids could do because they were expected to get home and help with chores. Lastly, I may not have come across as being as rural as the other country kids because my clothes were somewhat better and my speech less crude (largely because my grandmother had been a teacher). Despite my acceptance among the more affluent town kids, I was acutely aware my family was not as well off as theirs, and I was not immune to the social pressures of keeping up appearances. My father had a terrible time finding a good job. He was employed for awhile in the oil fields, which paid relatively good wages, but the work was brutally hard and dangerous. He was also briefly unemployed, and I can remember how horribly embarrassed it made him. He finally found longer-term employment in a small dairy and poultry processing plant, where he did everything from repairing boilers to driving trucks and even plucking chickens. The work was dirty and hard, and the pay was low, but I think in his mind it was still better than having to admit he was unemployed. Journal of Public Affairs Education
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Gary L. Wamsley I remember walking uptown with my friends and being mortified when he would show up in filthy clothes and hat driving our battered and decrepit milkdelivery truck. I would run to get in the truck as quickly as possible, all the while wondering what my town friends were thinking. A LONG, TWISTED ROAD TO COLLEGE I stumbled into college. As I mentioned earlier, my father had completed high school and my mother had gone only through ninth grade, but that did not mean they considered education unimportant. They encouraged me to read and made me do my homework (which I did only under pressure). Reading for pleasure was not an issue, because I had always been curious and liked learning new things. I remember poring over Reader’s Digest, The Nebraska Farmer, Wallace’s Farmer, The Saturday Evening Post, Life, Colliers, and anything else I could get my hands on. Because my grandmother was a teacher, this meant she had completed all the grades in a rural one-room school and then been “certified to teach” by attending a summer session at a small state teacher’s college 30 miles away. When we lived in her house, she read to me constantly and took me to the library weekly. Although I had not followed the path many farm kids did in taking the agriculture curriculum, furthering my education past high school was not something I gave much thought to nor had much interest in. Farming was what I knew, and it was the life I assumed I would have. No one in my extended family (except for Uncle Duane) had gone to college, nor did anyone encourage me to consider doing so—with one exception. That came in an unexpected remark from Duane, and it may have planted the seed in my mind, if only at a subconscious level. I was about 13, and we were performing one of the most miserable daily chores of a dairy farm—scooping soupy, steaming cow manure from the gutters of the barn. I must have had an unhappy look on my face, for he said, “You don’t like this very much, do you?” When I grimly shook my head, he surprised me by chuckling and saying, “Well, you’d better get your ass out of here and get a good education or you’ll be doing it the rest of your life.” I probably dismissed his words at the time. I greatly admired my uncle, and he was a farmer. I wanted to be like him. What I did not know then was that my uncle had never wanted to be a farmer. My grandparent’s farm had been granted to my great-great-grandmother, whose husband died in the Civil War. It subsequently was passed through the generations to my grandfather. The prevailing custom was that the eldest son in a family was expected to stay and help his father maintain the farm; this duty fell 92
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Moving Forward to Duane, because he was 4 years older than my father. He accepted the role, but it cost him his dreams of moving to California and becoming a writer. Uncle Duane had gone to Kansas State for 2 years. I had no idea what that meant, and it certainly never made me think about going to college, but I was interested in a picture of him in clothes other than overalls and another of him in an ROTC uniform. I did not know why he had not completed college—perhaps he could not afford it, or maybe he was needed on the farm. Aside from that one remark to me, he never mentioned college or told me about his earlier ambitions. Many years later, I remember seeing a desk with a typewriter on it in the room that had once been his when he was growing up. When I asked my grandmother about it, I was amazed to hear he had wanted to be a writer. When I think about this today, it always makes me a bit sad and reminds me of the sacrifices some people must endure. Another event may have inadvertently put me on the path to college as well. Between my junior and senior year of high school, my parents once again moved to California. The aircraft industry had been revitalized by the Korean War, and my father had had all he could stand of lousy-paying jobs in Nebraska. The move was something like a slightly upscale version of the Joad family in The Grapes of Wrath. The family car (the battered milk truck) would not make it to California, and we did not have enough money for train or plane tickets. There was a shortage of cars on the booming West Coast, so automobile retailers there were asking car dealers throughout the rest of the country to provide them with vehicles to sell. This meant it was possible to get free transportation if you were willing to go to a car dealership seeking persons to drive one or more of its used cars to California for sale there. I had a driver’s license by then, so my father, my mother, and I each drove a car loaded with everything else we could squeeze into these three autos, including my two brothers. There was also no money for motels, so we pulled off the road at night and slept in the cars or on the open ground. My brothers and I were still young enough to consider this a bit of an adventure; for my parents, I am sure it was anything but. When we arrived in California, my father once again found a job as a sheet metal worker at Northrop Aviation. I was adamant about returning to Nebraska to complete my senior year with my friends. I made my parents’ lives miserable until they agreed, but only on condition I raise enough money to buy my transportation there and back. I was also told I would have to work after school and on weekends to support myself, except for housing with my grandparents and occasional meals with them. As a result, I spent a long, miserable summer in California assembling fluorescent light fixtures in a small factory to earn my plane fare back to Nebraska. It was the first real job I had held that was not on the farm, and I must admit I did not like the monotonous tedium of factory work. During my senior year of high school in Nebraska, I supported myself by selling shoes in the afternoons and on Saturdays under a work-release program. Journal of Public Affairs Education
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Gary L. Wamsley It was not hard; but, like the job at the light-fixture plant in California, it was exceptionally boring. External circumstances can often be as influential as internal motivation in dictating what direction our lives take. By the time I graduated from Falls City High School, it was clear to me there was no future in farming; the farm barely supported my grandparents and my uncle. It was already mortgaged to the hilt, with no prospects for improvement. I could not imagine making any kind of life for myself given these circumstances. If you did not inherit a farm, or unless you were wealthy enough to buy one, there was no way to be more than a renter or a hired farmhand. Although I had wanted to be a farmer, I cannot say I was terribly upset about having to abandon that notion. At the same time, I knew I did not want a career selling shoes. My townie friends were scattering, and most were doing what I had never consciously considered—going to college. About this time, my mother suggested I return to Los Angeles and enroll in college myself. I had no better ideas, and I knew I did not want to continue selling shoes. I also knew that males my age would be drafted if they were not in college or had some other grounds for exemption, so I agreed to try school without giving it much more thought. Getting into college was easy in California then, even with my less than impressive high school grade point average. I could have gone to UCLA, which was tuition free, but I arrived too late to register for fall term. So I went to a nearby junior college, which was also free. I could live at home and not have to work. The college had an art department, and I had always liked to draw, so I became an art major. It was as simple and embarrassingly witless as that. The following year I transferred to UCLA and continued living at home, although it meant a long commute. I soon decided I wanted to get an apartment near school and live on my own, so I knew I had to work besides attending classes. At these jobs I saw for the first time the wide disparity in working conditions, incomes, and lifestyles among Americans. Although I had seen some of this growing up, I had never realized how great the gap was. For a year or more I sold shoes after school and on Saturdays until 10 p.m. It was boring, hard work at wretched pay, but I did it until another uncle got me a unionized job doing industrial insulation. It was full-time, so I could do it only in the summer or over Christmas holidays, but it paid well enough that I could move into an apartment bordering campus with three roommates. The work was in refineries and steel mills, insulating such things as boilers and cracking towers. As a “helper” of skilled union workers, I was paid $2.00 an hour, which at that time was a very good wage for someone like me who had no skills. The more experienced workers earned considerably more, but they applied asbestos under incredibly hot conditions, sometimes on dangerously high scaffolding or in cramped spaces without ventilation. They would end the day coated with white asbestos dust, and no doubt many died prematurely of lung disease caused 94
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Moving Forward by this contaminant. As a helper I was either outside or below handing tools and materials to them, so I did not incur the same risks or discomfort they did. Nevertheless, I could not avoid observing what abhorrent conditions existed; and it drove home the knowledge that although these workers made good wages, they paid a heavy price in terms of safety and health. I also discovered that sometimes it was only the union steward’s intervention that mitigated some of the worst conditions. After a year or so, the uncle who had gotten me the job moved away, and my access to this well-paying union work ended. I did not want to return to selling shoes, so I searched for other kinds of employment. The jobs that followed further heightened my awareness of how difficult life can be if you lack money or power. One job was as a laborer in a pickle factory in the industrial section of East Los Angeles. (As humorist Dave Barry would say, “I am not making this up.”) My job was to clean huge, stinking wooden vats (the size of oil storage tanks) and unload trucks filled with 100-pound bags of cucumbers onto an assembly line belt where Mexican American women stood in the sweltering sun sorting them. Most of us were earning minimum wage, but I suspect some were not even being paid that much. There were none of the ocean breezes that cooled West Los Angeles, and I never saw a union steward or a state or federal inspector of any sort. The other two jobs I held during college also left me with an indelible awareness of socioeconomic differences. The first was selling Cokes to spectators at the Los Angeles Coliseum. The pay was worthwhile, but the work was hard. It involved carrying a case of bottled Cokes and paper cups up and down steep Coliseum stairs. It was an experience not easily forgotten, but it became perhaps more meaningful in terms of class awareness because my coworkers were decidedly anything but middle class. They did not let this stop them, however. One particular worker, Tony, was a brawny young Mexican man whose regular job was operating a forklift. I had met him while doing the insulation work I mentioned earlier. He took me under his wing and showed me how to elbow my way to the head of the line of applicants (hiring was fluid and occurred anew with each event). He also taught me to ask for the stadium section, where customers were more likely to give tips and the stairs were less steep. After a couple of months at this grueling work, Tony landed us an easier and more lucrative vending job in the stadium. Once again, my class awareness was sharply heightened because the work entailed selling peanuts at a gate where the fans entering were those who had purchased the best stadium seats or held season tickets in sky boxes. These fans were very rich. At that point in my life I had become much more aware of clothing, for reasons I need not relate here. Therefore, I was absolutely awed by the incredibly expensive and stylish garments worn by the couples coming through those gates. They looked like they had just stepped from the pages of Vogue. I was not overly envious; but I was Journal of Public Affairs Education
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Gary L. Wamsley definitely aware I had only one suit, which I had bought from J.C. Penney for my high school graduation. Although working at the stadium paid relatively well, it was spasmodic and thus not enough to meet my expenses. As I discovered, however, I could get other work through an office at UCLA that listed odd jobs available around campus. The real estate in this area was some of the most expensive in the country and was inhabited by movie stars, corporate executives, and bankers. They hired UCLA students for small jobs like cleaning windows, clearing brush, cleaning stables, painting, cleaning rugs, and the like. I did a variety of jobs for movie stars like Dick Powell and June Allyson, Keenan Wynn, and Joan Blondell, as well as business executives and the Bel Aire Association. They were all nice enough people, and I cannot say they treated me unkindly. I do not know if they viewed me and other students as merely inexpensive labor or saw employing us as a charitable act. Regardless, their homes, cars, clothes (indeed, their very lives) were so far from my experiences these people might as well have been from another planet. How, I wondered, could they live like that in the same country and city as the folks I worked with in the pickle factory or steel mills? I knew my college education would mean my economic situation was probably temporary. Still, I could not shake the thought that many people I had been working with would have to spend their lives in such poor conditions, and it disturbed me. After graduating from UCLA and its ROTC program, I served as a commissioned officer in the Air Force for four and a half years. Socioeconomic class and rank structure in the military are complex issues I need not go into here, but will simply note that I entered the service as an officer because I had a college education. DOCTORAL EDUCATION AND A GROWING CLASS CONSCIOUSNESS After leaving military service, I returned to California as a budget analyst in the governor’s Bureau of the Budget. It was a crash course in the politics of bureaucracy and administration, one an MA in political science had failed to provide, but after a year or so I decided I did not want to make it a career and decided to pursue a PhD in public administration. My grades in college had never been great, and I had considerable trouble finding a program that would provide a fellowship. It was probably my surprisingly high GRE scores (certainly not my grades) that helped me land a National Defense Education Act Fellowship (something that no longer exists, unfortunately) at the University of Pittsburgh. I was extremely grateful that such a fellowship was available because without it, I could never have pursued a PhD. When I arrived in Pittsburgh with a wife and three children (soon to be four), I learned public housing was the only place we could afford to live. Our apartment was in the somewhat infamous Hill District, and we were chosen 96
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Moving Forward quite by chance to be the first (and only, at least while we were there) white family placed in a neighborhood that had become “all black,” a condition the Housing Authority wanted to reverse. Living in public housing was not as dangerous as many perceived it to be, then or now. Most other people living there were simply trying to cope with everyday life just as we were. Drugs and related crime had not become so destructively prevalent, and crimes were largely restricted to an occasional holdup of a drugstore or mom-and-pop grocery. Although my family and I were treated with curiosity and apparent acceptance by our black neighbors, living there was another lesson in the prevalence of poverty and class distinctions in America and their meaning for people at the lower end of the socioeconomic scale. Our next-door neighbor was a young woman with three children under the age of 3. A man I presume was the father of her children came to the apartment occasionally, and only at night. The woman said this was because he could not find a job to support them, and her welfare checks would be stopped if he were caught there. I do not know if this was true, but I used to watch her struggling to take her three children to the grocery store or downtown to get her government check. To do so she had to walk up and down incredibly steep hills, which in winter were covered with snow and ice, carrying one child with the other two in tow, or spend precious dollars paying for a “jitney” (an unlicensed cab) because there were no buses or streetcars in the area. To the average American with a car or babysitter, the difficulty involved in such a seemingly ordinary event is difficult to grasp; for them, being out of money usually just means a trip to the nearest ATM. CLASS DIFFERENTIALS AND GOVERNING AMERICA Oldfield’s assignment is not simply to recall how my upbringing shaped my views of class but also to examine how my background influenced what I believed, researched, taught, and wrote in the past and how these things might shape my future thinking about such matters. That, after all, is the point of this autobiographical excursion. Regrettably, I will acknowledge upfront that my origins did not play as large a role as they might have had I encountered Kenneth Oldfield and his ideas sooner. On the other hand, his request that I contribute a personal narrative to this symposium forced me, for one thing, to consider how I would approach my responsibilities as a teacher of public administration were I back in the classroom full-time, perhaps just beginning my career but knowing what I know now. Specifically, I asked myself how I would encourage students to discover the extent of socioeconomic inequalities in our American political economy and how these might affect the theory and practice of public administration in our unique and widely misunderstood governmental system. Our field sorely lacks this awareness, which I should not find surprising. After all, I, someone with a Journal of Public Affairs Education
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Gary L. Wamsley long history in the field, have only recently come to grasp the significance of class considerations for understanding government operations. Cultivating this awareness in students should not be done by preaching. So as much as possible, I would help students recognize the importance of certain ideas for themselves. I would present the relevant materials and rely on facts, discussion, and reasoning to develop their appreciation of socioeconomic status or class differences and their significance for our field. First, I would ask students to read my socioeconomic autobiography, but not the conclusions I draw from my experiences. I would then have them write their own autobiographies, but not submit them to me yet. After they have completed their autobiographies, I would draw a vertical line on the blackboard and ask each student to come up and indicate where they would place their parents on a scale with gradations ranging from Very Poor to Very Rich. Next, I would draw a horizontal line nearby and ask them to mark where they would place themselves on the political spectrum from far left to far right. The results should spark an interesting discussion of why they marked where they did and whether there was a connection between where they placed themselves on the two scales. I would expect considerable clustering in the center of the scales—middleclass socioeconomic status and moderate political views—which would lead to still more interesting discussions. At this point I would avoid drawing many conclusions about why they placed themselves on the two scales as they did, and I would not explore with them what their stories might lead them to think about either our government or our capitalistic economic system. That would come later. I would go no further with the discussion at this juncture, but I would encourage them to continue thinking about the writing assignment and in-class exercise. Second, I would discuss the structure of America’s governmental system and the rationale behind it. I would begin by confessing that despite having a bachelor’s and master’s degree in political science as well as a PhD in public and international affairs, despite being an Air Force officer, a budget analyst for the State of California, swearing an oath to the Constitution at least twice, and teaching public administration for several years, I had never read the Constitution or the Federalist Papers and had come to understand their importance only through discussions with John Rohr and my experiences in consulting. I would then require students to read and discuss the Constitution, and Federalist Papers 10 and 51 (authored by James Madison) thus providing, for many of them at the beginning of their careers, fundamental ideas it took me years to acquire through practice and only later had come to fully appreciate by reading the original materials. I would help students see how these documents provide the ground rules for our national governing system, and point out that Federalist 10 speaks so eloquently to the importance of having a political system intentionally designed to create and to counterbalance conflicting factions while 98
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Moving Forward Federalist 51 details how checks and balances and the overlapping of powers are hedges against despotism, something the Founders understood and feared. After discussing these works, I would have students read and discuss Rohr’s To Run a Constitution: The Legitimacy of the Administrative State (1986). Rohr’s writings provide a deep analysis of the difficult, multifaceted, and widely misunderstood role public administrators play in the complex American system of governing, which must, in turn, operate within and be shaped by a (generally) capitalist economy. I would clarify that while we typically speak of our political system and capitalist economy as distinct entities, they are deeply entwined, and this is why it is better to think in terms of a capitalist political economy. To clarify the ethical implications of our complex political system for public administrators, I would have students read Rohr’s Public Service, Ethics, and Constitutional Practice (1998). Then, as a follow-up to Rohr, I would have them read portions of Bertelli and Lynn’s Madison’s Managers: Public Administration and the Constitution (2006), a text detailing how public administrators must respect the idea of overlapping powers as well as commit themselves to the values of judgment, equilibrium, prudence, and managerial accountability. It is essential that public administration students understand not only the constitutional limits on their actions and discretion but also the options left to them to define and pursue the broadest possible public interest. This is true in all forms of government but particularly in one like ours, where powers of the branches overlap and often counterbalance one another. Our political culture in relation to this fact is not well understood by the public and, unfortunately, not sufficiently by enough public administrators. Many public administrators do not, or would rather not, assume the hazards and responsibilities of discovering and advancing the broadest possible public interest. But they can; and to do so, they must be what I call “artful dodgers” because in a government of contrapuntal power and multiple decision points, persons of higher socioeconomic status and wealth have greater access and means of leverage. To temper such influence, we need public administrators willing to be artful dodgers in pursuing the greatest possible equity among our citizens. Developing such artful dodgers begins with their understanding our widely misconstrued Constitution and the potential latitude it gives them to mitigate the inequitable distribution of power favoring those of higher socioeconomic levels. This can be risky and is not for the faint of heart, but can be done. Third, having made clear the complexity of our governmental apparatus and the difficult, misunderstood, and denigrated role of public administration in both the general economy and the American political system, I would use this knowledge as a backdrop for helping students appreciate the difficulty public administrators and citizens have in comprehending the relationship between our political and economic systems. A key part of this association is our general blindness to class or socioeconomic differences among citizens; we Journal of Public Affairs Education
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Gary L. Wamsley want to believe most Americans are part of the Great Middle Class, as likely demonstrated by the distribution of student markings on the social class scale I put on the board. Understanding these ideas about class differences will enable students as current or future public administrators to contribute to governance that enhances socioeconomic equity. I would also discuss how the private sector has a vested interest in demonizing and stigmatizing government and public administrators, the people charged with regulating their activities and therefore having a bearing on their fortunes. I would suggest to students that all public administrators should simply acknowledge these denigrations as a part of their professional existence, an informal job description. It is not personal, but rather naturally systemic, and therefore public administrators must understand they will always be put down and discredited in a capitalist political economy. Often the negativity will increase with their effectiveness. In other words, as with many essential roles in our society (e.g., copilots and anesthesiologists), members of our profession must remain cognizant of their essentiality and patiently accept their role as second fiddle. Fourth, I would explain that none of America’s founding documents granted preference to a particular economic system. Although our Founding Fathers were generally well off, none, with the possible exception of Alexander Hamilton at his most prescient, foresaw the possibility of anything like the capitalist industrial economy with its enormous power to influence government that evolved roughly a century later. Nonetheless, the conventional wisdom is that capitalism is and always has been intrinsic to our republic. To counteract this point, I would review Ashwander v. Tennessee Valley Authority (1936), a U.S. Supreme Court opinion saying government could provide a product, in this instance electricity, in competition with the private sector. Fifth, I would follow Oldfield’s suggestion to me in his capacity as symposium editor and use historical information to impart to my students the idea that despite how public administration is commonly portrayed today, it was never supposed to be valued only according to its capacity for greater efficiency (as allegedly is the case with business). In particular, I would reiterate to students that our governmental system with its Bill of Rights, its shared powers, multiple layers, and branches was (thankfully) not designed for efficiency, but the contrary. How can public administrators defend their profession if they do not appreciate this essential fact? The right to numerous appeals and the need for seemingly endless paperwork are manifestations of a political system meant to be inefficient, thereby serving other purposes. As an example of the virtues of inefficiency, I would point to the exonerated inmates of mostly lowerand working-class social origins on death row in Illinois, whose lengthy and inefficient appeals process meant their wrongful sentences were not immediately acted upon—a circumstance that eventually led to the state outlawing the death penalty. I would remind students of another important historical insight about 100
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Moving Forward their profession, in this case one President Harry Truman (1958) offered after he left the presidency: “Whenever you have an efficient government you have a dictatorship.” To reinforce this point, I would assign Wealth and Democracy (Phillips, 2002). I would use this work to help students recognize the importance of social class inequalities in modern-day public administration’s origins and therefore why the public sector must not be judged only according to its efficiency but also by its social outputs. Phillips shows, for example, how the late 1800s were a time of incredible socioeconomic disparities, horrific working conditions, appalling health and sanitation problems, brutal suppression of labor unrest,2 and unimaginable governmental corruption. With this history in mind, I would note that modern-day American public administration had its origins in a time when private and public reformers were busy trying to offset such pathological side effects of the capitalism of their era by establishing settlement houses, fighting the corruption and election fraud of political machines, and working to create better living conditions for the poor and powerless—all ideals about reducing inequalities that our field has largely lost sight of. I would further explore the reasons for this loss and its replacement with a general conception in the public’s mind of public administration as being primarily responsible for bringing businesslike efficiency to government. To reinforce the idea of how other lesser known historical events have both shaped our field and challenged our democratic ideals, I would use Bureau Men, Settlement Women (Stivers, 2002). If some students show a special interest in the history of public administration, indeed in alternative views of America’s past, I would refer them to Howard Zinn’s People’s History of the United States (1995) and Michael Parenti’s Democracy for the Few (2011)—works, as their titles suggest, that offer a more critical interpretation of class relations in America than most academic texts. Sixth, to sharpen the focus on the ever-problematic relationship between our constitutional republic and capitalism, I would assign The Politics of Rich and Poor (Phillips, 1990). This book is especially effective in showing and explaining the effects of the dramatic upward redistribution of wealth that occurred during the Reagan years (and Bush II administration, for that matter) and continues today, a point the Occupy Wall Street demonstrators are trying to dramatize. In this light, I would also explore with students why they think our field, in theory and practice, has shown such little concern with class inequalities—especially, as Oldfield (2003) has demonstrated, the consequences of socioeconomic origins. In this context, I would mention how David Stockman, President Ronald Reagan’s budget director, had a reputation for speaking truth at politically inconvenient moments. Stockman captured the effects of the growing class inequalities of his time when he likened supply-side economics to feeding sparrows by gorging horses with oats (Galbraith, 1982, quoting Stockman). Journal of Public Affairs Education
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Gary L. Wamsley If anyone does not understand the metaphor, they probably have never seen sparrows in a barnyard picking tiny pieces of oats from horse manure. The Reagan administration was, to say the least, not pleased with Stockman’s characterization, notwithstanding its accuracy. Seventh, I would return to the assignment where students marked the vertical and horizontal lines indicating their parents’ wealth and their own political leanings. After reviewing their answers, I would replicate the recent study by Norton and Ariely (2011), whose results give reason for both despair and hope. In particular, these researchers assembled a nationally representative panel of Americans and showed them pie charts depicting the percentage distribution of wealth (everything one owns minus all debts) in three unidentified political systems (United States, Sweden, and a fictional state). The pie charts were divided into five groups, each representing 20% of the country’s population along with the proportion of wealth owned by the respective quintiles. The distribution in the fictional state was evenly divided so that each group held 20% of that nation’s wealth. The Swedish chart showed that that country’s top quintile holds 36% of the wealth,3 and the other quintiles possess these amounts in descending order: 21%, 18%, 15%, and 11%. The unidentified U.S. chart showed the top fifth of the population owning 84% of the wealth, while the second quintile held 11%, the third 4%, the fourth 0.2%, and the bottom quintile 0.1%. Respondents were given a “Rawls (1971) constraint” for determining a just society: “In considering this question, imagine that if you joined this nation, you would be randomly assigned to a place in the distribution, so you could end up anywhere in this distribution, from the very richest to the very poorest” (Norton & Ariely, 2011, p. 10, quoting Rawls). The U.S. distribution was considered far less desirable than Sweden’s or the fictional state with its equal divisions. Ninety-two percent of those questioned preferred Sweden’s distribution to America’s. These results held for respondents when controlling for gender, political party, and income. There was a slight preference for the Swedish distribution over the unnamed state’s equal distribution, suggesting Americans favor some inequality versus absolute equality, but certainly not as much variation as currently exists in the United States. If the outcome of the in-class replication of Ariely and Norton’s study is anything like what they found, the results will give students a better understanding of the extremes of America’s maldistribution of wealth. I would also point out to students that existing inheritance laws, college legacy preferences, and so forth will likely intensify these current disparities. Hopefully, after completing this exercise, these same students will entertain, at least in the abstract, a discussion about policies directed toward a downward redistribution of wealth. Indeed, the people participating in Ariely and Norton’s study supported the idea of sharing wealth more equally. However, the basic problem, 102
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Moving Forward as the study shows, is that few Americans (including public administration students and practitioners) appreciate how much of the country’s wealth resides in so few hands. I would close this discussion by again drawing two lines on the board and asking students to mark each one according to their political leanings and their parents’ social class standing, respectively. Next, I would task them with appending a 10-page addendum to their earlier personal narratives saying what they have learned from (a) this in-class exercise, (b) the autobiographical writing assignment, and (c) the related discussions about social class inequalities. I would use these materials as a feedback loop for myself, as a measure of how students responded to my efforts at conveying a deeper understanding of the connection among politics, economics, and social class inequalities in the United States. Given the highly subjective nature of this assignment, I would be a generous grader to reinforce the idea that I wanted students to weigh the importance of social class and socioeconomic origins only to increase their understanding of public sector operations, versus expecting them to adopt any particular view on the subject. Again, my role should be that of a teacher, not a preacher. CONCLUSION Were I to return to full-time teaching, I would draw on my lower socioeconomic origins far more than I did during my career. I would stress to students the importance of seeing the people they serve now and in the future as more than “customers.” I would urge them to view these individuals as fellow citizens whether the recipients are being regulated, assisted, defended, inspected, advised, prosecuted, or even incarcerated. Again: Government is not a business, and citizens are not customers. Should we serve the public as efficiently, effectively, quickly, and politely as possible, the way the better profit-driven enterprises would? Of course; but more important, as fellow citizens they also have a host of legal and constitutional rights we are obligated to honor in attentive, respectful, responsive, and protective ways, no matter their socioeconomic standing. I would also remind students (if their life experiences have not yet taught them) that bad things happen to good people. For every deadbeat or welfare cheat, literally millions of Americans are doing their best, but they still need help at some point. The latest statistics (“One in Fifteen,” 2011; Pugh, 2011) indicate that some 46.2 million people (15.1% of the population) live below the poverty line in America. Of these, 20.5 million (or 6.7% of the population) are extremely poor—that is, they live on individual incomes of $5,570 or less per year, or $11,157 per family of four. I would further encourage students to consider how Americans born of lesser means will likely fare in our social and political system, especially when it comes to their chances of earning a doctorate and teaching public administration. In many ways, my grandparents were locked into an inescapable economic fate. They worked incredibly hard and lived with amazing frugality. Still, Journal of Public Affairs Education



103



Gary L. Wamsley economic depression, poor soil, bad erosion, years of drought, and a tornado in 1949 that destroyed almost everything they had (before there was anything like FEMA) meant they lived hard lives, in circumstances that today might be considered poverty or close to it. I am not saying public administrators could have rectified their situation then, any more than they necessarily could today. I am simply saying that all public administrators and those who teach public administration should understand and remember that even people who do everything possible for themselves, their children, and their grandchildren can be stricken by circumstances and events beyond their capacity to manage. When these people become clients in government agencies, they are not necessarily there because they have been imprudent, lazy, or careless. Since they could fall back on the farm, my grandparents never had to ask for public assistance. My father, on the other hand, was forced to turn to the government for help, albeit briefly, when he applied for unemployment insurance. It embarrassed him terribly. I can only hope the public administrator who handled his case treated him with dignity. Because of our life experiences, we professors all carry to the classroom deeply embedded beliefs, values, and even prejudices. (After watching rich people in their fancy clothes at the country club adjoining our farm, I could never bring myself to become a member, even when I could finally afford it. Nor did I take up golf.) Therefore I urge academicians and practitioners alike to seriously consider Kenneth Oldfield’s ideas, take stock of where we have been on matters of class, where we are trending, and where we as a field of study and practice might better go. Perhaps each of us can help in this endeavor not only by considering affirmative action aimed at socioeconomic diversity but also by getting in better touch with our own roots—moving forward by looking back. As my grandfather (who in retrospect was far wiser than I often thought) once said, “If you don’t know where you came from, then you aren’t likely to know where you are, and you sure as hell won’t know where you are going.” FOOTNOTES 1



To follow this disputatio, see Oldfield (2010; 2011a, b).



2



Oldfield mentioned to me that the nation’s use of public sector force to suppress the American labor movement never raised much ire in conservative circles as evincing the evils of “government intervention” or “social engineering” (also see Oldfield, 2003, pp. 456–457).



3



Norton and Ariely qualify their methodology by saying they “used Sweden’s income rather than wealth distribution because it provided a clearer contrast to the other two wealth distribution examples; although more equal than the United States’ wealth distribution, Sweden’s wealth distribution is still extremely top heavy.”



104



Journal of Public Affairs Education



Moving Forward REFERENCES Ashwander v. Tennessee Valley Authority. (1936). 297 U.S. 288. Bertelli, A. M., & Lynn Jr., L. E. (2006). Madison’s managers: Public administration and the Constitution. Baltimore, MD: Johns Hopkins University Press. Galbraith, J. K. (February 4, 1982). Recession economics. New York Review of Books, 29(1). Retrieved from www.nybooks.com/articles/archives/1982/feb/04/recession-economics/ Norton, M. L., & Ariely, D. (2011). Building a better America—one wealth quintile at a time. Perspectives of Psychological Science, 6(1), 9–12. Oldfield, K. (2003). Social class and public administration: A closed question opens. Administration & Society, 35(4), 438–461. ———. (2010). Our cutting edge isn’t cutting it: Why public administration should be the first discipline to implement a social class-based affirmative action plan for hiring professors. Administration & Society, 41(8), 1016–1038. ———. (2011a). Oldfield responds to Critiques by Stever and Stivers of his January 2010 DSF titled “Why public administration should be the first discipline to implement a social class-based affirmative action plan for hiring professors.” Administration & Society, 43(1), 124–137. ———. (2011b). Oldfield responds to Candler and others arguing against his proposal for affirmativeaction based on socioeconomic status in public administration faculty hires. Administration & Society, 43(3), 372–381. One in fifteen considered poorest in U.S. (2011, Nov. 3). The Roanoke Times, p. 6. Parenti, M. (2011). Democracy for the few. Boston: Thomson-Wadsworth. Phillips, K. P. (1990). The politics of rich and poor. New York: Random House. ———. (2002). Wealth and democracy. New York: Broadway Books. Pugh, T. (2011, Sept. 14). Number in U.S. in poverty hits record high. The Roanoke Times, p. 7. Rawls, J. (1971). A theory of justice. Cambridge, MA: Harvard University Press. Rohr, J. A. (1986). To run a constitution: The legitimacy of the administrative state. Lawrence, KS: University Press of Kansas. ———. (1998). Public service, ethics, and constitutional practice. Lawrence, KS: University Press of Kansas. Stivers, C. (2002). Bureau men, settlement women. Lawrence, KS: University Press of Kansas. Truman, H. S. (1959, Apr. 28). Lecture at Columbia University. Retrieved from www.quotationspage. com/quote/27058.html Zinn, H. (1995). A people’s history of the United States: 1492–present. New York: Harper Perennial.



Journal of Public Affairs Education



105



Gary L. Wamsley Gary L. Wamsley is a professor emeritus of Virginia Tech University’s Center for Public Administration and Policy, which he cofounded and directed for many years. He has been editor of Administration & Society for over 30 years. Although retired from teaching, he continues to edit, write, and occasionally lecture. He has been an Air Force officer, a state budget analyst, a director of two different university centers, and consultant to local, state, and federal agencies. He likes to think of himself as a “pracademic.” He is a member of the National Academy of Public Administration.



106



Journal of Public Affairs Education



Techniques in Teaching Statistics: Linking Research Production and Research Use Amy E. Smith University of Massachusetts–Boston Ignacio J. Martinez-Moyano Argonne National Laboratory and The University of Chicago ABSTRACT In the spirit of closing the “research-practice gap,” the authors extend evidencebased principles to statistics instruction in social science graduate education.1 The authors employ a Delphi method to survey experienced statistics instructors to identify teaching techniques to overcome the challenges inherent in teaching statistics to students enrolled in practitioner-oriented master’s degree programs. Among the teaching techniques identified as essential are using real-life examples, requiring data collection exercises, and emphasizing interpretation rather than results. Building on existing research, preliminary interviews, and the findings from the study, the authors develop a model describing antecedents to the strength of the link between research and practice.



We want to motivate students on two fronts: first, to seek research findings related to the problems they address, and second, to use the results of their research as an important guide for their actions and decisions. (Fitzpatrick, 2000, p. 174) The ability to employ and comprehend statistical concepts and tools is an essential skill in managerial activities. In the last 50 years, efforts to collect, analyze, and use data to improve performance have been on the rise (Julnes, 2007). Moreover, with advances in information technology, the need for JPAE 18(1), 107–136
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Amy E. Smith and Ignacio J. Martinez-Moyano quantitatively trained personnel will continue to grow (Colwell & Kelly, 1999; Dawes, 2004; de Libero, 2005; Lane, Mansour, & Harpell, 1993; Philip & Shultz, 1994; Vijverberg, 1997). Traditional methods of teaching introductory statistics courses are often viewed as ineffective (Peiris, 2002; Schacht & Aspelmeier, 2005; Yilmaz, 1996; Zanakis & Valenzi, 1997), resulting in student anxiety about coursework, a perception that statistics is too difficult, and failure to persuade students that statistics is relevant to their careers (Davis, 2003; Forte, 1995; Zanakis & Valenzi, 1997). Thus, although statistics is commonly necessary in real-world work, there is a perceived gap between research and practice (Shapiro, Kirkman, & Courtney, 2007). Ultimately, practitioners remain quantitatively underprepared for their jobs. The existence of a gap between research and practice means that practitioners are not using research that might assist them in making better decisions, and researchers may not be producing high-quality research that has relevance for practitioners (Adams & White, 1994; Calderwood, 2002; Duncan, 1974; Felbinger, Holzer, & White, 1999; Fitzpatrick, 2000; Mosher, 1975; Pfeffer & Fong, 2002; Rousseau, 2006; Rousseau & McCarthy, 2007; Rynes, Bartunek, & Daft, 2001; Shapiro et al., 2007). There has been an effort to understand researcher-practitioner collaboration (Amabile et al., 2001) and influence ways to generate research and knowledge that is useful in practice (Mohrman, Gibson, & Mohrman, 2001; Van de Ven & Johnson, 2006). However, it seems that, “much of the knowledge taught does not make its way out of the classroom and much of the knowledge discovered does not make its way beyond the handful of academics who share the same research interests” (Blood, 2006, p. 210). Furthermore, “the impact that management research has (or doesn’t have) on private and public sector managerial practice is a topic of ongoing debate” (Shapiro et al., 2007, p. 249). As shown in Figure 1, research production and research use interact iteratively, informing and changing each other through a reinforcing feedback process (the production-consumption loop, indicated by R1 in Figure 1) with the potential to meaningfully influence public and private policy outcomes (Ouchi, 2003). We hypothesize that more high-quality and relevant research leads to more use of this research by practitioners. In turn, the use of research influences the creation of more research with high quality and relevance, creating an ongoing cycle of research production and use. Certainly, if researchers are not producing relevant research, practitioners will not use it. When practitioners’ use of research declines, researchers’ potential to produce relevant research diminishes, leading to a decline in quantity, quality, and relevance of research output. In the research production-consumption cycle, producers inform consumers and consumers, in turn, inform producers through a feedback process with the potential to create both successful and failing research productionconsumption patterns. 108
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Techniques in Teaching Statistics Many researchers have explored the antecedents of the production of relevant and high-quality research, investigating such issues as the types of research done in PhD programs (McCurdy & Cleary, 1984; White, 1986), methodological and quantitative rigor in published research (Box, 1992; Houston & Delevan, 1990; Perry & Kraemer, 1986; Stallings & Ferris, 1988; Vijverberg, 1997; Wright, Manigault, & Black, 2004), and quantitative training in doctoral programs (Brewer, Facer, O’Toole Jr., & Douglas, 1998; Rethemeyer & Helbig, 2005). This paper builds on the work of Desai (2008) and Mandell (2008) and explores the other side of the process by examining one of the antecedents that influence the extent to which research is used in practice: the development of quantitative (specifically statistical) skills to understand and use research findings. The production-consumption of the research cycle captures the essence of what Rousseau (2006) terms “evidence-based management” (see also Rousseau &



Figure 1. Model of Research Production and Research Use



Other antecedents of quantity, quality and relevance of research production Researcher quantitative (statistical) skills to produce quality and relevant research



Quantity, quality, and relevance of +research production



Other antecedents of extent and adequacy of research use
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Extent and adequacy of research use
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Practitioner quantitative (statistical) skills to understand and use research findings



+



Success of policy implementation and increased perceived value and worth of statistics use



Arrows indicate the direction of causality between variables. Signs (+ and –) indicate the polarity of the relationship. A + sign means that, all else equal, increases in the variable at the beginning of the arrow will result in increases in the variable at the end of the arrow. Similarly, a – sign means that, all else equal, increases in the variable at the beginning of the arrow will result in decreases in the variable at the end of the arrow. Reinforcing loop polarity (denoted by R in the loop identifier) indicates the existence of a self-reinforcing (also called positive) feedback process. Journal of Public Affairs Education
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Amy E. Smith and Ignacio J. Martinez-Moyano McCarthy, 2007; Sanderson, 2002). The extent and adequacy of research use depends on the existence of both (a) high-quality research that is relevant for practice and (b) adequate quantitative skills to understand and use such research (e.g., statistical knowledge). Our goal is to identify and describe techniques used by experienced statistics instructors to address challenges inherent in teaching statistics in practitioner-oriented master’s degree programs. Problems managers face are messy and ill defined (Ackoff, 1974; Churchman, 1967; Conklin, 2006; Horn, 2001; Rittel & Webber, 1973). When faced with a task or problem, practitioners need to be able to think critically, distinguish what is relevant from what is not, consider facts and relationships, systematically uncover alternatives, determine the effectiveness of programs and projects, use persuasive reasoning to support claims, and use data to inform decisions (Desai, 2008; Hill & Lynn, 2009; Hodges, 1996; Toulmin, 1964; Williams, Colomb, D’Errico, & Tracey, 2003). Thus, the ability to effectively explore existing theories and empirical research on what other practitioners and researchers have done or considered in similar situations is critical (Fitzpatrick, 2000; Meier, Brudney, & Bohte, 2006; Van de Ven & Johnson, 2006). However, practitioners do not always make decisions informed by research and evidence (Desai, 2008; Rousseau, 2006). What can we do to make practitioners better consumers of research? This paper explores one possible answer to this question—namely, to help instructors develop the tools and skills they need to grow “reflective practitioners” (Davenport & Markus, 1999; Rousseau, 2006, p. 20). While high-quality empirical research takes many forms, this project focuses only on quantitative, in particular, statistical empirical research. In this project, we identified the challenges facing statistics instructors and some of the practices for addressing these challenges. We employed a sample of experienced statistics instructors in the social sciences to identify the tools and techniques that are most effective in addressing the challenges inherent in teaching statistics to students enrolled in practitioner-oriented master’s degree programs. We distinguish practitioner-oriented master’s programs from other master’s degree programs in that individuals attending such programs are nonspecialists in the field of statistics. Students of this type of program tend to be consumers, rather than producers, of statistical research. This paper is divided into five sections. The first section reviews literature relevant to teaching statistics and discusses the use of the Delphi technique as a research method. The second section describes the data collection techniques and the methods used to analyze the data. The third section presents findings, implications, and discussion of our analysis. The fourth section describes an extended version of the model presented in Figure 1 of the introduction. The paper concludes with a discussion including limitations, contributions, and directions for future research.
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Techniques in Teaching Statistics LITERATURE REVIEW Teaching Statistics Because students often experience anxiety, a sense of intimidation, and lack of motivation when faced with statistics, such courses can be among the most challenging to teach—often resulting in similar emotional reactions for instructors (Calderwood, 2002; Forte, 1995; Schacht & Aspelmeier, 2005). Traditional statistics education has focused on the knowledge and skills components of learning or on the logical and physical aspects of understanding statistics, assuming that the desire to learn statistics or the mitigation of the emotional aspects will follow the acquisition of these skills. The emotional aspects represent the perceived value of statistics to students; they will engage themselves in statistics only if they see value in it (Calderwood, 2002; Snee, 1993; Zanakis & Valenzi, 1997). In past years, scholars have found evidence to suggest that students do not see the value in statistics. For example, even after students took a statistics course, Zanakis and Valenzi (1997) found that their interest in the subject and perceived worth of the subject declined. Jordan and Stroup (1984) suggested that although taking a statistics course may have resulted in a reduction in student fear of the course, it did little to persuade students of its value in the real world. Swanson, Meinert, and Swanson (1994) found that, compared with other core courses in a business curriculum, students perceive statistics to have little practical value, to be very difficult, and to have only average instructional effectiveness. In addition to past evidence of the perception that statistics has limited value, there is also evidence to suggest that students experience high anxiety about the course due to their lack of understanding of statistics, the fact that they are required to take tests in the subject, and their limited experience with using computer software for statistical calculations (Zanakis & Valenzi, 1997). It is noted, however, that in the most recent decade, computer usage has increased substantially both in education settings and in general life activities. Thus, general computer literacy might not represent an obstacle now; but students quite likely may continue to be unfamiliar with statistical software such as SPSS, STATA, or SAS. Even students who are comfortable with using a familiar software package such as Microsoft Excel for tasks like keeping track of information may be quite unfamiliar with the data analysis tools and statistical functions in this software program (formulas and mathematical functions, histograms, regression analysis, etc.). Math anxiety, lack of experience with specialized statistics software, perceived difficulty of the subject matter, and the assumption that statistics is not a valuable career or life skill can translate into student apprehension and lack of focus, instructor frustration, and, ultimately, a negative learning environment (Schacht & Aspelmeier, 2005).
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Amy E. Smith and Ignacio J. Martinez-Moyano A variety of strategies have been proposed to address these issues. In general, these strategies can be grouped into three primary categories: teaching techniques, course content revision, and pre-course training. These categories are described next. Teaching Techniques Many have proposed specific teaching techniques or tools to address challenges inherent in teaching statistics. For example, experiential learning has been suggested as a technique for building student beliefs that statistics is valuable, reducing test anxiety for students, and integrating statistics into the lives of students—thus increasing its perceived value (Cobb, 1991; Snee, 1993; Zanakis & Valenzi, 1997). Experiential learning in statistics involves working with real data, solving real problems, and improving real processes (Calderwood, 2002; Snee, 1993).2 Strasser and Ozgur (1995) suggest the use of case studies, a technique similar to experiential learning. In teaching statistics to social and behavioral science students, humor is favored by instructors as a tool for overcoming math anxiety. Schacht and Aspelmeier (2005) and Forte (1995) use cartoons to reduce student anxiety about math and statistics. These authors contend that students suffering from math anxiety tend to keep these feelings secret and thus avoid seeking help from the instructor or classmates. This can lead to student failure as well as instructor perception that students are lazy or unprepared. Humor and laughter can be used to acknowledge feelings of math anxiety in students and reduce tension. Others have suggested applying statistics to current events by using newspaper articles and other news sources as a way to persuade students that statistics may be valuable in their careers and lives (Peiris, 2002; Strasser & Ozgur, 1995; Zanakis & Valenzi, 1997; Calderwood, 2002). For example, if the government claims in a newspaper article that the unemployment rate is 7% and an opposing group claims otherwise, showing students how this dispute can be resolved by using statistics will help persuade them that statistics does, in fact, have real-life value (Peiris, 2002). For others, making statistics memorable, exciting, and more fun are also ways to increase student interest in, and perceived value of, the subject (Sowey, 1995; Strasser & Ozgur, 1995). Instructor excitement about course materials will affect students in positive ways. When an instructor is passionate about course material, it is easy for students to become excited as well. Students have many different thinking and learning styles. Kolb and Kolb (2005) assert that the way individuals learn, which is influenced by such factors as personality type, education specialization, career choice, and current job role and tasks, shapes the course of their personal development and learning styles. Snee (1993) suggests incorporating a variety of learning methods into the statistics curriculum to accommodate a range of learning styles. While some students learn best by reading books and listening to lectures, others learn 112



Journal of Public Affairs Education



Techniques in Teaching Statistics best by engaging in exercises, writing summaries, and taking part in material review sessions. Still others prefer visual aids, metaphors, and experiments. Incorporating a variety of these tools into a statistics curriculum will allow instructors to reach students in the ways that they learn best. On the basis of the six components of statistics anxiety (Cruise, Cash, & Bolton, 1985), Davis (2003) suggests that instructors begin their statistics courses with a discussion of statistics anxiety. This discussion should include literature on the subject and a chance for students to voice their concerns. The open dialogue acknowledges that statistics anxiety is real and lets students know that the instructor takes their concerns seriously. In addition to the teaching techniques already described, other recommendations for addressing challenges that instructors face in teaching statistics courses include the following: dividing classes into small collaborative groups (Calderwood, 2002; Davis, 2003; Forte, 1995; Peiris, 2002; Zanakis & Valenzi, 1997); incorporating greater use of computer technologies, especially those that are in demand in the market (Forte, 1995; Peiris, 2002; Strasser & Ozgur, 1995); providing lecture notes and study aids (Davis, 2003); and periodically holding class in the computer lab to facilitate software usage (Forte, 1995). Course Content Modifications Beyond specific teaching techniques, others recommend changing the content of statistics courses to address some of the challenges facing statistics instructors. Examples of such changes include reducing methodology coverage (Zanakis & Valenzi, 1997), weighting tests less or modifying grading techniques (Calderwood, 2002; Zanakis & Valenzi, 1997), improving textbooks (Schacht & Aspelmeier, 2005; Sowey, 1995; Strasser & Ozgur, 1995), going into greater depth on fewer topics (such as research design, data collection, and data display; Fitzpatrick, 2000; Snee, 1993; Strasser & Ozgur, 1995), and reducing coverage of such topics as hypothesis testing, probability, and mathematical concepts (Desai, 2008; Snee, 1993; Strasser & Ozgur, 1995). Conversely, Strasser and Ozgur (1995) also report that some instructors wish that more topics were covered. Fitzpatrick (2000) argues that, to become better consumers of research, students must not only understand statistics, but they must also understand how to read existing literature. Thus, course content should include a researchconsumption component that teaches students to read and interpret literature reviews, data and methods, findings, and implications of existing research throughout the course. Calderwood (2002) suggests changing the titles of statistics courses to be more relevant and less intimidating. Students should understand that the purpose of the course is not to transform them into statisticians or mathematicians, but rather to teach them basic statistical concepts and tools and the appropriate ways to use these concepts and tools in data analysis processes.
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Amy E. Smith and Ignacio J. Martinez-Moyano Pre-Course Training In addition to specific teaching techniques and modifications of course content, some instructors suggest that student anxiety and frustration could be reduced with changes in pre-course training. Anxiety experienced by students and frustration experienced by instructors is in part related to the students’ lack of specific computing skills (Strasser & Ozgur, 1995; Zanakis & Valenzi, 1997). Some instructors advocate requiring that students take a microcomputer technology and computer literacy course before they can take a statistics course. Others suggest that students be required to take more than one statistics course (Strasser & Ozgur, 1995), allowing instructors more time to cover complicated topics. This approach would help ensure that by the time students begin the second statistics course, their anxiety will have decreased, and their skill set will have increased. One other recommendation is that statistics be part of a twocourse sequence: students would start by taking a course covering the basics of research design and then would move on to a statistics course (Forte, 1995). The valuable recommendations provided in the literature are generally based on the individual personal experiences of instructors. Thus, these recommendations have the advantage of being authentic in that they are based on personal anecdotes and actual experiences. One way to build on this literature is to base recommendations for teaching statistics on what can be gleaned from an aggregation of personal experiences from several, or even many, individuals. Continuing the work of Strasser and Ozgur (1995), who surveyed statistics instructors about what they “wish” for in a statistics course; Davis (2003), who undertook a case study to measure student statistics anxiety before and after taking a specially designed statistics course; and Mandell (2008), who surveyed a group of academic instructors in public policy analysis and management programs, we employ a systematic approach using a Delphi technique to identify a set of tools and techniques to teach statistics to practitioners based on the aggregation of the experiences and wisdom of several individuals. The Delphi Method As suggested earlier, teaching statistics to nonspecialists poses many challenges (Yilmaz, 1996). While a variety of methods have been suggested for addressing these challenges, the list of recommendations is lengthy and relies primarily on individual experiences and opinions. One way to further the valuable contributions garnered from these experiences is to use a Delphi technique to identify a set of tools and techniques that experienced instructors use to teach statistics to individuals enrolled in practitioner-oriented master’s degree programs. By using a Delphi technique, we can discern which practices are suggested by one and which practices are suggested by many. In other words, we can identify a set of tools and techniques that is based on an aggregation of personal experiences from several statistics instructors. 114
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Techniques in Teaching Statistics The Delphi method is particularly suited for this study. This technique will help identify the common tools and techniques instructors use to teach statistics in practitioner-oriented master’s degree programs. The Delphi technique allows participants to respond to questions in two or more rounds. After each round, the facilitator provides an anonymous summary of the participants’ answers to the round of questions and allows each participant to revise his or her original answers based on the other answers provided by the rest of the respondents (Alder & Ziglio, 1996; Linstone & Turoff, 1975). The Delphi technique has allowed researchers to produce insights in an area where direct observation was not possible (Dalkey & Helmer, 1963), has been more effective in producing a large number of ideas than other group processes (Van de Ven & Delbecq, 1974), reduced respondent bias because of the anonymity provided during data collection (Williams & Webb, 1994), and helped scholars distinguish between what is essential versus what is simply important (Smith & Simpson, 1995). This technique has been used by a number of scholars to gain consensus on things such as teaching competencies in higher education (Smith & Simpson, 1995; Tigelaar, Dolmans, Wolfhagen, & Vleuten, 2004; Williams & Webb, 1994) and management competencies in local government (Lazenby, 2010). This paper addresses three primary opportunities not specifically addressed in the literature. First, when considering the link between research and practice, most existing research addresses antecedents to the production of useful research, primarily doctoral education. This paper addresses one of the antecedents to effective consumption of this research. Second, in uncovering the tools and techniques most appropriate for addressing the challenges of teaching statistics, most recommendations are based on anecdotal evidence or case studies. For this project, we systematically collected data from a group of statistics instructors, identifying areas of agreement and disagreement about such tools and techniques. Third, in identifying tools and techniques to address challenges facing statistics instructors, the electronic Delphi technique has been left largely unexplored; this paper employs this approach. DATA AND METHOD As suggested earlier, the general goal of this paper is to identify and describe practices used by experienced statistics instructors to address the challenges inherent in teaching statistics in a practitioner-oriented master’s degree program. Thus, our research was conducted in four phases. First, we identified common challenges faced by statistics instructors. Second, we established a sample of experienced statistics instructors. Third, we collected data from our sample respondents through a Web-based discussion tool using an electronic Delphi technique (Turoff & Hiltz, 1982). Finally, we analyzed the data collected and used the findings to develop a model. The details associated with each phase are described here.
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Amy E. Smith and Ignacio J. Martinez-Moyano Phase I: Identification of Common Challenges Based on literature (Schacht & Aspelmeier, 2005; Yilmaz, 1996) and interviews with three university faculty members who teach statistics in two master’s-level social science disciplines, we identified four general areas of challenge faced by statistics instructors. 1. Designing and selecting tools effective for learning is difficult. 2. Students tend to have a low level of and/or limited background in quantitative skills. 3. Students tend to want to memorize statistics rather than understand its underlying concepts. 4. Students tend to have low levels of motivation, participation, and engagement with the subject matter of statistics. After defining these challenges, we formulated one survey question per challenge to help identify the tools and techniques used to address each challenge.3 For example, the question used to elicit ideas for addressing challenge 3 was, “If you were offering advice on the best way to teach statistics to students in practitioner-oriented master’s degree programs, what activities would you say are essential for addressing students’ tendency to want to memorize instead of understand?” Participants were asked a total of four questions, one question to address each of the challenges identified above. The four questions asked to participants are included in Appendix A. Phase II: Sample Selection Using a purposive sampling method (Bernard, 2000), we identified several group characteristics for our participants. First, we wanted the participants to be experienced faculty members teaching in practitioner-oriented master’s degree programs. The idea here is, in thinking about teaching techniques that are effective, instructors need to have sufficient time (i.e., semesters taught) to develop teaching practices and experiences. In addition, teaching statistics in practitioner-oriented master’s degree programs where students are more likely to be consumers of statistics rather than producers presents unique challenges that may be different from the challenges in teaching statistics in other types of master’s degree programs. For example, teaching statistics to master’s students in a public affairs program might be different than teaching statistics to master’s students enrolled in economics or computer science. Second, we wanted a participant group of approximately 20. Using an electronic Delphi technique to gather data requires a moderately small group for logistical purposes. A group with too many participants could generate a list of initial ideas that would be unmanageably large for the group to review and revise. Third, we wanted participants who were interested in discussing teaching techniques. We cast a wide net for participants, knowing that those who agreed to participate were
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Techniques in Teaching Statistics likely very interested in the subject of our study. Thus, we were willing to accept the self-selection bias that may result. To begin identifying our sample, we selected the top 10 graduate schools between 2003 and 2005, as ranked by U.S. News and World Report (2005, 2006), in six social science disciplines containing practitioner-oriented master’s degree programs: business administration, criminology, higher education administration, public affairs, public health, and social work. While these six social science disciplines have many differences, discussions with instructors teaching statistics in these types of programs suggest there are commonalities in the challenges instructors face in teaching statistics to students across such programs. We acknowledge that a top ranking does not necessarily ensure high-quality teaching as well. This listing was used as a method for identifying a manageable sampling frame that would contain participants meeting our desired group characteristics. Using the top-ranked schools in these six disciplines resulted in a list of 66 schools. From these 66 schools, we contacted a school representative to identify who teaches statistics as well as e-mail contact information for such instructors. We removed 11 schools from the original list of 66 because they either (a) did not have a practitioner-oriented master’s degree program; (b) did not require statistics as part of the curriculum; or (c) faculty members teaching statistics were unavailable because of sabbatical, illness, or other professional duties. Of the remaining 55 schools, 34 representing each of the six disciplines originally selected responded with the names and contact information for statistics instructors in their departments. From these 34 schools, we compiled a list of 77 eligible statistics instructors and contacted each one via e-mail, informing the instructors about our project and asking them to participate. Of the 77 instructors contacted, 25 instructors were willing to participate. The U.S. Department of Education’s National Center for Education Statistics defines “new faculty” as those in their first seven years of academic employment (U.S. Department of Education, 1998). Based on this definition, we define experienced instructors as those who have been teaching statistics for 8 or more years. After we identified “experienced” respondents, 18 instructors from 14 schools in five social science disciplines remained in our sample. Once data collection began, of the 18 instructors in our sample, 13 actually participated in the first stage (generating ideas in response to the four questions), 8 in the second stage (clustering the ideas generated from all participants), and 7 in the third stage (prioritizing the clusters). Phase III: Data Collection Because our sample contained individuals located in a variety of time zones throughout the United States, individual interviews and/or focus groups, although feasible, were extremely difficult. Using an electronic Delphi method, we followed Rohrbaugh (2000) and Martinez-Moyano and Richardson (2002) Journal of Public Affairs Education
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Amy E. Smith and Ignacio J. Martinez-Moyano and employed a Web-wide participation tool. The electronic Delphi technique has several advantages. First, the facilitator controls the contributions from the participants. This reduces some of the problems associated with group dynamics, such as groupthink and leader dominance (Janis, 1972; McCauley, 1989; Wissema, 1982). Second, the anonymity of the respondents reduces the bandwagon effect (Coleman, 1973), whereby the chances of one individual in the group adopting an idea increases based on who else in the group has already adopted the idea; and the halo effect (Nisbett & Wilson, 1977), whereby the first characteristics we recognize about an individual influences our interpretation of later characteristics of that individual. Anonymity also encourages open criticism, admittance of mistakes, and revision of original stances. Finally, because the discussion tool was Web based, participants could access the tool at any time, and responses did not have to be completed in one sitting. While there is ample variation in how the Delphi technique has been employed, the procedure used in this project was conducted in three rounds as follows: First, an idea elicitation stage in which the subjects were presented with the survey questions described in Appendix A was conducted. In this stage, the respondents generated ideas independently of one another, and the ideas generated by all respondents were aggregated in one list. Second, an idea clustering stage in which the aggregated list was returned to respondents for grouping based on similarity. A list of groups generated by respondents was created based on grouping agreement among respondents. Third, a cluster prioritizing stage in which the list of grouped ideas was independently evaluated by the respondents based on relative importance. The resulting groups and the level of agreement achieved became the primary portion of the analysis. Each stage of the Delphi procedures is discussed in detail next. To begin the idea elicitation stage, we sent participants an e-mail with a link to the Web-wide participation meeting. The purpose of this step was to elicit ideas from participants regarding methods to address the challenges inherent in teaching statistics to students enrolled in practitioner-oriented master’s degree programs. Participants answered each of the four survey questions privately, but they were given the opportunity to view an anonymous list of answers generated by other participants as these became available. This is similar to a brainstorming exercise wherein an unlimited number of ideas can be generated. The elicitation stage lasted 3 weeks. During this time, participants generated ideas in response to each of the four questions. At the end of the session, the authors compiled an aggregated list of all the ideas produced by participants by question. After the idea elicitation stage, we began the idea clustering stage. The purpose of this stage was to get participants to examine the aggregate list of ideas (by question for each of the four questions asked) and cluster these ideas based on similarity. There were no predetermined clusters. Participants were asked to cluster ideas that they thought were similar. Participants privately clustered 118
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Techniques in Teaching Statistics ideas for each of the four questions separately and could create an unlimited number of clusters with no restrictions on how many ideas could be assigned to a cluster. For example, if the participant thought that all the ideas belonged in one cluster, he would assign all of them to the same one. Alternatively, if the participant thought that all the ideas were distinctly different and would not belong to the same cluster, he would create as many clusters as ideas existed in the list, assigning one idea to each cluster created. All of our participants created more than one cluster and less than the total number of ideas presented to them. This stage allowed participants to narrow down the initial list of brainstormed ideas into more general clusters of practices, thus consolidating ideas into more manageable clusters. Participants were allowed 3 weeks to cluster the ideas contained in the aggregated list that they had populated in the prior stage. Each participant generated different clusters of ideas. To identify clusters that most participants agreed on, each participant’s clusters were compared using a 70% agreement threshold and the analytic routines embedded in the Web-wide participation tool. The 70% agreement threshold indicates that the ideas in each cluster were linked to most or all of the other ideas in the cluster by at least 70% of participants. This process resulted in the identification of 19 clusters of ideas for question one, 21 clusters for question two, 21 clusters for question three, and 14 clusters for question four. The identified clusters were used in the next stage of the process: the prioritization stage. In the prioritization stage, participants prioritize the identified clusters of ideas according to their relative importance for addressing the relevant challenge (i.e., as essential for addressing one of the listed challenges inherent in teaching statistics). This prioritization activity was intended to distill what general practices (clusters) were most important for addressing each challenge. To begin, participants were shown a list of the identified clusters. Each cluster was given a score of 100 points. Participants then increased or decreased this score based on how important they believed the cluster was for addressing the challenge described in the question. Higher scores indicated more important clusters; lower scores indicated less important clusters. For example, if a participant thought that cluster 1 was twice as important as cluster 2 in addressing the challenge under study, he would assign twice as many points to cluster 1 than those assigned to cluster 2 (either by assigning 200 points to cluster 1, or by assigning 50 points to cluster 2 without changing the original 100 points assigned to cluster 1). Because participants used self-determined scores for indicating importance, we standardized the scores assigned by each participant following the prioritization stage in order to compare scores for a particular cluster among participants. To standardize the assigned scores, we calculated the sum of all points assigned to all clusters by a participant and then divided the score assigned to an individual cluster by this total.4 Journal of Public Affairs Education
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Amy E. Smith and Ignacio J. Martinez-Moyano Phase IV: Data Analysis Of those participating in the study, 5 of the 13 instructors were female. These instructors represented five of the six social science disciplines in our original target group. (No instructors from business programs participated in the study.) The colleges and universities with which the responding instructors were affiliated were predominantly public (9), the largest proportion of instructors being from public affairs programs (5). On average, this group of instructors had their PhDs for over 18 years (minimum, 3 years; maximum, 36 years) and had taught statistics for over 16 years (minimum, 8 years; maximum, 31 years). During the idea elicitation stage, an average total of 41 ideas were generated for each challenge. The greater the number of ideas generated, the greater the potential for creativity in the Delphi process (Van de Ven & Delbecq, 1974). On average, for all four questions asked, participants placed more than two ideas in each cluster. The minimum number of ideas placed in a cluster was 1; the maximum was 10. These distributions were relatively right-skewed, and several clusters included only one idea. While only 7 of the original 13 instructors participated in all stages of the Delphi process, we provide summary statistics on all 13 of the instructors here because all 13 provided the initial list of ideas deemed essential for addressing the challenges. This elicitation of ideas formed the core of the remainder of the data collection stages. Identifying Agreement among Participants A major goal of this project was to identify the tools and techniques that instructors agreed are essential for addressing the challenges in teaching statistics to students enrolled in practitioner-oriented master’s degree programs. Participants’ rankings of clustered ideas were divided into three groups using the mean rating for the cluster and a simple majority rule. By using the simplemajority criterion, in conjunction with the mean rating for a cluster, we address potential issues arising from the sensitivity of the mean to outliers. The three groups created are the highest-importance group, the highimportance group, and the average-importance group. These groups capture how essential each cluster is for addressing the challenge in question. Thus, clusters in the highest-importance group are considered by the experienced instructors in our study as the most essential for addressing the challenge. Table 1 summarizes the method used to identify agreement among participants. FINDINGS According to the group of experienced instructors that participated in our research, when designing and/or selecting tools effective for learning, instructors should focus on using real-life, relevant examples; employing computer applications; and emphasizing the process, not the results. Additionally, to 120
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Techniques in Teaching Statistics Table 1. Downloads of Papers at Selected Educational Institutions



Challenge: Tools Effective for Learning Highest-Importance Group



High-Importance Group



Average-Importance Group



% Use relevant real-life % Use simulation to examples. generate insights % Employ computer about statistical applications. concepts. % Emphasize the process, not the results. Challenge: Low Levels of Quantitative Skills



% Focus on restructuring how students think. % Do easy math. % Use notation early.



% Apply statistics % Demonstrate % Demonstrate to real life. the value of the value of % Require data understanding understanding collection statistics. statistics. exercises. Challenge: Desire to Memorize Rather than Understand % Select an % Utilize online appropriate text. discussion % Use relevant groups. examples. % Reiterate the % Select textbooks same problems that employ using different practical examples. techniques % Use “story” problems. Challenge: Low Levels of Motivation, Participation, and Engagement % Build knowledge incrementally. % Emphasize interpretation and understanding, not results. % Allow memorization



% Use relevant examples and require students to do the same. % Provide examples of bad use of statistics. Journal of Public Affairs Education



121



Amy E. Smith and Ignacio J. Martinez-Moyano address the quantitative underpreparedness and math anxiety of students, instructors should focus on applying statistics to real life and require students to engage in actual data collection. To tackle students’ desire to memorize rather than understand, instructors should use relevant examples, select textbooks that are appropriate and employ practical examples, and use “story” problems. To deal with low levels of motivation, participation, and engagement among students, instructors should be sure to emphasize interpretation and understanding, not results; build knowledge incrementally; and allow memorization. In a general sense, instructors should focus on four macro categories of tools and philosophies when trying to address each of the challenges associated with statistics education emerge (Figure 2): use of relevant real-life applications, use of technology, focus on process and understanding, and student-centric considerations. Additionally, seven pieces of advice for instructors can be garnered from the four macro categories. Advice for Statistics Instructors: Insights to Take into the Classroom 1. Use topical examples from current events and practitioner sources and very clearly illuminate how statistics relates to these examples of real life. (Macro category: Use of relevant real-life applications) The emphasis on using concrete examples of applied statistics was the most common suggestion among instructors participating in the Delphi exercise. It was clear that these real-life examples were not only advisable, but an absolute necessity. These examples should come from sources familiar to the students, sources they encounter in their lives—or, as more succinctly stressed by one participant, “from practitioner sources, not journals.” Another participant suggested working with the same articles and readings that the students are simultaneously using in other courses. To illustrate how statistics relates to real life, one instructor said, “Elaborate the client’s stories behind the statistics.” In addition to other common suggestions such as using assignments that require analyzing statistics in current events, many instructors also suggested having students conduct an original data analysis exercise. Some suggested that students design a study, collect a small amount of original data on a topic of interest to them (related either to an academic program or an outside interest), conduct the analysis, and write up the results. Others suggested employing the help of other faculty to “engage [students] in a real world project in an area of interest to them.” Finally, selecting an appropriate textbook that uses relevant examples was also discussed as paramount. 2. Use computer applications early and often, but not without conceptual explanation. (Macro category: Use of technology) One theme that received overwhelming attention among experienced instructors teaching statistics in practitioner-oriented master’s degree programs was the use of statistical software by students. This is considered essential, and 122
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Use of Relevant Real-life Applications



Use of Technology



Utilize on-line discussion groups [Ch 3]



Use simulation to generate insights about statistical concepts[Ch 1]



Employ computer applications [Ch 1]



Select an appropriate text [Ch 3]



Select textbooks that employ practical examples [Ch 3]



Use “story” Problems [Ch 3]



Use relevant examples [Ch 3]



Apply statistics to real life [Ch 2]



Use relevant examples and require students to do the Use relevant real-life same [Ch 4] examples [Ch 1]



[Ch 4] Overcome quantitative underppreparedness and math anxiety of students



[Ch 3] Neutralize tendency to want to memorize instead of understand



[Ch 2] Deal with low levels of motivation, participation, and engagement of students



[Ch 1] Designing and/or selecting tools effective for learning



Ignore lack of motivation [Ch 2]



Require data collection exercises [Ch 1]



Require data collection exercises [Ch 1]



Do easy math [Ch 1] Use notation early [Ch 1]



Reiterate the same problems using different techniques [Ch 3]



Demonstrate the value of understanding statistics [Ch 1] Allow memorization [Ch 4]



Student-centric Considerations



Focus on Process and Understanding



Provide examples of bad use of statistics [Ch 4]



Emphasize process, not the results [Ch 1]



Emphasize interpretation and understanding, not results [Ch 4] Build knowledge incrementally [Ch 4]
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Figure 2. Expanded Model of Research Production and Research Use
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Amy E. Smith and Ignacio J. Martinez-Moyano there is a consensus that students should get accustomed to it. Students should see examples performed in class using software and be required to engage in some hands-on use of statistical software as well. One participant said, “Spreadsheet software and a projection system for in-class examples—essential!” However, along with the software, students must also get conceptual explanations. Aptly put by one participant, instructors should “avoid statistical ‘packages’ as ‘black boxes’ (numbers in, numbers out).” In addition to using software frequently, the choice of software is also important. The software employed must be accessible and comprehensible for students. One participant underscored this point by saying, “Use software that students don’t have to pay attention to, so the focus is always on statistics.” Spreadsheet-based statistical packages such as that contained in Microsoft Excel were highly recommended, while more robust statistical packages were ill advised. One participant said, “Stay away from the powerful, esoteric packages— good interface design is never a bad thing!” Along with familiarizing students with statistical software, using computer applications to illustrate statistical concepts was also important to experienced instructors. Using tools like applets that “bring concepts alive” such as scatterplots and correlation, spreadsheet simulations, and even games were among the suggested ways that computer technology adds value to statistics instruction. 3. Emphasize understanding rather than calculations. Focus on interpretation, not results. (Macro category: Focus on process and understanding) As one instructor said, “show them that statistics is fundamentally not about math, it’s about concepts.” This idea was echoed by many in statements like, “Don’t teach math. Teach stats—it’s concepts more than numbers.” The point made by participants here is that students need to know from the first day of class that statistics is about logic and concepts, not math and formulas. Therefore, employing techniques such as beginning the course with a discussion of research questions and using regular language and logic before using notation to explain concepts were among the suggestions made by participants. As one participant indicated, “Use math derivations very sparingly, and only when they provide crucial understanding.” In other words, leave out the math except when it is essential. This is highlighted by the comment made by one instructor, “Always use ‘natural language’—e.g., stating hypotheses in words or as a question before presenting in symbols and then concluding in words.” 4. Take steps to acknowledge and manage anxiety of the students. (Macro category: Student-centric considerations) As just suggested, deemphasizing math was certainly a common message among instructors. However, some math is typically necessary, and math deficiencies and fear are real among students. So, while experienced instructors emphasize that statistics is more about logic than about math, instructors suggested several things to ameliorate some of the math anxiety. For example, 124
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Techniques in Teaching Statistics offer a short math refresher for “brushing up” before the semester of statistics begins, give a brief math quiz at the beginning of the class to give students an idea of what kinds of math skills will be required for the course, provide a formula sheet for exams, and consider giving open-book exams. 5. Require group work both in and outside of class in very small groups. (Macro category: Student-centric considerations) Requiring group work for most aspects of a statistics course was another common theme among instructors participating in this study. Group work requires students to explain concepts to each other, which reinforces understanding rather than results. In addition, group work is another tool for managing student anxiety about statistics. One instructor even said, “Encourage working in pairs on everything except tests.” Instructors suggested techniques such as posing a question to the class and requiring students to think through their response with a neighbor before answering the question and using small groups, each equipped with a flip chart and an assignment to create, for example, a histogram by hand. However, one distinction was evident in comments regarding group work. While most instructors emphasized the value of group work, many instructors also indicated that groups are most effective when they are no larger than two students. As one instructor indicated, “I find this better than small groups in terms of everyone learning.” 6. Give students plenty of opportunities to practice. (Macro category: Student-centric considerations) For many, anxiety is the product of uncertainty. Giving students plenty of examples and practice opportunities will help reduce anxiety and reinforce what the instructor wants them to learn. Among the techniques suggested by instructors for providing practice are handing out past exams; developing and distributing additional sets of practice problems; letting students choose among a set of possible homework questions; giving out answers to practice problems; arranging for an online discussion group for “rapid feedback on questions”; and holding small-group problem-solving sessions. 7. Exude passion, excitement, and even drama for the subject. (Macro category: Student-centric considerations) In any class, students thrive on the passion communicated from the instructor. Statistics is no exception. One instructor suggested that when covering topics such as the central limit theorem, drama is not only appropriate but advised. In the same vein, instructors also can “show [students] that understanding a problem is cool.” The four challenges inherent in teaching statistics to students enrolled in practitioner-oriented master’s degree programs are not necessarily distinct, but rather intertwined. As depicted in Figure 2, the clusters of ideas generated for addressing each of the four challenges are linked to the four macro categories identified: use of relevant real-life applications, use of technology, focus on process Journal of Public Affairs Education
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Amy E. Smith and Ignacio J. Martinez-Moyano and understanding, and student-centric considerations (bold in Figure 2). Each of the four macro categories are linked to several clusters of ideas, to the seven pieces of advice just discussed, and to more than one of the challenges associated with teaching statistics. Figure 2 also shows how each of the macro categories of clusters of ideas addresses more than one of the four challenges. So, for example, clusters of ideas generated by participants related to the macro category use of relevant real-life applications were generated as ways to address challenge 1, challenge 2, challenge 3, and challenge 4. In the same spirit, clusters of ideas in the focus on process and understanding macro category were generated as ways to address challenge 1, challenge 3, and challenge 4. This suggests two things. First, that certain tools and techniques may be important for addressing more than one challenge. Second, if certain tools and techniques may be important for addressing more than one challenge, it is also likely that these four challenges are not independent, but rather intertwined. Therefore, identifying a specific challenge in teaching statistics to students enrolled in practitioner-oriented master’s degree programs and the particular tools that will address that specific challenge may not be the most effective approach. Rather, identifying the system of challenges and how the challenges are related to one another may be a useful way to think about overcoming these challenges and, consequently, improving statistical skills of students. IMPLICATIONS FOR A MODEL OF RESEARCH PRODUCTION AND RESEARCH USE This study focused on one piece of the right-hand side of our original model of research production and research use (see Figure 1), specifically, practitioner quantitative (statistical) skills to understand and use research findings. Because the findings from the data collection exercise indicated that the four primary challenges associated with teaching statistics in practitioner-oriented master’s degree programs are intertwined rather than independent of one another, we integrated the theoretical foundations of the study and literature with the preliminary interviews to expand this portion of the model. By examining the collection of insights from these sources, we have expanded the segment of our model that focuses on practitioner quantitative skills. Figure 3 depicts this expanded model. The revised version of this model describes how the four challenges associated with teaching statistics to students enrolled in practitioner-oriented master’s degree programs (in italics in Figure 3) are part of a larger system that links the production of research to the consumption of research. While each of these challenges influence practitioner quantitative skills to understand and use research findings either directly or indirectly, this model underscores the hypothesized links between the challenges as well. For example, the quantitative underpreparedness of students increases student anxiety about statistics; decreases 126
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Figure 3. Expanded Model of Research Production and Research Use
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Amy E. Smith and Ignacio J. Martinez-Moyano student motivation, participation, and engagement; increases students’ desire to memorize, not understand; and helps decrease practitioner quantitative skills to understand and use research findings. As anxiety about statistics increases, student motivation, participation, and engagement decreases. Furthermore, as student motivation, participation, and engagement decreases, anxiety about statistics increases even further. Among the important hypothesized relationships in this model are several feedback mechanisms, indicated by R1, R2, R3, and R4 and identified with bold arrows in Figure 3. As discussed in the introductory section of this paper, the first feedback mechanism, the production-consumption loop (R1), shows the positive feedback relationship between the production of research and the consumption of research. As the quantity, quality, and relevance of research production increases, ceteris paribus, the extent and adequacy of research use will also increase. In addition, as research is used more by practitioners, the quantity and quality of research that is relevant to practitioners being produced will also increase. Thus a positive reinforcing feedback mechanism, which exists between the production and consumption of research, is created. Building on the positive reinforcing relationship between the production of research and the consumption of research, the improvement-by-success loop (R2) hypothesizes that as practitioner quantitative skills to understand and use research findings increase, so will the extent and adequacy of research use. As the extent and adequacy of research use increases, the success of policy implementation increases; and the perceived value and worth of statistics will also increase. When the success of policy implementation and perceived value and worth of statistics use increases, this will only further increase practitioner quantitative skills, thus creating a positive reinforcing mechanism between practitioner quantitative skills, use of research, and success of research-based policy implementation. In the tools-influence-attitude loop (R3), two of the challenges inherent in teaching statistics, designing tools effective for learning and student desire to memorize, not understand, are salient. In this feedback mechanism we capture the idea that with increased availability and use of tools effective for learning, the students’ desire to memorize, not understand decreases, leading to higher levels of quantitative skills. With increased quantitative skills, higher levels of use of research will be achieved, leading to additional success of policy implementation that, in turn, will increase the availability and use of tools that are effective for learning (e.g., successful real-life case studies to be used in the classroom). Therefore, we can see how these two challenges are part of a complex causal connection between the success of policy implementation and perceived value of statistics and the level of practitioner quantitative skills achieved. Moreover, these challenges, determine, over time, how success is achieved and how success can be used to further develop the potential for future success in the form of practitioner quantitative skills. 128
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Techniques in Teaching Statistics Lastly, the anxiety-and-motivation loop (R4) captures the interaction of skill development, anxiety, and motivation of students. In this loop, we see that as quantitative skills increase, the level of anxiety about statistics decreases, bringing student motivation, participation, and engagement up. As motivation grows, further increased levels of practitioner quantitative skills are achieved. The reinforcing process just depicted can become either an engine of success or a vicious cycle of failure. To deactivate the possibility of being locked into a downward spiral of high anxiety and low motivation, dealing with the quantitative underpreparedness of students, making use of relevant real-life applications, and developing student-centric considerations may be useful. DISCUSSION Returning to the initial motivation of this study, we want to work toward shrinking the research-practice gap by examining factors that influence the consumption of research by practitioners—in particular, the ability to comprehend and employ statistical techniques. If closing the research practice gap is important, then reflecting on and improving statistics instruction seems desirable. The development of practitioner statistics skills in the classroom is constrained by anxiety about statistics, quantitative underpreparedness, student desire to memorize rather than understand, challenges in developing tools that are effective for learning, and general lack of student motivation, participation, and engagement. By addressing these challenges with teaching techniques such as making interpretation rather than results a priority, using relevant real-life examples, requiring data collection exercises, employing computer applications, and so on, we may increase practitioner statistical skills. Increased practitioner statistical skills will, in turn, lead to increased research use. Increased research use then will lead to an increase in relevant, high-quality research production and thus shrink the researchpractice gap. Viewing the challenges associated with teaching statistics from a systems perspective is valuable. Understanding how one challenge may influence other challenges is useful when considering tools and techniques for addressing such challenges. So, for example, coming up with ways to address quantitative underpreparedness before taking a statistics course may serve to reduce anxiety; increase motivation, participation, and engagement; and ultimately result in an increase in practitioner quantitative skills. In addition, designing tools effective for learning will increase practitioner quantitative skills. Such tools will also decrease student desire to memorize, not understand, and this attitude in turn will increase practitioner quantitative skills. A broader point that can be derived from this thinking is that to increase the likelihood of successfully addressing the research-practice gap, the use of a systems approach seems warranted. Part of the model of research production and Journal of Public Affairs Education
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Amy E. Smith and Ignacio J. Martinez-Moyano research use presented here underscores the relationships between the various challenges in teaching statistics and how particular tools and techniques may influence practitioner quantitative skills and ultimately the research-practice gap. CONTRIBUTIONS, LIMITATIONS, AND DIRECTIONS This project contributes to both research and practice in two primary ways. First, our study employs a systematic method to identify recommended teaching practices. To our knowledge, an electronic Delphi technique has not been used before for identifying areas of agreement among statistics instructors. In this study, we recognize the importance of experience and move understanding forward in this area by building on the work of Desai (2008), Mandell (2008), and Aguado (2009) by systematically collecting opinions from experienced statistics instructors to develop aggregate views. Second, the categories, ideas, and subsequent model provide aspects of teaching statistics that could and should be tested empirically in the classroom setting. Testing portions of this model in the classroom could provide a way to evaluate the effectiveness of different techniques with the student component included. Like all studies, the one presented here has limitations. First, the number of participants was lower than the target number. Second, dialogue among the participants was limited by the nature of the online discussion tool used. The Webwide participation tool allowed the moderators to conduct a group discussion with participants in a variety of time zones, thus eliminating the cost of holding focus groups across the United States. However, the pseudo-group discussion was not in real time and thus limited in-depth conversation among participants. Emerging from this study are several directions for future research. First, this study examined the opinions of “experienced” faculty. Comparing the results found here with the practices used by “new” faculty may prove insightful. Second, examining how such ideas are put into practice through classroom observation and interviews may provide greater depth to this study with the inclusion of a student perspective. Third, while a Web-based discussion tool was used for this project, it may be beneficial to discuss results in person in small groups within university departments or at academic conferences. Finally, these types of studies address the teaching of statistics to practitioners. Developing additional studies to determine how practitioners actually use statistics and to identify the needs of practitioners would be valuable. Practices that work well for one may not necessarily work well for another. Effectiveness of the suggestions provided here are undoubtedly relative to the course, the instructor, the program, and the student, among many factors. However, this project has systematically identified ideas that might serve as starting points for new faculty and that might be worth revisiting for experienced faculty. We hope that using such techniques to train future practitioners will help practitioners become better consumers of research and make better use 130
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Techniques in Teaching Statistics of research in their decision-making processes, resulting in improved policy outcomes. The results of this research imply that improving the way in which practitioners use research is not a single-actor problem or a matter of “changing the other side” (Shapiro et al., 2007, p. 261); the solution might very well involve the interaction of researchers, educators, and practitioners. This research recognizes that the tension between the producers and the consumers of research should be used to identify ways to coproduce actionable knowledge of high quality and relevance for practice, as suggested by Van de Ven and Johnson (2006), and to train current and future consumers of research. Ultimately, as Shapiro et al. (2007) suggest, if all the actors participate in the process, this process will strengthen the relationship between research and practice. ACKNOWLEDGMENTS We gratefully acknowledge the contributions to this paper by Dr. George P. Richardson and Dr. John Rohrbaugh and the recommendations provided by three anonymous reviewers and the editorial board of JPAE. FOOTNOTES 1
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See Bisgaard (1991) and Sowey (1995) for examples of experiential learning with statistics.
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The final version of the questions was developed after pre-testing and pilot testing with several colleagues and statistics instructors.
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Details on the computations for the prioritization step are available upon request.
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APPENDIX A Data Collection Questions 1. If you were offering advice on the best way to teach statistics to students in practitioner-oriented master’s degree programs, what activities would you say are essential for addressing the challenges of designing and/or selecting tools effective for learning? (For example, software, textbooks, examples, in-class exercises, projects, course content and level of detail, etc.) 2. If you were offering advice on the best way to teach statistics to students in practitioner-oriented master’s degree programs, what activities would you say are essential for addressing the quantitative underpreparedness and math anxiety of students? 3. If you were offering advice on the best way to teach statistics to students in practitioner-oriented master’s degree programs, what activities would you say are essential for addressing students’ tendency to want to memorize instead of understand? 4. If you were offering advice on the best way to teach statistics to students in practitioner-oriented master’s degree programs, what activities would you say are essential for addressing the low levels of motivation, participation, and engagement of students. 136
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Are They Connected? Exploring Academic and Social Networks Among MPA Students at a Chinese University Bin Chen The City University of New York at Baruch College Feng Wang and Jianmin Song Shanghai University of Finance and Economics ABSTRACT As a complement to traditional scholarship concerned with the production, transfer, and practical utility of management knowledge in a professional graduate degree program, this paper focuses on relational benefits of MPA learning and education.1 In this exploratory study, we investigated the extent to which academic, career advice, friendship, and socio-emotional support networks were developed among a cohort of students at a Chinese university’s MPA program. We applied a social network approach to examining the structural characteristics of the four networks. We found that MPA students at this study site have developed more extensive academic and friendship than career advice and socio-emotional support networks. Students also strengthened their interactions by building multiple relationships across the different networks. Over the past 30 years of economic reform, China made giant strides from a planned economy to an increasingly competitive market economy. Government administrative systems play a critical role in state strategic development and governance. These transformations pose great challenges for the new generation of civil servants and call for them to develop new skills to initiate and manage these transformational changes. In responding to these challenges, in 2001, Chinese universities started to offer a Master of Public Administration (MPA) degree program to train executives working in government offices and the social sector. Currently as many as 100 Chinese universities have been granted JPAE 18(1), 137–156
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Bin Chen, Feng Wang and Jianmin Song permissions by the Ministry of Education to launch MPA degree programs. These universities enroll about 15,000 to 20,000 students annually to pursue MPA degrees (Jing & Berman, 2008). The literature on China’s MPA education tends to focus on the supply side: program design, curriculum development, and faculty teaching and research. For example, some scholars reviewed the history of China’s MPA education and highlighted its Chinese characteristics (Tong & Straussman, 2003). In addition to pinpointing economic and administrative reforms that have driven the emergence of MPA education in China, Yang (2005) argued that the current status of China’s MPA education reflected a balance of internationalization and localization. Other scholars conducted comparative studies of MPA education in the United States and China in terms of curriculum design (Wang, Guo, & Ma, 1998) and teaching styles (Infeld & Li, 2009). Competing paradigms of New Public Management, New Governance, and Public Values were found to influence course content and pedagogy of China’s MPA curriculum (Wu & He, 2009). By looking into Chinese public administration journal articles, Lu and Chow (2008) pointed to two of the weakest links of China’s public administration research: theory building and knowledge advancement. Jing (2008) further demonstrated six inadequacies of China’s doctoral dissertation research in public administration: research question, validity, theory relevance, causality, importance, and innovativeness. However, less work to date has been done on the demand side—Chinese MPA students; only one study has examined the training experience of 10 Chinese municipal officials in the United States (Ye, Sun, & Wu, 2009). This paper addresses this void by exploring the development of academic and social networks among Chinese MPA students. Like any other professional graduate degree programs, students can benefit from a MPA degree program by acquiring and updating their professional knowledge, obtaining an advanced degree, and developing their social networks. For any effective managers— whether in the public, nonprofit, or for-profit sector—to be successful in their careers, they need to develop their networking competency (Kotter, 1982). Given the exponential growth of MPA programs in China, it is of great theoretical and practical interest to examine whether and how these professional public service training programs would help develop students’ academic and social networks. In this paper, we address this research question: To what extent have academic and social networks been developed among Chinese MPA students? As an exploratory study, we report the findings from a social network survey of 100 students who were enrolled in a Chinese university’s MPA program. By employing a network analytical approach, we examine the structural characteristics of academic and social networks of relationships developed among Chinese MPA students who participated in the survey. How strongly are they connected? Which network is more prevalent, centralized, and cohesive? Does 138
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Exploring Academic and Social Networks the pattern of interactions for one network align with that of interactions for another network? In the following sections, we first review the literature on network development through professional degree programs and then focus our discussion on identifying four types of networks—academic, career advice, friendship, and socio-emotional support formed among Chinese MPA students. After describing the data collection and research method, we present our findings; and we conclude by providing directions for future research. BUILDING NETWORKS THROUGH PROFESSIONAL GRADUATE DEGREE PROGRAMS A key starting point of exploring network building through professional graduate studies involves the social and psychological foundations of human desire for connecting with others. In Maslow’s well-known but controversial theory of hierarchy of human needs, social needs at level 3 refer to the needs for love, affection, and belonging to social units and groups (Maslow, 1954). In his theory of human needs, McClelland (1961) pointed to the human need for affiliation—the need to establish and maintain positive affective relations or friendship with others. Similarly, Herzberg (1968) included quality of interpersonal relations among peers, with supervisors, and with subordinates as one of the factors to motivate people. The recent stream of research on social capital adds a new perspective on the development of social networks through a professional master’s degree program. Social scientists have long used notions of capital (e.g., human capital, cultural capital, and social capital) as organizing concepts to understand the mechanisms that affect life chances of individuals and the well-being of communities. Professional master’s degree programs, such as an MBA or MPA, can increase scholastic, cultural, and social capital for students (Baruch, Bell, & Gray, 2005; Useem & Karabel, 1986). Students who are enrolled in an MPA degree program develop their scholastic capital through acquiring managerial knowledge that is essential for them to function effectively in public and nonprofit organizations. These programs provide students with explicit, theoretical knowledge as well as tacit analytical skills, such as analyzing cases. Cultural capital refers to the value of reputation that people within a society attach to a prestigious graduate degree. As a symbol of status, cultural capital helps individuals climb the social status ladder. Aside from scholastic and cultural capital, students can also benefit from attaining a professional graduate degree by acquiring social capital embedded in their social networks. Social networks are a set of relationships with stable patterns of repeated interactions. Lin (2000, p. 786) defined social capital as investment and use of embedded resources in social relations for expected returns. Social capital is conceptualized as (1) quantity and/or quality of resources that an actor (be it an individual or group or community) can access or use through (2) its location in a social network. Journal of Public Affairs Education
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Bin Chen, Feng Wang and Jianmin Song The first part of conceptualization refers to the resources embedded in structures of social relations (Lin, 2000). The second part emphasizes positions in a network or network characteristics. It is generally believed that social capital enhances the likelihood of instrumental returns, such as better jobs, earlier promotions, higher earnings or bonuses, and expressive returns, such as friendship and emotional support. Since social capital is developed through networking, students can increase their personal contacts through professional graduate studies. Development of social capital via participation in academic and social activities is generally encouraged by professional degree programs. The cohort of a specific class, the full alumni of the university, and the overall population of graduates serve as a foundation stone for networking. Being part of these networks is a great asset for individual students. This is especially important in China, given the prominent role of relationships. As a society of acquaintances, Chinese civil servants have long been known for their use of guanxi (“connections”) for career development. In ancient China, those who passed civil servant examinations found it judicious to maintain close ties with their peers. Persons from the same examination district or those who passed the examinations in the same year always felt a fraternal bond among themselves. The successful candidates, as a group, honored their examiners as lifetime mentors. They established their own lines of communication and formed their own informal networks outside formal, hierarchical bureaucratic structures (Huang, 1981). One of the insights from organizational research is that effective managers go outside the formal chain of command to develop cooperative relationships with others (peers, superiors, outsiders, suppliers, customers, etc.). They rely on networks of relations for the resources, information, and support needed for career success (Coleman, 1988; Lin, 1999; Seibert, Kraimer, & Liden, 2001). They recognize that the larger their network, the greater their chance for successfully carrying out their vision and the goals and objectives that support it. They nurture these relationships by doing favors for others, encourage people to identify with their goals and vision, and seek to develop a feeling of dependence. Successful network managers ensure that all of their goals and objectives receive attention and select the right networks to get the results they desire. Multiple agendas require multiple action networks, and the effective manager is managing his or her influence networks simultaneously (Kotter, 1982). Empirical studies confirmed the benefits of teaching executives to understand the network structure of social capital. Burt and Ronchi (2007) found that business executives trained in the network structure of social capital showed performance improvement relative to a control group of untrained and yet equally capable peers. By comparing managerial strategies of superintendents in Texas school districts, Meier and O’Toole (2001) discovered that networking activities and behavior enabled public managers to more effectively attract and utilize resources and contributed substantially to the student outcomes. 140
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Exploring Academic and Social Networks ACADEMIC AND SOCIAL NETWORKS OF CHINESE MPA STUDENTS Networks built around professional degree programs are self-organizing and emergent. They are informal, naturally occurring networks that differentiate themselves from formal, imposed, or mandated networks in most organizational settings. Students come from different organizations and do not have either superior-subordinate or coworker relationships. It is preferable to study emergent network structures, independent of students’ current employers, because they better contribute to our understanding of human behavior (Monge & Contractor, 2003). While the networks themselves are either formal or informal, the nature of relationships between individuals in networks can be treated as either instrumental or expressive. Instrumental ties include exchanges of job-related resources, information, expertise, career direction, and guidance. Expressive ties cover relationships that involve the exchange of friendship and trust (Ibarra, 1993). In this study, we examine the structural characteristics of four types of network relationships formed among Chinese MPA students during their graduate studies: academic, career advice, friendship, and socio-emotional support. These networks revolve around informal exchanges outside the classroom among students. The first two networks carry instrumental ends, while the last two serve more expressive purposes. Research on higher education suggests that students’ academic and/or social networks formed during their studies are important for their degree completion (Tinto, 1993). Academic Network One of the tasks any student faces, whether at the undergraduate or graduate level, is to establish personal networks of peer affiliations that provide the academic support—such as exchanging and sharing notes, jointly solving difficult problems, and group study—needed for successful completion of the program. Thomas (2000) argued that the structural characteristics of an academic network could be considered as indicators of measuring the extent to which students are integrated into campus life. The formation of an academic network is also consistent with the idea of “learning community,” in which common understandings of best practices and collective learning can take place (Stassen, 2003). It comes as no surprise that in professional master’s degree training, students are always encouraged to practice group projects and collective learning. Career Advice Network Research reveals that when searching for job opportunities, people not only use formal channels (e.g., job ad, head-hunting firms) but also actively mobilize their informal social ties (Granovetter, 1974 & 1983; Lin, 2000). Students in a professional degree program can exchange job-related and career development
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Bin Chen, Feng Wang and Jianmin Song information with each other. The career advice network provides students with access to information about possible jobs, business opportunities, and chances for professional achievement. Network members help share career insights and personal experience in their perspective fields. A greater amount of useful information is routinely exchanged and circulated among members. Think of a group of classmates who, during an MPA study, inspires or pushes one of their members to explore alternative career paths—and encourages him or her in the process. Friendship Network When an individual is related to others to form a social network, the interpersonal ties and their embedded resources constitute the focal individual’s social capital that can help him or her pursue not only instrumental goals but also expressive aims, such as making friends from classmates through an MPA study. The friendship network represents more individual choice and initiative. People have more discretion in the choice of friends from those who have mutual liking or similarity of attitudes. Many social influence processes are carried on between friends. Knowledge about friendship relations is useful in determining who can trust whom, who is more likely to cooperate with whom, and who is likely to go to whose defense in a conflict (Krackhardt, 1992). Socio-emotional Support Network Another expressive function of an MPA network is to help students cope with personal life crises or emergencies. Sources of socio-emotional support to the focal individual in his or her personal network may include a variety of people or institutions—such as spouse, parent, child, sibling, friend, neighbor, or colleague—as well as the various kinds of professional and work organizations (Wellman & Berkowitz, 1988). Research establishes that Chinese people would prefer turning to non-kin such as friends and coworkers when confronting emotional issues (Ruan, Dai, & Freeman, 1996; Ruan, Freeman, Dai, Pan, & Zhang, 1997). Think of an MPA student who, during a period of insecurity about deserving or being able to achieve a promotion, receives reassurance from her classmates that she is, indeed, worthy of that promotion; receives feedback from and compares herself with another classmate who works in a similar role; and draws comfort from belonging to a community that she can readily access whenever needed. NETWORK DATA AND METHODS To explore the networks formed among Chinese MPA students, on August 9 of 2009, we conducted a network survey of 100 students in a Chinese university’s MPA program. We did two follow-ups to collect the surveys from
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Exploring Academic and Social Networks students who did not respond in the first round. As one of the top-ranked research universities in China, this university has a primary focus on the areas of economics, business and management. It is located in the southeast part of the country, and its MPA program was launched in 2006. The participants in this study are a cohort of 100 students who were enrolled in the program in 2007. We surveyed the students when they started to work on their masters’ theses after 2 years of coursework. Typical of many other MPA programs in China, participants in this study are all in-service students, who are working full-time either for the local government or the social sector. Among them, 39% are employed by government, 14% by state-owned enterprises, 12% by quasi-governmental organizations, 12% by educational institutions, 9% by the military, 6% by the health care industry, 4% by law enforcement, and 4% by others. Fifty-six percent of students are male, and 44% are female. Students’ ages range from 27 to 47 with a mean of 32, and 66% of them are less than 30 years old. More than half of the students are in junior-level positions; only 7% of them hold senior-level positions, and 35% hold mid-level positions. As many as 94 MPA students completed the survey, and we had a response rate of 94%. In the survey, we asked respondents to write down the names of their classmates with whom they have been studying for MPA courses. Respondents were also asked to nominate the classmates they have typically sought career-related information and advice from. The friendship network was measured by asking the question, “Who are your good friends at this MPA class?” Since people may have different definitions of what constitutes a friendship, we defined friends as people with you whom you like to spend your free time, people you have been with most often for informal social activities, such as visiting each others’ homes, having lunch together often, attending concerts or other public performances, going out to bars and clubs, etc. (Kilduff & Krackhardt, 2008, p. 141) To construct the socio-emotional support network, we asked the respondents to identify classmates whom they have been going to when experiencing anxiety, tension, or emotional pain (Kilduff & Krackhardt, 2008, p. 168).2 We entered the survey response data into UCINET for Windows, a software program developed specifically for social network analysis (Borgatti, Everett, & Freeman, 2002). We used NETDRAW, a program embedded in UCINET, to display the network data graphically. UCINET also generated statistical measures of network characteristics, such as individual centrality (in-degree, out-degree, betweenness, and closeness), network centralization, density, and reciprocity.
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Bin Chen, Feng Wang and Jianmin Song FINDINGS We presented our findings in the figures and tables. The graphs, generated by NETDRAW, provide visual representation of network data reported in the tables. In each graph, a node represents an individual MPA student. A line between two nodes indicates the presence of a relationship between two students in the network. Arrows at the ends of each line tell us whether the tie is unidirectional or reciprocal. The size of nodes also varies. The larger the size, the more connected the node. Figures 1 through 4 provide visual representations of academic, career advice, friendship, and socio-emotional support networks. Figure 1. Academic Network
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Figure 3. Friendship Network
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Bin Chen, Feng Wang and Jianmin Song Figure 4. Socio-emotional Support Network



 



In looking at these figures, we immediately saw the difference across the four networks. Among them, the academic and friendship networks are the most connected and followed by the career advice network, while the socio-emotional support network is the least connected. In the academic network, there is only one node that is completely disconnected from other nodes, and we call it isolate. Even that isolated node is connected in the friendship network. The nodes with a lot of connections are situated in the middle of the graph. A few nodes are connected to the network by a single tie, and they are called pendants. These pendants are located in the periphery of the diagram. In contrast, there are many isolates and pendants in the career advice network and even more in the socioemotional support network. Descriptive statistics in Table 1 confirmed visual inspections. The academic network has the largest number of ties (591). On average, each node has 9.4 ties with a maximum of 23 and a minimum of 0. Although with a mean number of ties of 7.5, all the nodes in the friendship network are connected since the minimum number of tie is 1. The total numbers of ties in the career advice and socio-emotional support networks are 252 and 100 respectively. Comparing to the academic and friendship networks, their average numbers of ties per node are down to 3 and 2. 146
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Exploring Academic and Social Networks Table 1. Descriptive Statistics of Chinese MPA Academic and Social Networks



Total # of Tie



Maximum # of Ties



Minimum # of Ties



Mean # of Ties



Standard Deviation



Academic Network



591



23



0



9.4



5.0



Career Advice Network



252



15



0



4.3



3.0



Friendship Network



482



27



1



7.5



4.9



Socio-emotional Support Network



100



14



0



1.8



2.0



Individual Positions within the Network We chose a set of network measures to analyze and compare the four networks. We obtained different network measures at the individual and group levels as well as across the networks. At the individual level, we focused on individual centrality, the extent to which a given individual is connected to others in a network. The construct of centrality is further broken down into out-degree centrality, in-degree centrality, betweenness centrality, and closeness centrality (Hanneman & Riddle, 2005). Table 2 presents average individual centrality scores for each of the four networks. Table 2. Mean Individual Centrality



Out-degree Centrality



In-degree Centrality



Closeness Centrality



Betweenness Centrality



Academic Network



5.9



5.9



6.2



1.8



Career Advice Network



2.5



2.5



1.8



1.5



Friendship Network



4.8



4.8



3.9



1.9



Socio-emotional Support Network



1



1



1.0



0.02



In-degree centrality counts the number of ties a person received and is an indicator of individual prominence or prestige. Out-degree centrality calculates the number of ties a person sent out and measures how influential a person is in a network. The results in Table 2 showed that the average individual out-degree and in-degree centrality scores within each of the four networks were the same. For example, in the career advice network, on average an MPA student reached out Journal of Public Affairs Education
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Bin Chen, Feng Wang and Jianmin Song to 2.5 classmates for seeking career-related information and advice and shared the information and advice with 2.5 classmates.3 Across the four networks, the academic network had the highest out-degree and in-degree centrality scores (5.9), the friendship network scored the second highest (4.8), and career advice network scored third (2.5). The socio-emotional support network had the lowest scores on out- and in-degree measures. The results are consistent with our visual observation that the academic and friendship networks are much more connected than the career advice and socio-emotional support networks. We observed similar patterns across the four networks in terms of closeness centrality and betweenness centrality. Closeness centrality is a measure of how centrally close a person is, meaning that he or she can reach all others more quickly. An individual with a higher closeness centrality score is usually considered as an information disseminator. On average, MPA students in the academic and friendship networks are able to reach other students more quickly than can those in the career advice and socio-emotional support networks. Betweenness centrality refers to the degree that a person lies between the paths connecting other persons. Individuals with high betweenness centrality scores are in a good position to function as gatekeepers or brokers. In a similar vein, on average, MPA students in the academic and friendship networks have more chances to play the intermediary role of gatekeepers or brokers. Existing literature offers two reasons to explain why MPA students’ career advice and socio-emotional support networks are much sparser than their academic and friendship networks. First, it usually takes more time to develop more personal interactions such as sharing career advice, sharing information, and seeking emotional comfort. Interpersonal interactions of this nature will not occur until a high level of trust can be cultivated after many other interactions are conducted at arms’ length (Sias & Cahill, 1998). Second, the weakest connectedness in the socio-emotional support network is consistent with other empirical findings that social and emotional support is the most difficult to find in Chinese society. A study of personal support network in Beijing concludes that Chinese are more likely to seek socio-emotional support from close family members and coworkers (Lee, Ruan, & Lai, 2005). Our findings on Chinese MPA academic and social networks also contrast with the findings for undergraduate students in the United States, who usually find social ties to be more numerous than academic ties (Smith, 2010). We expect this due to the nature of a professional graduate degree program. All the students in our study are commuting in-service professionals and studying parttime, while undergraduate students living in a residential campus have many more chances to establish extensive social ties. Whole Network Measures At the network level, we examined three structural properties of interaction patterns in MPA students’ academic and social networks: network centralization, 148
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Exploring Academic and Social Networks network density, and network reciprocity (Wasserman & Faust, 1994). Table 3 provides the results of our analysis at the network level. Table 3.



Network Centralization, Density, and Reciprocity



Academic Network Career Advice Network Friendship Network Socio-emotional Support Network



Density



Out-degree Centralization



In-degree Centralization



Betweenness Centralization



Reciprocity



5.9%



9.3%



17.4%



10.2%



41.6%



2.6%



12.7%



8.7%



23%



29.4%



4.9%



12.4%



18.6%



21.1%



44%



1.01%



13.3%



5.1%



0.31%



20%



Density is a measure of network cohesion. It is calculated by the total number of ties in a network divided by the total number of possible ties. Average density scores range from 0 (no cohesion) to 1 (complete cohesion). The higher the density score is, the greater the degree of cohesiveness or connectedness is found in the network. The statistics of density scores are also consistent with our visual inspection on network diagrams. The academic network reflects the greatest degree of connectedness among the four networks, with a density score of 5.9%. The density score of the friendship network is 1% smaller than that of the academic network. The socio-emotional support network is the least connected; only 1% of all possible ties are present. Centralization refers to how well connected the network members are collectively. Higher centralization scores indicate that a few network members hold highly central positions. Network centralization can be obtained for outdegree, in-degree, and betweenness measures.4 The results yielded two different patterns. The in-degree centralization scores of the academic and friendship networks are greater than their out-degree centralization scores (17.4% versus 9.3% and 18.6% versus 12.4%). These scores suggest an unequal distribution of academic exchange and friendship. In the academic network, a few wellperforming students were sought by many other students to help them academically. In the friendship network, a small number of popular students were identified by many other students as their friends. In contrast, in-degree centralization scores are smaller than their out-degree centralization scores in the career advice and socio-emotional support networks (12.7% versus 18.7% and 13.3% versus 5.1%). These scores indicate that a few students reached out to many other students for career-related information and socio-emotional comfort. When it comes to the betweenness centralization, the career advice network stands out as having the highest score (23%), followed by the friendship network Journal of Public Affairs Education
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Bin Chen, Feng Wang and Jianmin Song (21.1%), academic network (10.2%), and socio-emotional network (0.31%). The results demonstrate that a few key actors are able to bridge the relationships among different subgroups in the career advice and friendship networks due to their central positions in the network. Reciprocity measures the extent to which network relationships are mutually directed. For example, if both A and B consider each other as friend, their friendship is reciprocal. When exchanges are reciprocated, network ties are more reliable and stable. Among the four networks, the friendship network tops the other three networks: 44% of friendship ties are reciprocal. The academic network descends to the second place (41.6%), career advice network ranks third (29.4%), and socio-emotional support network is last (20%). This finding suggests that the academic and friendship networks are more mutually beneficial than the career advice and socio-emotional support networks. It can be attributed to the fact that seeking career advice and information, and socioemotional support, by their nature, are usually unidirectional behaviors. Multiple Network Relationships It is possible for actors in social networks to have engaged in multiple types of relationships. For instance, after studying together for some time, two MPA students began to share job-related information and then became friends. From time to time, friends are often turned to for emotional help or social companionship. The presence of multiple exchange relationships is termed as multiplexity, referring to a structural property of a dyadic relationship that occurs when the two parties are involved in more than one relationship with each other (Wasserman & Faust, 1994; Boorman & White, 1976). Multiplex relationships are signs of strong relations and are associated with high trust and reliability since both parties have the opportunity to interact and get to know each other in a variety of contexts (Ibarra, 1995). We explored the extent to which the pattern of interactions for one network aligns with that of interactions for another network among Chinese MPA students’ academic and social networks. In Figure 5, we graphically showed the multiplexity by combining the four networks into one diagram. Yet the complexity of the diagram makes it difficult to see the patterns of multiple exchange relationships. To further examine the extent to which multiplexity was present among the same cohort of MPA students, we applied quadratic assignment procedures (QAP) in UCINET to produce Pearson correlation coefficients. QAP also developed standard errors to test for the significance of association. Table 4 reports the result of our statistical analysis.
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Exploring Academic and Social Networks Figure 5. Academic, Career Advice, Friendship, and Socio-emotional Support Networks



Table 4. Correlation Coefficients across Academic and Social Networks



Academic Network



Career Advice Network



Friendship Network



Academic Network



1



Career Advice Network



0.48*



1



Friendship Network



0.60*



0.41*



1



Socio-emotional Support Network



0.34*



0.44*



0.37*



Socioemotional Support Network



1



*p < 0.01.



We did find an overlapping of multiple relationships across the four networks since all the correlation coefficients were statistically significant (p < 0.01). However, the magnitudes of correlations vary. The friendship network is highly correlated with the academic network (0.60). In other Journal of Public Affairs Education
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Bin Chen, Feng Wang and Jianmin Song words, when two MPA students are engaged in academic exchange, there is a 60% chance that they will become friends. Although statistically significant, the correlation coefficient between the socio-emotional support network and academic network is moderate (0.34). It may be because academic exchanges and socio-emotional support are distinctively different functions for most MPA students in this study. Increasing academic exchanges do not necessarily mean an increasing probability that a socio-emotional support relationship will develop. The flow of academic support and information can serve mostly academic purposes and lack exchanges on the more emotional level. Many may wonder why the friendship network is not highly correlated with socio-emotional support network (0.37). Though no theoretical literature on social network research can explicitly address this intriguing result, the finding is compatible with other empirical research. In studying an organizational emotional helping network, Toegel, Anand, and Kilduff (2007) found that the friendship network was positively related to the emotional helping network at a coefficient of 0.25. In a study of formal and informal intra-organizational networks (Chen & Krauskopf, 2010), the two networks correlated with each other at 0.35. Anecdotal evidence from MPA students in our study confirms that career advice and socio-emotional support are considered as more personal, private, and in-depth interactions. It is much easier for students to reach out to others for academic advice and friendship ties than for career advice and emotional comfort. CONCLUSION In this paper, we empirically explored the extent to which the academic, career advice, friendship, and socio-emotional support networks were developed among a cohort of third-year MPA students at a Chinese university. After examining the structural characteristics of the four networks, we found that MPA students at this study site have developed more extensive academic exchanges and friendship ties than career advice and socio-emotional ties. Students also strengthened their interactions by building multiple relationships across the different networks. As an exploratory study, this paper is more descriptive than hypothesis testing. We should be cautious about generalizing the findings from a single case to the general population of Chinese MPA students. Yet we affirmed the importance of informal networking activities among MPA students and called for attention to the extent and scope of such networks in meeting a variety of students’ needs, whether they are academic or social. In the future, researchers should investigate the relationship between an individual student’s personality and his or her network building activities, and the relationship between a student’s network position and his or her satisfaction with the program. It is also important to recognize the role of these networks in creating students’ perceived identity associated with the program and their cohorts. More important research questions worth probing are whether well-connected students perform better in 152
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Exploring Academic and Social Networks the MPA program. Are students with extensive social networks more successful in their future career path? If networking is an important part of students’ experience with MPA program, we need to further investigate the determinants of scope and scale of these networks. The answers to these questions hold practical relevance for MPA program administrators, instructors, and participants. All can benefit from recognizing and understanding why network development is one of important motivations for—and for some individuals a paramount aspect of—attending a MPA program. FOOTNOTES 1
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2



Some network survey instruments were adapted from literature in English. Two authors did translations independently and then compared their versions. To ensure that it was culturally competent and linguistically appropriate for the targeted study subject, the Chinese version was then critically reviewed by other Chinese researchers and pretested by eight Chinese MPA students.



3



The persons from whom he or she seeks career-related information and advice may not be necessarily the same person with whom he or she shares the information.



4



Closeness centralization measure cannot be calculated for a network with unconnected actors.
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Open Access Digital Repository: Sharing Student Research with the World Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Texas State University ABSTRACT University libraries use open access digital repositories to preserve and distribute the intellectual scholarly communications of their institution. How can global accessibility of quality student work be harnessed to benefit researchers, practitioners, and educators? To address this question, we study the impact of content factors and search engine optimization factors on download rates of capstone papers. We examined all 290 MPA capstone papers at Texas State University which have been made available through an online digital repository for public consumption. Results show strong support for the impact of search engine factors on download rates. The implications of high download rates of MPA capstone papers on public administration research, practice, and education are discussed in this paper.



One faculty member who heard about this framework responded, “my students never create anything that would be of interest to anyone outside my courses.” We were somewhat taken aback by his position, and privately wondered why this faculty member had chosen a career in teaching given such a pessimistic view of students and their abilities. (Levin, Burbules, & Bruce, 2005, p. 47) How should MPA programs use one of their most valuable resources— student capstone papers? One might think this an odd question. Of course capstone papers are used as a mechanism to teach students research methods, connect with the practitioner world, and assess student performance. This is often where their value stops. New technologies and communication mechanisms are transforming the significance of student work. These papers also contain knowledge and information that, given the right circumstances, can and should be shared with the world (Levin, Burbules, & Bruce, 2005). JPAE 18(1), 157–181
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Under the NASPAA accreditation standards adopted in 2009, MPA programs should incorporate “public service values” in their mission and should show how they intend to “advance knowledge, research and practice of public affairs, administration and policy” (www.naspaa.org/accreditation/NS/ naspaastandards.asp). Quality capstone papers that are widely distributed and used can help a program achieve this objective. Further, universities across the nation are using new technologies (open access digital repositories) to “capture the scholarly output of an institution and to maximize the research impact of this output” (Chan, 2004, p. 1). This research output is a type of public good, which in state-funded institutions has been subsidized by taxpayers. With few exceptions, and with the permission of the author, the scholarly productivity of a university’s master’s and doctoral students is a public good that should be shared widely with the public. Allan Scherlen and Matthew Robinson (2008) go so far as to claim social justice is enhanced by dissemination of criminal justice scholarship via open access modalities. Further, when the content of these scholarly works is widely available through an open access digital repository, the institution’s name and work are promoted. University libraries that host open access institutional repositories are adding dissertations, master’s theses, capstone papers, and honors theses to their inventory. They have found that student work of this kind can enhance the reputation of an institution and contribute useful knowledge to the state, nation, and world (Lynch & Lippincott, 2005). One way to measure the reach of a university’s digital repository is through full-text downloads. In 2005, Texas State University librarians approached their MPA Program to see if the program would be willing to have its capstone papers (Applied Research Projects) included among the first set of student papers to be part of the new Texas State University open access digital repository.1 The library approached the MPA Program because librarians were aware of the national and regional awards received by MPA Program Applied Research Projects (ARPs), the MPA Program already had an inventory of ARPs in digital form, and Applied Research Projects had been part of the library collection for about 15 years. The MPA Program agreed, and the first ARPs were uploaded to the digital commons in January 2006 (see http://ecommons.txstate.edu/arp/). Both the library and program were interested in the papers being used as much as possible. Since January 2006, the Texas State MPA Program capstone papers have been downloaded over 325,000 times from 140 countries. This article explains the role and purpose of open access digital repositories as they apply generally and to MPA program student work specifically. Using download data, characteristics of the papers, and search engine optimizers, we examine the factors that contribute to the high capstone paper downloads at Texas State University. The Journal of Public Affairs Education has a tradition of examining the role of capstone projects (see, for example, Brown & 158
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Sharing Student Research with the World Behrman, 2007; Schacter & Schwarz, 2009; Shields & Tajalli, 2006) in public administration/public affairs education. In a similar vein, this study looks at the download rates of capstone papers at Texas State University and examines its implications for public administration pedagogy, research, and practice. OPEN ACCESS DIGITAL REPOSITORIES Open access digital institutional repositories are a relatively new technology that universities are using to become more engaged in scholarly communication. Scherlen and Robinson (2008, p. 58) define open access as free availability of scholarly literature on the public internet, permitting anyone to read, download, copy, distribute, or print the full text without restrictions (other than to give authors control over the integrity of their work and the right to be properly acknowledged and cited). When scholarly communication was trapped in paper,2 its availability was limited to those with access to the library (and copy machine). Once scholarly communication was digitized, it was able to move easily; and well outside the walls of the library. Note that scholarly communication is an umbrella term that describes communication such as faculty authored journal articles, conference papers, monographs, student works, and administrative documents. The complicated, short history of open access digital repositories cannot be captured here. Nevertheless, it should be noted that online storage costs dropped and standards of digital preservation came together so that libraries looked at open access digital repositories as a way to preserve and distribute the scholarly communication produced by faculty, students, and programs (Lynch, 2003). Changes in technology made repositories more affordable (Lynch, 2003, p. 327). Lynch (2003, p. 328) defines a university-based digital repository as a set of services that a university offers to the members of its community for the management and dissemination of digital materials created by the institution and its community members. It is most essentially an organizational commitment to the stewardship of these digital materials including long-term preservation where appropriate, as well as organization and access or distribution. When mature, university repositories would contain the “intellectual works of faculty and students.” While universities want to preserve and distribute their scholarly communication, they do not want to clutter the Internet with marginal or poor scholarship. Hence, scholarly communication should have some kind of quality control (Levin et al., 2005). Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart TEXAS STATE EXPERIENCE At the University of Illinois Urbana–Champaign, Levin and colleagues (2005) used a faculty grading system as a quality control to determine whether their Master of Education students’ “white papers” are posted to the Internet. MPA capstone quality is controlled through a formal oral defense, and the paper is defended at Texas State.3 The exam committee consists of two faculty members and a practitioner. The oral examination and paper are also part of the Texas State MPA Program student learning outcomes assessment process. In addition, significant independent evidence supports claims of quality. For example, in 1995, six students presented their work at the San Antonio American Society for Public Administration (ASPA) conference. In November (1995), the PA Times designated 21 of these papers “cutting edge” and provided a way for members to purchase them. Texas State students presented two of the 21 cutting-edge papers (Jane McFarland and Jeff Kaufman). Subsequently, five Texas State papers have won the Pi Alpha Alpha award for best master’s student paper in Schools of Public Affairs and Administration.4 Further, the Texas State two-course system for writing capstone papers has been explained in JPAE (Shields, 2003; Shields & Tajalli, 2006) and other journals (Shields, 1998; Shields & Heichelbech, forthcoming). When the Texas State library approached the Texas State University MPA Program, instructors were ready to move the digital ARPs to the Texas State Institutional Repository. Beginning in 2003, Texas State began posting ARPs to a faculty website. This was done because most of our students work fulltime, and they wanted to review other students’ work but did not have time to drive to the library. While the students were now able to review other papers and see how their fellow students crafted methodology chapters or developed a practical ideal type of conceptual framework, the faculty website space was fast reaching exhaustion. Further, the posting and other website management issues were taking increasing amounts of time. When the library collected the digital inventory and began to post new papers, faculty time was minimal and the papers were preserved using the latest standards and technology. The magnitude of the surprisingly high number of downloads is documented in Table 1. Using data easily accessible through a Berkeley Press website, institutions using digital commons are ranked by average download as of November 30, 2009.5 The 294 ARPs had over 154,000 downloads, for an average of 525.4 downloads per paper. The Yale Law School was the only group of papers with higher average downloads (569.9). Cornell Law Library is third (382.8). The average number of downloads drops off fast. For example, average downloads of the University of Pennsylvania (ranked ninth) was 110.0, and the University of Georgia Law School, the University of Nebraska–Lincoln, and Connecticut College (ranked 10th to 12th) all averaged under 100 downloads.
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Sharing Student Research with the World Table 1. Downloads of Papers at Selected Educational Institutions



Institution



Number of Papers* 168 294



Total Downloads* 95,740 154,465



Average Downloads 569.9 525.4



Yale Law School Texas State University MPA applied research projects Cornell University Law Library 416 159,256 382.8 Texas State University 1,151 367,988 319.7 Cornell University 10,057 1,840,605 183.0 Pace University 2,934 404,298 137.8 Thomas Jefferson University 2,376 298,254 125.5 Georgetown University 410 48,625 118.6 Law Center University of Pennsylvania 12,503 1,375,559 110.0 University of Georgia School of 1,249 119,827 95.9 Law University of Nebraska–Lincoln 37,788 3,217,745 85.2 Connecticut College 595 47,192 79.3 Note. The starting date for Texas State University ARP downloads is January 23, 2006. The starting dates for the other institutions are unknown and should be assumed to vary. *As of August 27, 2010. Data drawn from http://digitalcommons.bepress.com/ institutions.html. The top 10 most downloaded papers are presented in Table 2. This table illustrates that five of the top 10 most downloaded ARPs deal with issues pertinent to Texas. Closer scrutiny of these ARPs show that they deal with contemporary issues of interest to citizens, legislators, and administrators. A 2003 ARP on domestic partner benefits is one of the top five most downloaded ARPs; it may have generated high download activity in recent years given the country’s general interest in cohabitation issues, gay rights associated with marriage, civil unions, and domestic partner benefits. West Texas was in the news in 2008 when Child Protective Services arrived at the ranch of the Fundamentalist Church of Jesus Christ of Latter Day Saints. It might be reasonable to speculate that download activity associated with a 2007 ARP on Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart child protection might possibly be correlated with that event. One might argue that Texas State University generates most of these downloads internally. This is unlikely because only 3,032 downloads are recorded for Texas State University’s domain (URL removed), accounting for under 2% of the total. Further, there have been almost 20,000 downloads from 136 countries (as of November 30, 2009). Countries that most often download the ARPs are India (2,664), United Kingdom (2,384), Canada (1,666), Australia (1,065), and Malaysia (937). In addition, other domains generating significant MPA downloads include Google Scholar, the U.S. Department of Justice, and the U.S. Department of Agriculture. Given the public good value of these papers and their importance as a way to promote the university and program, the MPA Program took steps to enhance the overall download numbers. The faculty approached the Legislative Reference Library of Texas (www.lrl.state.tx.us/genInfo/publicPolicy.cfm), which was happy to post the Texas State Applied Research project sites to the library’s website. The program also posted ARP references and links to the “For Further Reading” sections of Wikipedia. These entries are added when time permits and when there is a clearly related term in Wikipedia. About 20% of ARPs written in the last 5 years have links to Wikipedia. In addition, there is now a critical mass of papers that share topics or geographic location (water policy, succession planning, job satisfaction, economic development, environmental policy, and the Cities of San Marcos and Austin). To lead interested readers to these works, students are encouraged to cite other ARPs that have a similar topic, method, or geographic location. This download activity generates a bonus. A wider audience uses student papers. As shown in Table 3, these ARPs are cited in journal articles and policy foundation reports and used by government agencies. Reports no longer trapped in paper are making their way to a larger policy audience. They are now a clear service to the world at large. We expect the high number of downloads to continue given that they often show up on the first page of a Google search even with a few simple keywords. Berkeley Press provides easy access to download data for all papers. Hence it is possible to identify the factors that explain download activity, which is the subject of this article. Berkeley Electronic Press (bepress6), Texas State University’s electronic file repository for final ARP reports, supplies Texas State University’s MPA Applied Research Project usage data. Usage reports from bepress transaction logs readily identify how often individual ARPs are downloaded as full-text PDF files. This paper explores the factors that contribute to Texas State University ARP downloads.
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2. McClenney, Mary Ann. (1992). A study of the relationship between absenteeism and job satisfaction, certain personal characteristics, and situational factors for employees in a public agency.



3. Kessler, Bryce. (2005). Perceptions of Texas Parks & Wildlife game wardens about effectiveness of law enforcement programs.



4. Roberts, Michael. (2007). Applying the andragogical model of adult learning: A case study of the Texas comptroller’s Fiscal Management Division.



5. Anderson, Rebecca. (2003). A description of domestic partner benefit policies of state, county, and city governments.



6. Ellis, Dee. (2001). Carcass disposal issues in recent disasters, accepted methods, and suggested plan to mitigate future events.



7. Palacios, Kolette. (2003). Developing a comprehensive needs assessment model for implementation in continuing education.



8. Greenberg, Michael. (1997). Sports facilities and metropolitan economic development: The impact of professional sports facilities on sales tax revenue in metropolitan statistical areas.



9. Whitmore, Melissa. (2006). Success through succession: Implementing succession planning at the Texas Department of Insurance.



10. Kelm, Charles. (2005). Exploring the effects of specialized sexual behavior treatment of recidivism.



*Full-text downloads for January 1, 2006, through March 19, 2010, for applied research projects



http://ecommons.txstate. edu/arp/210



URL



1. Zarate, Emilia. (2007). Child protection in Texas: Caseworker attitudes and perceptions towards CPS services.



Title, Year, Name



2/8/06



1/5/07



12/14/06



2/8/06



2/28/06



2/8/06



6/4/07



1/24/06



7/17/07



6/4/07



First Published



1523



1549



1630



1758



1854



1875



2361



2510



2910



3640



Total Downloads*



Sharing Student Research with the World



Table 2. Top 10 Most Downloaded Applied Research Projectss



163



Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Table 3. Knowledge-Exporting Applied Research Projects



Applied Research Projects Cited by Other Academic/Practitioner Sources Dee Ellis, D.V.M.’s (2001) examination of problems related to carcass disposal management during disasters is cited in Organic Recycling (Korean Journal of the Organic Resources Institute). Steve Spacek’s (2004) paper, retitled and published as DO MESS WITH IT!: A study of littering and role of southern and nearby states, a project of the nonprofit organization Action Without Borders. Tyler Revel’s (2006) description of stress management in law enforcement is cited in an Applied Psychology in Criminal Justice article (Garner, 2008). James Quintero’s (2007) paper on regional economic development is cited in a Regional Science Policy and Practice article (Mulligan, 2008). David McCauly’s (2007) explanation of the impact of advanced placement and dual enrollment programs on college graduation is cited in the Texas Public Policy Foundation’s Policy Perspective Series (Story, Terry, & Tyler, 2007). Justin Marlin (2008) presented his findings on bicycle safety in Austin to the Austin City Council. Dustin McLemore’s (2008) paper is now incorporated in training programs for records management professionals throughout Texas. Brion Oaks’s (2005) study of the impact of a Maine snack tax on obesity rates is cited by a World Health Organization Bulletin (Thow et al., 2010) and a Washington Legal Foundation publication (Basham & Luik, 2009). Victoriano Casas’s model of IT security risk is cited in a report by the Australian University of Technology: Managing IT Risk University-Wide (Waters, n.d.), available at www.caudit.edu.au/educauseaustralasia07/authors_papers/Waters-212.pdf



LITERATURE REVIEW AND HYPOTHESES Usage Log Analysis Recent years have seen “a tectonic shift in scholarly communication based on print resources to one predicated on online resources” (Rowlands, 2007, p. 369). Many library users “have become primarily or exclusively remote users,” necessitating a way to monitor electronic usage (Peters, 2002, p. 42). Variously referred to as Web log analysis and transaction log analysis, usage log analysis is one method used by libraries to gage a journal’s value (Nicholas, Huntington, Lievesley, & Withey, 1999). Usage logs provide an “electronic record of interactions” between users and systems (Jansen, 2006, p. 408). In the marketplace of ideas, download activity is a crude measure of demand. The data is collected automatically and unobtrusively. Furthermore, scholarship freely available on institutional repositories is easy to share. Papers can be distributed through social networks, listservs, websites, and blogs. Rowlands (2007, p. 386) warns of the “danger of constructing too much meaning around such basic concepts as the article download.” For example, 164
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Sharing Student Research with the World log analysis does not reveal whether the user found the material valuable or whether it was used (Jansen, 2006). Hence, the value of data lies in overall trends and comparisons, not snapshots. Web log records are used to reveal the activity of “packs of users, rather than individuals, and to read the broad outlines of their information fingerprints” (Nicholas et al., 1999, p. 268). Within those broad outlines, this study proposes to find meaning. Perceived as a user satisfaction indicator, the full-text download is widely applied by the information community in studying the use of online documents (Nicholas et al., 2008). We isolated two categories that explain full-text downloads (content and search engine optimization). In other words, something about the content of the paper makes it more likely to be downloaded. In addition, the paper may have a characteristic that makes it more likely for a search engine to find it and, therefore, more likely for a user to download. Content Factors The first content factor expected to contribute to download activity is level of government—particularly “state government.” Over 40% of MPA students work for the state government.7 These ARPs represent a rich source of empirical data on a very large and influential state (GDP ranked second). The next set of content factors deal with the theory and methods used by the papers. Explanatory research tests hypotheses and examines causal links; and many consider it to be the most sophisticated kind of scholarship. Survey research is used extensively in the public sector and often provides data that can be generalized to a larger population. Hence we expect that ARPs, which are explanatory or use survey research, are more likely to be downloaded. Finally, Texas State University ARPs have won national and local awards. Awards are a measure of quality, and therefore one would expect these papers were downloaded more often. Level of government/sector. For insight into what influences ARP students’ research focus, Shields (1998, p. 205) offers “Interest and experience are usually the source of the research topic. Since most ARP students have full time jobs in the public sector, their research question often emerges from a work-related issue.” Given the proximity of Texas State University to the state capital, it is not surprising that so many ARPs have a state government focus. Texas State University may fill a void in research about Texas. Texas has an economy and population that rival those of many countries. Research on state government is limited, and state government is a potentially large market for this scholarship. Hence: H1: Research focused on state government positively affects the number of full-text downloads for ARPs.
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Research purpose. The two-course sequence that distinguishes the Texas State University capstone process is unique because students are required to find a research topic and develop their purpose and conceptual framework in specific ways. Students must use one of the following five research purposes—exploration, description, gauging, decision making, or explanation. Of the five, explanation is the only one that addresses the more complex “why” questions. It is also the research purpose associated with hypotheses testing, impact evaluation, and multivariate statistical analysis. If explanation is considered the most sophisticated research purpose by many, then one would expect there to be more interest among the public in downloading those ARPs with an explanatory research purpose. Hence: H2: Use of an explanatory research purpose positively affects the number of full-text downloads for ARPs. Survey research. Surveys are particularly useful in describing the characteristics of a large population. Therefore, it is the generalizable nature of survey results that could potentially increase download rates. Hence: H3: Use of surveys as a research method positively affects the number of full-text downloads for ARPs. Award winner. One would expect that higher-quality research would be downloaded at higher numbers. One measure of quality is an award. Hence: H4: Winning awards positively affects the number of full-text downloads for ARPs. Search Engine Optimization Aside from content, there are characteristics of the paper that enhance the likelihood a search engine could find it. For example, the longer an ARP is on the repository, the more likely it is to be found and downloaded. Hence, the longer an ARP is available on the institutional repository, the greater the opportunity for downloads. If a popular keyword is in the title, the paper is more likely to be downloaded. Two-part titles are more likely than one-part titles to contain one of these words. Google Scholar is a popular search engine for academic work. Google Scholar archives academic work, including dissertations, theses, and Applied Research Projects. Each Google Scholar entry gives the number of citations for each reference within the Google Scholar database; and citations of theses and ARPs are counted. Hence, every entry in an ARP’s bibliography is counted as a citation in Google Scholar for the associated reference. Therefore, one would expect ARPs with larger bibliographies to generate more downloads. Texas State 166
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Sharing Student Research with the World University ARPs are cited by other scholarly sources. Google Scholar tends to place references with citations earlier in a search page. So, a reference with five citations will generally appear sooner than one with three citations. Hence, one would expect ARPs with citations to have more downloads than those without citations.8 Wikipedia is a free-content, online, open access encyclopedia. It is written collaboratively by an international group of volunteers. According to John Willinsky (2007), the potential of Wikipedia would be enhanced if the editors used open access scholarship as references. In so doing, Wikipedia would allow users to follow up on the topic using source scholarship or at least scholarship that has gone through some form of academic review (dissertation or thesis review committee). To disseminate the Texas State ARPs as widely as possible, faculty became editors of Wikipedia and added the references in the “For Further Reading” section for terms that were in the title or were keywords. This process occurs as faculty have time to edit Wikipedia. For example, Moses Ruiz’s assessment of provincial reconstruction teams in Afghanistan was added to Wikipedia as a reference in the article on “Provincial Reconstruction Team.” The practice of posting an ARP reference is somewhat haphazard and depends upon time and how easily a topic translates to an article title in Wikipedia. Papers posted to Wikipedia are thus imbedded in another website, one that is almost always on the first page of Google for almost any search term. Likewise, if an ARP is posted to websites, there is greater public exposure and more likelihood of being downloaded. Length of time on the Web. The longer an ARP is available on the institutional repository, the greater the opportunity for downloads. Hence, one would expect: H5: Length of time available on the Web positively affects the number of full-text downloads for ARPs. Title construction. Complex two-part titles increase the likelihood that a valuable keyword will be in the title. Hence: H6: Two-part title construction positively affects the number of full-text downloads for ARPs. Bibliography size. Applied Research Projects are linked to other sources through their bibliography. The ARP becomes a citation of every reference in its bibliography. Google Scholar and sometimes Google capitalize on this by linking the references through a citations link for all citations within the Google Scholar database. So the larger the bibliography, the greater the likelihood an ARP will be discovered Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart through the gateway of an article it has included in its bibliography. Hence: H7: Bibliography size has a positive relationship with the number of full-text downloads for ARPs. Search engine optimizing. % We expect that referencing ARPs in Wikipedia increases its Web presence and therefore results in more download rates for those ARPs. Hence: H8: Reference in Wikipedia positively affects the number of full-text downloads for ARPs. % Citations. Applied Research Projects not only cite other literature, they themselves are cited. As mentioned earlier, journal articles, dissertations, public policy foundation reports, and other ARPs cite them. As mentioned earlier, Google Scholar counts the number of citations any given piece of scholarship has, and the more citations a piece has, the sooner the article will appear in Google Scholar. Hence, one would expect: H9: ARPs that are cited by other scholarly works are more likely to be downloaded. H10: Links to other works positively affect the number of full-text downloads for ARPs. Data and Methods The MPA program at Texas State University began in 1973 and, as of August 2009, there have been 806 graduates, each of whom wrote an ARP. In 2003, the MPA program began collecting the ARPs electronically. In January of 2006, MPA Applied Research Projects became part of the new open access digital repository initiated at Texas State University. Over the next several semesters, new ARPs were posted to the digital repository site as well as ARPs from as far back as 1978. Some were already in electronic form; others were scanned and posted. Although not all ARPs are posted, approximately 90% of new student work is. This study used 290 ARPs posted as of August 18, 2009. Information about the variables and measures are presented in Table 4. The Berkeley Press keeps track of downloads for each entry in its repository on a daily basis. Download data is made available to repository managers in Excel files. The Texas State University MPA Program director is the repository manager for the ARPs. On August 19, 2009, the director requested full-text download data for 290 ARPs for the period January 1, 2006, through August 18, 2009. These download numbers became the dependent variable in this study. Using content analysis, the 290 ARPs were analyzed to determine whether they dealt with state government, were explanatory, and used survey research.
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Sharing Student Research with the World Analysts also determined the number of bibliographic entries in each Applied Research Project. The Texas State University MPA Program has a link to awardwinning ARPs on its website. This link (http://uweb.txstate.edu/~ps07/awards. pdf ) was used to determine whether a paper was an award winner. The URL for each ARP abstract contains a number that indicates the order in which it was posted. For example, the URL for ARP 1 (2007) ends with 210. This number was assigned to estimate the length of time the paper was posted. The larger the number, the less time the paper was available on the Web to be downloaded. Table 4. Operationalization of the Hypotheses



Dependent Variable



Measurement



Data Source



Number of Downloads



Actual Number of Downloads as of 8/18/09



The Berkeley Electronic Press



State government



1



+



1 = state; 0 = other



ARP content analysis



Explanatory purpose



2



+



1 = explanatory; 0 = other



ARP content analysis



Survey research method



3



+



1 = survey; 0 = other



ARP content analysis



Award winner



4



+



1 = award; 0 = no award



Award-winning ARP website



Length of time on Web



5



–



serial number; lower numbers indicate a longer time on the Web



ARP website



Two-part title



6



+



1 = two-part; 0 = one-part



ARP content analysis



Bibliography size



7



+



Number of entries in bibliography



ARP content analysis



Wikipedia reference



8



+



1 = yes; 0 = no



Wikipedia



Google Scholar citations



9



+



Number of citations by electronic scholarship



Google Scholar



AltaVista-identified links



10



+



Number of links



AltaVista



When ARPs are posted to Wikipedia, their URL is included. Because the URL is unique to the ARP, it was used in the Wikipedia search function to determine whether an ARP was posted to Wikipedia. The URL was also used in the Google Scholar search engine. The AltaVista search engine was used to identify links to Texas State University’s repository to particular Texas State Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart University ARPs by entering “link:” followed immediately by the ARP’s URL. The details of variable measurement and data sources are summarized in Table 5. The hypotheses were tested using multiple regression. RESULTS The results section is divided into two parts. First an overview of the Applied Research Projects is presented using descriptive statistics. Next the hypotheses are tested using multivariate statistics. Descriptive Statistics Level of Government. Table 5 provides descriptive statistics associated with level of government. Of all ARPs (N = 290), 49.3% examined local/regional issues, 38.3% examined state-level issues, and only 5.5% dealt with federal-level issues. The focus on state and local government among the ARPs is not surprising given the location of the MPA program and that most students work, or plan to work, in the state. However, when download activity of all ARPs was broken down by level of government, we observed that the average downloads for ARPs dealing with issues at the state level was higher (526.1 full-text downloads) than the average downloads for those at the local/regional level (465.2 full-text downloads). Table 5. Average Downloads by Government Level/Sector



Level of Government/ Sector*



% of 290 ARPs



% of 136,072 Downloads†



Mean



Median



SD



Federal government



5.5%



8.0%



677.6



478.5



479.2



State government



38.3%



42.9%



526.1



407.0



452.3



Local/regional government



49.3%



48.9%



465.2



400.0



343.8



Nonprofit



2.1%



3.0%



**



**



**



Other



11.0%



9.3%



395.0



321.0



326.6



469.2



395.0



367.8



Totals * Use of more than one is possible. † Downloads as of August 18, 2009 ** Too few downloads for meaningful averages
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Sharing Student Research with the World Topical categories. As shown in Table 6, ARPs written on topics in human resources and/ or social services accounted for 15% of all ARPS (44 out of 290). Average downloads for these ARPs were the highest by far—656.3. Program evaluation topics were the most frequently occurring, at 32%, yet placed third in average downloads (471.5). Table 6. Average Downloads by Topic



Topical Categories*



% of 290 ARPs



% of 136,072 Downloads†



Mean



Median



SD



Policy making/ analysis



19.7%



21.6%



516.2



445.0



377.4



Management/administration



17.2%



16.8%



456.1



398.0



392.3



HR/Social services



15.2%



21.2%



656.3



527.0



485.2



Program evaluation



32.4%



32.6%



471.5



329.5



435.5



Technology applications



5.5%



5.3%



451.3



405.0



251.7



Urban economics



7.2%



6.1%



395.1



279.0



303.8



Other



6.2%



5.4%



407.4



372.0



237.3



469.2



395.0



367.8



Totals * Use of more than one is possible. † Downloads as of August 18, 2009 ** Too few downloads for meaningful averages



Research method. As illustrated in Table 7, nearly 45% of ARPs employed a survey, making it the most frequently used research method. The average downloads for ARPs using surveys (451.7) had the lowest of download average (451.7). ARPs using focus groups and interviews as research methods had the top two highest download averages(531.5 and 519.1 full-text downloads, respectively). When downloads were disaggregated by research purpose, “gauging” research purpose was the one most often pursued, at 31%; but this purpose is second in average downloads (506.8). The highest download averages were recorded for the explanation/prediction research purpose (527.3). The relative importance of these highest download averages may be diminished, however, by the number of ARPs within in each group. There were nearly twice as many gauging ARPs (89) as those with an explanation/prediction purpose (48).
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Table 7. Average Downloads by Research Method



Research Method*



% of 290 ARPs



% of 136,072 Downloads†



Mean



Median



SD



Interview



25.9%



28.6%



519.1



411.0



399.7



Focus group



3.8%



4.3%



531.5



380.0



485.2



Document analysis



26.6%



25.6%



452.6



402.0



303.6



Case study



18.3%



18.5%



475.4



429.0



332.5



Survey



44.8%



43.2%



451.7



367.5



360.6



Content analysis



16.9%



16.8%



465.4



390.0



314.4



Existing aggregated data



20.7%



21.6%



489.1



408.5



370.7



Operations research



1.7%



2.7%



**



**



**



469.2



395.0



367.8



Totals * Use of more than one is possible. † Downloads as of August 18, 2009 ** Too few downloads for meaningful averages



Multivariate Statistics Results of the regression analysis are presented in Table 8. The regression results revealed an R 2 of .15. Fifteen percent of the variance in ARP downloads was due to the combined influence of the independent variables used in this study. The results of this regression analysis provided support only for hypotheses 1, 5, 8, and 9, which relate to the influence of state government related topic, serial number, Google Scholar citation, and Wikipedia entry on ARP downloads. These four independent variables influenced ARP downloads in the hypothesized direction. We hypothesized that state government related topic, Google Scholar citation, and Wikipedia entry would have a positive impact on ARP downloads and that serial number would have a negative impact on ARP downloads. The independent variable with the highest impact on ARP downloads was Wikipedia reference. Analysis of descriptive statistics revealed that ARPs referenced in Wikipedia accounted for only 7% of the full set of 290 ARPs and yet their download averages—at 788.2—far exceeded the download averages experienced by those not referenced in Wikipedia. This result is substantiated by regression results, which show that a Wikipedia entry of an ARP (` = .25, p < .01) contributes 355 downloads to the total downloads for that particular ARP. Serial number had a 172
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Sharing Student Research with the World negative impact on ARP downloads (` = –.18, p < .01) and diminished overall downloads of an ARP by 76 downloads. Google Scholar citations had the next highest impact (` = .16, p < .01), resulting in an increase of almost 41 downloads for every citation on Google Scholar. Finally, state government had a big impact on ARP downloads (` = .14, p < .01). State government related topic contributes 105 downloads to the total downloads for that ARP. Table 8. Multivariate Regression Results



Independent Variables



B



Standard Error



(Constant)



494.42



76.25



Sector—state government



104.71



42.74



Research purpose—explanation



96.49



Research method—survey



Beta



t



sig



6.48



.000



.14



2.45



.015



57.18



.10



1.69



.093



–5.86



42.48



–.01



–.14



.890



Serial number



–.76



.25



–.18



–3.09



.002



Title construction



–.38



42.24



–.00



–.01



.993



–40.68



78.07



–.03



–.52



.603



–1.26



1.04



–.07



–1.21



.226



355.42



83.79



.25



4.24



.000



Google Scholar citations



40.60



14.79



.16



2.75



.006



AltaVista-identified links



4.88



3.41



.08



1.43



.153



Award winner Bibliography size Wikipedia reference



R



2



F for change in R2



.15



5.05*



Note. Dependent variable: ARP downloads as of August 18, 2009 N = 290 ARPs; *p < .05.



DISCUSSION Kraemer and Perry (1989, p. 9) asserted that “research should become more prominent in public administration,” so that public administration exports as well as imports knowledge from other fields. Internet technologies and other Web-based technologies have enabled a response to their call by facilitating the importing and exporting of knowledge related to public administration. The Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart relevance and timeliness of this study is underscored by the fact that we live in an era where numbers of downloads are key determinants of prominence, interest in a piece of work, and success in almost every realm. Given the success of websites like Google Scholar, it is evident that academic work is not immune to these influences. In fact, the power of the Internet and other technologies that have a global influence should be harnessed wisely to increase the impact of academic work. The purpose of this research was to address the question of why some Texas State University Applied Research Projects (ARPs) experience significantly higher download rates than others. Our preliminary analysis of download activity suggested that these ARPs were not merely downloaded by local users, but were sought by users from more than 130 countries spread across Africa, Asia, Australia, Europe, North America, and South America. There is a lot of anecdotal evidence (from current and past students) for these ARPs used in policy discussion at the local level of government. The impact of ARPs at the global level is evident; a bulletin of the World Health Organization cites an ARP by a Texas State University MPA alumnus as an important source for policy makers considering fiscal policies related to obesity prevention. Why is there so much local, regional, national, and international interest in these ARPs? Could the consistent application of microconceptual frameworks have led to an increase in the utility of recent years’ ARPs for online users? Could the fact that some of these ARPs won significant national awards have resulted in a significant number of downloads? Building on previous work, different characteristics of ARPs that could potentially influence download rates were delineated into two broad categories— content factors and search engine optimization factors. Hypotheses were then developed and tested through multiple regression analyses to determine the extent and nature of influence of those two sets of factors on download rates. Results supported only four of our hypotheses related to sector—state government, length of time on the Web, Google scholar citation, and Wikipedia entry. In essence, if an ARP addressed a state government issue, it was likely to be downloaded more times than if it did not. If an ARP had a Google Scholar citation and had an entry on Wikipedia, it was downloaded more often than those ARPs that did not meet those criteria. Finally if an ARP was on the Web for a longer time, it was likely to be downloaded more often than one that was on the Web for a shorter period of time. This study provides a strong foundation for examining how the potential downloadability of academic pieces, especially high-quality student work, can increase their prominence in the knowledge realm. This study establishes the connection between download rates and lines of inquiry, level of government/type of sector, analytical methods, research purpose, and policy/administration topics. However, the lack of support for some of the hypotheses generated in this study necessitates examination of other factors that might influence download 174
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Sharing Student Research with the World rates. In any field, and particularly in the policy/administration realm, certain issues gain prominence at certain times. Currently the United States of America is engrossed in the health care reform debate and economic recovery issues. A few years back, homeland security issues garnered immense attention. Issues that capture the imagination of administrators, academics, and analysts can have a huge impact on download rates. The availability of full texts as opposed to abstracts, the nature of access (paid for by individuals or the library versus free to all users) to downloadable material, and the multidisciplinary nature of a database can affect download rates. The present study was cross-sectional in nature. Although we noticed that download rates were likely to be higher toward the end of semesters, a thorough longitudinal analysis could provide additional insights. Budget cycles, academic research cycles, and other administrative deadlines could potentially influence download rates. Establishing the link between user type and download rates would also be a useful line of inquiry. As we try to move this line of work forward, some important issues need to be given considerable thought and attention. Many scholars are cynical (understandably so) about the effectiveness of search engines in providing the most relevant information for their research. Skepticism prevails about the quality of scholarly communications that pop up in these search engines. As Dreyfus (2009, p. 10) observes, part of this skepticism arises because hyperlinks to any body of work can be created by anybody and everybody, since there is “no authority or agreed upon catalogue system constraining the linker’s associations.” Dreyfus (2009, p. 12) also observes that the wide availability of information on the Web through hyperlinks quashes hierarchies, and information is “now equally accessible and none of which is privileged.” Are search engines manipulating their algorithms such that certain kinds of scholarly communications show up more than others? Are these search engines vulnerable to certain characteristics of online content such that scholarly communications with certain specific characteristics show up more often than others? How do search engine dynamics affect quality, the information tradition, transparency, and equity? Dreyfus (2009) quells some of these controversies by observing that search engine techniques used by the search engine Google infuse a lot of optimism into this situation. He remarks that Google has established itself as one of the most democratic instruments for information retrieval. He explains (2009, p. 22) that “Google is novel in that it manages to do a syntactic search for significance by using information about human search to capture the importance of what it finds without the search algorithm needing to understand the meaning of what is found.” In other words, Google renders results that approximate an intelligent, well-informed human search for information. Dreyfus emphasizes that Google uses a variety of techniques to ensure that the pages it retrieves based on a user’s query are not only important but are also relevant to the search. He quotes (2009, p. 23) Google founders Brin and Page’s comment that Journal of Public Affairs Education
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Patricia Shields, Nandhini Rangarajan, and Lewis Stewart Google goes far beyond the number of times a term appears on a page and examines dozens of aspects of the page’s content (and the content of the pages linking to it) to determine if it’s a good match for your query. Although this approach provides some assurance about the quality of Google Scholar as an academic search engine, more research needs to be done about the potential ethical dilemmas that the Internet in general, and search engines in particular, might pose for public administration scholars trying to enhance the visibility of their work. CONCLUSION As Levin, Burbules, and Bruce (2005, p. 39) observe: Most student work has no value beyond its demonstration of student learning which is captured in a grade. Typically the student work itself is discarded after being evaluated and only the evaluation is saved. The evaluation is typically a drastically reduced representation of the work which has no value beyond the educational assessment. Quality student research is an underused resource that needs to find its rightful place in the knowledge realm. The insights from this study have implications for how public administration education, practice, and research can benefit from accessibility of good-quality student research on institutional digital repositories. From the perspective of public administration education, the high download rates associated with Texas State University ARPs have implications for (a) enhancing the visibility of the MPA program among scholars and practitioners; (b) enhancing transparency of MPA capstone projects; (c) attracting future students from domestic as well as international contexts; and (d) enhancing job placement and research prospects for graduates of the program. The pedagogical experience is enhanced by the availability of student capstone papers on digital repositories that enables instructors to show examples of research questions, conceptual frameworks, and research methods used. Moreover, the Texas State University MPA program regularly invites past students to talk about their experience working on capstone papers and to provide answers, advice, and assurance to current students, thus facilitating the creation of a community of students engaged in academic dialogue. Finally, the knowledge that their paper will be made available to the world via e-commons motivates students in two specific ways. On the one hand, they want to avoid embarrassment; on the other hand, they view the wide accessibility of e-commons as an opportunity to make a difference. From the practitioner’s perspective, full-text versions of ARPs serve as important informational sources on various policy/administration issues. At least 176
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Sharing Student Research with the World from the Texas State University experience, approximately 45% of these ARPs have been written by practitioners of public administration who work for state and local government in Texas. It may be reasonable to say that most of these ARPs are methodical inquiries into problems encountered by practitioners at the workplace. Hence a dynamic interplay of practitioner experience informs public administration research, and rigorous research informs practitioner response to administration/management problems. From the perspective of public administration research, this paper has implications for facilitating knowledge transfer and exchange through an easily accessible digital repository of research papers. Because these papers (ARPs) are available in full-text format and free of cost to anyone in the world, they offer potential for facilitating instantaneous access and knowledge transfer. These ARPs serve as exemplars/foundations for students and practitioners who wish to undertake similar research projects. This paper also raises important questions about the validity of search engines as useful tools for academic research. Dreyfus (2009, pp. 12–13) observes that many view the Internet and the hyperlinked Web it weaves “as a way of freeing us from anonymous specialists organizing our databases and deciding for us what is relevant to what.” Put differently, this type of digital infrastructure curtails intellectual elitism and promotes intellectual democracy. How is research in general and PA research in particular going to be affected by this nontraditional approach to information storage and retrieval? What kind of impact is the gradual elimination of “gatekeepers” of information going to have on quantity, quality, preservation, and transmission of research? These are questions that will transform the way we think about public availability of scholarly communications. They have serious implications for publicly funded research that comes with the expectation of being publicly available. FOOTNOTES 1



Texas State library contracts with Berkeley Electronic Press (referred to hereafter as bepress) to provide the technological architecture for their open access digital repository. For a list of institutions served by bepress, see http://digitalcommons.bepress.com/institutions.html. To see the features that characterize the infrastructure of the bepress institutional repository, see www. bepress.com/ir/features.html. To see how download counts are calculated, see www.bepress.com/ download_counts.html.



2



We obtained circulation statistics for printed versions of MPA students’ Applied Research Projects from 1978 to 2010. We found that they were checked out of the library a mere 1,411 times over a 22-year period.



3



Texas State University–San Marcos is located in Central Texas about 30 miles from Austin, the capital of Texas. Texas State offers courses in the late afternoon and evening in three locations (San Marcos, Austin, and Round Rock [north of Austin]). Approximately 45% of Texas State MPA students work in or around Austin for the State of Texas. We draw these numbers from an extensive database of current students and alumni maintained by the Texas State University MPA program.
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Pi Alpha Alpha winners include Baum (1997), Perez (2000), Garza (2001), Wilson (2001), and Loera (2003). In 2004, Pi Alpha Alpha produced a commemorative monograph with the best student papers of 2004 included. Texas State students Loera (2003) and Jones (2004) wrote two of the four master’s papers in the monograph. In addition to the Pi Alpha Alpha awards, Texas State students have won awards from the CenTex Chapter of the American Society for Public Administration. Among the CenTex Winners, Carey Welebob (1998) won a South Eastern Conference on Public Administration student research award, and Chance Sparks (2008) received an award from a regional planning association. For a complete list of the CenTex award winners, see http://uweb.txstate.edu/~ps07/documents/awards.pdf.
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See http://digitalcommons.bepress.com/institutions.html to find the data for these institutions. Data related to Texas State University ARP downloads were obtained directly from a secure Berkeley Electronic Press website with counts for withdrawn ARPs set to zero.
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The name bepress, all in lowercase, is a registered trademark of the Berkeley Electronic Press.
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We draw these numbers from an extensive database of current students and alumni maintained by the Texas State University MPA program.
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We have chosen to highlight only one aspect of the varied Google Scholar search mechanisms that we felt was most important to this study. As Dreyfus (2009) points out, Google uses a number of factors to determine the results that will be most appropriate for a user’s query. Google and by extension Google Scholar use the importance accorded to each search page by previous users as a way to determine the importance and relevance of a piece of work to a search request. Simply put, Google Scholar does not merely spit out results that it thinks are most important to a user’s query. Instead, it takes into account the input of previous users It also tries to make its search efforts as close to that of a human search effort as possible.
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Knowledge and Skills for Policy Making: Stories from Local Public Managers in Florida Yahong Zhang Rutgers University at Newark Robert Lee and Kaifeng Yang Florida State University ABSTRACT Local public managers regularly participate in the legislative policy-making process and even play a leadership role in policy preparation and deliberation. This phenomenon challenges the dichotomy model of the politicsadministration relationship and raises some rarely studied questions: How do managers work with their elected officials to shape legislative policy making? What knowledge and skills do they need to participate effectively in policy making? And how can MPA programs help prepare students who are interested in a local government career for this role? To answer these questions, we conducted interviews with city and county managers in Florida. The opinions from local public managers help us better understand their role in policy making and provide us with valuable insights about the development of MPA education. In the public administration literature, scholars have recognized local public managers’ participation in the local policy-making process and criticized the politics-administration dichotomy (e.g., French & Folz, 2004; Hassett & Watson, 2002; Lee, 2001; Montjoy & Watson, 1995; Nalbandian, 1999; Newell & Ammons, 1987; Svara, 1999a). There remain some questions to be further addressed: How do local public managers work with elected officials in the policy-making process? What knowledge and skill set should they possess for policy-making responsibilities? And how can MPA programs help? This study explores these questions based on interview data collected in Florida. The article starts with the background of the research questions, followed by literature review, research methods, and findings. Discussions and implications are at the end. JPAE 18(1), 183–208
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Yahong Zhang, Robert Lee and Kaifeng Yang BACKGROUND: LOCAL PUBLIC MANAGERS PARTICIPATING IN POLICY MAKING The dichotomy model of the politics-administration relationship assumes that local elected officials and appointed administrators have separate responsibilities in the policy process: making policy by the former and implementing policy by the latter. This model has provided a long-standing frame of reference for research on the behavior of elected officials and public administrators. However, numerous studies have engaged the questions of whether and to what extent administrators participate in policy making and politics (e.g., French & Folz, 2004; Hassett & Watson, 2002; Lee, 2001; Montjoy & Watson, 1995; Nalbandian, 1999; Newell & Ammons, 1987; Svara, 1999a). Alternative models to the dichotomy concept have been developed, such as the dichotomy-duality model (Browne, 1985; Svara, 1985), the modified dichotomy model (Montjoy & Watson, 1995), the complementarity model (Svara, 1998, 1999b; Zhang & Feiock, 2010), and the partnership model (Dunn & Legge, 2002). Extant research has explored why public managers exert considerable influence in policy making. By county and city charters, managers typically do not have the institutional authority in the policy-making process independently from the council. The legitimacy of making policy originates in the elected body since its members have a political base resulting from the election by and accountability to the electorate (Protasel, 1988). However, local elected officials are mostly amateur and part-time politicians. They may not be able to develop policy without the manager’s professional assistance. Therefore, elected officials rely on managers’ professional knowledge and skills to make policy decisions (Zhang & Feiock, 2010; Zhang & Yang, 2009). Novak and Nalbandian (2009) emphasize that “it is critical that the professional manager prepares the council for its work” (p. 24). While professional knowledge and skills legitimate public managers’ participation in local policy making, it is reasonable to ask the question: What specific knowledge and skills are particularly important to local managers for their policy-making responsibilities? One way to understand this question is to infer from the activities that make up managers’ days—how they work with elected bodies on a daily basis and help make policies. Another way is to ask managers directly what knowledge and skills they think are important for them to participate in policy making. This study adopted both approaches. LITERATURE: WHAT IS THE LOCAL GOVERNMENT MANAGER’S ROLE IN POLICY MAKING? Along with the conception that public managers actually participate in the policy-making process, research has identified interaction patterns between the manager and the elected body (Box, 1992; Boynton & Wright, 1971; Morgan & Watson, 1992). Boynton and Wright (1971), for example, provide a classification of mayor-manager interactions across the regimes of administration, policy, and politics. They identify seven types of mayor-manager interactions: strong mayor, 184
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Stories from Local Public Managers in Florida traditional role, policy-initiating team, policy-making team, governing team, dominant manager, and manager “boss.” Among the seven types, the strongmayor and manager “boss” patterns represent two extremes of power allocation: On the one extreme, the mayor dominates all three regimes and leaves little room for managers to exert influence; on the opposite extreme, the city manager gains dominant power in all three regimes and elected officials have little control over the manager. Morgan and Watson (1992) focus on the policy-making regime and propose four possible patterns of mayor-manager interactions: (a) Both the manager and mayor are strong; (b) the strong manager dominates policy-making; (c) the strong mayor dominates policy-making; and (d) both the manager and mayor are weak in policy leadership. Morgan and Watson also find that the three most representative roles in the policy-making process chosen by the city managers in the survey are facilitator, coordinator, and policy director; but these three roles are not specifically defined in Morgan and Watson’s article and may overlap. Box (1992) provides a typology of administrative discretion that distinguishes local public managers as trustees, delegates, and interpreters. According to Box, trustee administrators “believe in their ability and duty to identify situations in which the governing body has failed to understand the community will correctly or has intentionally disregarded it” (p. 326). Trustee administrators regard it as proper to advocate for a new policy direction in the public interest, take a strong and inflexible stand on a policy issue, and stand contrary to the expressed wishes of the council. The opposite of trustees are delegate administrators, who regard the governing body as the duly political leaders of the community. Thus they do not attempt to influence the elected body to change policy direction; they do not take actions until they receive policy guidance from the elected body; and they even do not make policy recommendations to the governing body unless a serious matter forces them to do so. Interpreter administrators are between the trustees and delegates. On the one hand, interpreter administrators believe in their ability to identify political failures of representation and regard it as a professional duty to take remedial action. On the other hand, they “see their legitimacy as defined by the employment relationship and their sphere of discretion as determined by what is acceptable to the governing body” (p. 328). Interpreter administrators would provide sufficient information and alternative policy recommendations to their governing body for policy decisions. Box (1992) offers four examples, including two city managers, one city administrator, and one planning director, to describe their typical behaviors as trustee, delegate, and interpreter administrators respectively. While the typologies discussed in previous research are very useful to understand public administrators’ role in the policy-making process, rich information about how these administrators work with their elected body on a daily basis to help make policy decisions has not been sufficiently explored in the Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang literature. This research will provide a narrative description on administrators’ activities in policy making, attempting to bridge the understanding of managers’ daily activities and the knowledge and skills they need. Such narrative description can also help MPA students who have only a hazy impression of what local government managers actually do (Lazenby, 2010). LITERATURE: WHAT KNOWLEDGE AND SKILLS DO LOCAL GOVERNMENT MANAGERS NEED? The National Association of Schools of Public Affairs and Administration (NASPAA) conducted a survey of city and county managers in 2006 to explore their opinions of the importance of knowledge and skills in local government management. The respondents rated the following competencies as most important: 1. Decision making and problem solving; 2. Ethics and integrity; 3. Communication skills; 4. Leadership; 5. Teamwork; and 6. Budgeting and financial management. Such findings are actually consistent with the empirical results in previous research by Green (1989) and Hinton, Kerrigan, and Frederickson (1995), who conducted similar surveys while using different samples. Lazenby (2010) applies the Delphi technique to investigate the same question. His expert panel consists of experienced local government managers as well as scholars and members of International City/County Management Association (ICMA) boards and committees. The Delphi panel came to the consensus that ethics, community building, human relations, personal traits, interpersonal communications, leadership, and group processes are critical to local government managers. While the few existing studies seem to have consistent findings, their shared research design features leave room for further investigation. First, the existing research provided a list of knowledge and skills in the survey for respondents to select or rank, except that the Delphi technique allows participants to revise the list. Some important knowledge and skills may be unintentionally omitted from the list. Second, these studies focus on the knowledge and skills needed for local government management, the traditionally perceived responsibility, and pay little attention to managers’ policy-making role. An unaddressed question remains: Do managers need additional knowledge and skills as they get involved in policy making in local government? With a particular focus on local elected officials rather than public managers, Vogelsang-Coombs and Miller (1999) investigate how elected officials should be prepared to make policies effectively. They find the following sets of knowledge and skills to be critical: 186
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Stories from Local Public Managers in Florida 7. Personal (self ) development, advanced communication techniques, and negotiation skills; 8. Human resource development and workforce empowerment; 9. Organizational/ jurisdictional development; 10. Governing body leadership and team building; and 11. Community development and regional cooperation. It appears that elected officials are more demanding for knowledge and skills in negotiation, jurisdictional development, and regional cooperation for their policy-making responsibilities. Will the skill set for elected officials be applied to local government managers when they assist the governing body to make policies? THE SUPPLY OF KNOWLEDGE AND SKILLS: MPA PROGRAMS The traditional programs of public administration aimed to equip students for multiple roles in the general public management positions, with a focus on the technical perspective of competencies. The core curriculum in early ages incorporated personnel, budgeting, organization theory, political process, and institutions (Elmore, 1986; Stokes, 1986). Such curriculum was criticized for merely providing descriptive knowledge of government rather than prescriptive solutions (Stokes, 1986). The movement of public policy programs in the late 1960s originated in the rejection of the traditional public administration and placed “hard” analytic subjects such as economics, statistics, and decision theory at the core of the curriculum (Elmore, 1986). The founders of the policy programs purported to teach their students “how to make public decisions rigorously and analytically on the basis of systematic quantitative evidence” (Yates, 1983, p. 364; also see Elmore, 1986). However, the policy programs were criticized as lacking the training of political thinking in an environment with multiple stakeholders (Elmore, 1986; Stokes, 1986). Therefore, more general knowledge of social and political institutions and processes for situation analysis and assessment of community needs have been added to the curricula in many programs since the 1990s. Such a trend is also reflected in the change of NASPAA Accreditation Standards. For instance, the 2005 version of NASPAA Accreditation Standards required inclusion of coursework about political and legal institutions and processes, economic and social institutions and processes, organizational and management concepts and behavior, and research methods in policy and program formulation, implementation, and evaluation. The purpose was to emphasize “an understanding of the public policy and organizational environments.”1 The 2009 NASPAA Accreditation Standards further loosen the requirements on the technical aspects of knowledge by removing the common components of the program curriculum. They provide a more general framework that consists of five domains of required competencies: (a) to lead and manage in public governance; (b) to participate in and contribute to the policy process; Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang (c) to analyze, synthesize, think critically, solve problems, and make decisions; (d) to articulate and apply a public service perspective; and (e) to communicate and interact productively with a diverse and changing workforce and citizenry. The new accreditation standards reveal that NASPAA has shifted its emphasis from specific knowledge and skills to more general competencies in a complicated environment; it has also realized the policy-making responsibilities for public administrators. Of course, the NASPAA accreditation standards serve for career managers in general, not for local government managers per se. Denhardt (2001) suggests that all career administrators need three types of personal development—cognitive knowledge, interpersonal skills, and intrapersonal skills; but each type of development has different contents/ requirements as administrators move from technical to managerial and institutional positions. As such, he proposes that each MPA program should contextually identify its students and then provide different types of students with different combinations of theory- and practice-focused training. According to Denhardt, city managers would need greater knowledge of organizational environments and the process of policy development, as well as more skills in negotiating or brokering across organizational boundaries. Koven, Goetz, and Brennan (2008), through analyzing 46 of the top 50 MPA programs identified by U.S. News & World Report in 2006, find that the leading core courses were “organizational concepts and institutions” and “policy evaluation” (both courses were required by 87% of all programs), “budgeting and finance” (85%), “public administration” (74%), “ethics and leadership” (59%), and “politics and legal institutions” (52%). Lazenby (2010) examines 42 MPA programs with a concentration in local government. He finds that these MPA programs provide good coverage of competencies associated with administration, legal/institutional system, and technical/analytical skills. However, they are less likely to provide trainings of “soft skills,” the competencies associated with ethics, interpersonal communications, human relations, leadership, group processes, and community building. Nevertheless, since formal graduate education is only one component of preparing an individual for a senior management role in local government. . . . Given a finite number of hours available in a 2-year professional degree program, it makes sense to focus this time on the kinds of competencies that lend themselves well to “book learning.” (Lazenby, 2010, p. 351) Lazenby also suggests that courses on policy analysis and analytical skills are less important than those on managing public organizations, and thus they should be eliminated from the curriculum in MPA programs with a concentration in local government. 188
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Stories from Local Public Managers in Florida METHODOLOGY To understand local managers’ firsthand experience in policy making, we conducted interviews with city and county managers in Florida. Florida is an excellent research site because of its great institutional, political, and demographical variations among local governments, which epitomize the nationwide conditions to a high degree. In particular, typically three forms of government are adopted by the 411 incorporated cities (including towns and villages) in Florida: council-manager, mayor-council, and commission; and three forms are adopted by the 67 counties: county manager, county executive, and county chair–administrator. We selected and invited 30 managers (28 city managers and 2 county managers) for the interviews through multiple methods: Seven of them were viewed by their mayors as exerting very strong influence on local policy making, according to the 2006 Florida Mayor Survey conducted by one of the authors; 15 of them were evaluated by other city/county managers as having strong or relatively strong policy-making influence in local government; and 8 of them were evaluated by other city/county managers as having a moderate level of policy-making influence. All these interviewees are seasoned public managers with more than 10 years of experience in local government. In addition, they are from different forms of government and different geographic parts of Florida with varying population sizes, ranging from 7,600 to 140,000. All the 30 managers accepted our invitation to participate in the research. A questionnaire with six open-ended questions was designed and sent to these county and city managers before a one-on-one phone or e-mail interview in August 2008 through March 2009: 1. Regarding the local government managers’ role in legislative policy making, to what extent should they participate in the policymaking process and why? 2. To what extent do you actually participate in legislative policy making with your elected officials, both in the preparation stage and the actual deliberation and decision making stage? 3. When you started participating in local government legislative policy making as a local government manager, what education or experience helped prepare you for this new role? 4. Have you experienced any difficulty or frustration in the process? Do you have any examples of those experiences that you can share? Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang 5. As an experienced professional local government manager, what do you now feel are the most important skills and knowledge a person needs to possess in the future to assist their elected bodies make sound policy decisions at the local government level? 6. As a follow-up to question #4, please identify the most important knowledge and skills useful to local government managers that you feel can be taught in classrooms and identify those that you believe cannot be taught in the classroom. Why? 7. You are welcome to share any other comments on how MPA programs can better equip students (future managers) with the knowledge and skills needed to prepare them for their role as local government managers in the local government policy making process. The 30 managers were given a choice either to prepare written responses and send them back to the surveyor or to be interviewed via telephone. Six managers elected to send written responses, and 24 elected to be interviewed via telephone. The findings presented in the following sections are based on the 24 transcripts of the telephone interviews and the 6 written responses. FINDINGS By design, the interviewees are moderately or strongly involved in policy making. Indeed, they acknowledge, as one manager responds, “There is a fusion of the positions of city managers and city council members in terms of policymaking.”2 The managers attribute their policy-making role to their professional expertise that council members may lack: “. . . a city manager seems to be playing an increasingly important role, not so much in trying to direct the council but more so because of the experience and education he or she is able to bring to the council meeting a perspective that may differ from those of elected officials.” Another explains: “Over the years we’re getting less experienced policy makers. I’ve taken on a greater role in helping them develop policy, trying to make them understand when they come up with a policy, and what it will take to implement that policy.” Our interviews further provide rich details about how managers engage in policy-making activities. Managers’ Role in Policy Preparation and Deliberation All managers in our interviews report that they are responsible for preparing policy proposals, including providing the council with background materials, identifying potential options and analyzing the pros and cons of each option, 190
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Stories from Local Public Managers in Florida and writing the proposal for the council to discuss. In addition to these common activities, a few managers report that they also proactively identify problems in the community and initiate policy questions for council members to consider. Some others state that they sometimes solicit community inputs upon council’s request when they propose policy changes. However, managers substantially diverge on whether they stand neutral or advocate for specific solutions to the council. Nearly half of the managers in our interviews think they are just information sources in policy making and should not make recommendations on policy solutions. “Usually I don’t give recommendations; I keep myself out of the battle,” reveals one respondent. Another manager emphasizes: “Sometimes we as managers have to be careful not to dictate what the policy should be through either the one-on-ones or the council meetings.” This group of managers may be called policy coordinators or facilitators (Morgan & Watson, 1992) or delegate administrators (Box, 1992). In comparison, a smaller number of managers take a firmer position and suggest a certain policy direction to the elected body. “I make recommendations as how to best address the particular issue of the problem, and to advocate for one particular solution which I believe to be the best solution,” explains one city manager. Some other managers would take a more balanced view and carefully place their recommendations in a specific context—they suggest that whether they recommend particular policy solutions depends on what the issue is: There are some things that are really strictly political issues, and have generally very low impact on the operation of the city one way or another. Managers would hesitate to provide information and opinion in such circumstance. *** If there is a decision that is purely opinion, when you’re getting into total subjective things like how something should look, nothing to do with function, and I knew I had some diverse opinions on that, I let them work through that by providing them enough information and let the group come to a consensus. On the other hand, if the issue is associated with professional knowledge or involves technical concerns, managers would be more open to offer their opinions and recommendations. For example: in proposing a budget and talking through the various alternatives, the manager should take a significant role in that process. When they are neighborhood matters, probably the manager should take a lesser Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang role and let the public deal more directly with the elected officials in the context of making ordinances and policy. *** If there is an issue that, in my professional opinion, is in the best interest of the city, I will make a recommendation. Public managers diverge to an even greater degree on policy deliberation. Most managers see policy deliberation as a political process and thus are very hesitant to participate. The following reactions reflect their caution: If you go to the preparation stage, that’s where my participation is at its greatest level…When we move to deliberation stages, my role diminishes to answering questions when they may have them. I do not enter my opinion into policy decisions until they request a specific information point. I fully step away from the decision making. *** We don’t disturb council to make final decisions. I would stay out of the dialogue during deliberation process. *** During their council meetings, I don’t really participate to a great extent…But let me preface that by saying that unless I feel like they’re going to make a decision where we fall off the cliff, I tend to let them just go ahead and do what they see fit. Some managers would take a stronger stand in the stage of policy deliberation by guiding and facilitating the discussion to the direction of their recommendations. A manager frankly expresses: We as managers can’t sit back when we see something going on at a commission table that they (commissioners) may not see but that may have a dire ramification. We need to step up to the plate and be more assertive.
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Stories from Local Public Managers in Florida Another echoes: If I see them going to a direction that will create havoc then I think it is incumbent upon the manager to provide the information and steer them in a different direction. After providing the facts, I think it’s important to move back so the end product doesn’t create more problems than you were trying to solve. These managers perform like trustee administrators (Box, 1992) or policy directors (Morgan & Watson, 1992). Among the policy directors, two strategies are found to be popular for managers in leading the policy direction. First, they discuss the issue with each of the elected officials in one-on-one meetings, lobbying for their policy recommendations. Second, they request the council to postpone the voting so that they can try to collect more information and then come back to the elected officials for reconsideration and deliberation. In sum, although the interviewees are regarded as exerting moderate to strong influence in policy making, their actual participation in the policy process varies from the least extent, where managers merely provide information and policy alternatives upon the elected body’s request, to the highest extent, where managers actively join the discussion with elected officials with an attempt to direct policy outcomes toward what they believe the best for the community interest. Nevertheless, the managers in our interviews agree that once the council votes for a policy, they must effectively carry it out regardless of their personal opinions. This indicates that although local public managers often have to fill in the policy vacuum for their policy makers and even proactively lead policy making in a certain direction, they clearly follow the professional ethics and respect the elected body’s political authority. Knowledge and Skills for the Policy-Making Role As Lazenby (2010) suggests, “Another approach to gauging the critical knowledge and skills of local government managers is simply to ask their opinions on the subject” (p. 341). We asked the managers what they feel are the most important skills and knowledge to assist the elected body to make sound policy decisions. Table 1 summarizes the reported knowledge and skills, ranked by their frequencies. Notably, almost every interviewee indicates that communication skills are essential to their role in policy making. They also agree that both “people skills” and “the knowledge of basis” are important for managers to help their elected officials make sound policies.
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Yahong Zhang, Robert Lee and Kaifeng Yang Table 1. Top Knowledge and Skills for Managers in Policy Making



Knowledge and Skills 1



Frequency



Communication skills (a) Listening skills



27



(b) Compromising and consensus-building skills



19



(c) Writing skills



9



(d) Face-to-face communication skills



5



2



Budgeting and financial management



22



3



Information technologies



17



4



Local government structure



16



5



Analytical and research skills



13



6



Practical ethics



11



7



Human resources management



8



9 Strategic planning and management



2



People skills. People skills are also called “soft skills.” Mintrom (2003) defines them as the “habits we cultivate that allow us to make good use of our time, to work well with others, and to communicate our ideas so that they are influential” (p. 1). Communication skills and practical ethics are key components of people skills. The managers in our interviews suggest that their policy-making role especially requires them to have a strong capability to listen to others, deliver ideas, interpret messages, negotiate and compromise with different opinions, and facilitate communications among diverse individuals. As one manager states, “the success of any city manager is based upon that (communication skills). Even if you are frustrated, how do you communicate your frustration as a city manager to your council? That is your challenge.” Communication skills contain many aspects. The managers see listening skills as the most critical, followed by compromising and consensus-building skills, writing skills, and face-to-face communication skills. The following quotes demonstrate the importance of listening skills: 194
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Stories from Local Public Managers in Florida I think communication is one of the most important things they (local public managers) really need. They need to know when to listen, what to listen, and pick up the important issues. *** You have to have a very key ability to listen. . . . You have to be able to interact with your staff, commissioners, and the community. So the listening skills are really important. *** It is a big picture that you have to realize you have five bosses. Make sure you are listening to each of them: what is their concern, what is the best thing coming forward to the city? And share your opinion not only in the public meeting, but at least with the elected officials on a one-on-one base. Compromising and consensus-building skills are frequently stressed by the managers. Local managers work with a group of elected officials who may have different ideologies, political goals, and constituencies, and who usually are not trained with professional expertise and sometimes make irrational decisions. “A lot of times policy is not created in a rational way. It is created for an irrational reason or for emotional reason,” indicates a city manager. The situation becomes even more difficult when a manager confronts a split council, which means no matter what issue is at stake, it is always hard to achieve agreement. Therefore, local public managers often have to put themselves in a political game and try to find a way out for the best interest of the community by compromising and negotiating with each party. Being able to work with others, compromise on principles, and an ability to see the “big” picture as well as the smaller details are important skills for one to deal with elected officials. *** Effective policy making is dependent on being able to bring together diverse opinions. . . . The elected officials today are more diverse in every way which necessitates the aforementioned facilitation skills. ***
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Yahong Zhang, Robert Lee and Kaifeng Yang I spend time on political process and group dynamics. Maybe that is more psychological. You can have all the technical skills you want, you can have good service delivery, your organization is doing things right, but if there is no connection with the council members, if the council does not like you, I don’t think you would succeed. Writing skills are another component of the necessary communication skills, especially when managers have to write to council members and citizens in the policy-making processes. One manager advises: The style of writing for a graduate student is different from that of an administrator who has to write to be understood by a variety of citizens and council members with diverse backgrounds in education. The public administrator needs to be aware that his communication needs to be brief and comprehensive. Of course, good writing skills take a volume of professional practice. Some managers are concerned about the lack of professional training on writing among the younger generation: “One thing I’m seeing now that irritates me is the lack of writing skills. We have not even gotten the text-message generation into the workforce. I think writing skills are very important and I’m seeing them get worse and worse.” Although telephone, e-mails, and text messages are widely used for communication nowadays, face-to-face communication still plays an important role for county and city managers when they work with elected officials, interest groups, and citizens in formulating policies. As one manager states: One thing that hasn’t been changed, and it’s difficult too, and you can’t beat its effectiveness, is one on one, face to face discussions, because you not only get immediate feedback and response, but there are just a lot messages from facial expressions and body language. During the interviews, practical ethics is also emphasized. The managers think they confront ethical questions and dilemmas on a daily basis; and good knowledge of ethics can help them to do things appropriately. In particular, these managers make three principal suggestions on ethics to the younger generations. First, a manager should respect the political authority of elected officials and treat them equally: “Don’t provide one with information that you don’t provide the others.” Second, a manager should try not to engage in any political debate with elected officials or citizens. A managers’ responsibility is to use his or her expertise to provide the facts, relevant information, and possible solutions. Finally, a manager should hold the core values of respect, integrity, being a 196
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Stories from Local Public Managers in Florida public servant, having a humble heart, a sense of social justice, and being empathic toward people at any occasion. The knowledge of basis. The managers in the interviews recommend that budgeting and financial management, information technologies, government structures, analytical and research methods, and human resource management are among the most important knowledge required to work in local government and participate in the policy-making process. Financial knowledge is essential because “almost all decisions involve some type of financial analysis.” With knowledge of information technologies, a manager is able to use the Internet to search information for policy making; use Web-based tools to involve public officials, staff members, and citizens in the policy conversation; and create PowerPoint presentations about policy options, analysis, and ramifications and have them easily understood. Knowledge about local government structures is necessary because it helps managers to be familiar with the legislative procedures, the roles of each elected official and administrative staff, and the relationships among them. It helps managers to coordinate with each part of the local government in a legal and effective way. Managers also need to explain the government structures to elected officials and citizens when questions about responsibilities occur. Finally, analytical and research methods are also essential because these skills help managers to discover the true problems amid complicated phenomena and relationships. As a manager indicates: What I’ve seen where a council member may come in and say we need to do such and such, all in good meaning. Often times after they go, I’ll say time out, let’s decide what the problem is rather than the solution. I think it’s important when crafting policy to have everyone on the same page as to what the problem is that we are trying to solve. In addition, with analytical skills, “managers can boil down the complex policy issues to the point that council members and ordinary citizens can understand.” Learning the Knowledge and Skills Our respondents unanimously rate real work experience as the most important source of learning, followed by workplace mentoring and MPA internship; a few managers express appreciation of practical teaching and conceptual coursework in their MPA programs (see Table 2). As a city manager remarks, “Developing policy-making skills in the public arena requires extensive experience that one can only gain while exposed to and participating in the real process.” Most managers credit their policy-making ability to their experience in senior-level staff positions in local government, including experience as a strategic planner, a financial officer, a human resources manager, or a clerk. Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang Table 2. Sources of Learning Knowledge and Skills



Sources



Frequency



Work experience



28



Workplace mentoring



8



Internships with MPA program



4



MPA courses with adjunct instructors



3



Experience with private and nonprofit organizations was also deemed as important to help learn the knowledge and skills of certain subjects (such as financial management), policy areas (such as health care), and people skills. One of the managers, who previously worked as the chief executive officer for a nonprofit organization, comments on how that experience helped him in local government policy making: Working with the Board of Directors and understanding how important interpersonal communication was to moving disparate ideas towards common solutions was the skill that I found most valuable when I became responsible for local government policy making. I learned that policy makers have various information and motivational needs. Policy solutions require effective communications that can unify the different levels of understanding, different perceptions, and different motivations of those who serve in a policy making role. A number of managers in our interviews appreciate their workplace mentors, who assisted them in enhancing their abilities for management and policy making. The mentors could be their colleagues or supervisors. One manager states: I began my career in the planning and development office; and the city manager I worked with was a huge resource in helping me understand the obligations of the position. He also taught me how to think outside the box and to look for community partnerships that would help further our goals. Two thirds of managers in the interviews hold an MPA degree, and approximately one fifth of them report that their MPA education is helpful to 198
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Stories from Local Public Managers in Florida the job they are doing. We acknowledge that the managers received their MPA degrees about 10 to 20 years ago and that MPA education in general has been changed significantly over the decades. Nevertheless, it is helpful to learn the expectations of these managers toward current MPA programs. The managers suggest that MPA programs should provide opportunities of effective internship and practical teaching. With internship opportunities, MPA students can discover how learned concepts can be applied in the real world; they can also learn people skills by interacting with elected officials and administrative staff in a real work setting before they take the public manager position. A manager points out: Many people who were required to do internships may downplay the importance. A student has an opportunity to work with local government; and it takes a commitment: not only working in the management areas but also taking the extra step to attend all council meetings, to go to staff meetings to learn some of the basic operations of city government. Eventually, that combined with a good education, will help someone with the policy making process. A few managers mentioned that their MPA programs did a nice job of incorporating real-world practices into classroom teaching via adjunct professors. Adjunct professors may share their stories of successes, mistakes, and failures with students. They may also discuss unintended consequences their decisions produced as well as their self-criticism about whom they should have listened to but they did not: I chose that MPA program because they concentrated more on the practical and pragmatic as opposed to the pure policy theories of city planning back in those days…It teaches you to have your antennae up in order to recognize when something is going well or about to go wrong. Nevertheless, while not many managers appreciate theories and concepts they received from MPA programs, some suggest that an MPA student may not recognize the value of theories until he or she has a certain amount of experience with the manager position. A manager went through two MPA programs 15 years apart, and he feels his experience with the second MPA program was much more rewarding because he had cumulated many more years of practical experience before taking it. “A text book cannot teach you fundamentals until you actually have worked with 5, 7, or 9 elected officials with many diverse personalities and opinions, and you were trying to build consensus with different interests.” Some managers also value their training experiences with the International City/County Management Association (ICMA) and the Florida County and Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang City Management Association (FCCMA). Within the professional networks, they learned ethical responsibilities and the application of those responsibilities in accordance with the tenets outlined in the ICMA’s Code of Ethics. DISCUSSION: DO LOCAL GOVERNMENT MANAGERS NEED SPECIAL SKILLS FOR POLICY MAKING? With interview data collected from 30 city and county managers in Florida, this study uses a qualitative approach to examine how local public managers contribute to the legislative policy-making process and what they need to know to fulfill this role. We acknowledge the limitations of this study. First, due to the nature of the qualitative approach—the sample is purposefully chosen and the sample size is relatively small, so the generalization power is somewhat limited. City and county managers in other localities and other states may hold different opinions due to their different experiences and different institutional and political environments. Second, this study merely addresses descriptive questions of “what” and “how.” With a small sample size, it is unable to answer explanatory questions—for example, whether managers’ responses are associated with their work experience or forms of government they serve. Future research with quantitative methods is expected to addresses the explanatory questions. Third, this study focuses on the demand side (public managers) rather than the supply side (MPA programs) of knowledge and skills for policy making. The research would be improved if we had data from both sides. Nevertheless, this study contributes to the literature by addressing new questions, and we hope it will encourage more scholars to examine these questions in the future so that we can cumulate our understanding and develop suitable MPA programs to better equip future public administrators. Public managers’ involvement in policy preparation and deliberation is a great extension of responsibilities beyond their traditionally perceived work of administration and policy implementation. Such responsibilities reasonably require—as the city and county managers in our interviews suggest—strong people skills in listening, compromising, consensus building, and practical ethics on the one hand and solid knowledge in budgeting and financial management, information technologies, and analytical methods on the other hand (see Table 1). First, managers cannot develop sound policy proposals unless they possess adequate listening skills and information techniques that help them collect information in an accurate and effective way. Accurate and sufficient information is a precondition to developing a sound policy proposal. With strong listening skills, managers are able to hear the real needs and concerns of various stakeholders including citizens, interest groups, and elected officials. Information technologies not only allow managers to involve people in community-wide conversations with officials but also enable them to look for information and resources beyond their jurisdictions for policy change. For example, managers 200
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Stories from Local Public Managers in Florida may find regulations or guidelines on a particular policy issue from federal or state-level governments; they may search the positive and negative consequences of the policy change in other jurisdictions and learn their lessons; they may also find supportive programs provided by higher-level governments or nonprofit agencies through information technologies. Analytical skills are essential for managers to develop policy proposals because with such skills, managers can discover real problems underneath noisy surfaces, identify the relationships amid complicated phenomena, and analyze the pros and cons of each policy alternative. Since almost all decisions in local government involve some type of budgeting and financial management, managers need this type of knowledge to develop policy solutions that are financially feasible and economically beneficial for the community. Second, managers would particularly need compromising and consensusbuilding skills when they advocate their policy recommendations or when they participate in policy deliberation. The challenge for managers is the diversity in the elected body—usually the elected officials have different socioeconomic backgrounds, constituencies, and political goals. In addition, many of the elected officials lack professional expertise and thus sometimes make decisions for irrational reasons. Therefore, managers must skillfully exchange opinions with council members, negotiating and compromising with them to make a certain agreement in policy direction that would protect or improve the common interest of the community. During such a consensus-building process, managers would also use their professional expertise and rational analysis skills to educate elected officials; they may use computer techniques to present their ideas in a way that elected officials can understand; and they need to be familiar with the local government structure and professional ethics to avoid violating institutional rules or norms. In short, managers should be equipped with compromising and consensus-building skills, knowledge of budgeting and financial management, information technologies, analytical skills, and skills of practical ethics when they engage in policy advocacy or policy deliberation with their elected body. Do managers need special skills for policy-making responsibilities that are beyond their traditionally perceived administrative role? The knowledge and skills identified in this study are not fundamentally unique from those required for managers’ administrative responsibilities as identified by NASPAA (2006) and Lazenby (2010). All these studies rate ethics, communication skills, and human resources management as important, reflecting the manager’s role as a generalist in the public organization. However, differences exist with regard to ranking the importance of such knowledge and skills. Table 3 presents the comparison of the top five essential skills and knowledge, ranked by three studies respectively. It demonstrates that previous studies rate higher on community leadership and internal management skills for managers, which matches the traditional perception that local government managers are primarily responsible Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang for organizational management and community development. On the contrary, our study, with a particular focus on managers’ role in policy making, does not highly evaluate skills of community leadership. It instead underlines the importance of two categories. The first is communication skills, especially the skills of listening, compromising, and negotiation toward consensus building. The second category is about managers’ professional expertise in budgeting and financial management, information technologies, local government structure, and analytical skills. The first category actually reflects how managers participate in policy making, a sphere that is much different from the internal management of public organization. The second category of skills indeed legitimates manager’s participation in policy making because elected officials, who are not encumbered by economic rationality and analysis skills, would otherwise make irrational policies if the manager’s legislative assistant is not available. Table 3. Knowledge and Skills Ranked by Importance in Three Studies



For Administrative Responsibilities



For Policy-Making Responsibilities This Study Communication skills (listening, compromising, and negotiating) Budgeting and financial management



— 1st



NASPAA (2006) Ethics and integrity



Lazenby (2010) Ethics



2nd



Decision making /problem solving



Community building



3rd



Communication skills



Human relations (communication skills)



Information technologies



4th



Leadership



Personal traits (team building, negotiation)



Local government structure



5th



Teamwork



IP communications



Analytical and research skills



While Vogelsang-Coombs and Miller (1999) find that communication skills, particularly negotiation skills, are important for elected officials to make policies, our study shows those skills are important for public managers to participate in the policy-making process too. This is not surprising because policy making in local government is a collective process that involves diverse groups and interests. To “manage” in this political process, managers must possess communication and negotiation skills. Nevertheless, public managers are different from elected officials. Vogelsang-Coombs and Miller (1999) highlight elected officials’ 202
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Stories from Local Public Managers in Florida competencies in community leadership and regional cooperation, which do not stand out in our interview. In contrast, our data indicate that managers should possess professional expertise in some knowledge of basis in order to be legitimized in policy making. Implications for MPA Programs with Local Government Concentration The managers in our interviews report that they earned their knowledge and skills needed for policy-making responsibilities primarily from work experience, while they are less likely to appreciate their MPA education, especially the theory-oriented courses. This is not surprising, because “learning by doing” is a typical pattern in many professions (Cohen, Eimicke, & Ukeles, 1995), and formal education is only one component of learning resources for local government managers (Lazenby, 2010). Nevertheless, managers may have underestimated the value of MPA education due to the time issue—as experienced managers, it has been a long time since they graduated from MPA programs; and as managers accumulate their work experience, their memory and appreciation related to their MPA programs might be diluted. Consistent with previous research, this study verifies that both people skills and knowledge of basis are essential to local government managers. Many of these types of knowledge and skills can be taught in a formal educational setting. Therefore, both work experience and formal education can help. However, formal education should be more efficient in learning than work experience because formal education programs are carefully designed; they gather expertise in the field; and their training processes are intensive. MPA education should add value to the public administration profession; and we should think how the values can be maximized so that MPA students can be better equipped for future public positions. In MPA education, local government managers deserve special attention because their competencies determine the performance of local government, which further influences citizens’ quality of life on a daily basis. In the increasingly dynamic environment, a competent local government manager should have mastery in internal management of organization, community development, and policy implementation as well as policy making. Although NASPAA is not particularly involved in training local government managers per se, its new accreditation standards recognize policy-making responsibilities for public administrators and focus more on general competencies rather than specific knowledge for public managers. The new NASPAA standards actually set up high criteria for accreditation, while creating more freedom for individual MPA programs. We agree with Denhardt (2001) that an individual MPA program should identify its target students and customize its curricula to meet the needs of its students in knowledge and skills. For MPA programs with a concentration on local government, we provide the following suggestions based on our interview findings. Journal of Public Affairs Education
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Yahong Zhang, Robert Lee and Kaifeng Yang First, MPA programs should maintain their efforts to enhance the practical components in the formal education. One way is to recruit more students with work experience in local government. These students are more likely to value structured learning because they can easily link theories with their work experience. They can also bring their experience and practical problems to classroom, helping peer students to understand the theories and issues. Another way is to work with professional organizations. For example, the Local Government Management Education Committee of NASPAA has closely collaborated with the ICMA Advisory Board on Graduate Education for years to build collaboration between practitioners and academics. Working with such professional organizations can help MPA programs find a large pool of public managers who can serve as adjunct faculty. The professional organizations can also provide resources of internships for MPA students (Facer & Owens, 2005). In addition, MPA programs may hire faculty members with practitioner background in local government, especially those with PhD degrees in public administration or public policy. Given equal scholarly training, their working experience with government should be particularly valued in the job market by MPA programs. These faculty members will be uniquely qualified to prepare future leaders in local government. Second, technical knowledge is still important to MPA students. Lazenby (2010) suggests that in a limited 2-year period, MPA programs ought to focus on key competencies. He sees policy analysis and analytical skills as less important than those on managing public organizations, and he recommends eliminating these courses from MPA curricula. However, Lazenby concentrates on managers’ administrative role while overlooking their policy-making responsibilities. According to this study, information technologies, local government structure, and analytical methods, along with budget and financial management, are among the most important knowledge and skills to managers, especially for their policy-making responsibilities. We suggest MPA programs continue to provide these courses. Finally, MPA programs may create innovative ways to incorporate people skills in their curriculum. This study identifies practical ethics and communication skills such as listening, compromising, negotiating, and consensus-building skills to be extraordinarily important to local government managers. It is traditionally perceived by many that these skills are primarily determined by individuals’ innate traits and cannot be effectively improved through academic training. However, O’Leary, Bingham, and Choi (2010) show that students can substantially advance their skills of negotiation, facilitation, conflict management, and other tacit skills through a specially designed course that provides students with collaborative practice. Another recommended way is to integrate people skills into core courses through case study, homework assignments, and in-class discussions. Kennedy and Malatesta (2010), for example, illustrate how ethics can be taught by this approach. 204
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Stories from Local Public Managers in Florida As a brief summary, this study finds that local government managers particularly need communication skills and technical knowledge when they participate in legislative policy making. Communication skills are particularly essential because managers need to skillfully listen to stakeholders, compromise, negotiate, and build consensus in order to achieve policy outcomes that represent the best interest of the community. The technical knowledge, including budgeting and financial management, information technologies, and analytical methods, equips managers to accurately understand policy issues and prescribe policy solutions. Therefore, MPA programs, especially those concentrating on local government, should maintain the emphasis on courses of technical knowledge while innovatively integrating communication skills in the curriculum. FOOTNOTES 1



For this reason, we do not differentiate the MPA and MPP programs. We use the general term “MPA programs” in this article to refer to graduate programs in public affairs and administration.



2



The quotations are from the 30 interviews. For confidentiality concerns, we don’t include the names of the interviewees.
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Creating Quality Online Course Design Through a Peer-Reviewed Assessment Pamela A. Gibson and Pamela Trump Dunning Troy University ABSTRACT In online instruction, the effectiveness of the learning experience is manifest, in part, in the course design (Yang & Cornelious, 2005). The investment in up-front planning of a course is critical to constructing a comprehensive plan of instruction. It expresses the intentions of instruction, the methods of delivery and, most important, the assessment of learning necessary to produce learned graduates of our institutions. This paper explores the incorporation of Troy University’s Quality Assurance Initiative (QAI), based on Quality Matters (QM) principles, to conduct a peer-reviewed evaluation and subsequent improvement of online course design within its Master of Public Administration (MPA) program. The authors offer several key components to quality course design, specific components of the design that aid the student in understanding and following course instruction, and, finally, suggestions for continuing to improve online course design to meet the challenges that come with new technology and a new generation of students with advanced technological skill sets and expectations from their educational experience. Online education has grown exponentially during the last decade. According to a recent Sloan Consortium report, higher education online enrollments are expanding at a faster rate than overall enrollments. The compounded annual growth rate in online students (2002–2008) is 19% as compared to an annual growth rate of 1.5% for the higher education student body on the whole. Currently, over one quarter (4.6 million) of all higher education students are now taking at least one online course (Allen & Seaman, 2010). Many degree programs offer classes in multiple formats, from completely online to a combination of online and in-class, usually referred to as blended or hybrid (Allen & Seaman, 2010; Coogan, 2009). The blended, or hybrid, courses consist of some combination of both online and face-to-face instruction using JPAE 18(1), 209–228
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Pamela A. Gibson and Pamela Trump Dunning web-based technology through either a course management system (CMS) such as Blackboard (Bb) or web pages. The demand for and acceptance of online educational offerings has generated increased research in the areas of course design (Shiratuddin, Hassan, & Landoni, 2003), quality assurance (Wang, 2006), student satisfaction (Chaney et al., 2007), and integrity or plagiarism issues (Heberling, 2002), among others. This increase in online course delivery has extended into public administration and public policy educational programs. The first National Association of Schools of Public Affairs and Administration (NASPAA) conference panel dedicated entirely to Internet-mediated instruction in public affairs was held in 1994 and, in 1998, NASPAA accreditation standards were revised to include distance education. In 1999, under the direction of special editor Genie N. L. Stowers, the Journal of Public Affairs Education published a symposium on Internet-mediated learning cementing its acceptance as a valid component of a quality MPA program (Schuhmann, Cawley, Green, & Schenker, 2000; Stowers, 1999). As of February 2011, there were 27 NASPAA member schools offering an MPA degree program entirely online and 22 that offered some portion of their program online. This represents a 22% increase in just 2 years in the number of fully online MPA programs (NASPAA, 2011). Although online learning is not without its skeptics, numerous studies have shown no significant differences in effectiveness between online and traditional classroom-based courses (Bernard et. al., 2004; Cavanaugh, 2001; Ho, Lu & Thurmaier, 2006; Moore, 1994; Scheer, 2001; U.S. Department of Education, 2009). However, the online environment presents new challenges. It is not sufficient to simply transplant traditional course material with canned lectures to an online format. The ecology of online interactions demands explicit instruction and enhanced communication, and they begin with course design (Yang & Cornelious, 2005). The authors explore the incorporation of a Quality Assurance Initiative (QAI)—a peer-reviewed process for evaluating and improving course design in Troy University’s hybrid and online courses—and its specific use within the MPA program. Based on Quality Matters (QM) principles, this initiative was adopted to provide a self-directed training program for faculty to assess and enhance the learning experience for the students receiving online course instruction. The authors offer several key components to quality course design, specific components of the design that aid the student in understanding and following course instruction and, finally, suggestions for continuing to improve online course design to meet the challenges that come with new technology and a new generation of students with advanced technological skill sets and expectations from their educational experience.
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Creating Quality Online Course Design QUALITY ASSURANCE INITIATIVE (QAI) Troy University offers graduate and undergraduate degree programs at four traditional land-based campuses as well as in-class and online in over 60 sites around the world. All programs are accredited through the Commission on Colleges of the Southern Association of Colleges and Schools (SACS), and the MPA program is NASPAA accredited. Since online instruction began in 1998, the university has grown to offer seven graduate degree programs in an online platform. That growth has been supported by faculty and curriculum development programs to continuously improve course delivery. Opening virtual classrooms is not simply a matter of adding bandwidth to a university’s computer system. Instructors need to learn how to use new technology and be able to rely upon a staff of qualified information technology (IT) experts to help create and modify course content and design as technology, instructor, and student learning dictate (Brower & Klay, 2000; Dalsgaard & Godsk, 2007; Herrington, Reeves & Oliver, 2006; Parscal & Riemer, 2010; Shapiro, 2006). Troy University provides essential training and support to sustain quality course content. The university online courses are delivered via Bb. Before teaching in an online environment, instructors are required to complete the university’s Teaching Online Proficiency (TOP) course where they must complete hands-on assignments within Bb. A faculty area provided within Bb is a convenient, central location for faculty to access documents related to expectations of online instructors, including master syllabi templates and mentoring opportunities among the faculty. Support services include training on particular web-based tools for course enhancement, such as Wimba and Impatica, and instructional design support. Support resources designed to ensure quality in online teaching and learning are offered through two training modules. The “Exemplary eCourse” module introduces instructors to some of the Best Practices in online course design and delivery. The course contains the latest university requirements for course content, details about the university’s Quality Assurance Initiative, examples from real university courses and instructors, and videos and “How To” guides related to online technology. A separate self-directed Bb training module provides information on Quality Matters principles, the preeminent peer-review program for online course instruction and delivery (of which the university is a subscribing institutional member). The director of eTroy’s Quality Assurance Initiative, Dr. Deborah Fortune, notes that “the basic tenet of education is to help other people,” and her staff are dedicated to helping faculty help students (personal communication, August 11, 2011). The Educational Technology team is available to faculty and students from 7:00 a.m. to 8:00 p.m. (CDT) seven days a week, and a live chat feature is available weekdays from 7:00 a.m. to 6:00 p.m. In addition, designated Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning instructional design staff for each college provide the foundation for successful course development and the freedom to take risks in applying new technological features in courses. PEER-REVIEW PROCESS Troy University instituted QAI in the fall of 2008, when it became a QM consortium member. Four times each year, courses are selected to be peerreviewed by a faculty member or team within a teaching discipline at the university. The department chairs, college deans, and associate deans select courses to be peer-reviewed. The courses selected are based on program standards within each discipline. Mature courses, those that have been taught at least one full academic year, qualify for review. A review may also be triggered by the introduction of new course textbooks, a new instructor, or if a program has a pending professional or accreditation review. Faculty may request that a course be reevaluated if its initial review was more than 3 years ago. The assessors are qualified, full-time faculty members who hold academic rank within the specific academic discipline and are appointed by their department chair. On occasion, a course requiring specialized expertise may call for an adjunct instructor to assess the course; however, the instructor must have at least one year of teaching experience with the university and have completed the training noted earlier. Assessors use the Quality Matters rubric and receive individualized training, depending on the knowledge level of the faculty member. To date, 12 faculty members have completed the QM Peer Reviewer Certification course. Sixty-five faculty members have completed the university training and conducted reviews that require, on average, 2 hours to complete. The QM rubric contains 40 different review standards.1 These standards focus on course learning objectives, student assessment and evaluation, interactive strategies used between professor and student, learning resources and materials, learner support, and, most important, how the course is delivered in an Internet-based venue. Each standard is allotted a different score, depending on its significance to the course design, for a total of 85 points. According to the QM standards, a course must earn a total of 72 points (or an 85% pass rate) to qualify for QM recognition; of those points, 51 must be acquired by satisfying 17 essential standards (Fortune, 2008). The assessor enters the Bb course as an unidentified registered “guest.” Therefore, the instructor is aware that the course is being reviewed but does not know who is reviewing it. By 2010, over 240 courses university-wide had been the subject of review; 62% satisfied the standards set forth by QM (meeting the 85% threshold or above), and 38% were missing at least one essential standard (Fortune & Woods, 2010). As of July 2011, the number of courses reviewed has increased to 420+ course sections covering over 50% of all discipline areas within the five colleges (D. Fortune, personal communication, July 27, 2011). Of the 420+ courses, 80% successfully met the 85% standard. 212
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Creating Quality Online Course Design After two terms, the Quality Assurance office reviews the courses that do not meet the 85% standard. Reassessments have been completed in over 120 sections in the College of Arts & Sciences during the last 2½ years (D. Fortune, personal communication, August 11, 2011). The most common errors found in course reviews were (a) missing logistical elements such as the key required “start here” button in Bb providing a site map of the course, and (b) explicit statements supporting the university requirement that instructors respond to student inquiries within 24 hours on weekdays and 48 hours on weekends. However, the standard most consistently achieved in the course reviews was high engagement responses from faculty in the discussion board section of the course (D. Fortune, August 11, 2011). Faculty assessors note that as the courses themselves have grown with technological advancements and faculty training and expertise, so too, has the evaluation; the online evaluation form “is not just a check list regarding expectations for the course shell” (anonymous, August 26, 2011). The review begins by ensuring that the basic elements are present (requisite sites and hyperlinks, format and policies) and then provides opportunity to comment on key components of web-based learning. According to Stowers (1999), these key components for evaluating online instruction include the quality of course content, ease of navigation through the course, and the degree of participation and interaction among students. Once completed, reviews are disseminated among the college deans to assist them in providing feedback to the instructor. Instructors and assessors alike are constantly reminded in training and reviews that these critiques are not a component of instructor evaluations, nor are they designed to challenge the curriculum. The emphasis is on compliance with required course design elements and effective use of course tools to facilitate learning. Anecdotal evidence suggests the focus on course design is what makes faculty members willing and interested in becoming reviewers and having their courses reviewed. The QAI has gained widespread support and has resulted in an eTroy Faculty Expectations document. Built from the results of QM reviews, this document is provided to all online faculty to guide them in constructing online courses with consistently proven characteristics that enhance the learning experience for their students (see Appendix A for a sampling from the document). Some of those characteristics were discovered in the reviews conducted on MPA courses. IMPROVING OUR ONLINE COURSE DESIGN The introduction of QM to our MPA program curriculum design was an invitation to assess how current course delivery was meeting student needs and where there might be areas for improvement. This has resulted in some substantial improvements in the design of the university’s in-class and hybrid courses, primarily by doing the following: (a) tying course content to learning Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning objectives; (b) remaining student-centered in the specific elements needing to include in the course design; and (c) creating mechanisms to ensure that students have multiple opportunities to perform and receive feedback, engage with one another and the instructor, and track their successful progression through the course objectives. The improvement of course designs occurred in three prominent arenas: the establishment of standards whereby learning objectives, method and type of instruction, and assessment of student performance are linked; the creation of interactive functions to produce a “community” in which learning can most actively occur; and the construction of quantifiable actions required from the class participants. Although these objectives are certainly applicable to the improvement of all instructional formats, a more varied method and type of instruction was required in creating a virtual community online, where more diverse demonstrations of learning are occurring than would be seen in a traditional classroom environment. The following subsections represent instructional design criteria incorporated into both the syllabi and the Bb course shells as a result of the QM assessment. Alignment of Standards The link must be made between learning objectives, the tools by which information is transmitted, and the assessment or measurement by which it is determined that students met the objectives (Chaney et al., 2007; Killian, 2004). These key components comprise the standards for assessing course design quality. Alignment among them is crucial. When aligned, each course element is directly tied to and supports the learning objectives, thus ensuring students meet the desired learning outcomes. The learning objectives need to describe outcomes that are measurable as well as specific to the individual module of learning (Koszalka & Ganesan, 2004). The learning activities that an instructor develops should align with these objectives and facilitate the student’s achievement of them. The MPA program has adopted a course design matrix that is a required part of the course syllabus for courses in which any part is offered online. The matrix links each course learning objective to a module of instruction, the specific course content, the learning strategy, and the assessment mechanism (see Appendix B for instructions and an example). Although the template is the same for all courses with an online component, instructors are required to adapt it to their individual course. Also, while this alignment strategy can be considered a key part of course design in both a traditional and an online course, the online environment affords additional opportunities in course design to demonstrate these essential linkages. Development of the matrix was found to be the most important and most 214
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Creating Quality Online Course Design difficult exercise in constructing course activities. The challenge is in accurately identifying the connection between specific materials and instruction and the student actions that manifest learning of stated objectives. Although making the connection between instructive materials and student actions is inherently an informal exercise in thinking about and creating coursework, efforts to quantify those associations have led to several alterations in required course activities. For instance, the traditional classroom setting might call for a “participate grade” that attempts to capture the informal discussion and observed group dynamics within class exercises. The online environment offers blogs and wikis, which allow for this type of informal discussion to take place. Case study analysis, simulations, and student presentations augment the standard discussion board as strategies to achieve learning objectives. Many instructors have included assessments that build on the interactive component of Bb, using Wimba classrooms and Voice Boards (audio-based threaded discussions) to assess critical thinking skills, presentation skills, and public speaking performance. Each of these tools allows for greater planning and definitive demonstration of the relationship between course objectives and manifested learning. Learner Interaction and Activities Research suggests that interaction in the online environment should include student-to-student, student-to-faculty, and student-to-content interplay (Moore, 1989). In the MPA Program, activities have been formulated to promote these exchanges. The syllabus template and Bb course shell contain a required plan for interacting and communicating with students and articulating how students are expected to interact with the instructor. For instance, at the beginning of the course, discussion boards are introduced with two forums: an “Ask the Instructor” forum where students can, throughout the term, post questions pertaining to the course and suitable for general consumption, and a “Student Introduction” area in which all participants provide information that moves them beyond simply an identity defined by an e-mail address. It was discovered that students were more willing to participate and open in their introductions when instructors posted a photo and their own personal biography first. The degree of formality, depth of information disclosed, and style of the profile created by the instructor projects important information to the students as to how interactions are expected to be held. Similar to what happens in a brickand-mortar classroom, the online “community” calls for individual effort to establish an identity and be an active participant; however, online instructors like to say, “You can’t hide in the back of the room when online.” Concerted effort to ascertain how much personal information should be provided through a keyboard and engagement with the instructor and class members throughout the day and week are challenges unique to the creation and cultivation of a “class” without time or space limitations. Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning Research has found that clear standards for instructor response time and availability have a positive effect on student learning and satisfaction (Hannon et al., 2002). Both the syllabi and Bb sites alert students to how and when to contact the professor and the expected response time (24–48 hours). It is suggested that faculty include an “Instructor Contact” button in Bb that provides, as a minimum, office hours, e-mail address, and a contact number to begin the process of connection building with the students.  Unlike interacting with students in campus desk chairs, instructors in the virtual world must consider international time zones, country-specific holidays, and, in some cases, natural and human-made disasters that affect instruction. For instance, the authors have had to contend with students in the military, stationed in other parts of the world, where traditional office hours cannot apply. This expanded consideration of time is most evident in the needed articulation of due dates and deadlines to include time zones. The time zone of the Bb server might not be the same as that of the instructor’s locale, and programming the opening and closing of coursework must be planned accordingly. Brooks & Jeong (2006) found that in a graduate-level online environment, “pre-structured discussion threads can increase the frequency of argumentchallenge exchanges needed to initiate critical discourse” (p. 371). Throughout the course, required weekly discussion topics are used to initiate this type of student-student discussion and to maintain student-instructor interaction. These can be discussion questions, case studies, or other individual or group projects centered on the weekly assignments. The syllabus template informs students that regular interaction is a required part of the course, since this is not a correspondence course where a student may work at his or her own pace. Clear standards are provided for the submission of discussion board postings. These can include how many postings are required, the quality expected, and specific examples of exemplary participation (see Appendix C for an example). This information reflects the heightened degree of detail possible, and requested by students, when completing assignments online. Having clear navigational instructions has been found to be a critical factor in online usability (Shiratuddin et al., 2003). To ensure students are able to navigate the Bb course, a “Start Here” button is required. At this location is information pertinent to the setup of the course; it contains links for students to navigate through the various areas. Required content areas include a separate “Syllabus” button and an “External Links” button that contains links to at least three useful websites for students; these sites are identified as either background information, additional personal enrichment, or required for an assignment. Websites that are linked to other academic support centers include the University Library Services, Writing Center, and the MPA Advising site. Course technology should enhance the learning experience, not be the end product, and it should be easily accessible (Beldarrain, 2006; Kirkwood, 1998). 216



Journal of Public Affairs Education



Creating Quality Online Course Design The university provides access to several different media, including Wimba and Pronto, that provide a real-time, virtual classroom experience. Online course guides and how-to manuals are provided to students and instructors on Bb for these applications. Feedback on assignments or general announcements can be made using voice e-mail, which adds to the sense of community in the online environment. Accommodations also are made for alternative means to access the content of an online course (e.g., an audio lecture or video clip/image accompanied by a text transcript). Assessment and Measurement Ultimately, evaluation of student performance must be made according to clearly articulated assessment criteria incorporated in the course design (Chaney et al., 2007; Gaytan & McEwen, 2007). Instructors are encouraged to use multiple assessment and feedback mechanisms tied to the course objectives and providing evidence that a student has acquired the information, understanding, and skills necessary to demonstrate that learning objectives have been met. These can include discussion board activities, self-directed exercises, quizzes/tests, case studies, and presentations. Discussion board activities usually involve not only an initial open-ended question requiring a posting early in the week from all students but also followup responses to one another that include their own questions and challenges to fellow students. Instructors may intervene and interject additional comments or questions to advance the debate. Links to associated websites—which include news reports, blogs, and additional academic research—allow for the incorporation of current, relevant augmenting information. Self-directed exercises allow students to add further learning activities as time, interest, and instruction dictate. Quizzes and draft assignments can be programmed for immediate feedback. Multiple-choice quizzes can have the correct response appear after the student has selected her answer. Short-answer essays, after submission, may have a brief outline of elements the instructor is looking for in their reply. In addition, there is the opportunity to allow students to submit their written work to Turnitin, a software program that creates a report as to the amount of material that originated elsewhere, which gives the student a personal example of plagiarism. The MPA program uses a case study methodology for assessing and measuring student learning. Short case studies can be implemented as part of a weekly discussion board assignment; longer case studies can be a major course assignment component. Student presentations of course material, case study outcomes, research proposals, and other course components provide additional means of measuring student learning. Specific and descriptive criteria are provided for the evaluation of students’ work and participation, either through the individual assignment instructions or by a separate rubric. Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning CONTINUING IMPROVEMENT Today’s online course design cannot simply be moving the material from the lectern to the computer screen, given the expectations of students and the versatility of the electronic world. A determination must be made as to what material should be transmitted via PowerPoint presentations with accompanying audio; in a synchronous chat room discussion via Wimba, Pronto, Skype, or Second Life; or through self-check evaluations. Some researchers believe that the current generation of technology will not be able to support the development of competencies that students of public administration will need in the future (Austin, 2009). However, the advancements in online course management systems are growing exponentially and as technology continues to improve, it will be easier to integrate those virtual components that will provide a sense of community in the online course. Troy University has recently upgraded to the latest iteration of Bb, Blackboard Collaborate, which is a unified collaboration platform that replaces Wimba and Pronto. This platform contains web conferencing and enterprise instant messaging, which allows for spontaneous, informal interaction and voice authoring. With training from the instructional design staff, incorporating these new features will further advance the mechanisms in course design to allow more synchronous and asynchronous activities, leading to even greater comingling of high-tech and high-touch characteristics in our online coursework. The peer review of courses allows for other instructors to audit an online course and offer constructive feedback to improve design. As one reviewer mentioned, “I get to see what others are doing and incorporate some of their techniques in my classes.” A pooling of our QM recognized syllabi offers a tremendous resource from which faculty can keep up to date with new techniques, software, and general research findings on online educational delivery. The faculty continues to refine the standardized course learning objectives and associated course matrix, through the volunteer Course Expert Committee work during the year, in order to become more adept at linking specific course requirements with measurable assessments. CONCLUSION The QA initiative at Troy University has expanded its reach from its inception in 2008 to its current coverage of over 50% of all discipline areas within the five colleges. A number of lessons can be gleaned from the implementation of this initiative. First, a gradual, phased approach is necessary to gain acceptance of the process, both by faculty and staff. The structured approach also provides the opportunity for identification of needed changes, either to the process or the implementation plan, and inclusion of these changes into future iterations. Next is having staff available, in sufficient numbers, to 218
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Creating Quality Online Course Design assist faculty members with course design changes. The instructional technology team employed by the university was instrumental in providing the foundation and support for instructors and students. Their availability via phone, e-mail, and live chat feature, 7 days a week, ensured that questions and problems were solved in real time so as not to affect student learning. And last, training needs should be identified and addressed. Ensuring instructors are well versed in the course management system, in this case through a mandatory online course, results in instructors who are familiar with the online environment and better situated to implement many of the QAI course design requirements. The two specific QA training modules offered at the university (Exemplary eCourse and Quality Matters) were self-paced and always available for use or reference. Instructors are also encouraged to take advantage of the professional development opportunities offered by MarylandOnline that range from becoming a peer reviewer to attending individualized sessions on many of the standards contained in the rubric. Implementing a QAI is particularly pertinent to those institutions offering some or all of their classes in an online environment either through a pure online program, a hybrid approach, or a blended situation. Programs do not need to have an institutionalized quality assurance program to use the best practices embodied in the QM rubric. The components discussed can be used by individual instructors or entire departments. For programs that offer instruction at different physical locations, or a combination of online and inclass instruction, using these QA standards can provide stability across platforms without sacrificing academic freedom. While most of the standards relate to the online environment, some principles of good course design are also applicable to a traditional classroom. The development of a course design matrix that aligns course learning objectives with a module of instruction, the specific course content, the learning strategy, and the assessment mechanism will aid instructors in creating a course that ensures students meet desired learning outcomes. The QAI program at Troy University is continually scrutinized to improve delivery of degree programs. In the initial iteration, the feedback loop, from reviewer back to individual instructor, was not always closed. The Quality Assurance office is working toward developing a comprehensive database of reviews that will provide all essential parties access to review results. Another early challenge has been the constant evolution of technology. New technology creates the need for additional training. The university has added several new programs that can be incorporated into the online environment, including NBC Learn, SmartThinking, Soomo, and Starfish. While each of these software programs may enhance the course design, they demand additional training and time to incorporate into an existing course. This is also evident in upgrades to current technology. Upgrades to the course management system provide needed Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning enhancements and fixes, but they can also require changes in course design and access for both students and instructors. For instance, although the latest iteration of Bb, Blackboard Collaborate, provides opportunities to enhance online activities, instructors have a short time frame to familiarize themselves and experiment with these applications before launch, and this restriction can make the programs less effective. The fluid and accelerated pace of software development requires up-to-date training and adaptability to change for all participants in the process. The goals of the QAI, according to Dr. Fortune, are better retention and lower attrition rates for class enrollments (D. Fortune, August 11, 2011). Incorporating quality course design principles into course delivery would appear to be beneficial to both the student and the instructor; however, only time and sufficient collected data will tell if, in fact, QA contributes to increased student learning as suggested by others (Fisher & Baird, 2005). End-of-term course survey results indicate improved student satisfaction in the MPA program. Student comments have been positive as they relate to faculty responsiveness and feedback; they report greater comfort in online course participation, in part due to the standardized course design of the program. By the second online class, students understand where certain information is contained in the syllabus, where to find information in the Bb course, and have the same expectations of faculty feedback and responsiveness. Certainly, additional research on the impact of the QA course design on student outcomes will benefit the program, especially as course learning objectives are refined to link to the 2009 NASPAA standards. To be compliant with the 2009 NASPAA standards, the MPA program is exploring how to refine objectives, competencies, and assessment measures of student learning for all universal required competencies, all mission-specific required competencies, and all elective (option, track, specialization, or concentration) competencies. With the feedback from students and support from technical staff, faculty continue to conduct ongoing, systematic reviews of course design issues to meet student demand for interactive, palatable learning experiences and to incorporate new technologies. The strategies to address these competencies will assuredly include the QAI process. A cornerstone of student satisfaction in online instruction has been a constructivist educational approach in which “the critical role of the instructor, [serves] less as lecturer and purveyor of knowledge than as moderator or facilitator of the learning experience” (Mingus, 1999, p. 233). Student-centered learning is paramount in the goals of the university’s instructional technology department. According to Dr. Deborah Fortune (July 27, 2011): When peer reviewers are reviewing a course, they should always assume the STUDENT’s point of view. This provides them an opportunity to see the course from the student’s point of view (not the faculty 220
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Creating Quality Online Course Design member’s). Having this point of view often reveals aspects of the course that could be improved to make navigation easier and improve the learning environment for the students. However, one caveat remains: The availability of technology doesn’t necessitate its use, and careful consideration is called for in determining what is lost and what is gained in the virtual classroom (Austin, 2009). For example, technological advancements are now allowing students to access their Bb courses from their Smartphones. Currently, communication on these devices is abbreviated, informal, codified “texting.” Can they B penalzd 4 respndg 2 assgnmts w their thumbs? LOL. ACKNOWLEDGMENT The authors thank Dr. Fortune and Troy University faculty for providing interviews. We are also grateful to the anonymous reviewers for their comments on an earlier draft of this article. FOOTNOTE The QM rubric can be found at the MarylandOnline, Inc. website (www.qmprogram.org/rubric).
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Pamela A. Gibson and Pamela Trump Dunning APPENDIX A eTROY Faculty Expectations for Teaching Online GENERAL EXPECTATIONS FOR ONLINE INSTRUCTORS % Deliver courses in a professional and organized manner, and interact with students in a constructive and encouraging manner. % Always be responsive to student contributions and requests, following expectations set forth in the syllabus. % Best Practices indicate that instructors should log in to their Blackboard courses on a daily basis in order to respond to student inquiries, monitor student progress, engage in student activities, and so on. eTROY recommends at the minimum logging in every 48 hours. If an instructor has not logged into his or her Blackboard courses over a 72-hour period, a reminder e-mail will be sent to their troy.edu e-mail account. Should another 24 hours pass, amounting to a total of 96 hours (4 days) without having the instructor log into their Blackboard courses, the academic supervisor will be notified to provide oversight. % Remember: Students expect faculty to be accessible and provide timely feedback. Responsiveness of this nature also contributes to the overall sense of instructor presence. % Instructors should respond to student questions within 24–48 hours. This includes any e-mails, discussion board questions, and voicemail. % Instructors must inform the learner as to when they can expect a response if the instructor cannot provide a detailed response within 24–48 hours. % Encourage participation by all students. % Quickly identify and address problems with access to course content or the technology environment. % Communicate to students when they can expect to receive graded feedback on assignments and exams. Best practices recommend that instructors grade and submit feedback within two business days of receipt whenever possible. eTROY recommends a 3–5 day turnaround time for grading and student feedback/posting grades. % Contribute toward the continuous improvement of their courses through feedback received from student evaluations, quality assurance course reviews, and program reviews. COURSE DESIGN EXPECTATIONS % Develop a comprehensive course syllabus using the eTROY Standardized Course Syllabus format and designed around one or more required textbooks or cases. Instructors receive as much 224



Journal of Public Affairs Education



Creating Quality Online Course Design



%



%



% %
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% %
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latitude as possible, within the parameters set by the appropriate discipline, in developing the content of their syllabus. The Troy University syllabi information is in the Faculty Handbook. Instructors should provide a faculty biography within the Instructor Contact area of Blackboard, including the following: Name, Contact Information, Educational Background including degrees and area of expertise, Professional Experience, and Research Interests. Clearly articulate the academic requirements for the course, including course assignments, participation requirements, examinations, and evaluation rubrics. Develop instructional modules for each week of the course; these may include components of theory, practice, and assessment. Instructors should not conduct their courses as “self-paced.” All instructors should present the course content in weekly modules. eTROY does not offer self-paced online courses. Instructors should create a separate Discussion Board forum where students may post their biographies. This forum should be created no later than the first day of class. Instructors should create a separate Discussion Board forum labeled “Ask the Instructor.” This forum should be created no later than the first day of class, and questions within the forum responded to within the same 24–48 hour time frame as e-mails. Instructors should include a course “Site Map” within their Blackboard course to aid students in navigation of the course. The Site Map should be posted no later than the first day of class under a navigation button titled “Start Here.” The Site Map is a document that explains what each area of the course contains. Instructors should post a “Welcome” message in the announcements section of their Blackboard course no later than the first day of class. Instructors should check any instructional materials requiring the installation of software, plug-ins, codes, or other controls to determine ease of use. Use the Blackboard assignment and Grade Center functions to manage course assignments, providing feedback in a timely manner, defined as a 3–5 day turnaround time for grading and student feedback/posting grades. Instructors should post all student grades in Blackboard’s Grade Center in a timely fashion and as separate assignments.



Note: The complete Expectation Document includes instructions for faculty before the beginning of a term and at its conclusion regarding, for instance, ordering textbooks, and proctoring exam directions, as well as course delivery expectations that include grading, technical support, and policy compliance. Journal of Public Affairs Education
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Pamela A. Gibson and Pamela Trump Dunning APPENDIX B Course Design Matrix The Course Design Matrix is a critical element is supporting the Commission on Colleges of the Southern Association of Colleges and Schools (SACS) requirements (and other specialized accreditations such as NASPAA and AACSB) that all programs demonstrate assessment of educational objectives/ student learning outcomes and use the assessment findings for continuing program improvements. Outcome-based learning enables administrative units to demonstrate that they are accomplishing their missions by achieving goals and objectives related to their mission and continuously improving their operations and services along the way. TASK 1: LIST THE LEARNING OBJECTIVES All courses should be designed starting with and based on the learning objectives. Learning objectives for each course are specified by each discipline. You may have to “reorder” your list of objectives to fit a sequential course delivery. The instructor has the option of including additional objectives. The learning objectives lead to the desired course competency. All should be listed in the design matrix. Specifically, objectives are detailed statements of what the learners will be able to achieve or be able to demonstrate as a result of completing a course; they are statements of learner behavior. They describe the result of the learning process rather than what or how the learner will be taught. TASK 2: INDICATE THE COURSE MODULE OR WEEK Each learning objective should have an identifiable “module” of instruction. Normally this module will equate to a specific week that the class meets. Because each learning objective requires support in terms of course material, instructional strategy, and assessment, it should be organized into a deliverable module. TASK 3: INDICATE THE COURSE CONTENT TO SUPPORT EACH MODULE Each learning objective should have identifiable course materials or content to support the instruction. Normally this will equate to a chapter in the text, lecture notes, video clips, exercises, cases, slides, or guidelines prepared by the instructor. TASK 4: INDICATE THE INSTRUCTIONAL STRATEGY TO SUPPORT THE LEARNING OBJECTIVE Each objective should have a specific instructional strategy. This refers to your method of instruction such as lecture, class discussion, discussion board activities, exercises, computer simulations, case analysis, and so forth. TASK 5: INDICATE THE METHOD OF ASSESSMENT Each learning objective needs to have some measure of assessment to ensure that 226
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Creating Quality Online Course Design it was achieved. The assessment of more than one objective could be conducted at the same time though a midterm or final exam. However, an identifiable measurement must be made for each objective. Some common measures of assessment are quizzes, feedback on discussion board forums, grading of papers, and feedback on case analyses or exercises. TASK 6: PREPARE AN INSTRUCTIONAL MODULE FOR THE COURSE COMPETENCY All learning objectives should complement or lead to the course competency. Demonstration of attaining the desired course competency should equate to the major course assignment such as completion of a research project, term paper, or a case analysis exam. A design module should be prepared for the course competency in a similar manner as for the learning objectives. Example: The following table provides an example of how the matrix could be constructed. By including this in the syllabus or on Blackboard, instructors can ensure that the student has a clear course map. Instructors will also be able to validate achieving objectives and determine if the textbooks and particular teaching strategies are effective. Please note that this is “one” method to design a course. There are others. Learning Objectives



Module



Content



Strategy



Assessment



Demonstrate relationships between individual differences and their effect on behavior, interpersonal relations, and employee job performance.



Wk 2



Ch 3, Ch 4, Lecture notes, exercises and video



Individual postings and group discussion of relationships using exercises and a case as a baseline



BB Test on readings and graded feedback on case analysis and discussion board postings



Wk 9 (Due Date)



Term Paper Guidance OB Key Concepts Document



Review term paper guidance in Wk 1, Wk 2, submission of concept paper and outline



Feedback on Outline (Wk 7) and Grading of Term Paper (Wk 9)



Competency Students will be able to understand and apply basic organizational behavior concepts to their organizations, their work environment, and their organizational culture.
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Pamela A. Gibson and Pamela Trump Dunning APPENDIX C Online Participation Grading Criteria for Discussion Board Activities Criteria



Poor



Significance Student’s contributions do not add any richness to the conversation. The contributions repeat what others have said and thus are not integrated in the thread of conversation. The contributions are not in student’s own words, but merely copy information from sources. The student’s contributions are not supported by material from the text or other sources.



Good Many of the student’s postings are meaningful. In most cases, the contributions are well connected to the thread of conversation. The student in some cases asks good questions and initiates good threads.



Excellent Most of the student’s posts are meaningful, integrated with the thread of discussion, and add to the learning experience. The student asks very good questions or makes important comments that generate good discussion in the discussion board.



The student incorporates relevant material from the text in the initial post and occasionally follows up on postings to support their position.



Student reads and thoughtfully responds to classmates’ posts. Student incorporates or builds on the ideas of others. The student incorporates relevant material from the text and outside sources into all postings to support their position.



Timeliness



The student fails to post messages while the sessions are active.



The student generally makes contributions while the discussion threads are lively. People can still profit from the information.



The student always posts his or her contributions while the threads are still alive and flowing.



Intensity



In sessions where the student participates, his or her participation is kept to less than the minimum (for example, one initial posting with less than two follow-up postings).



The student meets the requirement of one initial post and two follow-up postings per week.



In the sessions where the student participates, he or she makes many contributions.



Student sometimes takes initiative in significant discussion.



Student never takes any initiative in significant discussion.
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Student frequently has a leading role in online discussions.



Fulbright Program for Foreign Students and the Study of Public Administration Mohsin Bashir Arizona State University ABSTRACT This essay reflects on the author’s experiences in the United States as a doctoral student in public administration on a Fulbright scholarship. The author chronicles his observations of American public administration education and the cultural shocks he encountered during his stay here. He shares with the reader the changes his experiences brought about in his personality and thought process and also provides recommendations for future international Fulbright scholars as well as their educators in the United States. In its 65 years of operation, the Fulbright program has established itself among the high-profile scholarship programs around the globe. Its long list of notable alumni includes several heads of state, Nobel laureates, and other distinguished achievers in various academic and professional arenas (“Notable Alumni,” n.d.). At the same time, with bilateral agreements between the United States and 155 countries in the world, it is the largest academic exchange program in the world as well (“Fulbright: The Early Years,” n.d.). This rather unique combination of size and prestige makes the Fulbright Program an interesting topic of study for scholars in the field of education. Students of public administration may find the Fulbright Program particularly interesting because the program not only supports the field as a study discipline but also is an integral part of U.S. public administration and policy. This essay can be seen by researchers on public administration education as a case study summarizing the Fulbright experience and its academic and cognitive effects on me, a Pakistani doctoral student in Public Administration in an American university. In the following sections, I take stock of my journey as an international student in the United States in general and a Pakistani graduate student in particular, as well as a participant in the cultural exchange phenomenon that characterizes the Fulbright Program. I also provide an account of the effects and impressions that I perceive are a result of this journey. I then reflect on these accounts and impressions, making suggestions for students,
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Mohsin Bashir academics, and administrators that in my opinion will enhance the benefits of the program for everyone. Despite being based on personal and perhaps unique experiences, I expect the benefits of this essay will go beyond research in public administration education. It is my hope that these reflections will help Fulbright recipients from Pakistan and similar countries to have some idea of what to expect from being a Fulbright-funded doctoral student in the United States. I also hope that the educators in U.S. universities can use this essay to make some sense of the context in which these students adjust to their new academic environment and how similar or dissimilar they are from their non-Fulbright peers. THE FULBRIGHT PROGRAM FOR FOREIGN STUDENTS As the title indicates, the Fulbright Program for Foreign Students (FPFS) is the subdivision of the broader Fulbright Program dealing with the inclusion of foreign students to academic programs in the United States. The Fulbright Program was established in 1946 as a result of the efforts of its namesake, Senator J. William Fulbright, to encourage academic and cultural exchanges between the United States and the rest of the world. Run by the Bureau of Education and Culture Affairs within the Department of State, FPFS is the leading international academic scholarship program, bringing in over 1,800 foreign students every year to American graduate schools (“About Fulbright,” n.d.). FPFS scholars are usually sponsored by a combination of funds from congressional appropriations to the U.S. Department of State, participating governments, and host academic institutions, and they are expected to return to their home countries upon completion of their programs. The FPFS is run through bilateral government contracts whereby either the United States embassies or bilateral organizations in participating countries administer the merit-based selection procedures and the State Department’s Institute of International Education (IIE) assists most of the scholars with admissions, finances, and immigration-related matters. Depending on the nature of the contract with the partner nations, IIE may work with other organizations in recruiting and assisting scholars in their home countries as well as the United States. FPFS in Pakistan is administered by an organization called the United States Educational Foundation in Pakistan (USEFP). Formed in 1950, USEFP is a bilateral commission that represents U.S. and Pakistani governments without being an agency of either. In addition to FPFS, the program also assists American Fulbright Scholars in Pakistan and oversees most of the U.S. government sponsored scholarship and fellowship opportunities for Pakistani students, professionals, and academics (“About USEFP”, n.d.). FPFS for Pakistan is the third largest in the world after Germany and Indonesia: 148 graduate scholars entered the United States in academic year 2008–2009 (FSB, 2009).
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Fulbright Program for Foreign Students BECOMING AN INTERNATIONAL FULBRIGHT SCHOLAR My Fulbright journey started as early because I decided to pursue further studies after receiving my Master of Business Administration (MBA) from a Pakistani business school. With nonprofit management already as my master’s degree focus, I wanted to advance my research in public private partnerships and the Public Administration programs in several American universities appeared to have expertise in my areas of interest. It was also clear to me that given the financial meltdown and resultant budget cuts in the United States, it would be hard for me to get an American public administration graduate school to sponsor all my academic and living costs over the 4 years or so of the program. With a lack of personal funds further complicating the situation, my only chance to accomplish my educational goal was to compete for the Fulbright scholarship. My scholarship application, therefore, was prepared not only with the rigor of a keen scholar but also with the desperation of a person with no alternatives. After going through the lengthy FPFS selection process throughout the spring and fall of 2007, including taking the mandatory standardized exams Teaching of English as a Foreign Language (TOEFL) and Graduate Record Examination (GRE) and graduate school selection, I was awarded a scholarship to pursue a PhD in Public Administration at Arizona State University (ASU) starting in Fall 2008. FPFS would pay for my tuition, health insurance, living costs, and textbooks. While USEFP assists Pakistani Fulbright Scholars in applying for their U.S. visas, the several-weeklong process is still feared for its unpredictability. Therefore, even with an admission to a well-reputed university and federal government funding, I still was not completely sure about my ability to start my studies until I was in possession of the visa. This was ironic because I was going to study public administration in a country whose public administrators did not make a good first impression. The next few impressions were not much to speak of either; being a Pakistani citizen, I was subject to a number of lengthy and somewhat frustrating immigration and security-related procedures. An interesting observation that I made after comparing notes with some of my colleagues not funded by Fulbright was that some of them did not feel as frustrated as I was with the immigration hardships. According to them, they were looking forward to making the United States their home and felt that it was the right of the country to scrutinize as needed the people it would take in. On the other hand, bound by my Fulbright contract to go back home as soon as I finished my studies, I saw myself more as an invited guest to the United States than an applicant to enter. Therefore, in my opinion, an international Fulbright Scholar sharing my outlook can see the visa application and immigration process, combined with the uncertainty of living and academic conditions in the United States, as quite the morale sink. At the same time, this observation presents an opportunity for graduate school faculty and administration to enhance their ability to support and facilitate such students by being sensitive to this possibly weakened emotional state. Journal of Public Affairs Education
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Mohsin Bashir BEING A FOREIGN FULBRIGHT SCHOLAR IN THE UNITED STATES My first pleasant experience in the United States began with my first encounter with the Fulbright Program coordinators. After their arrival in the United States, the foreign Fulbright Scholars are assisted throughout their program through the IIE within the Bureau of Education and Cultural affairs of the U.S. Department of State. My first American destination, therefore, was not my university but the Fulbright Orientation Seminar in Lincoln, Nebraska. The activities in the seminar were broad in range, from presentations on the U.S. political and legal systems to specific demonstrations on day-today activities such as opening and maintaining bank accounts. The seminar also acts as a buffer to ease the international students into the U.S. education system by getting them in touch with dozens of incoming Fulbright Scholars from around the world. I consider the seminar one of the most important experiences. Coming from a country with a completely different cultural and political infrastructure and with no family or friends in the United States, an opportunity to learn about the country and make friends with people in very similar situations played a significant role in my emotional stability during the first few months of my doctoral study. Upon my arrival at ASU and acquaintance with my cohort, it was evident that the financial situation in the United States was deeply affecting my local and international classmates alike. Most of them were either taking multiple employments or using a combination of employment and student loans to support their doctoral study. With tuition and living cost sponsorship guaranteed by Fulbright, I was able to use part of my time to better acquaint myself with the local culture of the Phoenix metro area. In retrospect, I think that providing a Fulbright Scholar extra time for socialization is the intention of the program that equally emphasizes cultural education as well as academic education of foreign students in the United States. While FPFS does not limit the academic freedom of its scholars in terms of the content and topics of their study, it does enforce certain temporal limitations. The scholars are given tight timelines for the completion of their degree programs: 2 years for a master’s degree, 4 years for a PhD, and 5 years for a master’s degree leading to a PhD. Most scholars are not allowed to switch graduate schools or academic disciplines during the program. Taking up any paid work, including teaching assignments and internships, is not allowed in most of the cases; the only exception is work required for degree completion. Therefore, while my classmates had the opportunity to take their time with their programs of study and to explore different academic disciplines and professional scenarios, I had to start meticulous planning for my coursework as well as research from the very beginning of my program with limited options in terms of academic exploration.
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Fulbright Program for Foreign Students VARIATIONS IN FULBRIGHT PROGRAMS As I mentioned in the introduction to this essay, my reflections are based on observations and experiences that can be significantly different from those of another FPFS Scholar. The reason for this variation, accounting for personal and intellectual uniqueness of individuals, is the design of the FPFS, or in a broader sense, the Fulbright Program itself. Before becoming a part of the program, I used to perceive Fulbright Scholars in general and FPFS Scholars in particular as somewhat fraternal groups with the same or, at least, similar logistical and financial arrangements and academic and regulatory expectations. I noticed that a number of my peers and teachers in Pakistan as well as in the United States shared this perception. This, however, was far from the situation on the ground. Fulbright scholarship arrangements not only vary in terms of academic programs sponsored but also are different in terms of amount and duration of scholarships, services included in the scholarship, modes of disbursement, contractual obligations, and many other matters depending mainly on the recipient’s country of origin, program of study, and the scholarship competition they participated in to become a part of the FPFS. I will outline some of these variations in the following paragraphs. Among the several different Fulbright-funded programs for foreign students and scholars, the most significant distinction can be made based on the country of origin of the scholar. Two Fulbright Scholars from different countries of origin can experience different levels of funding, modes of disbursement, and contractual obligations even if they are in the same program of the same learning institution. For example, while my living cost stipends are transferred to my account on a monthly basis by the Fulbright office administering my scholarship, some of my Mexican colleagues receive a similar amount as biannual lumpsum checks. Similarly, while my contract requires me to return to Pakistan immediately after the completion of my degree program, a number of my colleagues can stay in the United States for over a year doing internships or other practical training relevant to their area of study. These differences are a result of the bilateral agreements between the U.S. government and the participating country governments, and the terms are decided depending on the amount of financial contribution made by the participating government. In fact, the same country might enter into two similar Fulbright exchange contracts with the United States with slight difference in logistics. Again, an example of such arrangement will be with the Fulbright scholarship for Pakistan, where I am required to return immediately after my degree completion and serve a Pakistani establishment for at least the number of years I spent in the United States. Some of my peers from Pakistan are exempt from this condition. The second major distinction, though not as confusing as the first, involves the program of study. Fulbright Scholars can come to the United States either to pursue a formal degree in a U.S. institute of higher learning or for a nondegree Journal of Public Affairs Education
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Mohsin Bashir research or training program. While the nondegree programs usually have clear objectives in line with Fulbright’s mission and educational philosophy, the Fulbright Scholars in degree programs do not come across experiences much different from their peers funded through other scholarships. The third distinction is of course between the American Fulbright Scholar going abroad and the international Fulbright Scholars coming to the United States. There exists a system of orientation and enrichment seminars that facilitates the coordination and interaction between foreign Fulbright Scholars. On the other hand, an official alumni association exists for the American Fulbright Scholars. It was, however, interesting for me not to find any official platform where these two groups can interact with each other. Although at least in Arizona, there are some annual field trips organized by the Arizona Chapter of the Fulbright Association that invites both foreign Fulbright students and American Fulbright alumni to participate. I would like to see such initiatives be adopted officially and systematically by the administrators and the recipients of the Fulbright scholarship because these can be crucial for promoting the cultural and academic exchange that is the hallmark of the Fulbright Program. IMPACTS OF THE FULLBRIGHT PROGRAM My experiences as a scholar of the FPFS are marked by cultural shocks and realizations, both inside and outside the classroom. My reactions and adjustment to those realizations constitute a set of changes in my personality and perception. I consider the impacts of my Fulbright experience as those that cannot be attributed to the intellectual development I went through due to the structured study of literature in my doctoral coursework. In the following paragraphs, I will discuss three cultural shocks or shocking observations that contributed the most to these changes. While I had attended a graduate school in Pakistan that incorporated similar teaching mechanisms and identical syllabi to an American institute of higher learning, the educational philosophy in the United States appeared very different. My country of origin is a constitutional democracy with a state religion. This coherence of religion and other matters of life are observable in all walks of life, including secular social science education that, during my previous degree programs, never felt at odds with religious thought. My first cultural shock in American academics was the separation, and often conflict between, what was secular and what was religious. In fact, with the unquestioned faith in certain values and a sense of superiority over other belief systems, at several points secularism appeared to me as just another religion, complete with moderates, extremists, believers, and the questioning. This observation gave my current worldview of religion and secularism its current shape. Instead of a divide between the religious and nonreligious, I now see people as belonging to certain belief systems, each of which contain their own sacred values, beliefs, and modes 234
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Fulbright Program for Foreign Students of accessing the truth. I feel that this view has lessened my prejudice about beliefs I do not agree with and has made it easier for me to have a more inclusive approach toward my peers albeit respecting each other’s intellectual identities. The second cultural shock for me was the democratic political infrastructure of the United States. My country, like several other Asian countries, has a democratic system for the election of government at the federal and provincial levels. Cities and towns, however, are managed by the civil bureaucracy. Political parties are not distinguished on the basis of political ideologies, but with the loyalty of members to certain political leaders. It is therefore not uncommon for politicians to switch parties before and after their election to legislative assemblies. The strong civil and military bureaucracies and the defunct political party systems result in a political system where every head of state has almost dictatorial control over the country. Public servants are accountable only to the highest echelons of public leadership and not accountable directly to the common man. It is therefore not unusual for an average Pakistani to question the emphasis American leadership puts in its foreign policy on the establishment of democratic political governments where it does not seem to make a difference for public interest. The reason for this eagerness of Americans for democracy as opposed to the indifference or disillusionment of Pakistanis regarding the concept became clear to me as soon as I studied the city and county management systems in the United States. The devolution of financial resources and administrative powers to smaller political units enables the general public to feel more involved in policy decisions pertinent to their daily lives; such as in the management of public school districts, law enforcement precincts, and urban transportation systems. Similarly, voting for a political party means supporting a certain ideology, so again, at least in theory, a vote becomes a statement of support for a cause one believes in rather than simply choosing a ruler. The absence of even a theoretical presence of this empowerment in Pakistani democratic infrastructure explains the apathy of an average Pakistani toward democracy, at least to some extent. As a result of going through this observation and exploration, I consider myself better equipped to educate and inspire both voters and political leaders in Pakistan about the values of a democratic political system because I can now provide an account of the realizable benefits of such a system. Another item of interest to me that culminated in a cultural shock was the situation of health care in the United States. As a student of public affairs, I was keen to learn from the health care practices in a developed country in order to have something to suggest to the health managers back home. The almost nonexistence of government-provided health care and the necessity for everyone to have health insurance was in complete contrast to my Pakistani experience with virtually free health care and the existence of health insurance only as a luxury for rich people and large organizations. The resulting development of the Journal of Public Affairs Education
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Mohsin Bashir medical and paramedical professions into some of the most lucrative careers in the United States was a concept quite challenging to understand for someone from Pakistan, where most doctors work several jobs to make ends meet and nurses are paid minimum wage. It should be clarified here that the virtually free medical care in Pakistan should not be confused with the universal health care systems of some European countries. While high-quality medical advice is affordable to almost everyone in Pakistan, the same cannot be said about the hospital facilities and drug availability. My conclusion was that while health care is affordable in Pakistan, public administrators need to focus their efforts toward improving the infrastructure. This observation made a significant change in my perception of exemplary public service delivery. I used to believe that effective public service is a direct product of enhanced infrastructure alone. Only after observing the American public health system did I realize the equally important role of human resource quality, cost, and availability in making high-quality public services available and affordable. CONCLUSION AND RECOMMENDATIONS While the bulk of this essay reflects on my personal experiences with the FPFS, I would now like to discuss a general aspect of the program that in my opinion warrants the highest level of attention by the students, administrators, and educators involved with it. That is, despite being a highly coveted scholarship program to pursue graduate or postgraduate studies in the United States, FPFS is not designed for people who intend to stay in the United States after completing their academic programs. The Fulbright Program requires almost all of its recipients to return to their home countries at least for a specific amount of time before they can be allowed to return to the United States for anything other than a short visit. This requirement has several implications. First of all, the students need to manage their expectations and motivations in the light of this requirement. A person who wishes to pursue a professional career in the United States should perhaps not even apply for FPFS. Similarly, educators in the United States, especially those running initiatives such as Future Faculty Preparation (FFP) programs, need to better equip themselves for providing professional counseling to FPFS recipients. Such counseling and training for Fulbright students will need to include analyses of their home-country job markets, since preparing the students for U.S. markets will most probably be a waste of their time. The FPFS administrating staff can work with Fulbright foreign offices to collect and update country-specific job market data and make it available for FFP and similar initiatives within the United States. Coming back to my area of study, I would like to conclude this essay with my final reflections on the importance of the Fulbright Program in the study and practice of public administration. In my opinion, public service infrastructure is the most significant factor that sets the “developed world” 236
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Fulbright Program for Foreign Students style of public administration in the United States to the “developing world” public administration of Pakistan. The availability of political institutions; road and railroad networks; public educational facilities such as school districts and community colleges; and law enforcement networks at city, county, state, and federal networks—in contrast to the almost nonexistence of any such infrastructure in Pakistan—results in the paradigmatic differences that sometimes makes it hard for the two nations to benefit from exchanges of expertise. The expectations of Pakistani public leadership from the United States lack the American voice, just as much as the American support programs lack the Pakistani voices in evaluating different phenomena in that volatile nation. I believe that in one way or the other, these representational gaps are likely to exist in any given transaction between two countries, resulting from differences in political, economic, or social paradigms. The existence of a program like FPFS, therefore, is very important in such situations because Fulbright exchange scholars do not just become U.S. trained teachers and professionals, but also help bridge the representational gaps between the literati of the nations. REFERENCES About Fulbright. (n.d.). Retrieved from http://foreign.fulbrightonline.org/about.html Foreign Scholarship Board (FSB). (2009). 45th Annual Report: 2008–2009. Washington, DC: J. William Fulbright Foreign Scholarship Board. Fulbright: The early years. (n.d.). Retrieved from http://fulbright.state.gov/history/fulbright-theearly-years Notable alumni. (n.d.). Retrieved from http://fulbright.state.gov/notable-alumni.html
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Review of Moral Controversies in American Politics, 4th ed. Edited by Raymond Tatalovich and Byron W. Daynes; Foreword by Theodore J. Lowi Review by Michael W. Popejoy JPAE Book Review Editor Over the years, there has been rightfully and deservedly an increased interest in and attention to ethics in public practice, as well as the moral issues of governing and how policy in the public sector will be designed to address these complex (“wicked problem”) issues. The scholarly interest in the moral controversies of politics and society have intensified, and so have the course offerings in university programs in public administration, public policy, political science, public management, and so forth. Publishers are more eager than ever to vet books in this broad area of study and practice, and M. E. Sharpe is one of the best publishers in the field. They select only the best books for academics to choose from, and this book is one of the best in the collection. The foreword by Theodore J. Lowi, “New Dimensions in Policy and Politics,” could stand alone as a foundation for a course in public policy; as could the introduction, “Moral Conflicts and the Policy Process,” by the two editors, Tatalovich and Daynes. I suppose it is rare that a book warrants a close examination by potential adopters for the classroom based solely on the quality of the foreword and the introduction. However, the attending professor in a course in public policy, morality and ethics, and the like can find much to present to undergraduate, graduate, or doctoral students before the book even gets to chapter one. Indeed, together the foreword and the introduction form the theoretical foundation and scope of the book; they are followed by eight case studies that may be critically examined by students in the classroom within the theoretical concepts presented by Lowi, Tatalovich, and Daynes. What do Lowi, Tatalovich, and Daynes have in common? They are interested in expanding knowledge and models of “morality policy in America.” What JPAE 18(1), 239–241
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Review by Michael W. Popejoy is morality policy? They are not sure, and neither is anyone else. Working definitions and classifications are still under development, but nothing appears widely agreed upon. Lowi argues, “Classification is required before analysis can proceed” (p. xxxi). Christopher Z. Mooney is quoted as stating, “Morality policy is grounded in political debate over ‘first principles,’ where at least one side to the controversy or both portrays the issue in moral terms and uses moral arguments” (p. xxxi). However, maybe competing for primacy in the future is the concept of “wicked problems,” which are social problems defined as “having a high degree of uncertainty and a profound lack of agreement on values . . . a wicked problem has no optimal solution, the decision maker must seek other measures of success” (p. ix in Wicked Environmental Problems: Managing Uncertainty and Conflict, by Balint, Stewart, Desai, & Walters, 2011, Island Press). Their work may be inadvertently putting a whole new spin on morality politics and policy. Of course, what would a book on morality controversies and American politics be without a case or chapter on abortion? This is a controversy not soon to be resolved in American society; yes, maybe a truly wicked problem. Ruth Ann Strickland of Appalachian State University provides a balanced treatment of abortion aptly titled, “Abortion: Pro-Choice versus Pro-Life.” She begins her case with Roe v. Wade and the many unanswered policy questions that the landmark legal case left for policy makers to ultimately attempt to decide (however unsuccessfully): “When does life begin?” and “When should the fetus be given the chance to develop and thrive?” She thoroughly addresses the judicial role, public opinion, special interest groups, and their impact on the presidency, the bureaucracy, Congress, and even Federalism. There is enough stuff here to keep a class debating for most of the semester, if not the rest of the academic year; yet, there is more to come in this book. What are the solutions, and why are they so elusive? Will American society ever agree on a rational solution? Is that even possible? After the abortion debate dies down in the classroom, then we arrive at such issues as the death penalty (“Just Punishment or Legalized Homicide?”), followed closely by gay rights, hate crimes, gun control, global warming, and even a case on animal rights if there is anything left of the semester after covering the previous subjects of lively debate. The cases are thoroughly researched with extensive citations, and additional references are included at the end of each case along with Internet resources for students to expand their information for class discussions. I always examine books to decide whether they are applicable to being adopted as a course’s main text or as a secondary reader. At first, this slim book (270 pages) would seem to be a companion reader to a main text; however, if professors are using the theoretical concepts provided by Lowi and the editors at the beginning of the book and directing lectures and discussions to the 240
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Review of Moral Controversies in American Politics, 4th ed application of those foundations to the cases, it certainly would work as the primary text while using any of the Internet sources provided in the book as the ancillary reading assignments. And as stated earlier, the book is applicable, given adequate preparation, for undergraduate students; and it would certainly be suitable for graduate and doctoral students. I don’t doubt that there are more than a few ideas for doctoral dissertations and tenure-track research for new assistant professors contained in these pages. We need more literature in this field, and apparently the publishers eagerly await the contributions. FOOTNOTE 1



Publishing information: 270 pp. (pbk) M. E. Sharpe (2011) Armonk, N.Y. ISBN: 978-0-7656-2650-9 (cloth) ISBN: 978-0-7656-2651-6 (pbk)



Michael W. Popejoy, MBA, PhD, MPH, MS, FRSPH, is an adjunct professor of public health in the department of health promotion and disease prevention, Robert Stempel School of Public Health and Social Work, Florida International University, Miami, Florida. He has been teaching public administration and health administration for nearly 24 years, and his current research interests are in the field of public health/public administration global partnership initiatives. His forthcoming book, Global Public Health Policy, is being published later this year by Nova Science Publishers, New York. He lives in Charlotte, North Carolina.
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