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EXCITING CHANGES IN STORE 
FOR THE FORUM

Normally this note begins with 
a look at what is coming up in 

the issue. However, some changes 
have been approved for the Forum
at the recent Phi Kappa Phi Board of 
Directors meeting that open new pos-
sibilities for the Society and its publi-
cations. I wanted to alert everyone to 
what those changes are.

For a while now we have been 
talking about some ways that we 
might better serve our members. The 
Forum, while intended for all mem-
bers, traditionally has been seen as 
more of a benefit to our sustaining 
members; therefore, we have exam-
ined ways to address the concerns and 
interests of our newest members, most 
of whom become inactive after just a 
couple of years. All this discussion led 
to a more general look at Society pub-
lications and other facets of commu-
nications through a marketing study.

As a result of that study and of 
our evaluation of what components 
from the study we might most feasibly 
implement, beginning in 2005 we will 
be making some additions to Society 
publications. For one, we will be 
creating and publishing a Web-based 
“e-zine” aimed more at our younger 
members but featuring information 
that we hope will be of interest and 
use to everyone in the Society. It will 
offer such things as job and career 
advice and articles, information about 
graduate study, profiles of members, 
feedback pages and message boards, 
links of interest, and much more.

Another exciting component that 
we will be developing and adding 
over the next year is a Web semi-
nar, an interactive session in which 
members will be able to participate 
live and that then will be available 
for replay on the secure members 
section of the Phi Kappa Phi Web 
page. Tentatively we plan to do two 
of these seminars per year, with the 

first planned for mid-year in 2005. first planned for mid-year in 2005. 
We want to draw our authors and We want to draw our authors and 
presenters for both the e-zine and presenters for both the e-zine and 
the Web seminar from our active the Web seminar from our active 
members, with emphasis on members members, with emphasis on members 
in the private sector, those who can in the private sector, those who can 
speak most directly to new initiates speak most directly to new initiates 
who soon will be entering the world who soon will be entering the world 
of work. In addition, our national of work. In addition, our national 
headquarters has some initiatives headquarters has some initiatives 
that will develop over the next few that will develop over the next few 
months.

To free time and labor for these 
initiatives, we are reorganizing and 
combining our largest print publi-
cations, the Forum and the Focus, 
our quarterly member newsletter. 
Beginning next year, the Society and 
member news formerly appearing 
in the Focus will be folded into the 
Forum. The single-topic theme of the 
Forum will remain the same. Two 
issues of the Forum each year will 
expand to feature the combined mate-
rial, and one issue of the Forum will 
be printed in its current form, for a 
total of three Forums a year instead 
of the four that we currently print.

Change can be a very good thing, 
and we are confident that these 
changes to the print publications and 
the addition of the electronic publica-
tions and seminars will reap some 
important benefits for the Society in 
the future. We hope that you are also 
excited about these prospects. Come 
with us as we set off on this journey.

IN THIS ISSUE

To be brief, in this issue we feature 
more than fifty of our members 

who work in higher education, writ-
ing about multiple facets of the acad-
emy. Within you will hear members 
speak out on athletics, on the use of 
adjunct faculty, on governance, grade 
inflation, teaching, the community 
college, and much more. Their voices 
are sincere and even urgent, and we 
hope that you will be as fascinated 
with what they say as we have been.

APPRECIATIONS

Thank you to all the members who 
took the time to write for this 

issue. We wish that we had been able 
to use every submission and all of 
what everyone had written, but the 
issue would have been half again as 
long, and it is already expanded. We 

are happy to have so many members 
who wanted their voices heard in 
this special issue of the Forum. In 
addition, I want to thank the Board 
of Directors of Phi Kappa Phi for 
its vision and courage in embracing 
the changes that we have proposed; 
their excitement over the possibilities 
shows that our members have chosen 
excellent leaders.

CORRECTING A 
MISCOMMUNICATION

In our “Sequential Art” issue 
(Summer 2004), we included art-

work by many of the cartoonists who 
wrote for us. Somehow we miscom-
municated with Paige Braddock, and 
thus we did not have a sample of her 
work. To rectify that oversight, we 
are reproducing a special piece of art 
from Paige that features the main 
character from her strip, Jane’s World, 
and an “anonymous” character illus-
trative of one of the points that Paige 
made in her article. See the caption 
for what we mean.

Enjoy the issue!

As Paige Braddock writes, in most cartoon 
strips the female characters have “sex 
appeal … great hair … [and] boobs for 
days.” Her main character, Jane of Jane’s days.” Her main character, Jane of Jane’s days.” Her main character, Jane of
World (on the right), however, is “basically World (on the right), however, is “basically World
just another ‘B’ cup gal trying to figure her 
life out.”
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Beyond	the	Dunce	Cap:	“What’s	My	Grade?”

It’s 2:30 p.m. on report-card day. An 
air of fatalism pervades my home-

room as students wait to receive the 
chit of paper on which their semes-
ter grades are printed. There are no 
surprises; students have already been 
informed of their grades by all of 
their teachers. Yet there is apprehen-
sion, as students wait to confirm the 
wonderful or dreadful truth in official 
printed form.

The report card indicates far more 
than mastery of a subject. For some, 
it reaffirms their intellectual superior-
ity. For others, it is a badge of shame 
and mortification. For some, it is a 
validation of struggle and hard work. 
For others, it means admission to or 
dismissal from an athletic team. For 
some, it is currency to exchange at 
home for material goods, tangible 
rewards, or money. For others, it 
represents a tradition of family pride 
and honor. For some, it is a banner of 
passive resistance. For others, it is a 
distress signal. For all, including the 
teacher, it elicits a collective intake 
of breath and a collective sigh, and it 
represents a fresh start.

A grade is a grade is a grade, 
one might suppose. Teachers give 
them. Students earn them. It is com-
monly thought that grades, to be 
valid, must be objective. According to 
popular perception, a fair grade must 
somehow be independent of teacher 
manipulation. However, because 
of the powerful backlash effect of 
grades, there is always an aspect of 
judgment on the teacher’s part. Let’s 
see how the psychology of grading 
really works.

Start with a batch of one hundred 
eighth-grade essays. Among these are 
papers by students who vary widely 
in their writing ability. The writing 

process for this assignment involved 
several weeks of instruction and sup-
port through multiple drafts. Even 
so, the essay by Eloise Eloquent will 
be vastly different from the paper by 
Greg Garbled. Angela Articulate will 
have written her usual masterpiece. 
Ricky Redundant’s essay will mean-
der. Connie Concise and Salvador 
Succinct will say just enough to be 
interesting, but Michelle Minimal will 
be too brief. Gavin Garrulous and 
Louie Longwinded will not know 
when to stop. Isadore Insightful will 
have much more to say than Boris 
Boring, who probably would not 
be, if he were writing in his first 
language. If only Fred Fragmented 
and Randy Run-on and Veronica 
Vacillating could write as well as 
Carrie Competent. Terrance Tardy 
will turn in a poorly written paper 
several days late, which will need 
to be penalized, lest other students 
decide to ignore future deadlines. 
Daniel Defiant will not turn in an 
essay at all.

In grading these papers, the teach-
er wants not only to acknowledge 
skillful student writers, but also to 
encourage and instruct rudimentary 
or reluctant writers as well. If all 
papers are graded to the same stan-
dard of excellence, then some students 
will inevitably fail. Unfortunately, for 
a struggling writer to receive an F on 
his or her essay, flawed though it may 
be, can be so defeating that the stu-
dent will not even attempt subsequent 
papers.

The grading rubric must there-
fore be designed to provide even the 
weakest writers with some evidence 
of success. Allow ten points for the 
title, ten points for the appearance 
of the paper, ten points for inclusion 

of notes and drafts, ten points for 
participating in peer responding, and 
another ten for participating in peer 
editing. Then incorporate ten for ele-
ments such as “coherence,” “organi-
zation,” “use of counter arguments,” 
“mechanics,” and so forth. Something 
for everyone! Somehow, the grade 
must signal to the student the defi-
ciencies of the paper, yet acknowledge 
the attempt and provide impetus for 
continued effort. Achieving this bal-
ance is a delicate matter that requires 
careful teacher manipulation.

“What’s my grade?” students 
begin to clamor a day or two after 
turning in their essays. It is common 
knowledge that when graded essays 
are returned, students take note of the 
grade, and nothing else. The teacher 
therefore has to devise a system 
whereby students are forced to take 
a fresh look at what they have writ-
ten before they lose interest. Students 
must be inspired to examine the cri-
teria of the assignment and mentally 
compare their own papers with suc-
cessful models. The grade is the very 
last piece of informative feedback.

These essays are one set in a series 
of six throughout the year, timed to 
correspond to report-card grading 
periods. Numerous other assign-
ments of varying point-value also are 
required by the teacher. The weight-
ing, distribution, and balancing of 
graded assignments must consistently 
reflect student effort over the course 
of several months. Provision must be 
made to redeem occasional lapses in 
performance and for the slow starter, 
so that students “in the hole” can find 
a way out. Due dates of major papers 
must be scheduled to allow time for 
careful teacher evaluation and must 
take into account the burden on stu-
dents who have similar requirements 
in other classes.

History projects, oral presenta-
tions, scientific lab reports, math 
competence, and foreign-language 
proficiency call for somewhat dif-
ferent approaches to grading. In 
certain subject areas, student learning 
may be assessed in discrete units of 
knowledge or understanding, while in 
others, such as language acquisition, 
evaluation should reflect demonstrat-
ed level of communicative proficiency.

If Daniel Defiant suddenly decides 
to become compliant and produc-

(continued on page 7)
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Investing	and	Fear	

This is not the age of safety. This is not the age of safety. This is not
the age of confusion, doubt, and 

fear.

Many who begin to invest, quit. 
This is a genuine tragedy; worse yet, 
it is an unnecessary tragedy. After 
all, the investors who quit and those 
who continue share a broad field of 
common emotional ground — fear 
of uncertainty. We are all subject to 
elements and events throughout our 
lives that are unexpected, for which 
we are unprepared, and yet, we rou-
tinely survive. Oddly enough, this life 
experience is critical to the investing 
process.

Virtually every investor faces a 
specific moment when the urge to quit 
is strongest. That moment usually 
comes when investors convince them-
selves that their next effort is already 
doomed to fail, that the economic 
structure is flawed, or when they lose 
sight of their destination. The fact 
that there are many more investment 
choices to sort through today could 
easily tip the scales against them.

If you tracked Peter Lynch’s invest-
ing past, you would find that even he 
made mid-course corrections, some 
really bad decisions, and even stopped 
investing from time to time. But quit-
ting is fundamentally different from 
stopping. We all stop occasionally to 
“catch our breath,” then start again. 
Quitting happens once. That means 
not starting again, and investing is all not starting again, and investing is all not
about starting again, and again, and 
again.

To survive as an investor requires 
confronting uncertainty. Investing 
precipitates self-doubt, stirring deep 

waters that lay between what you 
know you should do and what you 
fear might happen if you do not. 
Those who continue to invest come 
to realize that self-doubt is a normal, 
recurring function of the investment 
cycle. Uncertainty is essential, inevita-
ble, and an all-pervasive companion; 
a tolerance for uncertainty is a prereq-
uisite to succeeding.

Seasoned investors embrace the 
paradox of investing: If you want to 
make money, you have to take risks.
This means you can also lose money. 
For many people, that’s enough to 
prevent them from ever beginning to 
invest at all. But, one of the basic and 
most difficult truths that every inves-
tor must learn is that even the failed 
investments are essential.

A ceramics professor decided to 
grade half the students in his class on 
quantity and the other half solely on 
quality. The procedure was simple: 
For the final grade on quantity, one 
hundred total pounds would equal 
an A, eighty pounds a B, and so on. 
Those graded on quality, however, 
needed to produce only one perfect 
item, however large or small, to get 
an A. At the conclusion, the professor 
found that the group being graded 
for quantity produced works of the 
highest quality. It seems that while 
the quantity group was busy churn-
ing out piles of pottery and learning 
from their mistakes, the quality group 
sat theorizing about perfection. In the 
end, they had little more to show for 
their efforts than grandiose theories 
about clay. The quantity group fol-
lowed a process.

REQUIRING PERFECTION 
INVITES PARALYSIS

Investors who try to time the market 
or pick the perfect investment never 

succeed, because they are waiting for 
everything to be exactly right, which 
will never happen. They find reasons 
to procrastinate to avoid making mis-
takes.

Getting on with your investment 
strategy requires recognition of the 
investment process as a paradox, a 
flawed concept. Perfection denies the 
very reason an investment would go 
up in value. The seeds of a success-
ful investment are embedded in the 
imperfection of your current ones.

In the actual investing process you 
have to give yourself room to react 
to both the good and the bad. What 
is really needed is nothing more than 
a broad sense of what you are look-
ing for, some strategy for how to find 
it, and an overriding willingness to 
embrace mistakes and surprises along 
the way.

Your knowledge unfolds day-by-
day and trade-by-trade, transactions 
not escaping cause and effect. What 
you need to know about the next 
trade is contained in the last one. The 
place to learn about the market is in 
the market. You learn about risk by 
taking risk. The very act of investing 
is your guide — a complete, compre-
hensive, reference book on how you 
invest. There is no other such book, 
and it is yours alone.

If you follow the crowd, whether 
they are friends or associates or worse, 
the media, you lose the power of 
your own experience. A ship in a safe 
harbor is safe, but remaining in the 
harbor is not what a ship is built for. 
Experience comes in the doing. You 
do not gain experience watching the 
news, which can often be misleading 
and raise false hopes.

 Today, five financial news net-
works operate around the clock. But 
the media have an inherent conflict 
of interest. While their stated goal is 
objective journalism, their express 
agenda is to increase their audience. 
They use sensational verbiage and 
emphasize the more intriguing details 
to amplify material and fill time or 
pages. At best, the media can only 
conduct and report an honest search 
for accurate information; but the 
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general public’s erroneous perception 
is that what they see or read in the 
media is the final word.

As fearful investors, we listen 
more intently to information that sup-
ports what we already believe than 
to information that refutes what we 
believe. To make matters worse, we 
are deluged with misinformation and 
conflicting information, mostly from 
organizations the agenda of which is 
to sell you something.

Publications love to print “rear-
view mirror” lists of the year’s top 
investments or mutual-fund manag-
ers. Maybe their success is due only to 
probability, but probably also means 
they may not be on top the following may not be on top the following may not
year. Maybe it is talent, but having 
even the best talent does not guaran-
tee future success. And maybe even 
talent is an illusion.

Investors get better by sharpening 
their skills or acquiring new ones, and 
by learning how to invest from the 
process of investing. Naïve passion 
promotes an investment strategy done 
in ignorance of obstacles, such as the 
need for approval and uncertainty. It 
becomes, with experience, informed
passion that promotes investments 
done in full acceptance of those 
obstacles.

FEAR IS A LEARNED BEHAVIOR

You are born with only two fears: 
the fear of falling and of loud 

noises. Every other fear is learned! 
So, how do we learn investing fear? 
Babies are not afraid of risk or vola-
tility. We attach a negative meaning to 
those words and then become afraid 
of that meaning without acknowledg-
ing how risk and volatility are directly 
responsible for gain. The minute the 
stock market drops 10 percent, fear 
takes over and the investor becomes 
disempowered. If instead, investors 
were to first identify how much of a 
drop, or loss, they could actually sus-
tain, a tolerance level for risk could 
be established as a guide for their 
actions, rather than fear. Professional 
traders have taught themselves to buy 
when everyone else sells.

But with the average investors, 
emotions usually drive their actions 
before the intellect gets a chance to 
intervene. When we are intensely 
afraid, we are almost completely cut 
off from accessing reasonable infor-

mation stored in our cerebrum, the 
center of conscious thought, even if it 
was recently stored there. The brain 
actually shifts into the survival mode 
operated from the primitive part of 
the mind called the brain stem. The 
results are that we do not think — we 
just react.

When the source of our fear is 
unknown, we call it anxiety. Anxiety 
frequently motivates inappropriate 
behavior. It is usually brought on 
by some intangible that we uncon-
sciously desire — “I’m afraid I might 
not get what I want!” What if every 
time you felt anxious, you recognized 
and acknowledged it, and then asked 
yourself, “What is it that I am want-
ing?” You would then be able to 
reframe that want into something tan-want into something tan-want
gible and put a structure in place to 
obtain it without fear being a factor.

The intangible needs can be inter-
preted into attainable goals with a 
strategy that manages expectations 
within a level of risk the investor 
can tolerate. If every “blip” in the 
financial marketplace is not viewed 
through the anxiety of needing to win 
big, not making a mistake, or needing 
approval, otherwise panic-stricken 
investors can turn with confidence to 
their overall investment plan to deter-
mine if any action needs to be taken.

EXPECTATIONS RESIDE 
SOMEWHERE BETWEEN YOUR 

FEAR AND CONFIDENCE

Being one of the higher brain func-
tions, expectations provide a 

means to merge imagination with cal-
culation. But, it is a delicate balance 
— lean too far one way, and you have 
no probability of success; lean too far 
the other, and you are paralyzed.

Expectations drift into fantasy 
all too easily. Nebulous expectations 
whisper to you that you soon will 
be rich and it will come easy and 
you will pick the next Microsoft. 
Unfortunately, expectations based on 
illusions almost always lead to disap-
pointment. Conversely, expectations 
based on accurate historical invest-
ment data can be the most useful tool 
the investor could have.

Most of our expectations are 
actually unrealistic in the short-term. 
But, if your expectation is having 
enough money to fund a twenty-year 
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retirement, that is achievable over a 
longer time horizon. The confidence 
in achieving such an expectation lies 
in financial planning. As life expec-
tancy is stretching out longer beyond 
traditional retirement ages, making 
our funds last has become a major 
concern. An investment process that 
takes into consideration elements such 
as time, contributions, and tolerance 
for risk replaces our fantasies, anxiety, 
and fear with confident actions.

Decisions made with informed 
confidence give us a sense of some 
control. All of us who have a fear 
of loss of control create stress in 
our lives, and/or depend on believ-
ing that somehow it will all work 
out. Everyone wants the illusion of 
human security — but is there, really? 
Our default emotion is anger, and 
our defense mechanism is fantasy, 
neither of which is very beneficial in 
the world of investing or in living a 
creative life.

The answer is not in more control. 
Some of the most powerless people I 
know spend all their time and energy 
trying to control things that they can-
not. They operate in the mindset of, 
“I’ve got to do it perfectly so everyone 
will think I’m smart”; as opposed to, 
“I can put my time in learning how 
to be a successful investor and really 
achieve financial freedom in my life.”

IN THE END IT 
COMES DOWN TO THIS

You have a series of choices 
between giving your investment 

opportunities the best shot and risk-
ing that you will not reach your goal; 
or quitting and thereby guaranteeing 
that you will not reach your goal. 
In a choosing between certainty and 
uncertainty, uncertainty has to be the 
choice.

Larry Chambers is a financial writer living 
in Ojai, California. He has authored more 
than 1,000 magazine articles and thirty-four 
business books. His latest book, The First 
Time Investor, 3rd edition, McGraw Hill, 
will help you get a good start in a disci-
plined investment process. He welcomes 
feedback at Lchamb007@aol.com. You can 
find his books at www.competitiveforce.
com.
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Technology’s	Assault	on	Privacy

Technology has steadily eroded 
our privacy. As a prime example, 

our most personal possession, our 
DNA, is being used against us. Even 
before a child is born, its parents can 
ascertain its sex and do a DNA analy-
sis for genetic defects. According to 
UNESCO, nearly 96 percent of female 
fetuses were aborted after amniocen-
tesis testing in Bombay (Mumbai) in 
1985. Because DNA analysis now has 
the capability to cheaply screen for 
genetic markers for diseases, there is 
a fear that insurance companies will 
reduce their financial risk by insuring 
only certain DNA profiles. Insurance 
rates may even be adjusted on the 
basis of a “risk score,” a very similar 
idea to offering smoker/non-smoker 
rates. Thirty states now collect DNA 
from juvenile offenders, and there is 
a movement afoot to collect DNA 
from all persons who are arrested, 
not just those convicted. We may not 
be far from the time when a parent 
will demand a sample of an intended’s 
DNA before allowing a child’s mar-
riage.

Technology leaves us no place to 
hide. Cell telephones now contain 
“Enhanced 911” circuitry that can 
determine a cell telephone’s loca-
tion to a high accuracy. There is talk 
about tracking your cell phone to 
amass a dossier on your daily itiner-
ary for marketing programs that 
would encourage your visiting nearby 
shops and restaurants. Some systems 
allow companies to track the where-
abouts of their employees and parents 
to track their children. The Global 
Positioning System (GPS), a satel-
lite-navigation system now in some 
automobiles, enables mileage-based 
and venue-based insurance rates, as 
well as location-based marketing and 
government tracking. GPS has been 

proposed for tracking parolees in 
Tennessee.

Your automobile was once as 
much a haven as your home, but 
technology has changed that. E-Z 
Pass, a wireless toll-collection sys-
tem, is now installed in millions of 
vehicles, recording the times at which 
they pass toll points. The New York 
Thruway Authority has turned over 
more than sixty E-Z Pass records in 
response to subpoenas. The E-Z Pass 
circuitry is also active between tolls 
because it is used in a system to moni-
tor traffic flow on the open road, 
and this always-on feature could be 
used for tracking. Many automobiles 
are now equipped with an “Event 
Data Recorder,” a “black box” for 
automobiles, that will log your speed 
and whether you use your seat belt. 
In 2001, the FBI obtained a court 
order to activate the microphone of 
an automotive navigation and emer-
gency-response system to secretly 
listen to conversations over a period 
of a month.

Closed-circuit television cameras 
(CCTV) seem to be everywhere. The 
Baltimore Inner Harbor area is being 
fitted with a multimillion-dollar 
camera system to transmit images to 
police cars and helicopters. Other U.S. 
cities with extensive camera systems 
are Boston, Washington D.C., Tampa, 
Jersey City, Virginia Beach, and Ayers 
Island resort near Orono, Maine. 
Police in Manalapan, Florida, an 
enclave of half-million-dollar homes, 
plan to run background checks on 
every driver based on license-plate 
photographs. A face scanner is in 
place at a Phoenix, Arizona, school 
in a pilot study to identify sex offend-
ers. False-positive identifications are 

expected to be a problem because 
such systems are not foolproof.

The BBC reports that there is a 
CCTV camera for every fourteen 
people in the United Kingdom (UK). 
Visitors to London are likely to be 
on camera three hundred times in a 
day. In London, cameras read license 
plates to charge drivers an extra tariff 
for traveling in an eight-square-mile 
area of the central city during busy 
weekday hours. This system employs 
a staggering 688 cameras at 203 loca-
tions. Other large cities, such as New 
York, are monitoring London’s suc-
cess with this system and anticipate 
their own large revenue stream from 
fines and fees. Of course, there has 
been some grassroots pushback by 
UK citizens. The UK has 4,500 “red-
light” cameras installed at intersec-
tions, and an average of one of these 
has been vandalized each week, some-
times by explosives. The Insurance 
Institute for Highway Safety has 
estimated that seventy U.S. cities have 
red-light cameras.

CCTV is an antiquated technol-
ogy compared with Radio Frequency 
Identification (RFID). RFID is a wire-
less form of product bar coding that 
uses integrated circuit chips embedded 
in products or their packaging. RFID 
codes can be read at a distance, and 
they can contain a serialized product 
identification code that identifies not 
just the type of item, but the specific 
item. Wal-Mart and Gillette are in 
the forefront of RFID tagging of 
consumer items. If you purchase an 
RFID item by credit card, databases 
can associate you with the particular 
article, and you might get a pitch for 
accessory items next time you shop. 
In a more sinister scenario, you can 
be tracked using the RFID tags in 
your clothing. For example, a list of 
attendees at a political rally could be 
developed from the RFID tags in their 
shoes. One company has developed 
an RFID blocker that emits spurious 
signals to confuse RFID scanners, a 
form of electronic warfare against 
snoopers.

Some companies are using RFID 
tags embedded in ID cards to track 
employee movements within build-
ings, and a Buffalo, New York, 
elementary school is using RFID to 
track its students. It’s not surprising 
that England, the land of unbridled 
surveillance, has proposed the incor-
poration of RFID into license plates 
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to allow for precise vehicle tracking. 
Mexico seems to be sold on RFID. 
One Mexican company, VeriKid, 
allows parents to track their children 
by subcutaneous RFID chips. The 
Mexican Attorney General and some 
members of his staff have subcuta-
neous RFID chips that allow them 
access to sensitive databases. As a side 
benefit, the tags would track them if 
they were abducted.

Tracking technology has legiti-
mate uses. In one interesting example 
of genetic tracking, the poacher of 
a black walnut tree was traced by a 
DNA analysis that matched the tree 
stump to wood in a lumberyard. The 
E-Z Pass system allowed the travels 
of murdered Assistant U.S. Attorney 
Jonathan Luna to be tracked. A 
Canadian man was convicted of 
vehicular manslaughter in 2003. Data 
from his automobile’s EDR, which 
was introduced as evidence, revealed 
that he was traveling up to three times 
the posted speed limit at the time of 
the accident. There were no human 
witnesses. Sensor networks that 
monitor household routine and signal 
anything out of the usual are allow-
ing older people to remain living at 
home. Cameras that record the license 
plates of people who run red lights 
at intersections act as a deterrent for 
some serious accidents. However, 
online access to these technologies, 
or the databases derived from them, 
can fall into the wrong hands, or the 
government itself could subvert their 
original purpose. It already appears 
that the nearly ancient technology of 
speed radar has transitioned from its 
intended safety purpose to a revenue 
stream for municipalities.

Technology is also affecting our 
fair use of copyrighted materials. 
Beginning in July of 2005, a tech-
nology called a Broadcast Flag will 
prevent your recording copies of 
your favorite shows on the newer 
digital televisions. One company has 
developed an inexpensive chemical 
treatment for paper to track or pre-
vent copying of documents. Fair-use 
copying of paper media may become 
a thing of the past.

Forty years ago, Richard 
Feynman, Nobel Prize winner and the 
archetypal example of a preeminent 
physicist of the late twentieth century, 
identified technology’s potential effect 
on privacy. In a 1963 lecture at the 
University of Washington he said, 

“We are pleased by the ability to com-
municate between nations, and then 
we worry about the fact that we can 
be snooped upon so easily.” Feynman 
died in 1988, just as the internet was 
emerging as a cultural phenomenon. 
Would Feynman do his banking online 
if he were alive today?

Devlin M. Gualtieri received an undergradu-
ate physics degree and a PhD in solid state 
science from Syracuse University. He is 
currently senior principal scientist with 
Honeywell, Morristown, New Jersey. Dr. 
Gualtieri is a member of the Electronic 
Frontier Foundation, an organization con-
cerned with technology’s impact on basic 
human rights. He has been a member of 
Phi Kappa Phi for thirty years and can be 
reached at gualtieri@ieee.org.

SCIENCE & TECHNOLOGY

One wonders whether students 
would bother to learn if there were no 
built-in payoff in the form of a grade. 
How would anyone know they were 
learning? Would our entire academic 
system collapse for lack of account-
ability? Do we lure children to kinder-
garten with the threat and promise of 
grades? Did Socrates quibble over B+’s 
and A-’s and confer with parents over 
a student’s GPA?

Grades provide reassurance and a 
sense of legitimacy that time invested 
in school is time well spent and that 
evaluation is consistent across settings. 
The apparent simplicity of a letter 
grade implies objectivity, fairness, and 
equity.

Grades should be “fair” and 
“equitable,” but to what extent are 
they “objective”? Much depends upon 
subject matter and teacher judgment. 
We see that grades are not simply 
earned by students nor simply given 
by teachers. They derive from learning 
tasks that are designed and weighted 
and modified and planned as part of a 
dynamic instructional process. Ideally, 
grades should reflect academic prog-
ress and spur further learning. Grades 
represent a tacit contract between 
teacher and student: the student is 
expected to work to potential, and 
teachers are expected to reward both 
achievement and effort.

Until students ask more interesting 
questions than “what’s my grade?” we 
linger still in the era of the dunce cap. 
If students engage in self appraisal 
against comprehensible and reason-
able standards, the printed report card 
seems less arbitrary. Perhaps a day 
will come when students and teachers 
will grapple less with the challenge of 
grades and more with the challenge of 
ideas. Then we would no longer need 
to convene at 2:30 on report-card day 
for a collective intake of breath and a 
collective sigh. Every day would be a 
fresh start.

 Andrea Ickes-Dunbar teaches seventh- and 
eighth-grade English and Spanish to a sec-
ond generation of students in a multi-gen-
erational K–8 California public school. She 
often writes poems, raps, and jingles for her 
students. Three favorites are “Long-Term 
Memory,” “Wholly Holy Homophones,” and 
“Spelling Sucks!”

(Beyond the Dunce Cap continued from 
page 3)

tive, he will need to see his belated 
efforts reflected in something more 
than the failing grade he already had. 
Mathematically this may not be pos-
sible. If Daniel’s course grade was 
25 percent in October, submitting 
one essay probably will not bring his 
cumulative score above 50 percent. 
Should he or should he not see an F 
on his interim progress report? There 
is no motivational power in an F. It 
is up to the teacher to resolve this 
dilemma. Much will depend upon 
the teacher’s perception of Daniel’s 
sincerity and ability to sustain nascent 
efforts. Again, teacher judgment 
affects outcome.

The social and psychological 
repercussions of grades are so potent 
that their intended function is often 
obscured. As early as middle school, 
grades are fraught with prestige or 
ignominy, imbued with glory or dis-
grace, indicative of personal worth, 
and predictive of future success in life. 
Many students and parents frankly 
care more about bragging rights than 
about actual learning. Some parents 
ask: “What is my child’s rank order 
in class?” Or they complain: “This 
is Johnny’s first C. He’s so disap-
pointed. Couldn’t you give him a bet-
ter grade?” Or they announce: “We’re 
not going to sign Janie up for Spanish, 
because it might jeopardize her 4.0 
GPA.”
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A	Connecticut	Yankee	Fifty	Years	Later

In my previous columns, I focused 
on two topics that have fascinated 

me for some time: the development of 
American music and the importance 
of contemporary music. Part of my 
interest in these topics stems from my 
work studying the composer Charles 
Ives (1874–1954), whose music is 
American and in many ways still 
seems contemporary. This year pro-
vides us with a chance to reconsider 
Ives’s legacy given that he died fifty 
years ago. Indeed, this anniversary 
has stimulated a renewed interest 
in Ives; for example, the New York 
Philharmonic held a two-week fes-
tival in May entitled “Charles Ives: 
An American Original in Context,” 
during which the orchestra per-
formed many of Ives’s most influ-
ential works side by side with those 
of his experimental contemporaries 
such as Debussy, Berg, and Varèse. 
Additionally, recent articles about Ives 
by such notable critics and writers as 
Richard Taruskin (in the New York 
Times) and Alex Ross (in the New 
Yorker) prod those of us who appreci-
ate and enjoy Ives’s music to consider 
Ives from fresh perspectives. In light 
of this exciting activity, I thought it 
would be a good exercise for me to 
express my own thoughts on Ives’s 
music and what it means for us in 
2004.

If there were any truth in the 
adage that art imitates life, then the 
music of Charles Ives should be as 
colorful as his remarkable life. His 
father, George, was a Civil War band-
master whose fine musical abilities 
reportedly inspired a laudatory discus-
sion between Abraham Lincoln and 
Ulysses S. Grant. Lincoln remarked 

that George’s First Connecticut 
Heavy Artillery band was a “good 
band,” to which Grant replied, “It’s 
the best band in the army, they tell 
me.” George Ives was not the typical 
father; he was known as something of 
a ne’er-do-well who cavorted around 
Danbury, Connecticut, with his trum-
pet, leading dueling marching bands 
up and down Main Street. George 
instilled two important characteristics 
in his son Charles: a respect and love 
for American traditions and a willing-
ness to experiment and question the 
“rules.” In his memoirs, Ives recalls 
several experiences in which George 
would ask young Charles to do such 
tasks as performing songs in different 
keys simultaneously and playing pia-
nos set in unorthodox tuning systems 
— George insisted that these activi-
ties “stretched the ear.” Throughout 
his life, Ives never lost his penchant 
for experimentation, even when he 
argued with his more conservative 
teachers at Yale, where he received a 
music degree in 1898.

When music as a career lost its 
luster for reasons that included the 
death of his father, feelings that his 
creativity was stifled by numerous 
rules and regulations, and the promise 
of financial stability outside of music, 
Ives turned to another field entirely. 
He started work at an insurance 
company in New York after gradu-
ation and eventually co-founded his 
own highly successful company. The 
tremendous diversity of his musi-
cal output is even more remarkable 
when one considers that he held a 
full-time job for more than twenty 
years, finding time to compose only 
at nights and on the weekends. Yet 

this arrangement allowed Ives the 
freedom to compose music how he 
wished, without pressures from soci-
ety patrons demanding a certain type 
of musical work.

Being a composer in the first part 
of the twentieth century must have 
been challenging for Ives and his con-
temporaries. In his book Remaking 
the Past, Joseph Straus points out 
that “music composed in the first 
half of the twentieth century is per-
meated by the music of the past…. 
Traditional sonorities, forms, and 
musical gestures pervade even works 
that seem stylistically most progres-
sive.” In other words, no matter how 
experimental Ives may have been, his 
music was still inevitably infused with 
idioms from earlier music. While it is 
generally agreed that Ives’s music was 
progressive for its time, one is struck 
by the constant reminders of the past 
found interspersed throughout his 
output.

So why should we still care about 
this conflicted Connecticut Yankee? 
In short, because his music still mat-
ters and because it depicts American 
culture and life with a great passion 
and profundity. I think that Ives’s tal-
ent for weaving elements of the past 
and present into his music reflects a 
quality found in many of us. How 
many times have you yearned for 
something in your past or expressed 
a longing for the “good old days,” 
but then realized that it makes more 
sense to focus on the present and 
future? I believe that this duality was 
an ever-present dilemma through-
out Ives’s life. The historian Robert 
Crunden describes this phenomenon 
as “innovative nostalgia” — someone 
who forges new ground in his or her 
area while maintaining a strong sense 
of the past. Much is made of Ives’s 
progressive musical contributions, 
which are certainly noteworthy, but 
behind that veneer of modernity his 
music portrays the quality of life in 
a nineteenth-century New England 
town. Interestingly, Ives bemoaned the 
encroachment of modern technology 
and what he perceived as a loss of 
tradition, while at the same time he 
wrote music that would take many 
years to find an audience and still 
leaves some people befuddled.

If you listen to Ives’s music, you 
are bound to hear quotes from hymns, 
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popular songs, marches, patriotic 
tunes, and more. The conflict between 
the past and the present is exemplified 
most clearly through quotation. Other 
composers before Ives borrowed 
existing music (somewhat analogous 
to “sampling” in today’s rap and hip-
hop music) and incorporated it into 
their own — G. F. Handel was notori-
ous for doing this — but the way that 
Ives borrows music remains special 
and imbues his own music with a 
uniquely American flavor. To take 
two examples: the wonderfully evoca-
tive Central Park in the Dark con-
tains numerous tunes woven into a 
patchwork quilt, yet boisterous state-
ments of “Hello! Ma Baby” drift in 
and out of the texture unmistakably; 
and his orchestral tone poem The 
Fourth of July combines two patriotic 
tunes — “Columbia, the Gem of the 
Ocean” and “The Battle Hymn of the 
Republic” — in a wonderfully playful 
and skillful manner. These tunes are 
not chosen arbitrarily or to be funny; 
instead, Ives’s musical borrowing goes 
to the heart of his musical sensibili-
ties. Within the context of a chaotic, 
frantic musical landscape containing 
all kinds of strikingly new musical 
sounds, Ives has one foot in the past 
and the other foot in the future.

This unique human ability to 
evoke both past and present allows 
Ives’s music to resonate today. Some 
might say that all composers do this 
— Beethoven’s early music pays hom-
age to his predecessors Haydn and 
Mozart, for example — but in Ives’s 
case, he overtly extols the culture and 
traditions of late nineteenth-century 
America with his choices of quota-
tions and descriptive writings that 
accompany each piece. One truly gets 
the impression that Ives felt that his 
music should speak to events both 
past and present. That is why much 
of his music sounds wistful, sad, joy-
ous, raucous, controlled, and stirring, 
all at the same time. It reflects the 
beliefs of a composer working in two 
centuries simultaneously — a conflict 
between the past and the present that 
affects all of us at some point. In the 
fiftieth year since his death, we should 
welcome the opportunity to become 
(re)acquainted with the music of 
Charles Ives, who still remains one of 
our most fascinating and influential 
American composers.

David Thurmaier is an assistant professor 
of music theory at Central Missouri State 
University. His musical interests include 
Charles Ives, American music of all types, 
and the Beatles. He is also an active com-
poser and performer on horn and guitar.
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Ashley	B.	Benjamin

College Athletics: Reconnecting 
Academic Values in College Athletics

reating an atmosphere where intercol-
legiate athletics is congruent with the 
academic mission is the ethical and 
practical quandary that universities face 
today. The hypocrisy of the current sys-
tem is difficult to overlook when many 
of the athletes, especially in basketball 
and football, are of a much lower aca-
demic caliber than the regular student 
body. Because the amount of time spent 

on a sport can easily exceed thirty to forty hours per 
week during the season, academics is hardly a prior-
ity. Add the exorbitant coaching salaries and frivo-
lous expenses, and it becomes increasingly clear that 
the “tail wags the dog.” 

The truth is that college athletics provides pre-
professional sports training, advertising and public 
relations for the university, and a form of vicarious 
living for students and community — often at the 
expense of academic integrity. However, sports may 
be the only route for some students to get a college 
education, which also may boost the diversity of the 
student body.

The following multilevel interventions, which 
address the business of big-time college athletics, 
would ensure that intercollegiate sports espouse the 
values consistent with an academic setting.

1. Professional Sports: College sports often are 
the only way for many high school athletes to 
hone their talents. All professional sports orga-
nizations should take a cue from sports such 
as baseball or tennis, which have incorporated 
minor leagues for up-and-coming players with-
out scholastic aspirations. 

2. Governing Bodies: The connection between 
winning and monetary rewards needs to 
be severed. Winning schools should not be 
rewarded monetarily, as this is partially what 
drives the enormous expenses, cheating, and 
related abuse of student athletes. A simple 
solution is to divide the money based on par-
ticipation in the NCAA or to create a formula 
based on school size or conference.

3. Universities: Presidents are in a difficult posi-
tion. They may privately believe that academ-
ics comes first, but they also appreciate two 
truisms — universities are big businesses, and 
most alumni are not interested in the aca-
demic mission of the university. Of interest, 
Vanderbilt University, Northern Iowa, and 
Jacksonville University have made courageous 
changes by subsuming the athletic departments 
under the Department of Physical Education, 
which allows the university to dictate policy 
and control revenues. 

4. Athletic Departments: Athletes should gradu-
ate with meaningful degrees of their own 
choosing, as athletic-department counselors 
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often steer student athletes on the basis of their 
capacity to maintain eligibility. Athletic direc-
tors with known involvement in unethical or 
illegal activities should be banned from college 
athletics for a significant period of time.

5. Coaches: Big-time coaches are essentially 
professional coaches as defined by their exor-
bitant salaries and the amount of time spent 
toward one goal — winning. Coaches need to 
be a part of the teaching faculty, as they are in 
smaller-division sports. Also, coaches guilty of 
academic or ethical breaches should be barred 
from coaching at another university for a des-
ignated period of time.

6. Student Athletes: Student athletes need the 
same rights as any other student. For example, 
if a student desires to transfer and compete for 
another college, he or she is ineligible for the 
next season (www.studentathletesrights.com).

7. Alumni: Unfortunately, many alumni remain 
connected to the university only through ath-
letics, although contrary to public opinion, 
contributors to academic facilities or the gener-
al scholarship fund do not base their decisions 
to donate on athletic success. Alumni gifts 
should go to a general university fund where 
a portion of this money can be earmarked for 
athletics. 

I am sure that there are multiple legal, financial, 
and political reasons why the status quo will be 
maintained. However, if we want to eliminate the 
hypocrisy and unethical aspects of college sport and 
stay true to the vision of athletics within the auspices 
of an academic setting, the above could go a long 
way toward rectifying our present unethical situa-
tion.

Ashley B. Benjamin is a staff psychiatrist at the 
Oklahoma City VAMC and an assistant clinical pro-
fessor in psychiatry and behavioral sciences at the 
Oklahoma Health Sciences Center.
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John	Knorr

Athletics on Campus: Refocusing on 
Academic Outcomes

he place of athletics within the univer-
sity has long been a topic of debate. 
Historically, advocates for athletic 
programs on college campuses have 
argued that athletics are educational for 
participants; athletics provide a source 
of entertainment and serve a unifying 
function for the university; and athlet-
ics generate direct and indirect revenue. 
However, research has empirically 

discounted the claim that athletics teaches educa-
tional values and increases academic performance of 
participants. Studies also have shown that athletic 
programs do not correlate directly with alumni giv-
ing and that only 15 percent of Division I and II 
programs operate in the black (and even this figure 
is suspect because capital expenditures, debt service, 
and many indirect program costs are not figured 
into the balance sheet).

It is evident that the outcomes of college athletics 
programs are far removed from the academic values 
often espoused. The central issue then becomes one 
of control — what entities are in place and what 
steps must they take to realign college athletic pro-
grams with justifiable academic outcomes?

Controlling forces of intercollegiate athletics are 
both external and internal. External control is direct-
ly delegated to national athletic associations such as 
the NCAA and to member athletic conferences. In 
a less direct sense some level of control also might 
be found in higher education associations such as 
the American Council on Education (ACE) and the 
Association of Governing Boards of Universities and 
Colleges (AGB).

Control through the NCAA and member confer-
ences is vested in the philosophies and voting power 
of member institutions. The NCAA is not in the 
business of creating control but rather in carrying 
out the will of the membership. Higher education 
associations likewise can recommend policy change 
in the athletic arena but historically have had little 
real power to mandate substantive change. 

Therefore, to define the place of athletics on the 
college campus, it is essential to consider the ele-
ments of internal control. Internal control begins and 
ends at the desk of the university president/CEO. 
Other internal controls include the role of the board 
of trustees, faculty, the faculty athletic representative, 
and the student athletes themselves.
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For a variety of reasons, many presidents have 
been unable or unwilling to exert dynamic leader-
ship over athletic programs. Barriers to leadership 
include bureaucratic layers/filters, trustees who 
evaluate “good management” in different terms, and 
the changing nature of the role of the president away 
from campus to external friend and fundraiser (Chu 
1989; Bailey and Littleton 1991; Duderstadt 2003).

How then can colleges and universities best 
regain control of their athletic programs and ensure 
relevant academic outcomes for participants? The 
answer lies in the organizational placement of ath-
letics within the administrative structure. Athletics 
should report directly to an administrator who has 
“academic oversight authority” (Chu 1989). This 
academic administrator must have as a guide an 
institutional-position paper created by and supported 
by the president and board that forcefully and 
specifically outlines program goals and objectives, 
clearly states procedures for review and evaluation of 
program policies, and states the commitment of the 
institution to the total welfare of the student athlete 
(Bailey and Littleton 1991). 

Important roles in this structure also exist for 
both faculty and student athletes. Many who have 
advocated athletic reform insist that faculty become 
more actively involved in the determination of 
policies for the conduct of athletics and speak out 
when academic values are jeopardized. Appropriate 
campus venues for faculty involvement include the 
faculty senate, representation on the athletic council, 
and as academic advisors to student athletes, replac-
ing athletic-department academic advisors preva-
lent in many programs (Bailey and Littleton 1991; 
Duderstadt 2003). The position of faculty athletic 
representative must be thoughtfully appointed to 
ensure a faculty member willing to provide critical 
oversight and not be a faculty member who simply 
has an interest in athletics.

Similarly, the student athlete must be given a real 
voice in matters of athletic policy related to academic 
outcomes. It should be noted that through NCAA 
sponsorship and resources the Student Athlete 
Advisory Committee has emerged on many cam-
puses as a powerful representative for the student 
athlete.

That athletic programs on many college campuses 
have failed to adhere to academic outcomes is evi-
dent. The need for change and to regain control is a 
clear mandate. It is not the abolishment of athletics 
that is called for but rather a renewed emphasis on 
the educational role of athletic programs in serving 
the student athlete. Whatever the model, for athlet-
ics to regain its place in the academic mission of the 
institution requires that presidents, boards, faculty, 
and coaches be held accountable for such outcomes. 

A. Bartlett Giamatti, former president of Yale, in 
testimony to the first Knight Commission stated 
that those accountable for athletics could no longer 
afford “failures of nerve, principle, and purpose” 
(Commission 13), and this statement holds even 
more truth today.

John Knorr is a professor in the School of Education at 
St. Edward’s University, and he served twenty-two years 
as a college athletic director at the NCAA Division II 
and NAIA levels.
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Ronald	L.	Baker

Athletics and Academics: 
The Soul of Culture 

 have been a Boston Red Sox fan since 
childhood, partly because when I was 
a fifth-grader I played second base for 
a summer-league team called the Red 
Sox, but mainly because since child-
hood I have admired Ted Williams, the 
Splendid Splinter, who for nineteen years 
played left field for the Red Sox and was 
the last major leaguer to hit .400 (.406, 
to be exact, in 1941). Williams remains 

one of my few folk heroes. I still hang pictures of 
him on the walls of both my study and my office.

Another of my folk heroes, though going back 
only to my graduate student days, is another 
Bostonian, Francis James Child, who was born in 
Boston in 1825. In his native town, Child attended 
the English High School, the Latin School, and 
Harvard College, a relatively small institution at 
that time. Graduating from Harvard with an A.B. 
in 1846, Child immediately became a teacher at 
Harvard — first as a tutor in math, then in 1848, at 
his own request, as a tutor in history and political 
economy.

After spending a couple of years studying philol-
ogy in Germany, Child returned to Harvard in 1851 

ATHLETICS: IS THE TAIL WAGGING THE DOG?

12                                                                                                                                                                                                                                                   Fall 2004



to accept a professorship in Rhetoric and Oratory. 
Child’s main interests were always in language and 
literature, so while he held tutorships and even a 
professorship in other areas, he spent virtually all 
of his spare time reading and writing in his favorite 
subject, English literature. At the age of only twenty-
three (the same age that Ted Williams was when he 
batted .406), Child published his first book, Four 
Old Plays. As professor of Rhetoric and Oratory, 
Child graded English compositions for twenty-
five years, and all the while he studied and wrote 
about English literature. Finally, in 1876 Harvard 
established its first chair in English, and Child was 
appointed to this professorship. Thus, he became the 
first professor of English at Harvard — a position he 
found “thoroughly congenial,” according to Child’s 
most famous student, George Lyman Kittredge.

As early as 1853 Child became the general editor 
of the British Poets, a series of around 150 volumes. 
Out of this work grew his three major contribu-
tions to English scholarship: his edition of Spenser in 
1855, his observations on the language of Chaucer 
in 1863, and his life’s work, The English and 
Scottish Popular Ballads, first published in eight vol-
umes in 1857–58 and finally published in ten parts 
in 1882–98. Child died in Boston in 1896, two years 
before the last volume of his definitive ballad collec-
tion was published, so his student Kittredge saw the 
final volume to press.

Kittredge speaks of his teacher as “a great scholar 
and a good man.” I have already indicated that 
Child was a great scholar, but what about the man? 
Kittredge enumerates Child’s “gracious family life, 
his civic virtues, his patriotism, his bounty to the 
poor.”

Though both lived and worked in Boston and 
shared many of the same qualities, it may seem that 
the English professor Francis James Child and the 
left fielder Ted Williams are worlds apart. But are 
they really? When Texas Tech basketball coach Bob 
Knight was asked to name his favorite sports heroes, 
he named only one: Ted Williams. When asked why 
Ted Williams, Coach Knight replied: “Because of a 
lot of things. Williams said that his goal in life was 
to walk down the street and hear somebody say, 
‘There goes the greatest hitter that ever lived.’ And 
he just worked at that. And I doubt if anyone else 
in athletics has ever taken one thing and worked 
as hard at it as Williams did. And Williams was his 
own man.”

Francis James Child, like Ted Williams, “was 
his own man.” But more important, Child, like 
Williams, was the best at what he did. When Child 
walked down the street, people probably said, 
“There goes the greatest English teacher who ever 

lived.” And Child worked at it, constantly reading 
and constantly writing. No one else in English stud-
ies has taken one thing, as Child did with the British 
ballad, and worked as hard at it.

The examples of Francis James Child and Ted 
Williams illustrate very well that extraordinary abil-
ity does not come easy. As university teachers, we, 
too, need to take just one thing, our discipline, and 
work as hard at it as Child did on his ballads and 
Williams did on his batting. We need to go about 
doing our thing the best way we can do it. 

As the poet Robert Frost notes in an article he 
wrote for Sports Illustrated in 1956, the ancient Sports Illustrated in 1956, the ancient Sports Illustrated
Greeks were concerned with the development of the 
body as well as of the mind. Thus, in the Republic, 
Plato, allegedly himself a wrestler in his youth, 
includes physical training as an essential stage of his 
ideal continuing education. In ancient Greece, feats 
of strength and dexterity held a special place, and 
athletics should hold a special place in today’s col-
leges and universities, too. That’s why we, like Frost, 
should be “so particular college athletics should be 
kept from corruption.” Like the liberal arts, sports 
are “close to the soul of culture.”

Ronald L. Baker is a professor of English at Indiana 
State University.

Martin	W.	Schoppmeyer

The Athletics Business Model

he major problem with the modern uni-
versity is that it seems to have forgotten 
why it exists. As a result much of its 
activities have but questionable educa-
tional or scholarly merit.

Just look at the obvious example of 
intercollegiate athletics. Intercollegiate 
sports, especially for Division I institu-
tions, have become big business. No 

longer are they a pastime for gentlemen but rather 
for as many paying fans as can be accommodated in 
the stadium or arena. College athletics are in direct 
competition for the entertainment dollar as noted 
by at least one athletic director. Success in doing so 
allows for coaches’ salaries that far exceed the sala-
ries of Nobel Prize-winning faculty.

And what has been the answer of academe to this 
development? In essence it has been to try to copy 
athletics’ forward monetary march. Old-style aca-
demicians turned administrator have been replaced 
by platoons of professionally trained bureaucrats 
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bearing strange and exotic titles. They represent 
“diversity” and create huge top-heavy university 
administrations that have little to do with teaching 
and learning. This tacit business model has more 
resemblance to General Motors than to higher edu-
cation under the leadership of Nicholas Murray 
Butler, Charles Eliot, or even Robert M. Hutchins.

As a result of this administrative shift, quality 
scholarship and effective teaching, once the hall-
marks of a university, have been replaced by highly 
praised fiscal goals. As just one example, a major 
state university felt it had not received all the money 
it wanted from its legislature. Therefore, the provost 
called a faculty meeting and informed the assem-
blage that their major function was to get grants. 
This practice would seem to be the academic version 
of filling the stadium.

Throughout history universities have never made 
a practice of being profit-making. Some years ago 
Parsons College attempted it and seems to have dis-
appeared. For a university, trying to turn a profit will 
tear apart its very fabric of scholarship and learning. 
The current profit-centered practice of degrees by 
computer is far from being a university experience. 
The fabric is gone. If universities are to remain bas-
tions of research and teaching, they must stop emu-
lating their athletic departments.

Martin W. Schoppmeyer is an emeritus professor at the 
University of Arkansas.

Liana	Valente

What Can We Learn 
from the Student Athlete?

 consider myself fortunate to have had 
the opportunity to work with student 
athletes at the college level; as a group, 
I have found them to be engaging, con-
scientious, and eager to learn. Because 
of the student athletes’ determination to 
excel, their success in my class was virtu-
ally guaranteed. They were committed 
to the work, to attending classes, and 
were genuinely interested in earning their 

college education. And while most non-musician stu-
dents were happy to simply fulfill the requirements 
of my music appreciation course and earn their 
grade, the students who were always eager for more 
were the musicians and the student athletes.

As a music educator, I continually guide my stu-
dents to make the connection that as musicians, they 
too are athletes. They learn during their lessons of 
the importance of setting goals (mental and physi-

cal), working to attain those goals, and then ana-
lyzing their results. The rigors of music lessons are 
similar to those of any athlete and include strength-
building exercises, learning about health issues 
specific to the instrument, and the study of basic 
physiology. And while I have been aware of the ath-
leticism of my chosen field of music performance, it 
was not until I met a student athlete who was inter-
ested in pursuing music formally that I realized that 
the connection between musicianship and athleti-
cism truly does work both ways.

This student was a member of the volleyball 
team who decided that, in addition to her major, 
she wanted to pursue a minor in music. She was as 
serious about her academic studies as she was about 
her responsibilities as a member of the team, and 
that commitment was evident to me. Because of the 
discipline she learned through athletics, she was a 
much more productive music student and was able 
to reap the benefits of music study much faster than 
her peers. Her ability to perform under pressure dur-
ing a volleyball tournament allowed her the poise to 
perform music in front of a discriminating audience. 
Of course, all of the body training that was required 
of her for the volleyball team was an added bonus 
for her as a singer — a physically fit singer tends 
to be able to learn new skills, modify behavior, and 
progress much more quickly and successfully than 
a singer who does not follow an athletic regime. I 
left the university before my student graduated, but 
because of her abilities and record of successes, the 
head of the voice department accepted her as a stu-
dent.

While each student is by definition an individual, 
every one of my student athletes has brought a 
higher level of commitment and analytical ability to 
their respective lessons and classes when compared 
with my non-student athletes. The rigorous training 
that is demanded of student athletes helps them to 
solidify in their own lives the importance of setting 
goals, striving for those goals, and then analyzing 
the results of their attempts. These are skills that do 
not come naturally to most and must be learned. 
For the student musician, these skills are learned 
during the course of lessons, while the student ath-
lete learns these and other lessons through his or her 
participation in sports.

Commitment, dedication, and perseverance; these 
are just a few of the things that we can learn from 
our student athletes.

Liana Valente is an assistant professor of music at 
Wesleyan College. She previously taught music appre-
ciation at the University of South Carolina.
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John	Knox

Permatemps: Ghosts of Academic 
Present and Future

eople tell me that I look like 
a professor, and not just 
because I’m near-sighted and 
bearded. I look the part on 
paper, too: a PhD from a 
Big Ten institution, an Ivy 
League post-doc, several 
national awards (including a 
Phi Kappa Phi Fellowship). 
I work at a well-known uni-

versity, where I teach, perform federally 
funded research, and serve on committees.

But I am not a professor, with all the not a professor, with all the not
privileges that appertain to that desig-
nation. I am what the business world 
calls a “permatemp,” an employee hired 
year after year on temporary contracts. 
I am not complaining, but I am not 
alone either. According to the latest data 
from the National Center for Education 
Statistics (NCES), 43 percent of faculty 
members at all American institutions of 
higher education in 1998 were part-time, 
up from 33 percent in 1987 (another 28 
percent were full-time but non-tenure-
track, up from only 3 percent in 1969). In 
the words of Harvard education profes-
sor Richard Chait in the August 4, 2002, 
New York Times, “The full-time, tenured 
faculty member is about as representative 
of higher education today as Ozzie and 
Harriet are of American society.”

A GHOSTLY PRESENT

By sheer numbers, permatemps might 
be fairly considered the present of 

American higher education. But we are a 
ghostly present and presence. In general, 
we are not at faculty meetings and gradu-
ations. You will not read much about us 
in the campus newspaper because we are 
categorically ineligible for many teach-

ing and research awards. Our hirings and 
rehirings do not show up in press releases 
or in professional newsletters, unlike the 
hirings of professors. Our names may not 
even be in the semester course catalog; 
we are frequently referred to generically 
as “STAFF,” because we are usually hired 
after the catalog is published.

However, in the place that defines the 
academic side of college for most people 
— the undergraduate classroom — per-
matemps are legion. For example, I teach 
300 to 600 students every year, ranging 
from freshmen to doctoral students, in 
five different courses in three different 
university programs. The NCES data 
show that non-tenure-track faculty at 
four-year doctoral institutions teach 1.45 
times as many undergraduates as do ten-
ured faculty who teach undergraduates 
(who comprise only about two-thirds of 
all tenured faculty at these institutions). 
Overall, 27 percent of all undergraduate 
credit hours in the United States in 1998 
were taught by part-timers. And so for 
many students, permatemps are an inte-
gral part of the “college experience.”

NOT JUST TEACHERS ANYMORE

The stereotype of the permatemp as a The stereotype of the permatemp as a Tlimited-skills teacher of freshmen is Tlimited-skills teacher of freshmen is T
also changing. Although it is atypical for 
a “temp,” I am bringing in four months 
of my own salary this year via three 
extramural grants, and I serve on two 

Adjuncts, 
Permatemps, and 
Part-timers
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national professional committees. Further evidence 
of a preternaturally talented temp pool comes from 
Northwestern University. NU’s Weinberg College of 
Arts and Sciences has hired non-tenure-track adviser/
lecturers who have terminal degrees, positions that 
presumably attract permatemps who seek more 
stable employment. A perusal of their biographies 
reveals a remarkable level of professional achieve-
ment in all categories. The current adviser/lecturers 
include a multiple nominee for the Pushcart Prize, 
journal editors, a discoverer of twenty new galaxies, 
an Oxford University fellow, and a committee mem-
ber of a prominent national organization.

In short, it seems plausible that at least some of 
today’s permatemps are as proficient at academia’s 
professorial Trivium — teaching, research, and ser-
vice — as today’s professors were when they were 
hired.

THE ECONOMIC IMPERATIVE

The prevalence of permatemping is attributable The prevalence of permatemping is attributable Tto economics: we can do many of a professor’s Tto economics: we can do many of a professor’s T
tasks, but at a fraction of the cost. Where the money 
is saved is subtle, however.

In my very largest classes, I am paid a flat fee that 
(not including tests or office hours, and based on 
a sixty-minute hour) translates into a paltry-seem-
ing one penny per student per minute of lecturing. 
In other words, I am “worth” only half as much 
per lecture to a student as the can of soda the stu-
dent buys from the vending machine on the way 
into class! Even for my smallest classes, the pay rate 
inflates to only about twenty-five cents per-student 
per-minute.

But this is not unusually low pay. In my previous 
position as an assistant professor at a highly rated 
teaching-intensive university, my salary translated 
into a rate of no more than ten cents per-student 
per-minute of lecturing. The tenure-less, for-profit 
University of Phoenix pays its longest-serving 
instructors a flat per-course rate that, for most class 
sizes, translates into a similar pennies per-student 
per-minute rate. The April 19, 2002, Chronicle of 
Higher Education cites data showing that instructors 
and lecturers are paid 74 percent to 84 percent as 
much as assistant professors when all pay is stan-
dardized to nine-month salaries — a little less, but 
not a huge disparity given the broader responsibili-
ties of assistant professors.

The real money saved by universities using per-
matemps derives from at least two sources: 1) salary 
saved over the course of a career because, unlike an 
assistant professor, a permatemp often cannot be 
promoted into a higher salary bracket; and 2) money 

saved from denial of benefits to part-timers. Either 
of these can add up to hundreds of thousands of 
dollars saved by the university over a thirty-year 
career.

PHANTASMS OF THE FUTURE

Given the financial advantages outlined above, 
it is quite possible that permatemps are the 

future of higher education. Furthermore, as the tide 
of “hard” money from the government continues 
to ebb and the costs of benefits outpace even the 
best returns on university investments, all academic 
positions could liquefact into soft-money jobs that 
resemble permatemping. For example, some pres-
tigious research universities are now requiring new 
professors to accept positions with much less than 
100 percent hard money, on the assumption that the 
professor can raise a sizable amount of his or her 
salary via grants.

This erosion of hard money for professors may 
be just the start of a sea change for academia. 
Cornell University president-emeritus Frank H. 
T. Rhodes, in his 2001 book The Creation of the 
Future: The Role of the American University, fore-
sees the “unbundling” of the duties of the professor 
under intense pressure from for-profit universities 
and information technologies. The possibilities 
for unbundling are manifold: professor positions 
unbundled from hard money; tenure decoupled 
from compensation; and teaching severed from 
research and service. Rhodes anticipates a limited 
form of the latter: large introductory courses taught 
via instructional technology by a few national “star” 
professors, with “local instructors” providing one-
on-one mentoring. 

But who will these locals be? If history is any 
guide, this kind of “high-touch” work will be out-
sourced to teaching assistants and permatemps 
instead.

THINK GLOBALLY, AXE LOCALLY

But permatemps could eventually become the 
vanished ghosts of academia. In other sectors vanished ghosts of academia. In other sectors vanished

of the American economy, jobs are relocating over-
seas at an alarming rate. “First, manufacturing was 
outsourced. Now it’s information,” says Sreekant 
Khandekar, founder of a Web marketing site, in a 
November 1, 2003, article in the magazine Promo. 
The January 14, 2004, TechWeb News reports that 
35 percent to 45 percent of all full-time information 
technology (IT) jobs at Fortune-1000 firms will be 
outsourced overseas by 2006. Meanwhile, IT-related 
work in India is projected to increase an astounding 
fivefold by 2008.
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A question arises: if information can be out-
sourced overseas, why not knowledge and instruc-
tion? Instructional technology should, in the next 
decade or two, make it relatively easy to delocal-
ize Rhodes’s “local instructors.” At that point, 
the academic permatemp pool will expand into a 
global ocean, with American permatemps expecting 
double the money or more for the same work. Thus, 
American academic permatemps could find their job 
opportunities shrinking from both ends — fewer 
permatemp slots due to overseas outsourcing and
fewer traditional tenure-track positions. Over time, 
a limited number of permatemps could assume the 
roles left behind by the die-out of traditional profes-
sors. The rest may simply be out of options, and out 
of luck.

“BEFORE IT’S GONE”

And so it is just possible that I am participating And so it is just possible that I am participating Ain the last glory days of an educational tradi-Ain the last glory days of an educational tradi-A
tion of human-intensive higher education that traces 
its roots back to England, Italy, and even ancient 
Greece. I’m glad I did not miss it, even if I arrived 
a little too late for the high tide of funding and ten-
ure-track positions that crested in the 1960s. Like 
the Kevin Costner character in Dances with Wolves, 
I got to see this frontier before it lost all its vitality, 
before it was carved up into economically efficient 
packages like Dakota farmland and buffalo tongues. 
I walk into my classrooms, using my own syllabi, 
telling my own stories, nurturing my classes as living 
communities, letting the ideas roam freely, trying to 
make these days some of the best for my students.

John Knox is an associate research scientist and lecturer 
at a nationally known public university.

James	G.	Todd

Adjunct Faculty: A Crisis of Justice 
in Higher Education

hen I began teaching on a tenure track 
almost thirty-five years ago, an adjunct 
instructor was someone who on rare 
occasions was employed as a temporary 
replacement or as an outside specialist 
to assist in a special course or program. 
Adjuncts might even lack the usual cre-
dentials and degrees and so would not 
necessarily receive normal employment 
benefits or have the same responsibili-

ties as permanent faculty.

By the time I retired in 2000, the regular and 
growing use of adjuncts had become a nationwide 
phenomenon in higher education, and at my univer-
sity approximately 30 percent of the faculty were 
adjuncts. What had once been a category for special 
temporary teaching arrangements had become an 
administrative device for hiring teachers without 
having to pay for the rights and privileges of tenure-
track positions such as health insurance and pension 
contributions. The increased national use of adjunct 
teachers was in effect an indirect attack on tenure 
because the growing numbers of adjuncts provided 
an excuse for administrations to reduce the overall 
number of tenure-track positions.

The extensive use of adjuncts in place of tenure-
track positions reflects a crisis in higher education. 
The policy not only demeans the professoriate, it 
also erodes the process of shared governance in col-
leges and universities, promotes faculty inequity, 
undermines institutional allegiance and faculty 
morale, eliminates common standards for profes-
sional responsibilities and working conditions, and 
perhaps worst of all, by creating an atmosphere of 
arbitrary procedures and chronic job insecurity, it 
destroys the intellectual and creative self-confidence 
of professors that is central to the integrity of any 
college or university.

The blame for using adjuncts as cheap labor 
usually falls on state legislatures for their failure 
to adequately fund higher education. While this is 
undoubtedly the major cause of the problem, it does 
not follow that higher education should have chosen 
such an ignoble and academically destructive solu-
tion to deal with a financial problem. The growing 
denigration of selected members of our profession 
could not have happened without the acquiescence 
and cooperation of faculty and administrations alike.

So what is to be done? One solution is the efforts 
of some adjuncts to form their own unions. And if 
higher education fails to respond to their grievances, 
that probably is their only recourse. But it is not 
a desirable solution because it will only make per-
manent an unjust category for teachers and further 
erode an already-damaged sense of collegiality. Even 
if higher education fails to acquire adequate funding 
from state legislatures, that is no excuse for main-
taining a policy that is unfair and exclusionary. The 
fact that we have been willing to do this undermines 
our claims that colleges and universities represent 
higher ideals, and only makes our alleged altruism 
appear hypocritical and arrogant.

Instead we could begin on the department level 
by refusing to hire adjuncts unless they were given 
the same rights, protections, and responsibilities 
as the full-time faculty. Their wages would not be 
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negotiated arbitrarily, but would be a percentage 
breakdown of what is earned by their peers, and  
job searches would be conducted with the same 
stringency as those done for the tenure-track fac-
ulty. Permanent “temporary” status for adjuncts 
would no longer be acceptable. If adjuncts were 
continuously rehired, they would automatically be 
considered eligible for tenure after the same period 
such consideration is given to tenure-track faculty, 
and if they were not rehired they would be given 
adequate notice, not “last-minute” notification as 
has become common practice. Deans would uphold 
these departmental policies and defend them to the 
administration. University and college presidents 
would in turn publically support these positions as 
just and necessary for the honor of their professori-
ate. If legislatures still refuse to grant adequate fund-
ing, presidents would make it clear that they would 
stay within the confines of their allotment, but not at 
the expense of denigrating their teaching faculty. If 
that hampers growth, so be it. And in those instances 
where colleges and universities are unionized or have 
collective-bargaining representatives, those organi-
zations must fight for the rights and protection of 
all faculty, whatever the financial problems of their all faculty, whatever the financial problems of their all
respective schools.

Barring the real solution of returning to full-time 
tenure-track employment, I see no other alternative 
to reversing higher education’s downhill slide into 
the survival tactics of the corporate marketplace. If 
we are willing to sacrifice the dignity of our teaching 
colleagues because of restricted budgets, it is only a 
matter of time before whole departments and profes-
sions will be sacrificed on the same altar.

James G. Todd is an emeritus professor of art and 
humanities at the University of Montana.

Joseph	M.	Schneider

Employing Adjunct Faculty 
from an HR Perspective

n many states there is an ongoing con-
troversy regarding the large number of 
college classes being taught by adjunct 
faculty. A review of individual person-
nel data reports in institutions of higher 
education frequently reveals that the 
number of part-time or “adjunct” fac-
ulty exceeds the number of full faculty.

This article provides general insight 
into the motivation and circumstances that are usu-
ally considered when decisions are made about 
employing adjunct faculty. While information being 

used for this article is based upon the Florida 
Community College System in general and spe-
cifically Palm Beach Community College, one of 
Florida’s larger public community colleges, much of 
this information is also likely to apply to other areas 
of higher education.

During the annual budget-preparation process, 
administrative decisions must be made regarding 
the number of full-time faculty and the number of 
part-time or adjunct faculty to be employed for the 
forthcoming fiscal or academic year. Unless there is 
a pending reduction in full-time faculty, their num-
ber is likely either to remain intact or to increase if 
enrollment and funding will allow for an increase 
in full-time faculty. Even if there is a pending reduc-
tion in full-time faculty, tenured faculty members are 
very likely to remain employed because of the job 
security that they have.

Full-time faculty members are also much more 
likely to be represented by a faculty union that 
may increase their employment security. Adjunct/
temporary faculty members have no such employ-
ment security. They typically are employed term-by-
term without any guarantee of future employment, 
even though some adjunct faculty members may be 
employed on term-by-term contracts at individual 
colleges or universities for a number of consecutive 
years. In addition, it is not uncommon for some 
adjunct faculty to teach the same number of classes 
as full-time faculty usually teach during a year. 
Generally they receive no sick leave or any other 
employee benefits except legally mandated benefits 
such as workers compensation. While a number 
of states allow the unionization of adjunct-faculty 
members, they usually are not represented by faculty 
unions in most states, including Florida.

The cost difference between employing full-time 
faculty versus employing adjunct faculty to teach 
the same classes is frequently quite dramatic. A 
comparison of a projected mean or average sal-
ary of a full-time faculty member at Palm Beach 
Community College teaching a full load with one 
or more adjunct-faculty members teaching the same 
classes reveals that the salary costs are only about 
40 percent as much when employing adjunct-faculty 
members. When the extra costs of benefits that full-
time faculty receive are added for health insurance, 
retirement, and matching social security, the calcu-
lations indicate that it costs only about 33 percent 
to use adjunct faculty compared with the cost of a 
full-time faculty member. In other words, it would 
cost about three times as much to employ a full-time 
faculty member as it would to employ one or more 
adjunct-faculty members to teach the same classes as 
a full-time faculty member would teach.
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Even though the above-referenced information 
has been approximated from a specific community 
college within the State of Florida, the cost impact 
is likely to be as great or greater at many universi-
ties, especially when one considers their emphasis on 
research as a part of a full faculty work load.

Adjunct-faculty members are obligated by 
accrediting agencies to have the same academic 
qualifications as full-time faculty. Indeed, many of 
them have significant business or vocational-techni-
cal backgrounds that add to their ability to educate 
students. In addition there are geographic areas that 
have many retired educators who frequently enjoy 
the opportunity to teach part time. Thus the adjunct/
temporary faculty member can add an important 
dimension to instructional programs in higher educa-
tion.

The employment of adjunct faculty at institutions 
of higher learning also provides significant flexibility 
for colleges or universities. In times of tight budgets 
a decision can readily be made not to reemploy an 
adjunct faculty member for the next term. In certain 
instances the use of adjunct faculty may be prudently 
used in distance-learning programs, especially when 
there is some doubt whether the class is financially 
feasible.

Of course, a key factor that each institution of 
higher education must consider is the availability 
of qualified adjunct faculty in the geographic area 
which the college or university serves. When a sig-
nificant number of qualified adjunct faculty are 
available to a college or a university, it is likely that 
cost considerations, plus their flexibility, will result in 
the continued liberal use of adjunct faculty in institu-
tions of higher education.

Joseph M. Schneider is a retired director of human 
resources.

Annabelle	W.	Boehm

The Accidental Adjunct

trange glances were coming my way. 
Slowly, I set up my materials at the lone 
teacher’s desk in front of the classroom. 
Nervousness hit my stomach. Could I 
really do this? Could I really teach a 
graduate level college class? Someone 
in the back of the room said, “Oh 
Professor, is this ‘Problems and Issues 
of Special Education Research’?”

I looked behind me to see who had walked into 
the room. It occurred to me that all the eyes were 
focused on me. Thunder struck! They were address-
ing me! I was the Professor. The silence was deafen-
ing. It occurred to me that the professor listed in the 
bulletin was a young, tall, Indian woman who had 
her doctorate and wore beautiful saris.

This short, freckled middle-aged Caucasian 
woman was not what the students expected.

Three weeks earlier the phone call had come. 
Out of the blue, Dr. K. had left a message on my 
machine. A few of my professors thought I had a 
talent for teaching at the college level. The scheduled 
professor had a personal emergency. Could I teach 
the class? The course outline was in the mail. It 
would be a challenge that would expand my profes-
sional horizons, according to my respected teachers.

So with two weeks to go before classes started, I 
dug out my notebook and old textbook and set up 
a class outline and syllabus. Luckily, a dear friend 
had joined the world of adjuncts the year before. 
She guided me through the ups and downs of setting 
up a syllabus. It was amazing how daunting it was 
to be on the other side of the podium. How many 
course outlines had I read? What had been my pet 
peeve? Oh yes, how out of touch with the real world 
of teaching some of my professors had been.

The world of an adjunct is unique. We teach 
one or two classes a week. With the high demand 
for education, we provide a valuable service to the 
colleges, universities, and evening students. We get 
paid by the credit hour and do not qualify for ben-
efits. We have no office space. Therefore, we use 
our home phones, cell phones, and personal e-mails. 
Adjuncts do not have a secretary, and copying mate-
rials for classes in a timely manner can be a true 
adventure. You can recognize the adjuncts by their 
rolling travel boxes and suitcases. The adjunct is a 
self-contained unit. If you need a supply for teach-
ing, you must carry it with you. The rolling office 
becomes heavier as the semester progresses, and the 
“just in case” articles get added to the mix. To give 
credit, we do have a mailbox with our names, some-
times spelled correctly, written on a scrap of paper 
and taped to the box.

It was 5:00 P.M., and the clock had started. With 
my most confident smile, I addressed the class and 
explained away their fears and confusion. Because I 
had recently been in their shoes, the class took on a 
hands-on, practical approach. Everyone worked well 
together and shared their experiences. We created 
cohorts who were working on similar topics so that  
they could expand their research. The learning curve 
improved as I listened to my students and used the 
classroom forum to expand all our horizons.
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Time has passed, and more adjunct teaching expe-
riences have come my way. The classes are interest-
ing and take on their own personalities. As usual, 
last-minute assignments come my way with limited 
resources, but the challenge, enjoyment, and personal 
fulfillment I feel at the end of each class makes it all 
worthwhile.

Now when I hear, “Oh Professor?” I smile and say, 
“May I help you?”

Annabelle Boehm is a special educator, learning consul-
tant at Rumson-Fair Haven Regional High School and 
adjunct professor at Kean University, Union, New Jersey.

Anonymous

The Part-Timer Next Door

s I write, I do not know whether I will 
be part-time, full-time, or no-time in any 
particular semester. If you ask the person-
nel department, they will say that I am 
not an employee of the university at all, 
but they say that before every semester. 
I have been at the university for three 
years, and during this time I have been 
assigned a full-time teaching load three 
times, only to have it snatched away at 

the last minute.

Part-timers may make only 40 percent of what the 
lowest paid full-timer makes per class. Part-timers are 
routinely passed over when it comes to raises. Some 
universities even have a cap on what a part-timer is 
allowed to earn. In some colleges, this cap may be as 
low as $5000 per semester. Working part-time gener-
ally means it will be impossible to make up the dif-
ference elsewhere. Not many jobs will allow someone 
to be off from, say, 10:10 to 11:30 on Tuesdays and 
Thursdays each and every week. Jobs that do are usu-
ally reserved for students.

Part-timers are segregated in a part-time ghetto. 
Part-timers might have to share an office with as 
many as four other part-timers in a room with three 
desks, two telephones, and one computer. The part-
timer may have to change offices every semester. The 
computer may be only six months away from being 
carted off to the surplus-property facility. The part-
timer may not be allowed a personal key to the supply 
cabinet but instead share one key with all the other 
part-timers. Lesson plans are trashed if one of them 
forgets to return the key. Part-timers may be a model 
of resourcefulness, creativity, and innovation, none of 
which is likely to be appreciated by the full-time staff.

The part-timer’s name is not on the office door, 
only a generic sign saying “Part-Time Faculty,” thus 

signaling to one and all the part-timer’s lowly status 
in the department. Meanwhile, the part-timer has 
the same teaching responsibilities as the full-time 
professor in the office next door. Part-timers must 
prepare lessons and examinations, lecture, advise 
students, and assign grades. Someone should do 
a study comparing the number of grade appeals 
against part-timers versus full-timers.

Students believe part-timers are undesirable 
instructors, a misconception fueled by university 
public-relations material touting the percentage of 
tenured faculty, as if untenured, or even worse, part-
timers must be incompetent. In fact, the perception 
may be partly correct, but not because of the part-
timer. Part-timers are often expected to teach classes 
outside their field, and must often supply their own 
support, like a decent computer. Student evalua-
tions may be used punitively against the part-timer. 
Some students know this, and use the knowledge to 
attempt to negotiate a better grade in ways subtle 
and not so subtle.

Part-timers often have no real representation on 
campus. Part-timers fortunate enough to have taught 
enough hours for enough semesters to run for the 
faculty senate usually do not want to rock their 
stable boat. Besides, much of what part-timers toler-
ate is defended by the administration as university 
policy. Gentle reader, before you cry, “Foul! Where 
are your citations,” I invite you to conduct a study 
to document the plight of part-timers all across the 
United States. I would do the study myself if only I 
could find a full-time, tenured professor to serve as 
the primary investigator on the grant while I do all 
the work. You see, as a part-timer I might not be 
allowed to even do the research.

So why do I do it? Because every semester I hope 
that this will be the semester when my foot in the 
door will finally admit my whole being. Because I 
hope one day my contributions to the education of 
tomorrow’s leaders finally will be recognized and 
rewarded. Because I desire university affiliation 
when I write. Because within my field, I have some-
thing of value to contribute to society’s knowledge 
base. Because I need the faculty privileges in the uni-
versity library. Because I am afraid that if I do not 
stay connected to my professional life, I may lose it 
altogether. Because any salary is still more than no 
salary. Because even a part-time salary will allow me 
to collect unemployment benefits in the summer.

Part-timers all over America are experiencing 
some subset of the stigma and problems I have 
described. It is an outrage that our more advantaged 
colleagues tolerate such treatment of the part-timer 
next door.

Name withheld on request
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Michelle	Elizabeth	Tusan

Adventures in the Academic Marketplace

hen I entered graduate school, I faced 
a dilemma that those of us who have 
decided to take higher degrees in the 
liberal arts increasingly seem to face. 
“Do this because you love it,” coun-
seled one adviser, “Not because you 
expect to get a job.” As a twenty-some-
thing woman from a modest middle-
class background with no prospects 
of entering the genteel intellectual life, 

these words proved cause for concern. Graduate 
education without any modern real-world applica-
tion? A PhD in the humanities, when cast in these 
terms, seemed a pursuit only appropriate for the 
elite.

Many of us in my cohort did manage to land 
good jobs despite the dire predictions of some in the 
profession. However, we came to face a new prob-
lem: moving our lives to distant places in order to 
do what we had been trained to do. With overall 
cutbacks in university hiring, including in most of 
our home departments, we were admonished to “Go 
where the job is.” Building social and intellectual 
communities in our thirties and forties has taken the 
place of concerns over employment that had over-
shadowed our twenties.

I tell this story in part to point to what I think is 
a fundamental problem in understanding the nature 
of liberal arts education in the United States. Valued 
for creating “well-rounded” individuals rather than 
“useful” wage-earners, humanities and social science 
majors in many university settings are asked to jus-
tify their course of study every step of the way. This 
attitude has translated into an undervaluing of these 
disciplines not only culturally but on university cam-
puses as well. Using adjuncts to teach undergradu-
ates has become the dirty little secret of a number of 
universities that, when faced with budget cuts, hire 
part-timers to do what should be full-time work. 
Not only are adjuncts exploited with low pay and 
little collective-bargaining power, they also join an 
educational environment that at times can be said to 
challenge the very thing that universities should fos-
ter: the methodical study and understanding of the 
human condition in both the sciences and the arts.

With demand for higher education continuing 
to grow throughout the United States, the value of 
well-trained scholars and teachers also should rise. 
Despite a huge increase in retirements on the uni-
versity level during the past twenty years, this has 
not been the case. It is simply more cost-effective to 
replace tenured professors with part-timers whose 

marginal status ensures that they are often prevented 
from fully participating in the larger university com-
munity. That obtaining a graduate degree in the 
humanities has translated into casting your fate 
to the gods of a capricious job market is partially 
a product of economics, to be sure. But there are 
cultural reasons as well. The resolve of university 
leaders who have to chase a smaller and smaller 
pool of research dollars needs to be strengthened to 
find ways to reinvigorate the university as a space of 
knowledge production through fostering the growth 
of an intellectual community of scholars and their 
students.

Michelle Elizabeth Tusan is an assistant professor of 
history at the University of Nevada-Las Vegas.

Andrew	L.	Gerhart

Adjunct and Temporary Faculty — 
Advantageous or Detrimental?

djunct faculty are an enormous benefit 
to any college and/or university. They 
allow for higher enrollments at the 
school while still keeping the class sizes 
low. They also save the college money. 
Adjuncts are paid less than full-time 
faculty because they are expected only 
to teach. If adjuncts do not perform 
well in the classroom, they can simply 
not be rehired. That fix is not so simple 

with full-time faculty (especially if tenured faculty). 
In addition, adjuncts typically have loads of industry 
experience that can be used in the classroom for the 
students’ benefit.

Although adjunct faculty provide benefits, they 
also present serious problems. First, there is the issue 
of course consistency. When adjunct or temporary 
faculty are brought in to offer more sections of a 
specific course, often they are not advised or aware 
of the outcomes and objectives that must be met for 
the course. In addition, adjuncts often are brought 
in to a college from business and industry. They are 
typically masters of their profession. Unfortunately, 
this does not guarantee that the instructor can effec-
tively deliver the discipline-specific material to stu-
dents. Availability of adjunct and temporary faculty 
to students outside of the classroom presents a final 
problem.

Multiple steps must be taken to ensure that 
adjuncts are effective and worthwhile to both the 
institution and the students.

• Specific syllabus, course objectives, and course 
outcomes must be fully defined, given to 
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adjuncts, and followed. Adjuncts may need to 
be asked to sign a contract that will require 
them to follow course specifics. This should 
not hinder or prohibit academic freedom. How 
the material is taught is up to each instructor, 
but what is taught should be standardized.

• Universities need a program to train adjunct 
(and full-time) faculty to teach. They must 
understand the classroom environment and 
learning styles of various students.

• Adjuncts need to understand/learn how to 
apply industrial knowledge to the classroom.

• Adjuncts must not be teaching simply because 
they like to teach, but because they can teach.

• Adjuncts must not be teaching for the paycheck 
alone.

• The college employing the adjunct must have 
a feedback mechanism (such as an assessment 
program) to ensure effective teaching and cov-
erage of all topics required in the course.

• Colleges and the adjuncts must institute a 
method to allow better availability of adjuncts 
outside of the classroom.

Adjunct and temporary faculty are an enormous 
asset to any college, and generally their student rat-
ings are as good as or better than those of many of 
the full-time faculty. However, care must be taken 
to ensure that the students are not slighted. After 
all, students are paying the same tuition rate for an 
adjunct instructor as for a full-time instructor.

Andrew L. Gerhart is an assistant professor of mechani-
cal engineering at Lawrence Technological University.

Michael	Latta

The Real World of Adjunct and Temporary 
Faculty In Higher Education

 number of years ago, I saw a small ad 
in the American Marketing Association 
(AMA) newsletter looking for mem-
bers of the pharmaceutical-business 
community who were qualified to 
serve as adjunct faculty to staff a new 
Pharmaceutical Executive MBA pro-
gram. Soon I was teaching two courses 
on Qualitative and Quantitative 
Marketing Research Methods. The 

emphasis in my courses and all others was to provide 
a “real world” perspective that combines pedagogi-

cal rigor with content informed by aspects of current 
business practices in pharmaceutical companies.

Since 1990, the program has thrived and grown. 
A recent return on investment (ROI) analysis done 
by one of the largest pharmaceutical companies in 
the world revealed a four-dollar return on every dol-
lar invested in tuition for pursuing the MBA degree 
offered by the program. This ROI determination is 
important because the program’s tuition is typically 
100 percent reimbursed by the business where the 
students work.

The year before I joined the St. Joseph’s 
University Executive MBA program as an adjunct 
faculty member, I got a call from Professor Mike 
Etzel at the Mendoza College of Business at the 
University of Notre Dame. Professor Etzel runs the 
AMA School of Marketing Research that is jointly 
sponsored by the AMA and the College. Professor 
Etzel was looking for a business professional who 
could instruct a class on Demand Forecasting at a 
high level of competence and student satisfaction. 
Because the program involved a week of intense 
instruction on eighteen aspects of best practices in 
conducting and using marketing research in profit-
able-business management, and because the pro-
gram came with a substantial tuition, delivery of 
valuable knowledge was a necessity to persuade 
business management that the program was a good 
investment in intellectual capital. Since then, I have 
been participating as an adjunct faculty member in 
this highly successful program that just completed 
its twenty-fourth year of excellence.

Over the years, I have seen many other adjunct 
faculty come and go from both of these programs 
for a variety of reasons. I believe my longevity and 
success are due to my experience in both worlds of 
business and academia.

I firmly believe a blend of the values of academia 
and the business world produce the highest value in 
both. To be successful as an adjunct or temporary 
faculty member, one needs to adopt the things that 
have value in the real world and bring them into the 
classroom.

Michael Latta is a visiting professor of pharmaceutical 
marketing at St. Joseph’s University.
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Issues in the Academy

Grade Inflation

James	David	Ballard

Academic Standards and Grade 
Inflation: Easily Forgotten 

Structural Aspects of the Equation

n recent decades, higher 
education has undergone sig-
nificant organizational trans-
formations that affect grades, 
perhaps as profoundly as 
does the individual teacher 
who most often gets the 
blame for inflating them and 
for presumably lowering aca-
demic standards. Some call 

these historical trends the corporate coop-
tation of the university; others refer to 
this transformation as the business model 
invading higher education; and still others 
suggest that this change is a much-needed 
adjustment in the social role of the univer-
sity. What has transpired is that students 
have been given a primacy in the relation-
ship with the university, and increasingly 
they have become the educational equiva-
lent of consumers. These consumers have 
needs that have become a priority of 
the university as an institution, and the 
institution has changed registration and 
grading policies to meet their needs. This 
transformation may have made education 
more available to the masses and/or more 
responsive to students, but it also has a 
price, one that is not factored into the 
typical discussion of grade inflation and 
lower academic standards.

Let us examine some of these trends 
and how they effect grades. While it is 
difficult to argue that the result of chang-
ing drop/add and registration policies 
is not more student friendly and thus 
desirable, this change is not without 
unintended consequences for the institu-

tion and the education process. Altering 
university regulations that allow later and 
later withdrawals by students who wish 
to avoid the stigma of a poor grade, the 
haphazard acceptance by almost everyone 
at the university of wholesale teacher-
shopping by students wishing to avoid 
the “hard’ graders and/or more difficult 
classes, and other structural features of 
the registration and grading process con-
tribute to the inflation of grades and per-
ceptions of lower standards.

To illustrate this problem, consider 
three scenarios. All three scenarios are 
based on a class in which forty-three stu-
dents were initially enrolled, thirty-nine 
actually attended and received at least one 
graded assignment, and thirty-two com-
pleted the course. In the first scenario, any 
and every student who wishes to opt out 
of a class is allowed to for any variety of 
reasons; only the class averages of those 
who finish the course (thirty-two stu-
dents) are used as the basis of calculating 
class average scores, resulting in a class 
average of 84.5. Because only the “bet-
ter” students typically would finish the 
course, the class grade distribution would 
be skewed in such a manner to suggest 
inflated grades to the observer who does 
not look at the structural implications 
behind the distribution of grades.

In the second scenario, those students 
who opt out of the class after at least 
one grade was earned in the course are 
assessed for purposes of class average 
calculations based on what they have 
earned at time of withdrawal (a total of 
thirty-nine students). One assumption: 
the teacher would have to keep detailed 
grading records so that we could identify 
precisely when the student withdrew with 
respect to the grading process. The class 
average calculations would now include 
these partial grades and reflect a more 
realistic picture of all students who were 
in the class, with the class average falling 
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to 75.82, a full letter-grade difference. The resultant 
overall class average is thus recalculated in a man-
ner that would suggest a modicum of fairness to the 
faculty who are asked to use their class grades as 
baseline data for assessing grade inflation.

In scenario three, every student who was signed 
into the class is assessed (forty-three students), and 
for those who were briefly on the role sheet but did 
not take an exam or receive a grade for any assign-
ment, a normalized array of grades is assumed, 
resulting in a class average of 74.81. As may be 
obvious, this recalculation could be minor or major, 
depending on the first-day drop rate for a course. In 
this scenario the drops were minimized to demon-
strate a minor recalculation effect.

The point of such recalculations is to illustrate 
how policies that allow class-switching, that encour-
age drops by students who are not doing as well as 
they anticipated, that promote incompletes and/or 
other structural features of the modern service orien-
tation of universities, all can contribute to the infla-
tion of grades.

Academic standards and grade inflation are seri-
ous issues for academics. We should continue a 
dialogue about what is transpiring and why. During 
that discussion it is not unreasonable to seek answers 
outside of the classroom as contributing factors and 
to ask that grade averages be calculated with such 
structural factors taken into account. In this manner 
the real contribution of how the faculty grade stu-
dents would be more readily apparent.

James David Ballard is an assistant professor of sociol-
ogy at California State University-Northridge.

Ronna	Vanderslice

When I Was Young, An A was an A: Grade 
Inflation in Higher Education

eople often criticize elementary and sec-
ondary schools for their low standards 
and elevated grades. Political candidates 
use higher standards in education as a 
platform for their campaign; yet institu-
tions of higher education cannot deny 
the statistics: only 10 to 20 percent 
of all college students receive grades 
lower than a B-. This figure means that 
between 80 and 90 percent of all col-

lege students receive grades of either A or B (Farley, 
cited in Sonner). In 1969, 7 percent of all students 
received grades of A- or higher. By 1993, this pro-
portion had risen to 26 percent. In contrast, grades 

of C or less moved from 25 percent in 1969 to 
9 percent in 1993. The pattern, which continues 
today, reveals an issue that concerns academicians 
and the general public alike.

One may wonder why this is a problem. For one, 
employers seem very concerned that good grades on 
transcripts have very little meaning. It is extremely 
difficult to differentiate between competent stu-
dents and incompetent ones by viewing a transcript 
from most institutions of higher education today. 
Also, students may be left with an incorrect picture 
of their own competence. Most importantly, how 
grades relate to student learning and understanding 
is not clear. Variety in grading practices across disci-
plines and between institutions further complicates 
the question of what exactly an A means.

Universities must initiate reforms that increase 
standards instead of decreasing them. Even though 
some educators clearly see the wrong in grade infla-
tion, for others it has become such a routine that 
universities must be explicit in their plan of remedy 
for this situation. A head-on approach that has 
been used lately is to include on student transcripts 
not only the grade for the class, but also the aver-
age grade for all students enrolled in the class. 
Indiana University, Eastern Kentucky University, and 
Dartmouth College are institutions that have used 
some type of indexing system. Harvey Mansfield, 
a longtime critic of grade inflation, uses a similar 
approach within his own classroom at Harvard 
University, giving each student two grades: one for 
the registrar and the public record, and the other in 
private. The private grades give students a realistic, 
useful assessment of how well they did and where 
they stand in relation to others.

Indiana University also proposed a three-year 
moratorium on the use of student evaluations in per-
sonnel decisions as a method to curb the problem of 
too many high grades. The university believes that 
removing concerns over student complaints about 
receiving lower grades might motivate all instructors 
to reset their standards, free from the pressures to 
give A’s in exchange for high evaluations (McSpirit). 
Felton also recommends that universities rethink the 
validity of student-opinion surveys as a measure of 
teaching effectiveness.

Other institutional practices include requiring 
schools and departments to review grading practices 
with the goal of bringing rigor to their programs. 
An emphasis in student recruitment on what is 
expected of students in terms of academic prepara-
tion also may be worthwhile (Wilson). In addition, 
faculty should take an active approach in insisting 
that academic standards are an essential part of the 
academic ethic and that by rewarding mediocrity, 
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we discourage excellence (Wilson). Simply recogniz-
ing that grade inflation devalues your content to 
students is a necessary step in the right direction. 
Wilson points out that grade inflation reveals a loss 
of faculty morale. It signifies that professors care less 
about their teaching. Anyone who cares a lot about 
something is very critical in making judgments about 
it. Far from the opposite of caring, being critical is 
the very consequence of caring.

Ronna Vanderslice is a professor in education at 
Southwestern Oklahoma State University.
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J.D.	Coleman

The Student as Client

rade inflation is a complicated phe-
nomenon driven by many factors 
— student competition for college and 
graduate school admission, the neces-
sity of scholarships to fund college 
education at all levels, and professors’ 
quests for good student evaluations, 
among many others. Despite my own 
conscious efforts to maintain grad-
ing standards, I have taught very few 

classes with a grade spread in the classic bell shape, 
with the majority of students making C’s. All of 
my colleagues share this experience and are con-
cerned about grade inflation, but most have become 
resigned to it. They do not want their students to be 
at a disadvantage for scholarships and admission to 
graduate school, and they do not want poor evalu-
ations. Today there are basically three grades — A, 
B, and C, with C the equivalent of failure. I am 
capitulating. I have rationalized by recalling one of 
the graduate schools I attended, a very fine one, in 
which there were only three grades — honors, pass, 
and fail. So a C is now failure and that’s that.

Grade inflation is related to another concern 
common to modern universities, particularly public 
state universities — retention. In response to the 
convoluted method of funding universities, universi-
ties compete for warm bodies, better known by that 
impersonal moniker, Full-Time Equivalents (FTEs). 
Although the more stellar programs — law, medi-
cine, and architecture, among others — generally 
maintain high standards, many departments struggle 
to control the quality of students presented to them 
by their administrations. The university seems to 
find a place for or some means to accept students 
who are woefully unprepared for even the diluted 
rigors of the modern university. Admitting marginal 
or unqualified students serves only the interests of 
the university. Most of them will not graduate. To 
legitimize this policy, universities have created reme-
dial programs aimed at improving the retention of 
these students. 

Besides the ethical issue of taking advantage of 
the intellectually disadvantaged, there are other 
problems with this practice. Remedial courses are 
generally limited to basic skills in grammar and 
mathematics. If courses do not have a specific pre-
requisite for math or English, remedial students can 
take these classes. Unfortunately, these students are 
often not just deficient in math and English. Many 
of them should not be in the university. They should 
be learning other skills, skills that are just as neces-
sary and valuable to our society as those requiring a 
university degree.

J.D. Coleman is an assistant professor at the University 
of Cincinnati.

Assessing Students

Dallas	Brozik

Whom Do I Blame?

o kidding, I mean it. Whom do I blame? 
I teach upper-division and graduate 
courses, and I am constantly confronted 
with students who cannot spell, who do 
not or will not read, and whose math 
skills are simply appalling. I spend a 
whole lot of time trying to get these kids 
up to a reasonable level of literacy. I 
should be teaching content, but, oh no, I 
just try to get past sentence fragments.

I think the problem is that our raw material, the 
student body, is not as good as it used to be. I teach 
a freshman-orientation seminar each fall, and these 
are some very bright kids, but their abilities to focus 
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and concentrate are as poor as their basic skills. 
They really have no idea of how to be a student. 
After thirteen years of the K–12 experience, why are 
these kids so poorly prepared for advanced study?

By gosh, I think I may have just answered 
the question. What the heck is going on in K–12 
anyhow? When I talk to my grandchildren, I am 
disappointed with how little they know for their 
respective levels of education. They seem to think 
that education involves sitting around and listening 
to a teacher who wants to be their friend.

Maybe that is another part of the problem. The 
parents might be able to get the kids to study, but to 
be fair to the parents the assignments are given by 
the classroom teacher. If the impetus does not come 
from the classroom, the parents have little ability to 
guide the kid through additional studies. And if they 
do make the kid do extra work and learn more, the 
poor kid is regarded as a geek by the other kids.

And lest we forget, there is now evidence to indi-
cate that too much television at an early age is det-
rimental to a child’s learning ability. Could someone 
please tell me why this is a surprise? Put kids in front 
of a television and then praise them when they learn 
the ABCs through a song and dance, and they expect 
to have a song and dance to learn everything.

To be perfectly fair, I must admit some complicity 
on the part of the college faculty, but it arises out of 
a concern for self-preservation. The whole business 
of student evaluations has gotten way out of hand. 
We are now to the point where the undereducated 
are rating the underpaid, and these ratings carry sig-
nificance for salaries, promotion, and tenure. Only 
the most senior professors who are well tenured and 
bulletproof can even dare to teach a rigorous course.

Another result of this whole situation is the 
incredible state of grade inflation at all levels. I 
remember the days when a C really was the average 
grade. Who was it who came up with the dumb idea 
that everyone has special status? Just look in the mir-
ror and try to convince yourself that you personally 
are a whole lot more special than anyone else.

The whole educational pipeline leaks like a sieve, 
and the kids are the ones getting hurt. Let all of us 
involved in the process take a little responsibility 
for our own actions and get the job done right. You 
K–12 teachers, quit trying to make the little darlings 
feel happy and put them to work. You have a strong 
union, so you will be safe. Teach them basic writing 
skills and the multiplication table. I can remember 
learning the multiplication table in fourth grade. 
Sheer rote memorization, but I learned my numbers 
and so did my classmates.

Parents need to be brought more into the pro-
cess. Maybe time could be set aside each night for 
school work. Two hours of no television, no video 
games, and no exceptions. If on a given night the 
homework is easy, read ahead and prepare for the 
next day or just read another book for recreational 
purposes. And keep the little kids away from the 
tube! It never has been good for them.

Those of us in the colleges simply have to 
demand more of the students. We also need to break 
the back of the student-evaluation monster. Student 
comments are fine in their place, but they cannot be 
a major source of information concerning teaching 
performance. We need to spend more time in each 
other’s classes learning about ourselves. The grade-
inflation nonsense really has to stop, too. If we 
demand a fair evaluation system for ourselves, we 
must be ready to apply a similar system to the stu-
dents. Making an A an accomplishment might just 
give some students a bit more focus.

Take another look in that mirror. That is the 
person to blame. All of us are part of the problem. 
It is high time we all fixed our own little corners of 
the world. If we all fix what we can, I think that the 
whole problem will be solved, and we can give our 
students a real education and a real chance in life. 
And if we get blamed for their success, fine.

Dallas Brozik is a professor of finance at Marshall 
University.

Tamara	Kay	Baldwin

Student Evaluations of Instruction

 month or so after each semester ends, 
a sealed brown envelope stamped 
“Confidential” in bright red ink arrives 
in my school mail slot. I am embar-
rassed to admit that at the sight of 
it, my heart pounds. Oh no, I think, 
student evaluations are here. Those 
moments before I can return to my 
office, firmly shut the door, rip open the 
envelope and quickly scan the results 

feel like what I imagine a severe panic attack must 
feel like. What did my students say about me? Even 
though I have been teaching for more than twenty-
five years and have always gotten good evaluations, 
the feeling never changes.

Though my initial reaction to the results of my 
student evaluations borders on panic, I am a strong 
advocate of students having the opportunity to eval-
uate the instruction that they receive. Every one of 
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us can probably recall taking a class with an instruc-
tor who had little regard for or was oblivious to his 
or her effectiveness and who could have benefited 
from some constructive comments from students 
— if only they had been asked to make some.

I have come to rely on my students’ feedback to 
help me improve my teaching. In fact, I ask them 
at evaluation time, which at my university involves 
administering a campus-wide standardized evalua-
tion a few weeks before the semester’s end, to please 
take the time to give me feedback that will make 
the course they have nearly finished with me a bet-
ter one for the students coming behind them. They 
take me seriously, and even though it would feel bet-
ter not reading about my shortcomings or failures, 
I must admit their comments are usually just what 
I need to hear to make course material clearer or 
instruction more meaningful. That is, after all, the 
original intention of student evaluations of instruc-
tion: to provide the faculty member feedback to help 
improve teaching effectiveness.

In recent years, however, student evaluations 
have been put to a very different use on campuses 
around the country. At many institutions they are 
used by tenure and promotion committees as a mea-
sure of a faculty member’s teaching effectiveness, 
one of the areas commonly evaluated in the tenure 
and promotion process. This usage concerns me 
because research into student evaluations indicates 
that numerous and varied factors — many of which 
are totally out of the control of the faculty member 
being evaluated — can affect the evaluations that 
the faculty member receives from his or her students. 
Studies have shown that factors such as the time 
of day that a class is offered, the student’s desire 
to take the class, the student’s anticipated grade in 
the class, whether or not the class is a required one 
or is an elective, or even the gender of the student 
and/or the faculty member, to name just a few fac-
tors, can have an effect on the ratings that a faculty 
member receives. To be fair to faculty members who 
are required to submit student evaluations as part of 
their tenure and promotion documents, it is essential 
that committees and administrators making such 
decisions gain an understanding of how such factors 
might affect the ratings that faculty members receive 
from their students.

Tamara Kay Baldwin is a professor of communication 
at Southeast Missouri State University.

Stokes	Schwartz

Should Young People Delay College?: 
A Modest Proposal

lmost a decade of teaching in a college 
environment — as a graduate assis-
tant at two Big Ten universities and 
an instructor at a community college 
— plus my own undergraduate status 
as a returning adult student allow me to 
make two broad observations about the 
student body in colleges and universities 
today. First, it seems that many return-
ing adult and foreign-born students 

function much better in a college environment. Their 
generally favorable academic performance comes 
from a higher value placed on education, combined 
with a more serious attitude toward their studies. 
Often, these students achieve greater academic suc-
cess despite numerous commitments simultaneously 
vying for their time. More troubling is the situa-
tion of their younger American-born peers, who lag 
somewhere behind. Too frequently, these students 
lack discernable curiosity and motivation, refuse to 
engage with college material, and display no readily 
apparent will to achieve.

In light of the above, I suggest that more young 
people put off college for three to five years. 
Certainly, many young people adjust well to the 
challenges of college. They expose themselves to new 
people and ideas enthusiastically, embrace new sub-
jects, and work hard to master them. 

If we expand our focus, though, we find that 
too many other students have considerable trouble 
adapting to and performing within the same envi-
ronment. These young people arrive on the doorstep 
of their chosen college or university ill-equipped for 
the requirements of independent student life. Their 
lack of preparedness does not necessarily involve 
poor skills in basic reading, writing, and critical 
thought. Instead, these young people are mentally 
and emotionally unready for college. Consequently, 
a greater number of parents should delay sending 
their children to a post-secondary institution.

An interim of three to five years between their 
senior year of high school and freshman year of 
college means that young people can become more 
mentally, emotionally, and intellectually ready for 
the post-secondary educational experience. They can 
avoid the problems that come from lack of wisdom, 
focus, and drive. In general, adult students are better 
able to put their best academic foot forward. Many 
young people have trouble making the leap between 
the child and adult worlds and flounder as a result. 
Because parents often restrict certain activities and 
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privileges for younger siblings who are not yet 
mature enough for additional responsibilities, it does 
not seem beyond reason to suggest delaying what 
can be a daunting transition for many young people.

How might young people spend their hiatus 
between high school and college then? Working in 
the adult world for several years has a number of 
benefits. First of all, this time allows young people to 
see how limited their options and potential are with-
out a college education. This experience alone makes 
one more appreciative of the opportunity to earn a 
degree. Next, several years spent holding down a 
full-time job, paying bills, and managing one’s life 
as an adult produce a more solid work ethic, better 
organization, and stronger time-management skills, 
all of which are necessary to achieve on campus 
and in life. Third, functioning as an adult sharpens 
young persons’ sense of responsibility to society 
and to themselves. In addition, a chance to broaden 
their horizons outside of the academic environment 
encourages receptivity to new ideas once young 
people return to school. Furthermore, a more mature 
perspective and scope mean that college students 
are better able to absorb and process the copious 
amounts of new information awaiting them on cam-
pus. Finally, the process of becoming an adult helps 
young people glean more from college when they 
finally make the decision — their own decision — to 
return to school at twenty-two or twenty-three.

Stokes Schwartz lives in Minneapolis, Minnesota. He 
teaches developmental writing, world literature, and 
public speaking at Brown College.

Role(s) of the Professoriate

David	R.	Stronck

A Helpful Tenure Process

hroughout American universities, many 
assistant professors live in fear because 
decisions about the granting of tenure 
sometimes seem arbitrary and unfair. 
Despite some flagrant problems, the 
process of tenure review at every uni-
versity is designed to provide a reason-
able and fair system. The following 
basic characteristics are found almost 
universally: 

• The most important review is done by a com-
mittee of peers in the same department of the 
university. The professors on this committee 
know well the appropriate standards in the 
specialization of the applicant for tenure.

• The chair of the applicant’s department has 
access to much information and writes a very 
important review of the applicant’s perfor-
mance.

• Committees at the college level and at the uni-
versity level are especially focused on assessing 
the process of the reviews and consistency in 
the analyses.

• Administrators, including the dean of the col-
lege and the president of the university, are 
eager to enforce the standards of the univer-
sity.

This system provides a long series of reviews 
with checks and balances, starting with reviews by 
peers and ending with the highest administrator of 
the university. The tenure review seems to resemble 
legislative processes of American government with 
its many checks and balances.

Of course, failures do occur in the human sys-
tems of well-organized governments and universities. 
Nevertheless, universities can reduce the problems 
by having a clear philosophy. An admirable phi-
losophy exists at the California State University-
Hayward (CSUH): the tenure-review process should 
be supportive and helpful to the applicant. At CSUH 
there is an assumption of good will with the goal of 
encouraging the good work of the applicant.

At CSUH the procedures well match the philoso-
phy. These procedures include the following:

• The chair of the department meets annually 
with the assistant professor to plan profes-
sional development.

• Annually each applicant provides documen-
tation of achievements with the request for 
retention. This document is carefully reviewed 
by the chair and a departmental committee. 
Both make recommendations, especially to 
provide directions — for example, the need for 
more attention to the quality of teaching, or 
the need for more work on submitting publica-
tions, and so on.

• If there is a disagreement between the chair 
and the departmental committee, or recom-
mendations against retaining the applicant, the 
document is also reviewed by a college-level 
committee of promotion, tenure, and retention.

• If the recommendation is against retention, the 
dean of the college and other administrators 
become involved in the final decision.

This annual process of meetings, reviews, and 
recommendations has the intention of smoothly 
guiding the applicant until the application is made 
for tenure.
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At CSUH the process is working well. Approx-
imately 94 percent of those applying for tenure have 
been successful. Some of the credit for this success 
must be given to the careful work of search com-
mittees in identifying excellent applicants to start 
tenure-track positions. The assistance provided in 
the annual retention process has guided the assis-
tant professors on the right path. Moreover, chairs 
of departments and departmental committees must 
annually reflect on their own recommendations 
and be consistent in their analyses of the strengths 
and weaknesses of the assistant professors. Annual 
reviews tend to eliminate any arbitrary or inappro-
priate judgments because they provide annual steps 
toward reaching tenure.

David R. Stronck is a professor of education at 
California State University, Hayward.

Juanita	Manning-Walsh

The Academic Responsibility 
of Academic Freedom

INTRODUCTION

he term “academic freedom” has 
become a mantra so commonly, and 
erroneously, used that it is rendered 
almost meaningless (Bellack). Most 
assume that it is a well-defined concept; 
however, in reality it is more philosophic 
than legal and is often used as a jus-
tification for actions taken inside and 
outside of the classroom that have noth-
ing to do with the original intent of aca-

demic freedom. The roots of the concept of academic 
freedom are found in medieval times, when universi-
ties were considered free from the constraints of civil 
law and faculty were believed to need protection 
from political and religious interference (Bellack). 
Today academic freedom is a right, protected by the 
First Amendment, as determined by the Supreme 
Court in Keyishian v. Board of Regents in 1967 
(AAUP). The concept of academic freedom, however, 
must be accompanied by an equally demanding con-
cept of academic responsibility. The purpose of this 
paper is to explore the balancing effect that academic 
responsibility has on academic freedom.

ACADEMIC FREEDOM

Academic freedom is essential for both teaching Academic freedom is essential for both teaching Aand research. In the teaching aspect, it is “fun-
damental for the protection of the rights of the [pro-

fessor] in teaching and of the student to freedom in 
learning” (AAUP 1). Freedom in research is essential 
for the development of new knowledge. Academic 
freedom is defined by the American Association of 
University Professors (AAUP) as freedom to:

• Conduct research and disseminate the results 
without externally applied presuppositions 
about the direction and findings of the research

• Teach subjects in the classroom for which one 
is qualified and has specific knowledge

• Express opinions in public through speech or 
writing, without institutional censorship or dis-
cipline.

As such, academic freedom is central to the intel-
lectual process of increasing knowledge (Mercer, 
Galvin, and Jones) both in the research laboratory 
and in the classroom. It is not, however, an excuse 
for poor teaching technique.

ACADEMIC RESPONSIBILITY

While academic freedom is reasonably well While academic freedom is reasonably well Waccepted and somewhat understood, aca-Waccepted and somewhat understood, aca-W
demic responsibility is much more vague and often 
obscure. Academic responsibility includes the obli-
gations, legal and ethical, that correspond to and 
balance the freedoms associated with academic free-
dom.

The academic freedom to conduct research and 
disseminate the findings without interference is bal-
anced by the responsibility to use ethical principles 
and adhere to federal regulations and guidelines 
in the research process (Thompson et al.). It is the 
responsibility of professors conducting or overseeing 
research to protect the rights and welfare of those 
(the subjects) without whom knowledge could not 
be advanced.

The freedom to teach subjects for which the 
professor is qualified and has specific knowledge 
is balanced by several academic responsibilities. 
Academic responsibility includes “defining one’s phi-
losophy of adult education, the design, implementa-
tion and evaluation of curriculum, preparation of 
course materials, [and] teaching and evaluating in 
the classroom” (Thompson et al. 166–167). Other 
academic responsibilities, according to Thompson et 
al., include advising students and mentoring others 
into the teaching role. Professors have an academic 
responsibility to remain current in the knowledge of 
the discipline by conducting cutting-edge research, 
attending professional conferences where research 
findings are disseminated, reading current profes-
sional journals, and networking and dialoging with 
other scholars within the discipline.
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Teaching in many disciplines, especially the 
practice disciplines (for example, nursing, medicine, 
occupational therapy, physical therapy, and so forth), 
is guided by the requirements of professional bodies 
that establish standards of practice and curricular 
guides, as well as by regulatory agencies and the 
academic institution itself. In practice disciplines, 
academic responsibility plays a major role as the 
professor follows the standards of the discipline in 
developing content to be included.

As members of communities, professors have 
the rights and obligations of any citizen. However, 
when professors speak or write as citizens, they must 
ensure that their statements are accurate and show 
respect for the opinions of others. They also must 
make every effort to indicate that they are not speak-
ing for the employing academic institution, but for 
themselves.

An additional academic responsibility, not paired 
with a definitional statement about academic free-
dom, but nonetheless important, is one of subscrib-
ing to and fostering “a culture of high aspiration 
characterized by standards for peer review….[and] 
compliance with established standards and poli-
cies of the academic program and the institution” 
(Bellack 528). Professors who take academic respon-
sibility seriously will welcome peer review by col-
leagues and use it as a formative evaluation of their 
teaching (Thompson et al.) that is useful for expand-
ing content and improving delivery, thus cultivating 
a heightened quality of education for students.

SUMMARY

Good professors learn to balance academic free-
dom with academic responsibility, creating an 

environment in which students can become people 
who think and question freely. When this happens, 
the classroom becomes the heart and soul of the uni-
versity. Academic freedom, balanced by adherence 
to institutional and professional policies and use of 
sound ethical principals when conducting research, 
becomes operational and is no longer meaningless 
rhetoric.

Juanita Manning-Walsh is an assistant professor of nurs-
ing at Western Michigan University.
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Ruth	N.	Henry

Where Is the Honor?

 student in a sophomore literature 
class bought a term paper through the 
internet. A senior turned in another 
student’s lab report with his name on 
it. A freshman history student used 
text messages on her cell phone to get 
test answers from her friend across the 
room. Her classmate’s answers were 
correct, because she had taken a picture 
of the study guide with her cell-phone 

camera before the test. An algebra student with a 
programmable calculator retrieved the equations he 
needed to work the problems on a test.

What do all of these students have in common? 
They are all cheating, although they are doing so in 
nontraditional ways. None of these five students has 
ever copied answers from another student’s exam 
just by sneaking a glance across the aisle. In fact, 
some of these students do not consider themselves 
“cheaters” at all — so what are they thinking?

It is hard to say what they are thinking, but what 
is clear is that they are not thinking about integrity. 
Integrity has become an out-of-date virtue to many 
people in academics and in the business world. 
Students are simply doing what it takes to “make 
the grade”— often in response to pressure from par-
ents, graduate school admission standards that they 
will face in the future, and scholarship requirements 
that they must meet each semester.

At the private, church-affiliated university where 
I teach, we worked with the Center for Academic 
Integrity to conduct a web-based survey of our 
faculty and students concerning cheating practices. 
While we found that our cheating rates were slightly 
below those of other schools across the country, 
we were not pleased with our findings. We found 
that, while very few students reported actually copy-
ing answers on a test, unauthorized collaboration 
on assignments, plagiarism, and other nontradi-
tional forms of cheating were much more preva-
lent. According to Don McCabe, who developed 
the Academic Integrity survey, this is a nationwide 
trend.
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In response to our findings, a committee of con-
cerned faculty at our university took a full year to 
study our survey results, interview our students and 
faculty, and research academic-integrity policies at 
other universities. As a result of our efforts, we have 
found that college faculty can take several steps to 
maximize honesty on campus.

• Communicate! Talk to the students about integ-
rity. Let them know that you expect their best 
effort. Define what your policies are for each 
assignment in each class. While collaboration is 
encouraged on some assignments, it is strictly 
forbidden in others. Communicate clearly to them 
what is acceptable.

• Make it easier for your students to do the right 
thing. Even if your school has an honor code that 
encourages teachers to leave the room during 
exams, do not do it! According to the students 
we surveyed, the teacher’s absence increases the 
likelihood that they will be tempted to cheat. 
Also, teachers can give alternate forms of the 
same exam; with today’s software programs, it is 
easy to scramble questions and make a different 
form for each row of students. Do not allow cell 
phones, hats with bills, or programmable calcula-
tors during exams.

• Try to develop a campus culture where cheating 
is unacceptable. This may involve an institution-
al-integrity policy, a clear statement of the institu-
tion’s academic-integrity policies, or consistently 
enforced sanctions for integrity violations. Do not 
rely on your school’s honor code to reduce dis-
honesty if it is based on students turning in their 
peers for cheating. Research has proved that, even 
if students do not approve of unethical behavior, 
they will not betray their classmates.

• Model personal integrity for your students. Be 
honest in your dealings with them and employ 
impartial, appropriate assessment techniques. If 
we as teachers misrepresent data on a research 
project, use unjust grading procedures, or fail to 
treat all students fairly and equally, what are we 
showing them about our own integrity?

We live in an imperfect world populated by people 
with human shortcomings, where pressures abound, 
business and political role models are corrupt, and 
good role models are rare. Although the academic envi-
ronment is far from being a perfect world, the decision 
to be honest is still made individually by each student; 
we as faculty members can influence our students to 
take that decision seriously and to take pride in their 
own integrity.

Ruth N. Henry teaches exercise science in the Department of 
Kinesiology at Lipscomb University in Nashville, Tennessee.

Michael	W.	Brough

Philosophical Limits: 
A Question of Ethics*

nfettered investigation is the realm of 
philosophy. Among the many goals of 
a college-level introduction to philoso-
phy is to allow students to question 
even their most tightly held beliefs, to 
doubt what they had before consid-
ered indubitable. Over the semester 
of such an introductory philosophy 
course, professors hope their students 
glean an appreciation for and under-

standing of different positions, a respect for the 
force of reason, and a healthy skepticism. Success, 
for a philosophy professor, is a student who sees 
the world differently, who reasons more tightly, 
who reads and listens both more curiously and 
more questioningly.

But success does not always occur by the end of 
the undergraduate semester, and most philosophy 
professors realize that. Many students no doubt 
leave with more questions than they entered with 
— either they have come to doubt the too-easy 
answers that they had been given previously, or 
they have faced issues that they had never before 
considered. Either way, there is a good chance that 
students at the end of their semester-long philo-
sophical experience will be more “mixed up” than 
when they started. Philosophy professors should 
not agonize over this, of course: students have 
plenty of time to make up their minds about the 
important life issues that philosophy raises. Even if 
students are confused now about their obligations 
to others, the existence of God, or what the Good 
Life is, they have years to decide on these impor-
tant issues, and the chances are low that they will 
do serious harm to themselves or others while tak-
ing those years to reflect and live.

That approach is appropriate for professors at 
most institutions, I think, but for the past three 
years I have taught introductory philosophy, a 
course with a heavy emphasis on ethics, to sopho-
mores at the United States Military Academy at 
West Point, a four-year institution the express aim 
of which is to graduate and commission officers 
into the U.S. Army. The aim of the Academy places 
its philosophy professors in a unique position: these 
cadets to whom I teach ethics may lead platoons in 
as little as a few years, and that fact will give pause 
to anyone familiar with the military. The men and 
women who graduate and lead platoons are some 
of the most powerful twenty-two and twenty-three-
year-olds on the planet. They command units of 
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about thirty soldiers, and most wield implements of 
destruction — rifles, tanks, and missiles. As we have 
seen throughout the twentieth century and most 
recently in Afghanistan and Iraq, they possess the 
potential for unimaginable evil, as well as good.

It is this consideration that draws me away 
from the position that I outlined earlier, the one 
that remains satisfied with graduating those who 
are utterly confused about life’s big questions. 
The course I teach focuses on ethical issues, partly 
because ethics is the domain in which a lieutenant’s 
missteps are the most damaging — and deadly. We 
need only recall Lieutenant William Calley’s role 
in Vietnam’s My Lai Massacre to understand the 
dangers that a morally bereft platoon leader poses 
to noncombatants and his own soldiers. In teaching 
this course, I take on several mutually supporting 
obligations: to the nation, to the future officer, to his 
or her platoon, and to the people of other nations 
who might be helped or hurt by the officer’s deci-
sions. Those obligations entail that I make a strenu-
ous effort to turn my students away from ethical 
nihilism, for example, and that I make an unsubtle 
argument for the immunity of noncombatants. 
Such obligations also require that if cadets mention 
that they think that all people in a combat zone are 
equal, and therefore equally targetable, I try to per-
suade them that such is not the case. Naturally, this 
is only after I let their classmates persuade them, but 
the point is that I cannot in good conscience let such 
an ethical statement lie. To do so in the standard col-
lege classroom is merely to recognize the student’s 
continual search for moral understanding. To do 
so at a military academy is to invite atrocities such 
as those we have most recently witnessed at Abu 
Ghraib.

Deciding which few things are nonnegotiable 
in a philosophy class like this is a dicey task with 
potentially serious repercussions, and it is a topic 
worthy of serious debate. Certainly, military educa-
tion should not impose religious beliefs, and my own 
thought is that it ought not advocate any certain eth-
ical framework over another. The military profession 
has plenty of room for Kantians, utilitarians, and 
observers of the natural law. There are some ethical 
standards that must remain constant, however; the 
military is no place for one who disbelieves in the 
relevance of ethics, for example. And in the specific 
cases, officers not only should follow the rules that 
prohibit torturing and killing POWs and targeting 
noncombatants, but they also must to a great extent 
“buy into” those moral positions, as well. If they do 
not, they run the risk of leading themselves or their 
troops into atrocities. When I teach them philosophy, 
at least part of my aim, on behalf of the American 
people, is to prevent that.

∗   The views expressed in this piece are those of the 
author and do not reflect the official policy or 
position of the United States Military Academy, 
the Department of the Army, the Department of 
Defense, or the U.S. Government.

Michael W. Brough is a former assistant professor of 
philosophy at the United States Military Academy; he is 
now stationed in Seoul, South Korea.

Mary	Lynn	Colosimo

How Shall We Learn?  How Shall We Live?

 have always been interested in man-
ners. My parents hailed from Eastern 
Europe, and although uneducated, they 
cared very much about training my 
brother and me in proper, respectful 
behavior. I have brought this experi-
ence from my home as a child to my 
home as an adult raising four daughters 
and then into my college classroom. 
Manners are also foundational to the 

educational experience in my psychology classroom.

In the college classroom, not only do I want my 
students to understand human development across 
the lifespan through their text and class time, I also 
want them to understand why this psychological 
knowledge matters, how it links to the world out-
side of the classroom walls, and why this knowledge 
opens their personal doors to life and learning. I 
believe that it also opens the windows to their souls.

The following five ideas increase the likelihood of 
our working together in civility and consideration as 
a classroom community.

1. Presume welcome and extend welcome. Students 
arrive at my class each day presuming my wel-
come. They wait for my smile and my greeting. 
They wait for me to ask them questions about 
their time between our last class and this present 
class. It is critically important to me to learn their 
names as soon as possible in the semester and to 
call them by name each time I see them in class 
or on campus. I honor them by remembering 
their names.

2. Be present in the moment. “Pay attention,” the 
experts tell us. As a child, I remember hearing 
my parents’ admonition, “Pay attention to the 
moment. It passes by very quickly!” From my 
parents I also learned that along with the fleeting 
moment, there are also manners of the moment. I 
learned to anticipate the needs of others by learn-
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ing those rules of civility. Being in the present and 
paying attention are gifts that my students and I 
honor in our classroom community, as well. We 
wait for one another in whatever form that may 
take, and for which we are grateful daily.

3. Listen deeply. To listen deeply, we actually listen 
to the feelings beneath the words shared in class 
and in life. Quaker writer Douglas Steer puts it 
this way, “Holy listening — to ‘listen’ another’s 
soul into life, into a condition of disclosure and 
discovery — may be almost the greatest service 
that any human being ever performs for another.” 
In class we seek to listen to ourselves as well as to 
others.

4. Speak Kindly. Above all, I want to be a kind 
person, and I want that gift for my students. I 
ask my students to think about how they want 
people to remember them after they die. I know 
that I want them to be remembered as kind. One 
way to open up to this experience and other emo-
tions is to share our life stories with one another 
in class, and through our stories, we hear about 
kindness and courage and honesty and pain and 
gratitude.

5. Guard Time. Punctuality is nonnegotiable for me. 
I reflect upon the importance of time at each class 
period. Arriving on time is a rule of civil, respect-
ful behavior. Some years ago, I invited a guest to 
speak to my class. She was considerably early and 
remarked to the class that because of her respect 
for me, she wouldn’t even consider arriving late. I 
was honored by her civility, and I have held that 
story in my heart ever since she shared it.

These five ideas form the core of the most press-
ing issues today in my psychology classroom. The 
ideas also form the core of why the knowledge of 
psychology matters, how it links to the world out-
side the classroom walls, and how it provides a 
window to the souls of my students. This is how we 
learn. This is how we live.

Mary Lynn Colosimo is an associate professor of psy-
chology at Trinity Christian College.

James	Tackach

The Public Role of the University Professor

ccording to the contract that governs 
my professional life at Roger Williams 
University (RWU), I must teach four 
courses each semester, hold four office 
hours, serve on at least one academic 
committee (if asked), advise up to 
twenty-five students, and attend my 
university’s annual convocation and 
commencement ceremonies. The evalua-
tion section of the RWU faculty contract 

also stipulates that I may be assessed every five years 
— I am tenured — on a wide variety of professional 
endeavors, including research and publication, par-
ticipation in conferences and seminars, grant writing, 
curriculum planning and development, and commu-
nity service.

My duties at RWU rarely take me beyond the 
grounds of our beautiful campus alongside scenic 
Mount Hope Bay in Bristol, Rhode Island. Once 
or twice per year, I am expected to attend a pro-
fessional conference off campus and interact with 
colleagues from other academic institutions. Other 
than those semesterly or yearly ventures, I work for 
and with the students, faculty, and administration 
of RWU. Perhaps that is fitting and proper. For the 
most part, the students of RWU (a private, tuition-
driven institution) pay my salary and, hence, deserve 
to receive the lion’s share of my labor.

I suggest, however, that college and university 
professors consider taking on a more public role that 
carries them, with greater frequency, beyond the iron 
gates or concrete pavements of their own academic 
institutions into the public sphere — not merely for 
high-income consulting but with the goal of educat-
ing the general public.

Certainly many college and university faculty 
members already perform this role very effectively. 
But for most academic professionals, these kinds of 
public activities are secondary or tertiary consider-
ations; the goal of most college and university facul-
ty members is to serve their own institutions through 
teaching and committee work and to inform and 
impress their academic colleagues by publishing their 
research in refereed academic journals that are rarely 
read by the general public. Furthermore, the evalua-
tion system in place at most colleges and universities 
rewards these kinds of traditional academic activities 
— teaching, serving on campus committees, revising 
curricula, and publishing in academic publications. 

As a result of this rather insular view of our aca-
demic workloads, our nation’s professoriate has, 
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to a great degree and in important ways, lost touch 
with the public surrounding our campuses. In my 
academic field, literary studies, for example, profes-
sors have been filling the pages of too many schol-
arly journals with a form of gobbledygook prose 
understandable only to a small number of specialists 
in the field. I have advanced degrees in English, but 
even I am often unable to decipher the arguments 
put forth in critical articles in literary journals in my 
field. I suspect that academicians in other academic 
fields have similar complaints about the stuff that 
their colleagues produce to fill the pages of academic 
journals and thereby secure tenure and gain promo-
tion. I remember a news story of several years ago 
that reported on a sociologist who intentionally 
composed an academic article that said essentially 
nothing in several pages of jargon-filled prose and 
had the article accepted by a prominent journal in 
his field.

I realize that articles in certain scientific jour-
nals might be hard to digest by the common reader, 
and I fully understand the necessity of cutting-edge 
research reported in the language of specialists. But 
all of us, I would argue, particularly scientists, have a 
responsibility to bring our knowledge to the general 
public as well.

I propose that faculty members at America’s col-
leges and universities make a new commitment to 
the public that supports our institutions with its tax 
dollars and tuition payments. Such a commitment 
might take any number of forms:

• Lecturing at public libraries, museums, Rotary 
clubs, and other venues where the public gath-
ers.

• Participating on panels at theaters and concert 
halls during post-performance discussions.

• Writing articles for newspapers and popular 
magazines and authoring books for general 
audiences.

• Conducting research and writing grants for 
nonprofit community organizations.

• Offering workshops for high school teachers 
and speaking in high school classrooms.

• Serving on the boards of and participating in 
programs offered by museums and historical 
societies. 

Of course, colleges and universities must reward 
these kinds of public activities. A biologist who 
secures a grant for a nonprofit environmental organi-
zation to conduct water testing on a local river must 
receive the same credit that her colleague receives for 
securing a grant for his university from the National 

Science Foundation. A literary scholar who writes a 
travel piece on Concord, Massachusetts, for a news-
paper or magazine must receive the same credit that 
a colleague receives for an article on Walden pub-
lished in a refereed scholarly journal.

If colleges and universities mandated dialogue 
with the general public as an important element 
in a faculty member’s contribution, more of my 
colleagues would descend their ivory towers and 
face the public. The public would benefit from our 
educational efforts; colleges and universities would 
profit from having their good names spread in the 
communities that support these institutions; and fac-
ulty members would benefit from an opportunity to 
make a positive contribution in the communities in 
which they work.

James Tackach, a professor of English at Roger 
Williams University, is president of the Phi Kappa Phi 
chapter at the University of Rhode Island.

Audrey	J.	Jaeger	and	Courtney	H.	Thornton

Fulfilling the Public-Service Mission in 
Higher Education: 21st Century Challenges

ngagement. Community Service. 
Civic Responsibility. Service Learning. 
Outreach. Extension. Today there are 
more nuanced terms that apply to the 
public-service mission of higher educa-
tion than ever before. Some believe that 
this renewed interest in the public-ser-
vice mission is cyclical and soon will 
pass in favor of another emphasis in 
higher education. Others believe that 

the call back to public service in higher education 
reflects the significant needs of society or decreased 
state funding for higher education, two areas that 
will not change quickly. Regardless of the reason for 
the increased attention to this oft-neglected aspect of 
the traditional tripartite mission (teaching, research, 
and service), public service faces many of the same 
challenges today that it did in ages past. When insti-
tutions realize that public service needs more atten-
tion, reactive changes to the curriculum, institutional 
policy, or organizational structure are implemented. 
These approaches are impermanent and even fleet-
ing, changing perhaps as soon as the next faculty-
senate vote. It is time to acknowledge the deep 
cultural challenges to fulfilling the public-service 
mission and to work as a national network in higher 
education to actively address them.
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FACULTY SOCIALIZATION

In 2003, we surveyed and interviewed faculty at 
a research institution to find out what they learn 

from colleagues about fulfilling the public-service 
mission. Countless stories were told about senior 
faculty who discourage tenure-track faculty from 
participation in public-service work until after they 
achieved tenure. Also contributing to this issue is a 
lack of sincere commitment to public-service in grad-
uate education. A study from the Pew Charitable 
Trusts found that about 63 percent of doctoral stu-
dents aspire to faculty positions (Golde and Dore). 
These students’ doctoral programs generally do the 
best job of honing research skills, with little atten-
tion to other areas of faculty responsibility, including 
teaching and service.

TENURE AND REWARD

Probably the single biggest reason why faculty 
members are socialized against public service is 

that it is not valued in the reward structures of many 
institutions. High percentages of faculty reported 
on our survey that individuals such as colleagues, 
department heads, and deans value public service, 
but inversely only 35 percent of faculty agreed 
that service was valued in the tenure process. For 
most faculty at research institutions, excellence in 
research, publication prestige, and adequate teach-
ing and institutional service are the hallmarks of a 
successful dossier. Even the faculty we interviewed 
who had appointments specifically aimed at fulfilling 
the service mission described to us that their public-
service activity was significantly less important in 
the tenure process than research and publication. 
With policies in place to reward public service in the 
tenure process, faculty still did not pursue this work 
because they did not believe that the review commit-
tees, which most highly value research, would follow 
the policies. An integrated balance in defining schol-
arship and clear expectations are obviously needed, 
as is a return to the original intent of tenure.

ACADEMIC CAPITALISM

Almost no institution of higher education has Almost no institution of higher education has Aescaped the fiscal hardships of recent years. For Aescaped the fiscal hardships of recent years. For A
public institutions across the nation, the significant 
decreases in state funding have been particularly 
challenging. This scarcity of institutional resources 
has placed a new fundraising burden on the fac-
ulty that results in less time to focus on teaching 
and public service. Slaughter and Leslie term the 
new market-like behaviors exhibited by faculty to 
capture competitive resources as academic capital-

ism. Research, particularly in the technical sciences, 
brings in the most resources through competitive 
industry and government grants. Complex social 
issues of poverty, crime, and health care often lack 
faculty champions because they cannot afford to 
become part of the solution.

THE POWER OF THE DISCIPLINE

Some of the most influential discoveries in the 
academy come when a chemist applies concepts 

of anthropology to his research, or when a mechani-
cal engineer is able to see a biological organism in 
her masterpiece. Interdisciplinary research is power-
ful, but not often encouraged or rewarded. In our 
interviews with faculty, they realized that interdisci-
plinary efforts were the key to the academy becom-
ing a valuable problem-solver in society. More must 
be done to encourage the community of scholars on 
a campus to once again act as a community.

How do you turn around centuries of change 
that have effected faculty values today? The people 
that make up an institution must believe that these 
issues are important and worthy of effort to truly 
and dramatically change the culture of the institu-
tion. The success at a few institutions would in turn 
affect the entire academy. These cultural changes in 
the academy would result in improved development 
of talent among faculty and students, heightened 
public confidence in the ability of higher education 
to create positive change, and a better future for 
both higher education and those we serve.

Audrey J. Jaeger is an assistant professor of higher edu-
cation at North Carolina State University. Courtney H. 
Thornton is a graduate research assistant and EdD can-
didate at North Carolina State University.
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Jagdeep	S.	Chhokar

Higher Education for What?

he most common response that the 
question posed in the title elicits, at 
least in my experience, is “to get a good 
job.” My experience is not limited to 
only the developing world, where good 
(whatever that means) jobs are difficult 
to get, generally because of low levels 
of economic development and large 
populations, but I have found this to be 
the most common response even in the 

developed parts of the world. This response may be 
the one heard most often because all my teaching 
experience, in different parts of the world, has been 
in schools of business. However, I have been told 
by several professors in more traditional, academic 
departments that the general response of students in 
their departments is not too different. The answer 
that I hope for, and hardly ever get, is “for the sake 
of learning.” The questions this raises are: Why does 
this happen? Can, and should, professors, as impor-
tant participants in the process of higher education, 
do something about it? What can be done?

An outcome of this narrow view of education is 
the inability and unwillingness of people coming out 
of institutions of higher education to get involved in 
the processes of the larger society. This phenomenon 
manifests itself in several ways. Inappropriate busi-
ness practices that have come to light in the past few 
years in several countries including the United States 
and India are too well known to be mentioned, but 
there does seem to be an increase in the frequency of 
such cases.

Another example of the inability and unwilling-
ness to participate in processes of the larger society is 
the low voter turnout during elections. This phenom-
enon also is not confined to the developing or the 
developed worlds but seems to be across the board. 
Lack of interest in elections has serious consequences 
for societies and nations. In the words of Plato, “The 
price good men will pay for not getting involved is 
to be governed by bad men.”

Undue focus on job-oriented education com-
bined with neglect of citizenship-oriented education 
overlooks the importance of citizenship. And it goes 
against a well-known statement made by a Justice of 
U.S. Supreme Court, Felix Frankfurter, several years 
ago: “No job in the country is more important than 
that of being a citizen.” Professors engaged in higher 
education seem to ignore training students for the 
most important job in the country.

Professors engaged in higher education obviously 
can and should do something about this situation, 

if for no other reason than to fulfill their own duty 
as citizens. What they can do is to focus on good 
citizenship along with whatever else they teach their 
students to become: good managers, architects, doc-
tors, accountants, historians, economists, and so on. 
The almost complete delinking of higher education 
from what can be considered basic education about basic education about basic
how to be a responsible and good citizen is risky for 
every society.

It is difficult to be a good citizen without being 
a good human being. Higher education therefore 
also needs to focus on inculcating good human val-
ues among the students, in addition to preparing 
them for jobs. Professors of higher education can-
not escape responsibility for developing and offering 
courses that the students find interesting and useful. 
While societal trends are macro-phenomena over 
which individuals have very little control, each of 
us, as professors of higher education, needs to work 
not only toward making her or his courses relevant 
and interesting to students, but also toward ensuring 
that in the process the focus on assisting students to 
become good human beings and good citizens is not 
lost.

Jagdeep S. Chhokar is a professor at the Indian 
Institute of Management, Ahmedabad, India, and 
a citizen activist for improving democracy (e-mail: 
chhokar@iimahd.ernet.in or jchhokar@yahoo.com).

Susan	Berry	Brill	de	Ramírez

“The Interdependence of the Peoples and 
Nations of the Earth”:

Beyond the Political-Correctness Debates

s we wend our ways through the 
twenty-first century, the global impera-
tives of terrorism, climate change, and 
civil strife will impel the academy well 
beyond the demands of the 1960s’ calls 
for relevance and the 1990s’ political-
correctness debates. In the past, interest 
in the ivory tower’s commitment to and 
engagement with the broader nonaca-
demic community has elicited debate, 

change, and critique, but now the exigencies of the 
day will increasingly inform our teaching and schol-
arship, as I believe it ought.

A few emerging trends can be seen clearly as we 
continue our journey through this new century.

• An ethical and social-justice imperative with 
increasing interest in environmental studies (for 
example, environmental literatures and eco-
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criticism), indigenous studies (such as American 
Indian, Alaskan Native, and Canadian First 
Nations literatures), politically oriented litera-
tures, ethically oriented literatures, and service 
learning;

• The globalization (and regionalization) of 
knowledge production and teaching (for 
example, a continued broadening of the literary 
canon with a concomitant reassessment of the 
British/American division of literature);

• More inter-/trans-/cross-disciplinary scholar-
ship, curricular courses, and programs;

• Courses, programs, conferences, and scholar-
ship more interconnected with their respective 
larger communities (both academic and non-
academic);

• A renewed valuation and emphasis on the 
importance of interpersonal contact;

• The return of the sacred in education as the 
academy struggles to engage and embrace 
Islam, Christianity, Native American and First 
Nations sacred traditions, and the other reli-
gious traditions of the world;

• And a more explicit awareness and commit-
ment to the ways in which our scholarship and 
teaching will be of benefit to the world (glob-
ally, regionally, and locally).

We live in wondrous times. A new global civili-
zation rich in diversity and history is being birthed 
with all the pains of labor. Knowledge bases that 
have been part of each of the world’s cultures are 
now becoming more globally available. Our choices 
lie in either helping these processes go forward with 
our stalwart faith in the future and in humankind 
or in hindering these developments by holding onto 
past belief systems, pedagogies, and expectations.

As college and university faculty members, we 
have great responsibilities in the world: how we 
contribute to the production of knowledge, how we 
educate our students, the very attitudes that we bring 
to both inform the larger fruits of our efforts. We are 
helping to educate and form young people who will 
be living their adult lives as world citizens interact-
ing with many friends, acquaintances, coworkers, 
and family members from diverse geographic, ethnic, 
cultural, and religious backgrounds. Even though 
the immediate future of our planet is indeed very 
bleak with so much suffering, the future world that 
is emerging is global and diverse, with respect for 
women, elders, children, and the larger ecosystems 
of which we are all part. Our planet’s history is that 
of cycles upon cycles, and after winter always comes 
spring. The work that we are doing is helping to lay 
the foundations for that emerging global civilization: 

committed to the welfare of all peoples and respon-
sive to “the needs of a continually evolving human-
ity.”

Susan Berry Brill de Ramírez is a professor of English at 
Bradley University.

Norman	B.	Sigband	and	John	A.	Biles

While Enrollments Climb Rapidly, Available 
Seats Decline Dramatically!

n 1987 the total enrollment in institu-
tions of higher education was 12.7 
million. By 1999 the figure jumped 17 
percent to 14.8 million! And by 2012 
the figure should reach 17.7 million 
enrolled. That is a 19.6 percent increase 
over 1999 and a whopping 36.6 percent 
jump in just twenty-five years. Change 
Magazine stated in a 1999 editorial that 
world wide, 200 million students will 

seek college educations in 2025, up from 82 million 
in 1995. Where will seats and facilities be found in 
higher education in the United States for these ambi-
tious students?

POSSIBLE SOLUTIONS TO THE HIGH COST OF 
COLLEGE TUITION AND SHORTAGE OF SEATS

Several courses of action can be taken to solve 
or partially solve the cost of rising tuition rates. 

Among these are:

• Use a voucher plan for both public and private 
institutions.

• Offer a full range of courses in the evenings 
and on weekends.

• Present courses on the Internet and cable televi-
sion at lower cost.

• Accept advanced placement classes for college/
university credit.

• Expand and make more attractive enrollment 
in junior and community colleges.

The university itself will be redesigned to accom-
modate the increasing numbers:

• Mega Universities: These schools are prime 
examples of distance learning. The China TV 
University System was established in 1979 and 
had an enrollment of more than half a million 
by 1995. In England, the Open University had 
an enrollment of 157,450 students in 1995 and 
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numbered approximately 815 full time and 
7,346 part-time staff members.

• The Virtual University: This is a consortium 
of universities in one state or among several 
states. It was planned and implemented by 
The Western Interstate Commission for Higher 
Education (WICHE) and was designed to serve 
individuals in outlying areas. It provides higher 
education courses through technology and 
awards its own credentials.

• Multi-Campus for-Profit Institutions: The 
most successful of these organizations is the 
University of Phoenix, which has almost one 
hundred sites operating in fifteen U.S. states, 
Puerto Rico, and Vancouver. It is by far the 
largest private institution in the United States 
and is accredited to offer Bachelor, Master, 
and Ph.D. degrees. The University of Phoenix 
boasts more than 225,000 students, with a rev-
enue of 1.6 billion in 2004, up from 610 mil-
lion in 1999–2000.

• Not-for-Profit Institutions: These schools, usu-
ally well established, operate on a satellite sys-
tem of campuses and are found largely in the 
U.S. southwest. Chapman College, for exam-
ple, has twenty-five satellite centers, La Verne 
University has sixteen, and Ottawa University 
in Kansas has several schools in the United 
States as well as in Hong Kong, Singapore, 
and Malaysia. Students, as in the case above, 
are largely employed adults who find evening 
classes convenient.

• Corporate Universities: Corporate universities 
confine themselves to special-training needs 
designed to support corporate products, mis-
sions and needs. They are found especially in 
large commercial firms specializing in engineer-
ing, business, law, public administration, and 
the health sciences.

• Distance Learning: Distance learning is a grow-
ing entity and if successful can bring low-cost 
learning to millions of individuals in dozens 
of cities, states, and nations. This category 
includes not only mega, virtual, for-profit, and 
not-for-profit institutions but also individual 
schools, universities, and a dozen other educa-
tional organizations.

CONCLUDING COMMENTS

Good higher education is expensive. With almost 
every state in the United States in financial 

straits, the enormous cost of the war effort in Iraq 
and the general economic conditions in the United 
States today, the future appears bleak for higher edu-

cation to adequately answer the educational needs 
of eligible students. Although some solutions exist, 
the task — to be successful — will prove difficult if 
not impossible under present economic, social, and 
immigration conditions and policies.

Norman B. Sigband and John A. Biles are both distin-
guished emeriti professors at the University of Southern 
California.

Diane	G.	Smathers

A New Role for Emeritus Faculty

ince Bismarck retired his soldiers 
of labor at age sixty-five during the 
Franco-Prussian War, age sixty-five 
has seemingly become the arbitrary 
age that marks a life passage and sepa-
rates workers from non-workers. This 
“retirement” age has become so accept-
ed that both policies and practices have 
been implemented which underscore its 
importance as a time of fundamental 

change. However, as life expectancy has increased 
from thirty-five years in 1800 to today’s projection 
of almost eighty years, retirement at sixty-five is 
considered by many to be outdated and no longer 
realistic. People who retire at age sixty-five today 
could spend 25 percent of their adulthood in retire-
ment! Aside from the obvious financial implications 
for the individual and society, such a “brain drain” 
in the workforce is simply wasteful.

Heretofore, retiring faculty were often seen as an 
asset to institutions because their retirement opened 
up the opportunity for new directions, more diver-
sity, and younger hires with fresh ideas and lower 
salaries; however, this situation is no longer true. 
Today’s retiring faculty can put the institution into 
an untenable situation. With unprecedented budget 
cuts and a continual loss of state support, many 
public colleges and universities are finding it very 
difficult to replace retiring faculty. In some instances, 
an entire discipline or specialty area may be in dan-
ger of elimination because of the loss of a critical 
mass of faculty. Additionally, salary lapse from retir-
ees often provides the only funds available for raises 
and in many instances is used simply to balance the 
budget rather than to make new hires, thus exacer-
bating the problem. When an institution does find 
itself in a position to replace a faculty member, the 
salary needed to be competitive, particularly in high-
demand areas, is often more than that of the retiring 
faculty member. Therefore, many institutions are 
seeking ways to keep emeritus faculty involved.
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In 1980, a study undertaken by the author looked 
at an amendment (which made age seventy the man-
datory retirement age for faculty) to the 1967 Age 
Discrimination in Employment Act, and noted that 
alternatives to retirement needed to be identified on 
college campuses. One of the reasons for this need, 
which is still prevalent today, is the fact that profes-
sors do not tend to disengage. Faculty members tend 
to maintain their professional contacts and continue 
participating in professional activities. They also tend 
to continue activities such as consulting and writing 
that can be easily undertaken in the home environ-
ment. And although some may undertake a totally 
new profession, endeavor, or hobby, many continue 
in their chosen path but with a different approach. 
This approach may mean continuing one’s research 
with a new twist, one’s writing with an undaunted 
flourish, or one’s teaching with experimental delivery 
that was heretofore just a dream.

Thus, it behooves colleges and universities to find 
a way for retired faculty to remain “connected” to 
the institution. Programs such as a Senior Scholars 
Academy or an Emeritus College are gaining in pop-
ularity and providing benefits to the faculty member 
as well as more tangible benefits to the university. 
For example, many retired faculty are amenable to 
remaining in the classroom, thus saving department 
chairs and deans from having to make new hires 
or from hiring adjuncts. Other faculty are continu-
ing their research or scholarly pursuits and bringing 
much-needed funds to the university. Still others are 
providing advice, counseling, or mentoring with their 
vast experience (and newly found neutrality!), thus 
enhancing intergenerational relationships, while free-
ing younger faculty from some of these tasks. Finally, 
the goodwill created when faculty stay involved is 
expected to lead to reciprocal generosity in the form 
of gifts and/or bequests in later years.

Most retirees, academic or otherwise, do not 
“quit” being active; they just redirect their ener-
gies to more selective pursuits. And as the need and 
desire to remain active both physically and mentally 
during the retirement years have been well docu-
mented, the adage of “use it or lose it” can be very 
aptly applied to this stage of life. Thus, retired fac-
ulty are going to be active and involved; so why not 
keep their involvement at the university?

Diane G. Smathers is an associate vice provost of dis-
tance education at Clemson University.

Sheryl	T.	Smikle

Race, Authority, and the Brown vs. the 
Topeka Board of Education Decision

t is daunting to reflect upon the jubi-
lee anniversary of the landmark 1954 
Brown decision, especially if you were 
a direct beneficiary of its educational 
mandate for equal public education for 
all. I was born four years after Brown; 
six years later, I entered the second 
grade. I attended an integrated elemen-
tary school in the northwest section of 
the Bronx, Marble Hill, in New York 

City. Public school district 10 included excellent 
public and private schools — both of which were 
amenable to educating white and black students 
together. 

I spent my entire academic career in this same 
district — moving effortlessly from P.S. 122 (the 
Kingsbridge School) to J.H.S. 143 (John Peter 
Tetard) and, ultimately, to a nationally recognized, 
specialized public high school, The Bronx High 
School of Science.

The irony of having a teacher of color every five 
years is now of great importance to me as a profes-
sor of higher education in a predominantly rural, 
white locale. More importantly, in the era of diversi-
ty and so-called multiculturalism, my predominantly 
white undergraduate and graduate students report, 
without concern, statistics that are worse than my 
own: many of them have had one or no teachers 
of color during their elementary and secondary 
school years. Before the Brown decision, two-thirds 
of teachers of color (82,000) were educated and 
employed in the South. In 1964, this number had 
been significantly reduced to 38,000. In the north-
east, less than 5 percent of public school teachers 
were black in 1954; this percentage also took a 
downturn after the Brown decision (Moore). While 
the Brown decision focused on the racial composi-
tion of public school classrooms, it appears to have 
had precious little effect on the teaching staff — in 
the South or the North. This lack of influence has 
persisted in the decades following Brown and bodes 
ill for educators of color, especially those who teach 
in predominantly white institutions (PWIs).

The tragedy of the Brown decision is the failure 
of our public schools to truly diversify at all levels, 
so that both black and white children could ben-and white children could ben-and
efit from witnessing and interacting with academic 
authority figures that reflect society. This profound 
lack of personal experience among many white stu-
dents in school resulted in many of these students 
arriving at college with rigid, narrow conceptions 
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regarding the relationship of race, academic achieve-
ment, and classroom authority. Consequently, a sig-
nificant number of white students devalue, challenge, 
and resist members of the professoriate who do not 
“fit the mold” (Harlow).

The promises of Brown have not been fully real-
ized. Platitudes about diversity will not overcome the 
cultural divide that continues to persist in education 
at all levels. True diversity requires a firm commit-
ment — a series of concerted efforts — and is an 
ongoing process that is fueled by open dialogue and 
genuine interactions. Diversity is more than token 
appreciation of others and highly visible representa-
tion. True experience is the best teacher.

Sheryl T. Smikle is assistant director of disability sup-
port services at Vassar College.
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Hermann	J.	Donnert

The Professorship: Just a Job 
— or a Higher Calling?

 have found that teaching, tutoring, 
mentoring, advising, helping, and 
advancing the students’ academic and 
economic interests is what matters 
ultimately. Foremost, be a student’s 
professor; be a mensch! I believe that 
committee service benefiting students 
is of tremendous importance — for 
example, chairing a grievance board on 
campus charged with the adjudication 

of academic disputes between students versus faculty 
and administrators, so that there is due process and 
either of the litigants has a fair chance to prevail; 
involvement in the activities of professional societies 
in matters beneficial for students; and diligent culti-
vation of germane professional friendships.

A professor’s involvement with the development 
of the student’s professional career should not end 
with the day of graduation. Many a student will 
appreciate further advice, counseling, and men-
toring, a helping hand in launching postgraduate 
pursuits; the professor may be very valuable with 
references and recommendations for a job, admis-

sion to further education, such as graduate school, 
medical school, law school, and so forth. Engaging 
the professor’s personal connections, maybe even 
pulling some strings, can provide valuable assistance 
(but, to be effective, it shall never be forgotten, that 
the professor’s reputation and aura of honesty must 
be unimpeachable). I believe most firmly, emphati-
cally, and with all vim and vigor, that the impact of 
a professor is not based primarily on research and 
academic work; a professor’s long-term legacy is the 
professional success of his/her students!

My experiences have led me to the inescapable 
conclusion that colleagues considering their profes-
sorship as just a job, as a way to make a living, will 
be not-so outstanding — my former dean’s euphe-
mism for lousy — teachers. To become an excellent 
professor requires genetic aptitude, which is created 
in a person’s DNA at the time of conception by 
the fusion of a maternal with a paternal gamete, a 
process exemplifying the divine creator’s signature 
of a higher calling. Great teachers are born with an 
innate talent and ability! As a Catholic, I believe 
that I will meet my maker, sooner or later, but inevi-
tably, for the final judgment of my life. I hope God’s 
verdict will be that I led my life as a decent human 
being, that I was true mensch.

Hermann J. Donnert is an emeritus professor of nuclear 
engineering at Kansas State University.

Distance Education

Karie	Hollerbach

It’s a Brave New Online World

hree years ago I made a decision that 
would change my entire outlook on 
college teaching. I told my chairperson 
that I would develop the first online 
class to be offered by our communica-
tion department. I had been using web-
enhanced components in my face-to-face 
classes for more than a year. Students 
loved the online gradebook that allowed 
them to check their progress anytime, 

anywhere. Assignments using the bulletin-board 
software that made asynchronous discussions pos-
sible about a variety of topics were also a big hit. 
I thought that developing and implementing a 
web-based class taught only in the cyberspace envi-
ronment would be an easy transition and the next 
logical step in my own professional development as 
a teacher.
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It was the next logical step, but it was far from 
easy. However, the investment of time and resources 
was worth it to me because I saw online teaching 
and learning as the future of my profession.

Online instruction involves four key elements: the 
curriculum, the technology, the professor, and the 
students. I had a fully developed course plan for my 
face-to-face theory and research class because I had 
been teaching it for nearly two years. But translating 
that course curriculum to the online environment 
was challenging and caused me to rethink not only 
what was being taught in the course, but why it was 
being taught and what would be the best way to 
teach it. The successful online classroom uses col-
laborative learning processes and outcomes. Creating 
these types of learning opportunities for my online 
class has led to a paradigm shift that has affected my 
other three classes as well. Now, in all four of my 
classes, we are doing as many participatory learning 
activities as possible.

Technology is a large part of teaching online. I 
had to learn an entire web-management software 
suite to facilitate my online class. I also took a very 
active role in designing the look of my web pages 
and wrote all of my content. Therefore, I am no 
longer completely dependent upon my university’s 
online-course support team for any changes or 
updates that I want to make to my class.

The successful professor in an online class is 
much more of a facilitator of learning, a “guide 
on the side” if you will, rather than a “sage on the 
stage.” My teaching style was aligned with the facili-
tator model before I began teaching online. However, 
the day-to-day experiences of working with students 
in cyberspace, some of whom are very committed 
to learning and others who could not care less, have 
strengthened my facilitator-teaching role. It is my job 
not only to provide meaningful learning experiences, 
but also to guide the students through those experi-
ences and help them “connect the dots.”

Students are a large part of any classroom, be it 
online or face-to-face. I was initially unsure how our 
professor-student interaction would be online. It has 
been just as rewarding as my face-to-face classes. 
My “onliners,” as I refer to them, send me e-mails 
to talk about all kinds of things, not just homework. 
Some have even asked me to write a reference rec-
ommendation for them, even though we have not 
met in person! Some students write too much on the 
discussion boards, just like the ones who want to 
dominate the conversation in the face-to-face class-
room. Some do not consistently turn in assignments 
and have the perennial “the computer ate it” excuse, 
just as in the face-to-face classroom. Communication 

with the online students is the key to success, just as 
it is in the face-to-face classroom.

Teaching online has focused me on continually 
improving my instructional efforts. I am now think-
ing about teaching in a new way. I carefully consider 
what really needs to be taught and then find the best 
way to teach it. Many times there is a technology-
based solution that delivers course content in a way 
that is fresh and new for both the students and the 
professor.

Karie Hollerbach is an assistant professor of communi-
cation at Southeast Missouri State University.

R.	Zachary	Finney

Reaping the Whirlwind: Challenges for 
Professors in the Era of Distance Education

We should all be concerned about the future 
because we will have to spend the rest of our 
lives there. — Charles F. Kettering, 1949

any academics would jump at a fac-
ulty position paying $90,000 — espe-
cially if the job never required them 
to leave their homes. Ruth Achterhof 
holds just such a job. Or, more accu-
rately, she holds four such jobs, at four such jobs, at four
institutions in three states, at the same 
time. Combined, the four schools pay 
Achterhof almost six figures each year 
(Carnevale).

The boom in distance education (DE) makes 
Achterhof’s unique career path possible. DE is “an 
organized instructional program in which the teach-
er and learner are physically separated” (Newby, et 
al. 210). Most previous articles focus on DE’s impact 
on the student (Seay, Rudolph, and Chamberlain). 
In this essay, I emphasize the ramifications of DE for 
the faculty member.

DE: CHALLENGES FOR FACULTY

What does DE mean for professors? In the fol-What does DE mean for professors? In the fol-Wlowing paragraphs, I explore the manner in Wlowing paragraphs, I explore the manner in W
which DE will influence four aspects of academia: 
1) quality of education, 2) intellectual property and 
academic freedom, 3) faculty workload, and 4) the 
academic job market.

Quality of Education
Academicians suggest that DE fails to provide a 

quality education. Many commentators note that 
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the physical separation between faculty and students 
precludes meaningful interactions during classes. 
Some faculty members also indicate that it is diffi-
cult to devise appropriate testing procedures for DE 
courses (Seay, Rudolph, and Chamberlain). Finally, 
many DE students do not believe that they receive a 
quality education.

In total, critics contend that DE (and the trends 
associated with DE) amount to the “commodotiza-
tion” of higher education.

Intellectual Property and Academic Freedom
DE also carries the potential for conflict between 

professors and institutions over ownership of course 
materials. DE courses can be synchronous (all stu-
dents learn at set times) or asynchronous (students 
decide when to listen to lectures, take exams, and 
so forth). Most DE courses are asynchronous (Shea, 
Motiwalla, and Lewis). For asynchronous classes, 
professors generally provide students with access 
to all course materials. Questions often arise as to 
whether the institution or the professor owns the 
course content. As a result, many institutions ask 
professors involved in DE to sign contracts giv-
ing the institution ownership of course materials 
(Gendreau).

Critics also contend that DE has the potential to 
inhibit academic freedom. In a traditional classroom 
setting, any controversial remarks or materials are 
confined to a relatively small subset of the popula-
tion. However, information transmitted by DE has 
the potential to reach millions of people across the 
world in a very short time (Dahl). As a result, Dahl 
contends that many schools now prohibit faculty 
members from putting controversial material online.

Faculty Workload
Commentators stress that teaching DE courses 

involves an enormous effort by faculty. Professors 
generally must make available a machine-read-
able copy of each lecture for the students and 
provide precise instructions for all assignments. 
Unfortunately, most institutions provide professors 
with little help in establishing DE courses; in one 
study, 63 percent of professors participating in DE 
indicated that they had to develop their courses with 
minimal assistance from their employers (Perreault et 
al.).

After the up-front work ends, things do not get 
any easier:

Once the course begins, the long hours 
continue. Online instructors must log on 
to the course web site at least three or 
four times a week for a number of hours 
each session. They respond to threaded 

discussion questions, evaluate assign-
ments, and above all answer questions 
clearing up ambiguities, often spending 
an inordinate amount of time communi-
cating by e-mail (Smith, Ferguson, and 
Caris 65).

Another problem with conducting DE courses is 
technology. Fully 80 percent of DE professors assert-
ed that they had endured technology problems while 
attempting to teach their classes (Perreault et al.).

The Academic Job Market
The growth in DE also has the potential to 

change the career path for scholars. Academicians 
worry that asynchronous teaching (and institutions’ 
associated desire to record and subsequently own 
faculty lectures) will render many faculty members 
obsolete. (As a colleague of mine remarked, “Once 
they have all your lectures [recorded], why do they 
need you?”).

Also, many of the institutions most heavily 
involved in DE save money by relying on adjunct 
faculty members. Given that personnel costs account 
for more than 90 percent of most college and uni-
versity budgets (Markel), the temptation to trim 
faculty spots through technology may prove difficult 
for administrators to resist.

CONCLUSION

One could misconstrue the above paragraphs 
as an attack on DE. This is not my intention. 

In fact, I wholeheartedly agree with Eastman and 
Swift’s assertion that “Education is a process, not 
a place. How a course is delivered is less important 
than whether the course has been well designed and 
is well monitored” (33).

However, it would also be misguided to assert 
that scholars should uncritically accept DE’s merits. 
DE is rapidly growing. DE also has the potential to 
change the very nature of academia. Therefore, we 
owe our students and ourselves a clear-eyed assess-
ment of what higher education stands to gain or lose 
in this brave new world.

R. Zachary Finney is a assistant professor of marketing 
at North Georgia College and State University.
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Shared Governance

Lynne	Burris	Butler

Revolution 101: Shared Governance at the 
University of North Alabama

n 2000, the morale on the University 
of North Alabama campus was at 
an all-time low. The faculty had no 
confidence in the administration. The 
administration had no trust in the fac-
ulty. The staff was equally unhappy 
about working conditions and deci-
sion-making, but had no voice. Then a 
series of events developed which led to 
one of the most unfortunate things that 

can happen at a university: a vote of no confidence 
in the president. Ultimately, these events led to a new 
system of governance at UNA.

HISTORY

The committees at UNA were appointed by the The committees at UNA were appointed by the Tpresident with the goal of having as many fac-Tpresident with the goal of having as many fac-T
ulty members as possible on committees. There 
were no staff members and few student members. 
Some committees had as many as twenty or thirty 

members, most of whom might have no exper-
tise or interest in the area to which they had been 
assigned. This system was further hampered by the 
fact that most committees were dependent on vice 
presidents who controlled all the information, and 
most of the decisions were fait accompli. As a result, 
most significant recommendations went through the 
faculty senate committee system. This system, for 
whatever reasons, was also ineffective in that it was 
not expeditious. When a timely decision was made, 
the administration tended to take a negative posture 
in response to recommendations. Some committee 
recommendations took as long as two years to make 
it through the system. The result was an adversarial 
relationship between the senate and the administra-
tion. 

THE VOTE OF NO CONFIDENCE

In October 2000 after a series of clandestine meet-
ings, a flurry of angry e-mails, and concern that 

we would all lose our jobs, a vote of confidence was 
held by the faculty senate. More than 70 percent of 
the faculty voted that they had no confidence in the 
president. However, the board of trustees declined to 
fire the president and instead brought in a group of 
consultants to negotiate the situation. The result was 
that the president remained the president.

THE TASK FORCE OF SHARED GOVERNANCE

The Task Force on Shared Governance was The Task Force on Shared Governance was Tappointed by the board of trustees on the recom-Tappointed by the board of trustees on the recom-T
mendation of the president and was charged with 
redesigning the committee structure. That group 
met weekly (sometimes twice weekly) for a year as 
members considered how decisions could best be 
made. All interest groups were consulted. The result 
was a proposal for a system that advocated a com-
mittee system in which the constituency (faculty, 
staff, students) most affected should have a propor-
tional membership on a given committee. Thus, for 
example, the Undergraduate Curriculum Committee, 
which is largely the concern of the faculty, should 
have primarily faculty as members, and infrastruc-
ture development, which is largely the concern of 
administration and staff, should have a proportion-
ately large membership of those concerned parties. 
In all cases, the size of the committees was kept to 
the minimum number of people for accurate rep-
resentation. The most radical departure was that 
committees were democratically appointed with 
chairs being elected by the committee. No vice presi-
dents chaired committees. Ultimately, all committees 
report to the president.
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THE SHARED GOVERNANCE STRUCTURE

Basically, we have a two-tier system of commit-
tees: strategic committees that work on mat-

ters such as budget planning, academic affairs, and 
faculty and staff welfare, and task committees that 
consider issues already dictated by policy. All com-
mittees are encouraged to meet regularly and to 
develop a vision for how the university can best 
meet the needs and priorities. The umbrella commit-
tee, the Shared Governance committee, oversees the 
system, routes issues to the appropriate committees, 
acts as interlocutor with the president, and advises 
committees when they falter.

RESULTS

With the strong support of the board of trustees, With the strong support of the board of trustees, Wour system has been up and running for two Wour system has been up and running for two W
years now, and there have been major changes on 
this campus. Worthy of note is the fact that the pres-
ident who received the vote of no confidence became 
one of its more ardent supporters. At the January 
2004 meeting of the board of trustees, twenty of the 
twenty-one recommendations of the shared gover-
nance system were accepted by the administration. 
The one recommendation not initially accepted was 
renegotiated to the satisfaction of the recommending 
committee. At the June 2004 meeting of the board 
of trustees’ meeting, every item that the vice presi-
dents presented was recommended by the appropri-
ate shared governance committee. The most recent 
Faculty Attitude Survey (Spring 2004) showed a 
marked improvement in the faculty’s approval rating 
of not only the president, but also of the vice presi-
dents who had been actively working with shared 
governance committees. There also has been gratify-
ing spill-over into areas not included in the shared 
governance document. “In the spirit of shared gov-
ernance” has been a rallying call for many changes 
in departments, in search committees, and within the 
Staff Council.

THE FUTURE

This system or any other system can survive and This system or any other system can survive and Tthrive only if all the parties buy into it. The Tthrive only if all the parties buy into it. The T
shared governance system cannot hire or fire anyone. 
The committees can only recommend, not make 
decisions. Where then does the power for this sys-
tem lie? Initially, it lay in the institutional memory 
of just how miserable life could be when the faculty 
was united against the administration. Now it seems 
to lie in the knowledge that the system is a huge 

improvement over anything else that we have experi-
enced at UNA. Check back with us in five years.

Lynne Burris Butler is a professor of English at the 
University of North Alabama.

Michael	G.	Murphy

What about Administration?

ecause of unique responsibilities of the 
professoriate that relate to instruction, 
curricula, scholarship, promotion and 
tenure, academic standards, and poli-
cies that affect faculty, among others, 
it is often easier to avoid or sidestep 
many issues. One of the most impor-
tant concepts that emerged in higher 
education during the twentieth century 
is that of shared governance. Done 

properly, this means that faculty members have a 
voice in the policies and decisions most directly 
affecting them. The other side is that faculty mem-
bers have a responsibility to shoulder their share of 
the work, including actively participating on relevant 
committees, being more visible and less anonymous, 
resisting peer pressures that work to diminish the 
best interests of the academy, and so forth.

Having served as a professor, a chairperson, and 
a dean, I am concerned that few faculty members are 
willing to consider academic-leadership positions. 
This reluctance has the unfortunate disadvantage of 
such positions falling to those whose motivations 
are related more to power and/or remuneration than 
to making a difference in the academic community. 
On the other side of things, ineffective communica-
tion or faulty consideration of the genuine options in 
decision-making tends to alienate faculty members. 
The insightful cynic observes when Hanlon’s Razor 
applies: “Never attribute to malice that which can be 
adequately explained by stupidity.”

One of the games played by professors when dis-
enchanted with the quirks of academic life includes 
lack of directness or even passive aggression. As 
annoying as that may be, it is less frustrating than 
faculty members who disengage from the academic 
community in which they operate. A particular 
example includes not expressing an opinion when it 
can make a difference — for example, not evaluating 
their chairperson when given a legitimate oppor-
tunity to provide this input. Sometimes this refusal 
is explained away as “it won’t make a difference” 
when the opposite is actually true.
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What is my point in all of this? I believe strongly 
in the inherent importance of the professoriate. It is 
my hope that the professoriate will rise to this role.

Michael G. Murphy is Dean of the School of Computing 
and Software Engineering at Southern Polytechnic State 
University.

The Curriculum

Dawn	Dekle

The Metacurriculum: Guarding the Golden 
Apples of University Culture

he president of Harvard University, 
Lawrence H. Summers, recently over-
saw curricular changes that sparked 
much debate in the academic com-
munity. Many other universities are 
following his example of reexamining 
the relevance of their official curricula 
against current educational challenges. 
Unfortunately, there is a growing 
awareness of something inchoate in the 

standard approach to curricular reform, that perhaps 
only part of the university picture is visible to us. 
A deeper look at the metacurriculum may provide 
a more complete picture and lead to a more robust 
analysis of the keys to success in these endeavors.

The metacurriculum is the emergent curricu-
lum of a university, the net effect of the interaction 
encompassing the official curriculum and the hidden 
curriculum. It is an important driver of the culture of 
a university because it contains the socially transmit-
ted behavior patterns that we have adopted as a heu-
ristic for distinguishing one university from another. 
More precisely, the official curriculum consists of the 
descriptions of the various degree plans, course syl-
labi, and graduation requirements set by the univer-
sity. In contrast, the hidden curriculum refers to the 
knowledge, beliefs, attitudes, behaviors, and rules 
that students internalize about a university, both 
intended and unintended.

The hidden curriculum refers to how students 
“learn how to learn,” the socialization process that 
they undergo upon entering and learning how to suc-
ceed in a tertiary environment. To survive, by trial 
and error, students learn the undisclosed norms and 
unstated rules of the university game, which takes 
as much energy and time as studying textbooks and 
attending class. Scholars such as Philip Jackson (Life 
in Classrooms), Eric Margolis (Hidden Curriculum 

in Higher Education), Pierre Bourdieu (Homo 
Academicus), and Benson Snyder (The Hidden 
Curriculum) have provided solid evidence that hid-
den curricula are alive and thriving at the tertiary 
level of education.

The most challenging aspect of the hidden cur-
riculum is its elusive nature, which is abstruse even 
for scholarly study, as it is nearly impossible to 
ascertain all of the informal rules and values that 
must be obeyed at a university in order to succeed. 
The hidden curriculum is by definition an artifact 
of the university, but it is not merely a passive or 
stagnant phenomenon. It is dynamic, and capable of 
exerting a tacit force so powerful that it can throw 
a university’s sextant off course. Universities need 
to begin putting in place structures that will look at 
the hidden curriculum. Universities have an obliga-
tion to make their particular hidden curriculum as 
explicit as possible, so that it can be harnessed and 
redirected if necessary.

Unfortunately, even the attempt to initiate dia-
logue on the hidden curriculum is often associated 
with casting aspersions on the university or engag-
ing in subversive activities, as if it were a pejorative 
topic. It is as if the image of the hidden curriculum 
is dark and menacing, something happening behind 
the curtains, outside the rules; and most universities 
would rather remain in a silent state of denial about 
its existence than address it directly. However, it is 
also possible that many positive aspects reside in the 
hidden curriculum, facets that could help the univer-
sity in a constructive and desirable manner if they 
were universalized as part of the core values.

Through active listening, sensitive facilitation, 
and careful interviewing, some broad categories of 
inquiry can help a university begin to understand 
its own hidden curriculum. Some examples might 
include identifying the Out of Bound Markers 
(OBMs), the moveable goalposts, implied agree-
ments and negotiations, and the informal channels 
of power and information. Additionally, close read-
ings of course syllabi matched with exit interviews 
of graduates can lead to enlightening insights about 
what is really being taught. Even locations of build-
ings and departments geographically convey impor-
tance and meaning to students about the status of 
different disciplines and courses of study.

The challenge to universities going forward is to 
acknowledge, identify, and unkennel this hidden cur-
riculum, because it is an important component of 
the metacurriculum that interacts with the official 
curriculum and affects university culture. Culture is 
learned, and how universities are teaching and dis-
seminating that culture is crucial. Most importantly, 
if the hidden curriculum is investigated and identi-
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fied, a university can begin to manage its own cul-
ture.

Dawn J. Dekle is an associate professor in the School 
of Economics and Social Sciences at Singapore 
Management University.

Lea	Puljcan	Juric

Is General Education Higher Education?

hen the time comes for students to 
choose a course or instructors to create 
a syllabus, they find that their academic 
freedom is quite circumscribed: there 
are requirements to fulfill and guidelines 
to follow. This restriction is particularly 
evident in case of courses that fulfill the 
so-called General Education require-
ment.

Students can choose which classes 
that they wish to take, yet they must take one or two 
courses from each predetermined category (humani-
ties, social sciences, and so on). Further, courses 
offered in each category are often very limited in 
number and, more importantly, unlimited in scope. 
For example, an introductory humanities course 
that satisfies the General Education requirement is a 
mechanical survey of topics within the field that are 
deemed necessary for general culture. Consequently, 
students are overwhelmed with a mind-boggling 
heap of information that they tend to forget the 
moment they step out of the classroom, whereas 
the instructor, however experienced and accom-
plished, may well be entirely at a loss as to, first, 
how to organize such an extensive course in only 
one semester, and second, how to keep students from 
daydreaming (or literally dreaming). Instructors can 
choose what and how they wish to teach, but only 
if they follow predetermined guidelines that specify 
which goals must be achieved for the course to be 
deemed successful (and, one hopes, useful). Hardly 
anyone worries about the fact that, as a result of 
limitations imposed by the framework of general 
education, students and professors are numbed 
into fulfilling requirements and are often personally 
detached from the process of learning/teaching: they 
consider it their duty, not an opportunity for exciting 
exploration of a given topic.

How useful can any such general course really be, 
then? Is college supposed to be about specializing in 
a chosen field, or about making up for the time lost 
in high school, where teens, so my students tell me, 
draw pictures instead of learning about the arts? Not 
only do they not learn about the arts; it is even more 

disconcerting that many students who enter college 
also exhibit great difficulties with such elementary 
skills as reading and writing. The mere fact that 
these are elementary skills points to the stage of edu-
cation in which they should be gained.

General education should not be a luxury acces-
sible only to those who somehow manage to enter 
college, or to those who are lucky enough to attend 
a quality (often private and expensive) high school. 
Perhaps if background knowledge were steadily and 
consistently acquired throughout the years before 
entering academia, university students and teachers 
would really have more freedom to delve into thrill-
ing and engaging particulars, and university would 
indeed be an institution of “higher education.”

Lea Puljcan Juric is a visiting lecturer at California State 
University-Stanislaus.

Mentoring

Carol	Boswell

Mentoring: More Efficiency Needed

t every turn in the road, higher edu-
cation is confronted by challenges. 
Basically, the number and type of chal-
lenges have not changed over the years. 
Higher education is called on to find 
innovative means for addressing the 
challenges of finance, enrollment, fac-
ulty shortages, and academic freedom, 
to name a few of the trials jeopardizing 
the educational process. One continu-

ing adversity for the educative process is the need 
for effective mentoring of novice faculty members. 
As America grays, so does the faculty across the 
country. As these professors contemplate retirement, 
novice faculty members are hired to replace the sea-
soned experts. Given the fact that the replacement 
process is occurring, effective mentoring becomes of 
grave importance.

The partnership established by the mentoring 
experience requires short-term skill-development 
activities, lifelong-learning expectations, role devel-
opment, and professional development. The process 
must be far more than just facilitating the transition 
from the work world into the academic environ-
ment. Moving into the classroom is part of the 
process anticipated within the mentoring encounter, 
but it does not stop at that point. M. G. McKinley 
(“Mentoring Matters: Creating, Connecting, 
Empowering.” AACN Clinical Issues, 15.2, 205–
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214) expresses the idea of successful mentoring by 
asserting that unparalleled mentoring encompasses 
active leadership while nurturing leadership matu-
rity through the enhancement of values and culture 
in addition to the confirmation of classroom skills 
and academic responsibilities. Within a mentor-
ing relationship, the parties establish a nurturing 
environment that produces commitment, retention, 
and teamwork for the academic institute. McKinley 
identifies several benefits resulting from an effective 
mentoring endeavor — confidence, effective learning, 
new perspectives, networking opportunities, insights 
into career transitions, and organizational savvy. 
When the mentoring process is set up to develop the 
individual, these benefits can easily be accomplished. 
The mentor and mentee work together to encourage 
both partners through establishing a trusting rela-
tionship meant to inspire both participants to reach 
for the stars.

The mentor supports the mentee to acquire the 
classroom skills needed to be an effective educator. 
But the process goes beyond just this aspect. The 
stressors and challenges that the novice faculty mem-
ber confronts within the academic environment need 
to be incorporated into the supportive union that has 
been established. Suggestions such as how to manage 
the overwhelming aspects required for tenure and 
promotion, professional development, and manage-
ment of the expectations to be active in research, 
scholarly activities, and service are all aspects of the 
role that must be addressed for a mentoring process 
to be valuable.

Recruitment and retention of novice faculty 
members is of paramount importance as higher 
education addresses the developing challenge of the 
graying faculty. The mentoring process established to 
cope with this occurrence must be more than just a 
preceptor’s endeavor to help make new faculty func-
tional in the classroom. The classroom/educational 
process is but one aspect of the academician’s role. 
It is an important role that needs to be addressed 
initially, but the true mentoring process tackles a 
long-term relationship of professional growth and 
development. Institutes of higher education and sea-
soned faculty members must make the commitment 
to engage in the long-term relationship to develop 
novice faculty members into peers who are confi-
dent, energized, and productive.

Carol Boswell is an associate professor of nursing at the 
Texas Tech University Health Sciences Center.

Elizabeth	A.	Gazza

Establishing a Supportive Culture 
through Mentorship

stablishing a culture supportive of edu-
cator development is imperative for the 
future of higher education. One method 
for establishing this culture is the use of 
faculty mentorship.

Successful faculty mentorship has 
been shown to positively effect the 
recruitment and retention of faculty. 
Retention is important at a time when 
some disciplines are facing a shortage of 

qualified faculty. However, the personnel shortage 
is not the impetus for the suggested cultural change. 
Instead, it is the need for faculty to establish con-
nections within and across disciplines so that they 
can experience personal and professional growth. 
Effective mentoring relationships can aid the novice 
educator in developing pedagogical skills and the 
seasoned educator in establishing a new research 
track. Experienced faculty who are new to a particu-
lar institution can learn the existing political struc-
ture through mentoring. This information is useful 
for successful enculturation of the newly-hired fac-
ulty member. These examples show that mentorship 
is beneficial to both seasoned and novice faculty.

Implementing a successful faculty-mentorship 
program as part of the proposed cultural trans-
formation can be accomplished through various 
methodologies. The professional literature offers 
information on a variety of mentoring models. 
Because the goal is to use faculty mentorship 
throughout higher education, it is imperative to 
consider the needs of the individual institution or 
department when choosing a particular mentoring 
model. Faculty and administrators must be included 
in the model-selection process to ensure a smooth 
transition to the new culture. Roles and responsi-
bilities of the mentor and mentee or protégé must 
be clearly identified. Fulfilling these responsibilities 
requires time and effort on the part of both mem-
bers of the mentoring dyad. Workload assignments 
must facilitate completion of these responsibilities 
for a successful mentoring relationship to ensue. All 
of these attributes are essential when establishing 
the culture supportive of personal and professional 
growth of the educator in higher education.

Implementing a successful mentoring program 
requires time and effort from faculty and admin-
istrators. It is not enough to say that a mentoring 
program is in place. Institutions must collect and 
review evidence regarding the effectiveness of pro-
grams. This evidence must show how successful the 
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mentoring program is at providing faculty with the 
support needed to function in the complex educator 
role. Deficiencies must be targeted for improvement 
through program revision. Through this dynamic 
process, program and cultural refinement will result.

Working as an educator in higher education 
requires ongoing professional development. To pro-
vide quality instruction in the classroom, complete 
meaningful research, and participate in beneficial 
professional and community service, faculty in 
higher education need to connect with each other to 
establish a culture of support that provides for the 
professional and personal development of educators 
in higher education. Mentorship is just one approach 
toward this cultural transformation.

Elizabeth A. Gazza is an assistant professor of nursing 
at Indiana University of Pennsylvania.

ISSUES IN THE ACADEMY

In June of 2005,  the Honor Society of Phi Kappa Phi will launch a new Web-based e-zine intended 
to help our members stay ahead of the curve. It will offer articles on careers, the job search, life 
transitions, member profiles, message boards, contests, and much more. The e-zine will appear at 
least three times per year on a secure members-only site.

We want to put together a pool of contributors from among our members who can share their 
knowledge and experiences about these and other topics — if you have had experience writing for a 
Web site, even better.  We are looking for authors from all walks of life, with an emphasis on people 
in the private sector.  You would not be obligated to write for every issue.  Articles will be concise yet 
detailed and specific (500 or fewer words).

If you think that you might like to write to a national audience through the e-zine, send us a letter, 
your resume, and a short writing sample (500-750 words) to:

E-zine
Phi Kappa Phi Forum
129 Quad Center, Mell Street
Auburn University, AL 36849-5306

Or e-mail those materials to kaetzjp@auburn.edu. Please have these materials to us by 
February 1, 2005.  We cannot return any materials.

Phi Kappa Phi Needs Contributors for New E-zine
Help all of our members stay ahead of the curve by sharing your ideas, advice, and experience through this 

exciting new member benefit.

FORTHCOMING
ISSUES

Winter/Spring 2005
THE HUMAN BRAIN

Summer 2005
COMPUTER GAMES

Fall 2005
COLLEGE ATHLETICS

Winter/Spring 2006
NUTRITION AND HEALTH

Summer 2006
TELEVISION: HISTORY AND 

IMPLICATIONS

Fall 2006
CULTURAL STUDIES

Winter/Spring 2007
MUSIC
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Gretchen	Aggertt	Weber

Meet the New 
Community College Student

ike many Phi Kappa Phi 
members, when I think of 
my freshman year in college 
I recall an eighteen-year-
old packed off to a public 
four-year college to spend a 
few carefree years studying, 
partying, and growing up. 
But this image of the typical 
student is out of date. Today, 

the typical student might be a twenty-
eight-year-old bartender raising two chil-
dren, a forty-year-old laid-off steel worker 
on unemployment compensation, or a six-
teen-year-old high school sophomore who 
qualifies for advanced placement courses. 
The typical student might even be some-
one like my husband, who retired after 
twenty-nine years of truck-driving and 
began taking courses. What the members 
of this diverse group have in common is 
that they began their college careers not 
at the four-year institutions that most of 
us remember, but at community colleges. 
And as varied as these students are, their 
reasons for choosing community colleges 
are similarly varied.

The role of public four-year colleges 
as traditional sites for the first-year col-
lege experience is being subsumed by 
community colleges. In 2000, 5.7 million 
first-time college freshmen enrolled at 
public community colleges, an increase of 
14 percent in the last ten years, accord-
ing to the National Center for Education 
Statistics (NCES). During the same 
period, freshman enrollment at public 
four-year colleges increased only 4 per-
cent. Although community colleges offer 
technical and vocational programs, nearly 
half of their freshmen intend to transfer 
to four-year institutions, and 30 percent 
of the students at public four-year col-
leges have at some point in their educa-
tional careers been enrolled in community 

colleges, according to the Chronicle of 
Higher Education.

Why are students who once would 
have turned to four-year colleges choosing 
community colleges for at least some of 
their education? How do they differ from 
typical college students of the past? And 
who is the “typical” college student of 
today?

EASY TRANSFERABILITY OF COURSES

One major reason for the popularity 
of community colleges is easy trans-

ferability of course credits. Transferring 
credits from community colleges to 
four-year institutions has been greatly 
simplified in recent years as a result of 
legislative mandates in many states. Such 
states have developed lists of courses that, 
when successfully completed at com-
munity colleges, must be accepted by 
public four-year colleges within the same 
state. South Carolina, where I teach in 
one of sixteen community colleges, is an 
example. Eighty-six courses offered by 
the community-college system, mostly in 
general education, are designated as auto-
matic-transfer courses. The “List of 86,” 
as it is known, has proven to be a boon 
for students who plan to transfer later in 
their educational careers.

CHEAP TUITION

The reason students decide to take as The reason students decide to take as Tmany courses as possible at commu-Tmany courses as possible at commu-T
nity colleges is simple: money. Tuition at 
public community colleges now averages 
about one-fourth that at public four-year 
colleges, according to NCES, and the 
gap may be widened by tuition breaks. 
For example, to nurture its two-year col-
lege system, South Carolina offers tuition 
rebates funded by the state lottery and 
available only to community-college stu-
dents. In 2004–2005, students can receive 
as much as $924 per semester from lot-
tery funds without regard to financial 
need or academic merit.
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CHANGING STUDENT DEMOGRAPHICS

Unlike most of the students of the 1960s and ’70s 
that I remember, today’s community-college 

students do not enjoy the luxury of making school 
a full-time job. Fifty-four percent work full-time. At 
Horry-Georgetown Technical College, almost all of 
the students work. They have to, because many of 
them are parents and have limited financial resourc-
es. Most are female, often supporting their children 
as single parents. They are likely to have at least 
one job, if not two, and one or more children to 
care for. Some work part-time, attending only when 
their schedules and family finances permit. In fact, 
part-time workers are more likely to attend two-year 
institutions than four-year, according to NCES.

The demographic profile of community-college 
students also varies in terms of age. According to the 
American Association of Community Colleges, the 
average age of community-college students is twenty-
nine years. Students as young as sixteen attend class-
es alongside forty-year-olds (or, in the case of one of 
my own students at Horry-Georgetown, a seventy-
five-year-old).

A NEW “TYPICAL” COLLEGE STUDENT

As community colleges have grown, the “typical” 
college student has changed. If it were possible Acollege student has changed. If it were possible A

to describe that student, we would find that she is an 
older, working woman with children, and that she 
starts out at a community college. But if you have 
never visited the campus of your local community 
college, please do so. To the surprise of those famil-
iar only with the student bodies of four-year colleges, 
more diverse students than ever before can be found 
in any community-college classroom. They have 
changed the face of the American college student and 
with it the experience of college life.

Gretchen Aggertt Weber is professor of speech commu-
nication at Horry-Georgetown Technical College.

Sallyanne	H.	Fitzgerald

Finding a Higher Education Position Where 
Teaching Comes First

y community college is in the throes of 
hiring new faculty. Each spring as we 
complete this process, I am struck again 
by the realization that many qualified 
applicants simply have no idea what 
teaching at the community college (also 
labeled a two-year college or, less fre-
quently, a junior college) involves and 
how to obtain such a position. So, I 
would like to offer advice about train-

ing, applying, and interviewing for a community-
college applicant as opposed to a university one.

First of all, working at a community college is all 
about teaching. However, underlying that statement 
is the understanding that to be a good teacher one 
must also be informed about one’s discipline and 
knowledgeable about ways to help students learn. 
Teachers who are the best in their fields know that 
behind the subject area knowledge is an assumption 
that good teaching is based on research as well as 
application.

Because experts in the field understand this 
assumption, they have articulated what is needed 
in terms of adequate training to be a commu-
nity-college teacher. For example, the American 
Mathematical Association of Two-Year Colleges led 
the way in 1992 with a document, “Guidelines for 
the Academic Preparation of Mathematics Faculty 
in Two-Year Colleges,” and the Two-Year College 
Association (TYCA) of the National Council of 
English Teachers is preparing a similar document 
delineating the program of study that will make one 
a successful community-college English teacher.

Before even applying for a position, the candi-
date needs to visit the campus or at least review the 
website and the catalogue to be sure that he or she 
shares the goals of the college and understands the 
curriculum for that particular college. Taking time 
to do this will help the candidate frame answers on 
the application and in the interview.

Unlike some university-hiring processes, the 
community-college application usually includes a 
required application, a résumé (which cannot be 
substituted for the official application), a cover 
letter, transcripts, and sometimes supplemental 
questions, letters of reference, and lesson plans. To 
obtain an interview, the candidate needs to follow 
the job-announcement guidelines carefully. The 
application must be completed fully and signed. 
Transcripts need to be provided for all college work; 
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usually unofficial ones are accepted for the applica-
tion, with official ones required for actual hiring. 
Answers to supplemental questions are taken seri-
ously by most committees because they address not 
only the candidate’s ability to write standard, edited 
English, but also because they help the committee 
determine whether the candidate understands both 
the discipline and the community-college culture. 
Letters of reference or names of references should 
be those of people who know the teaching of the 
candidate, not just know the candidate personally. If 
a reference can speak to the ability of the candidate 
to meet the specific items listed on the job announce-
ment, that is particularly helpful to the committee. 
Lesson plans or assignments are less frequently part 
of the application process.

The successful candidate who is invited for an 
interview should anticipate paying most or all of 
the costs for travel. Some colleges will reimburse the 
candidate who is hired, but usually only candidates 
for administrative positions receive any reimburse-
ment. The interview may include:

• A committee interview and then one with the 
president;

• A teaching demonstration from five to twenty 
minutes;

• A tutoring or student conference situation;

• A grading exercise.

Very few community colleges arrange tours of the 
city or the campus, and usually no social functions 
are provided for the candidate such as a lunch with 
the senior faculty that might be the standard for a 
university interview.

Preparing to teach in a community college and 
then developing the paperwork that will ensure an 
interview will inevitably result in an opportunity 
to talk to the faculty on a particular campus. But 
underlying all of the preparation needs to be a desire 
to teach and to support that teaching with research 
and scholarship in the field.

Sallyanne H. Fitzgerald, EdD, is vice president of 
instruction at Napa Valley College.

Allan	Danuff

Tenure and Tenure Review

 recently received what is Central 
Florida Community College’s (CFCC) 
equivalent to tenure, a continuing con-
tract. This gave me a sense of security, 
but the reality is that CFCC could 
choose not to “continue” my contract. 
The idea that the college and I are 
not on the same mission in the future 
would be one reason that the contract 
would not be renewed. 

I had reached the public schools’ equivalent of 
tenure when I applied for the job at the community 
college. This change was a very scary proposition for 
our family; I was leaving a secure job for one that 
offered no security for three years. When you reach 
tenure in the public schools, about the only way to 
lose your job is to commit a major felony. I encoun-
tered many teachers with twenty or more years of 
experience and tenure in the public school system 
whose mission was not the same as the school’s. 
They no longer devoted any energy to developing or 
improving their scholarly competence. The school 
system unfortunately had no recourse.

I must say that one of the things that impresses 
me about higher education, and more specifically 
CFCC, is that even though I have continuing con-
tract, I am still required to turn in a Professional 
Development Plan (PDP) to the administration for 
annual review. I also have found that at this level, 
the student evaluations of the faculty often provide 
great insight into a professor’s teaching ability, which 
is a very important part of the community-college 
mission. In our PDPs, each professor must include 
an explanation of how they meet each of CFCC’s 
goals as well as improve their teaching and learning. 
CFCC has a Teaching and Learning Institute that 
provides workshops and in-services for the instruc-
tors. The hope is that you could teach there twenty 
years, still stay current in your field, and still main-
tain the goals of the college.

Allan Danuff is a professor of mathematics at Central 
Florida Community College.
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Carol	E.	Harding

To Essay or Not to Essay?

 hate essay exams. Always have. 
As a student, I never felt that 
I had the time or presence of 
mind to develop what I really 
wanted to say, show what I 
really knew. As a teacher, I see 
too many students (especially, 
but not limited to, freshmen) 
who either have the same prob-
lem I did or really do not have 

a clue but can fill five or six pages of a 
blue book with verbiage that wastes my 
time and theirs. The problem, of course, 
could be solved by assigning only do-at-
home essays, as papers or as take-home 
exams, though these assignments allow 
lots of opportunity for, um, collaboration 
(yes, even outright borrowing from other 
students or the web). Over the course of 
twenty-some years of teaching I have devel-
oped a type of testing that, while ruling out 
timed essays, still accomplishes three goals: 
(1) it must be done under a time constraint 
and in a monitored site; (2) it must test 
understanding and recall of important con-
cepts and elements in the literature that we 
study; and (3) it must involve active knowl-
edge, not passive. I always use these tests as 
a balance to papers and/or take-home test 
questions prepared outside of class, where 
students have the opportunity to work out 
their ideas in the study pattern that suits 
them best.

Students always express relief when I tell 
them “no-essay tests” — what they do not 
realize is that the “short-answer” type of 
exam I give is much more demanding than 
the normal short-answer exam. Instead of, 
say, “Achilles was the key warrior for (a) the 
Trojans, (b) the Amazons, (c) the Achaians,” 
they get “Choose three characters from the 
list; name title and author of the work in 
which the character appears, and describe 

the importance of the character’s role.” 
Until they are confronted with the differ-
ence, students rarely realize the quantum 
leap between recognizing an answer from 
a-b-c (passive knowledge) and producing 
the information from their memory (active 
knowledge).

When I ask them literary terms (say, 
epic simile), my students cannot just 
memorize a definition and be done with 
it; they also need to provide an example 
from a relevant work that we have stud-
ied and explain how the term describes 
the literary concept or technique. In other 
words, they have to be able to apply the 
general definition to a specific passage 
where the term is “at work.” We discuss 
these terms and some examples in class, 
so if the students have attended class, an 
example has already been demonstrated 
for them.

The closest I get to an essay on a test 
comes with the one-paragraph answers. 
Here, they basically provide one solid 
support paragraph in answer to a ques-
tion that could, with some tweaking, be 
an essay question. While these questions 
demand some of the same thinking skills 
as a developed essay does, they are much 
quicker to read and determine whether 
the students know the information or 
whether they are just filling up space 
— and the whole of their test grade does 
not depend on answers to one or two 
questions.

Most students have a quick learning 
curve on my tests; once they have expe-
rienced a midterm, they realize that they 
really do have to read, attend class, and 
remember what we talk about. They learn 
that the study of literature is not an iso-
lated focus on one novel or drama after 
another, but that the terms, techniques, 
and concepts are relevant across texts. 
They learn that an essay done outside 
of class has high expectations for polish 
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and coherence, and that it is not just a timed-test 
essay (written once and handed in) prettied up. My 
students know that if I assign an essay, they will not 
have to do it during a forty-five-minute, do-or-die 
period. And I do not have to read the panicked ram-
ble, the falsely confident collection of generalities, 
the forlorn ten sentences masquerading as essays.

Carol E. Harding is chair of the Humanities Division 
and associate professor of English at Western Oregon 
University.

Michael	Huber,	Michael	Phillips,	and	V.	
Frederick	Rickey

Would Isaac Newton 
Read Harry Potter?

t the beginning of the next semester, 
walk into your classroom and ask your 
students, “How many of you have read, 
or knows someone who has read, a 
Harry Potter novel?” Everyone will raise Harry Potter novel?” Everyone will raise Harry Potter
a hand. Then ask: “How long did it 
take?” The responses are usually, “Three 
days.” “Four days.” “A long weekend.” 
Then you give them the punch line. 
“That’s a few hundred pages per day, 

isn’t it? In this course, all I’m asking you to do is 
read five or six pages of mathematics per night.”

Getting our college students to read their math-
ematics or science textbooks can be a challenge, even 
if we ask them to read only a few pages at a time. 
Many textbooks have bold-faced type for important 
concepts; still others have colored boxes containing 
theorems or definitions.

But mere reading is not enough. We expect our 
students to understand what they read. We want 
them to have seen the terminology and be familiar 
with the concepts that we discuss in the classroom. 
Here is a quotation describing how Isaac Newton 
learned mathematics:

Took Descartes’s Geometry in hand, tho 
he had been told it would be very diffi-
cult, read some ten pages in it, then stopt, 
began again, went a little farther than the 
first time, stopt again, went back again 
to the beginning, read on till by degrees 
he made himself master of the whole, to 
that degree that he understood Descartes’s 
Geometry better than he had done 
Euclid (The Mathematical Pages of Isaac 
Newton, vol. 1 [1967], 5–6).

We would all agree that Newton was not a typi-
cal student. However, every student should expect to 
have to read his or her mathematics textbooks more 
than once. That is one way we learn.

What to do? Provide an incentive for students 
to read. Give a pop quiz and allow the students to 
use the text. One variation might be a true-false 
quiz, where students provide the page in the text to 
support their answer (to justify or deny). Another 
technique is to set up a webpage with two or three 
questions to be answered from reading the text. 
Students answer the questions and submit their 
answers to a batch file, which the teacher reads 
before class. This technique requires some effort 
from the teacher, plus each student must have access 
to a computer; but it will help focus the ensuing 
class if the students find difficulty with a particular 
question from the reading.

A small portion of the grade can be set aside for 
those who answer the questions. The goal is not 
to ensure that the students answer every question 
correctly; the goal is for students to at least read 
the material and think about the learning objec-
tives before coming to class. Students who apply 
knowledge gained from reading their textbooks are 
more likely to exhibit an increased understanding. 
Also, students get satisfaction from getting the right 
answer.

Getting our students to discover and learn on 
their own is a daunting task. However, if we want to 
develop our students into competent and confident 
problem-solvers, and if we ask them to purchase a 
textbook at the beginning of the semester because 
we feel it will add to their development, we, as 
teachers, must create an environment in which our 
students will read that text. Whether the course is in 
mathematics, pre-med, or nuclear engineering, get 
the students to read!

Michael Huber (associate professor), Michael Phillips 
(professor),  and V. Frederick Rickey (professor) all 
teach in the Department of Mathematical Sciences at 
the United States Military Academy.
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Sandra	L.	Cavender

“I Think I Can, I Think I Can”: 
If Only I Could Think

 teach freshman composition at a com-
munity college in Nashville, Tennessee. 
My goal is to teach students just enter-
ing college how to write better (“Better 
than what?” I often ask when students 
write a comparative without the initial 
component of comparison). I want to 
teach students to write better than they 
did in their most recent English class, or 
history class, or in their last e-mails to 

friends. Many days, though, I admit that I will sim-
ply settle for this: I want my students to write (sans 
better).

The problem with writing, you see, is that as 
with many things in life, it requires thinking. And 
thinking is an uncommon skill these days, especially 
among young people. Schools have long required the 
“three R’s,” but not the “three T’s”: thinking, think-
ing long and hard, and thinking things through.

I cannot tell you how many times I have heard 
from a student, “I can’t think of anything to write 
about.” This happens regardless of whether I have 
assigned a writing topic, or I have allowed the stu-
dents to choose their own topics. I once spent forty 
minutes after class helping a failing student “think” 
about his topic for a research paper. Not only did I 
suggest the topic, I also helped him create the outline 
for the paper content. I never saw the student again, 
and he failed the course. I wondered afterward 
whether thinking through the formidable task that 
lay ahead “did him in” (albeit he and I were “think-
ing” together).

Lesson learned: you can lead a student to the ink 
well, but you cannot make him dip his quill in the 
ink.

I have witnessed countless other incidents of 
students struggling with mind over the matter 
of a blank page. Preoccupied with head phones, 
cell phones, television, and Tivo, students are too 
engaged with gadgets to be bothered by brainstorm-
ing. The motto of today’s writing student might well 
be, in the words of E.M. Forster, “How do I know 
what I think until I see what I say?”

The point is that we educators must learn how 
to deal with a generation of students who cannot or 
will not think their way through academic challeng-
es. Perhaps critical thinking should be a mandatory 
freshman class. It couldn’t hurt. We must come up 
with ways to make higher learning just that: learning 
through high-level thinking. I have used various tech-

niques — team activites in class, treasure hunts in 
the library, innovative writing topics such as arguing 
“for” or “against” French fries.

Some assignments are more successful than 
others in provoking critical thought, but none are 
foolproof. I simply offer all this up as food for 
educational thought. Have you thought about this 
lately?

Sandra L. Cavender is an instructor in English at 
Nashville State Community College.

Veronica	P.	Stephen

Hello, Out There … Is Anybody Thinking?

 am troubled. Only some of our stu-
dents are thinking, and only a few are 
thinking outside the box.

Many seem to regard inquiry or 
speculation as an extra, relatively 
unimportant and pointless learning 
experience. The majority seem to view 
discourse as an opportunity to voice 
personal opinions, but distinctly unpro-
ductive. A simple activity, even if it is 

of the paper-and-pencil variety, appears to be more 
enjoyable and more fruitful (in the long run) than an 
introspective conversation.

I ask my students to think about people, 
places, and things, as well as ideas. I ask them to 
explore the connections between time and space, 
between global and local concerns, between diver-
gent lifestyles and cultures, between events and 
ideas, between individualism and interdependence. 
Regardless of the topic, sessions devoted to thought 
and dialogue are hesitantly approached and contri-
butions are limited.

I take values into consideration — some of the 
most universal qualities that we uphold, such as 
justice, equality, fairness — yet many students stress 
that they are apprehensive and uncertain about 
teaching values, while others ask what kind of a 
daily lesson plan could they create with particular 
values for each day.

I stress empathy, time and time again — if you 
do not know the meaning of empathy, you cannot 
understand, feel, sympathize, or even come close 
to standing in someone else’s shoes — and they 
respond with political correctness. To further an 
understanding of empathy, I provide dilemmas for 
moral consideration; although students do enjoy 
the deliberations, they find that such scenarios fail 
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to mirror virtual time. Even when furnished with 
“what if” postscripts that relate to the here and now, 
students maintain that their responses would be only 
suppositions, not necessarily reflective of their poten-
tial behaviors and actions.

Is thinking a lost art? Has it gone out of vogue? 
Is dialogue a lost art? Has the Socratic technique 
become antiquated? Many of my students are 
uncomfortable when faced with having to think 
and then to talk about what they were thinking. Do 
they not want to take the time to think, or are they 
incapable of thinking, or do they fear where thinking 
may take them? Judging from actions, comments, 
and behavior, it seems that most students fear to 
think. Apparently, thinking is something different 
from the current, acceptable norm, and venturing 
into such unknown territories makes them uneasy. 
Apparently, thinking and talking about the thinking 
going on in one’s head are too speculative, devoid of 
the solace provided by right and wrong answers.

Evidently, then, many students fear the unknown. 
They fear thinking because it is an unknown, sel-
dom-frequented domain. They do not wish to waste 
their time perusing the “why” factor; nor do they 
wish to spend time on the “what if” category.

Periodically, however, a few rays of sunshine 
brighten my days. Here and there, a few bright and 
free-flowing spirits do take on the challenge. They 
are the ones who enrich a language-arts lesson plan 
by integrating architecture, poetry, music, and more. 
They are the ones who develop student-learning 
activities that include provisions for the auditory, 
visual, and kinesthetic learner, in addition to those 
with multiple intelligences. They are the ones who 
develop curricula about the Civil War that focus not 
only on battles, but go beyond the norm by explor-
ing primary accounts and integrating music, visual 
arts, dance, and literature from the period. They are 
the ones who weave aspects of anthropology, theolo-
gy, and philosophy into their teachings. They are the 
ones who incorporate all of the precious resources 
that life has to offer.

Thanks for these few brave souls. Thank you, 
those who are talking and thinking. And, thank you, 
those who are doing more — thinking outside the 
box.

Veronica P. Stephen is a professor of education at 
Eastern Illinois University.

Janet	M.	Quinn

Reading and Writing—
Do We All Have to?

 remember very well the day I realized 
that I could read. I not only remember 
the day, I also remember the time and 
the place. I was walking home from 
first grade, rounding the corner on my 
block, and passing the cleaner’s store 
that I had passed countless times before 
in those first six years of my life. But 
this time it was different — I could read 
a sign in his store! I do not remember 

what the sign said — that was not important to 
me. What was important was that I knew what it 
meant to be able to read. I was floating on air. My 
heart was singing, “I can read!” I didn’t know that it 
would be such a joyous occasion.

But I also sensed that not everyone in the first 
grade was as excited as I was about reading, though 
I did not understand that then. And we did not all 
learn reading at the same pace and to the same level 
of proficiency.

Years later, after college graduation, I was talk-
ing with a former high school friend who also chose 
a career in teaching. She was taking a class in the 
teaching of reading; I was preparing to teach English 
as a Second Language (ESL). I was amazed by her 
confession that she always hated reading. So there 
was another side to this. No wonder there isn’t any 
celebration for crossing the threshold into the world 
of reading. Not everyone had that feeling I had. Oh, 
I knew there were people who did not like reading. 
For one reason or another they were just not very 
good at it. But I was shocked.  She was a teacher.

Around this same time, in one of my gradu-
ate courses, my professor announced that our goal 
was to get all of our students to like reading. I was 
immediately struck by the unrealistic nature of 
this goal. It seemed pompous and audacious partly 
because of its absoluteness — is there any one thing 
that everyone likes? This teacher made me instantly 
question why reading is put in a different category 
from swimming or dancing or painting a portrait or 
playing the violin. I cannot paint a portrait or play 
the violin, and no one expects me to. Why does soci-
ety expect me, everyone, to read and write?

Later on, when I started teaching ESL writing 
at the university level, it also made me think that 
perhaps we have the same goal for our students 
with respect to writing. Albeit the frustrated writing 
teachers have long ago put aside the notion that all 
of their students will like writing, we all continue to 
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pursue the goal that everyone will be able to write 
an acceptable academic paper, whether they like it or 
not. After all, it is a requirement for graduation.

But aren’t there other forms of expression? Aren’t 
there other ways of disseminating information, 
thoughts, ideas, and opinions? What about those 
paintings we enjoy in our favorite art museums, 
the music we listen to on our radio stations, and 
the popular talk shows and television news digests? 
Aren’t these conveyors of messages, formats of learn-
ing, gathering places for information? Some people 
actually think in pictures anyway, not words. Yet no 
one is forced to express themselves in art or music or 
even the spoken word — only in the written word. 
I am reminded that language is an inherent human 
ability, but it is speaking that is inherent, not writing. 
Besides, I do not recall my heart ever singing, “I can 
write!”

Why then do we proceed with the underlying 
assumption that everyone — everyone, at least, who 
is educated — must write well enough to meet an 
acceptable standard? In reality not every successful 
person does. Many years ago I read a letter in Ann 
Landers’s column written by a woman with three 
brothers, who said that their mother was very wor-
ried about two of them when they were younger 
because they had a learning disability and they could 
not read. The third brother, fortunately, was very 
good in school. However, as adults the two “illiter-
ate” brothers became presidents of their respective 
businesses and managed to give their third brother 
extra jobs to support his teaching salary. 

This is an unusual story, of course, but perhaps 
we place too much pressure on the need to write. 
Our current composition theories tell us that the 
composing process is a task for the skilled juggler 
of many cognitive tasks. Juggling three balls might 
actually be easier, though not as useful as writ-
ing. But do we really have to write for ourselves? 
I am not expected to fix my own toilet. I can call 
a plumber. I am not expected to prescribe my own 
medicine — nor would it be desirable. Let’s not for-
get that the president of the United States does not 
write his own speeches; you can pay someone to 
write your résumé and hire a professional to write a 
letter for you. How was it decided that writing was 
so necessary and so accessible to everyone?

Are we perhaps involved in what Mike Rose 
warns against? Are we focused on the “preservation 
of a discipline, not the intellectual development of 
young people”? He tells us that “[o]urs is the first 
society in history to expect so many of its people to 
be able to perform these very sophisticated literacy 
activities.” In fact, most of the international students 
I teach have never studied writing in their native 

language. Are we really at an advantage because we 
do? What if we didn’t?

Janet M. Quinn teaches English as a Second Language 
at DePaul University and has a Master’s in writing.

Larry	Levy

“Most Pressing Issue in Higher Education”: 
Drawing Out the Voices

n traditional college and university 
classrooms, where lecturing still domi-
nates as a mode of delivery, students 
tend to be passive receivers of the teach-
er’s language. Even after more than a 
quarter century of the “writing across 
the curriculum” movement in higher 
education, whose purpose is to draw 
students out of silence and invisibility, 
one can still walk down many a college 

corridor and see professors “talking to the black-
board.” True, we have newer and more sophisticat-
ed ways to do this in so-called “smart classrooms,” 
but it is still the professor who controls language.

In the last year I have taught three sections of a 
course for our faculty called “Writing to Learn.” 
Most of the teachers who enroll are newer hires and 
newer to teaching. They come from all corners of 
the campus — nursing, respiratory therapy, physi-
cal-therapy assistant, English, art, chemistry, biology, 
math, history, health and wellness, speech, psychol-
ogy, sociology. I have learned that nothing is taught 
on our campus that would not be enhanced by the 
use of informal writing. What separates us is obvi-
ous; what unites us is pedagogy.

What the teachers share is a sense that they are 
working harder than their students, that their stu-
dents need to be challenged more — not just occa-
sionally, but in every session. Almost all the teachers 
cannot recall their own undergraduate professors 
using informal writing to engage students’ powers of 
observation and reflection. For most of the teachers, 
the only writing they experienced as college students 
was formal, graded essays and papers. Most of their 
best memories of college teachers involve skilled, 
entertaining lecturers.

Without abandoning the inspiration provided 
by these persuasive role models, they want to grow 
beyond that example. They want their students 
to log or free write about their prior knowledge, 
their perceptions as they arise and grow during the 
course, the connections that they are able to make 
between one assignment and another, between the 
classroom and what is going on elsewhere in their 
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lives and in the world, between abstract concepts 
and application, and about their sense of their own 
progress or stumbling blocks. They want, as educa-
tor Parker Palmer has written, to “hear their stu-
dents into speech.” They want to do better than to 
assume their students’ strengths and needs.

They are realizing that there is no better way 
to do this than through informal writing. They are 
beginning to accept what Janet Emig wrote more 
than twenty years ago, that “writing is not merely 
different but unique” in its ability to put everyone in 
the room, simultaneously, to the best thought they 
can muster; that writing is not merely the transcrib-
ing of what is already known but the generating 
of thought in language that combines the “insider 
vocabulary” of the discipline with the student’s 
own language. Finally, they are realizing that writ-
ing, unlike speaking, provides a record of thought, 
however rudimentary in its depth or grammar, which 
provides a basis for teacher-student dialogue and 
continued growth for both parties.

What has kept this notion from wider popularity? 
To some degree, “writing to learn” requires that pro-
fessors be prepared in pedagogy as well as in their 
discipline. It requires a view of writing that is not 
limited to a compartment of the curriculum but is a 
tool available to any teacher.

A biology professor at a large university once 
wrote me, poignantly I felt, that he would like to 
hear more of what his students were thinking but 
that his dean was far more interested in his publish-
ing regularly. Consequently, the teaching I observed 
at his school seemed to me to be a “covering” of 
the subject. The teacher spoke; the students cop-
ied his words. In one class, the professor spoke for 
ninety minutes while writing formulas on the board, 
his back to the class. With a few minutes to go, he 
turned and asked his hundreds of students, “Any 
questions?” There was dead silence.

“Go ahead and ask them,” I thought. “Have 
them take out a sheet of paper and jot down the 
three most significant ideas in today’s lecture and the 
one idea that seemed most confusing.” He would 
hear a lot, I am sure.

To that professor and to all professors in higher 
education, it should be obvious that there are indeed 
questions. There are also impressions, perceptions, 
reflections, self-assessments, and connections. And 
there are ways involving informal writing — none 
very complicated — that are nearly foolproof in 
drawing out the voices.

Larry Levy is a professor of English at Delta College.

Rachel	L.	Jablon

Undergraduate Writing Skills; Or, Whatever 
Happened to Basic Grammar?

 have been teaching in the University of 
Maryland’s Freshman Writing Program 
for approximately four years. The 
course covered by the Freshman Writing 
Program, “Introduction to Academic 
Writing,” is a required course for all 
undergraduates, although exemp-
tions are possible for certain students. 
Typically, however, my students barely 
write on a high school-level, let alone 

on the college level that is expected of them by their 
instructors. I find that I spend most of my time 
coaching my students through the basic tenets of 
grammar, sentence structure, and syntax, as opposed 
to the rhetoric around which the course revolves.

My opinion of the rhetorical skills and tools 
that those of us who teach in the Freshman Writing 
program offer to our students is perhaps rare, in 
that I believe that the rhetoric is important, socially 
relevant, and quite useful to students who are just 
learning to make their ways in the world. I love 
Aristotle’s ideas of pathos, ethos, and logos and the 
manipulation of them to reach intended audiences, 
but I find conveying them to my students incredibly 
difficult when they do not have a basic understand-
ing of what a subject and verb are. In other words, 
before I can teach them the eye-opening world of 
rhetoric, I have to teach them vocabulary that they 
should already know, considering that, as the univer-
sity reports, the average SAT score and high school 
GPA of incoming freshmen keep rising and rising.

I do not necessarily complain about expanding 
my teaching goals to allow time for grammar and 
syntax, but I do question the outlook my students 
seem to have on the quality of work that colleges 
and universities expect of them. How can my stu-
dents not know that sentence fragments are unac-
ceptable in the schema of most academic writing? 
How can my students not know that subjects and 
verbs must agree, or that subjects and pronouns 
must correlate according to number? How can 
my students not know that spelling errors suggest 
carelessness and lack of effort? Ideally, my students 
would acquire the fundamental skills of writing 
mechanics in grade school, so that when they come 
to my classroom — wide-eyed and confident in their 
writing, as often they are — I can focus on my tasks 
at hand: to teach the art of argumentation, to devel-
op research and communication skills, and to ease 
my students’ transition to college-level courses.
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However, I seldom have students who enter my 
classroom with writing skills that are up to par so 
that I can begin with the rhetoric which I think they 
could enjoy, if given the right circumstances under 
which to learn it. Instead, I have to goad them into 
learning about proofreading, run-on sentences, and 
passive voice. They often become so disheartened by 
their shoddy use of grammar that turning to rhetoric 
becomes overwhelming, intimidating, and irrelevant. 
Having to account for the lack of basic writing skills 
in a class designed to concentrate on rhetoric cre-
ates a challenging teaching environment, one that 
I am game to face but also one that needs to be 
assessed from a pre-college and pre-university per-
spective. If we do this, students will be able to gain 
as much from their college careers as possible, and 
their teachers will be able to accomplish their course 
goals.

Rachel L. Jablon is an instructor in English and compar-
ative literature at the University of Maryland, College 
Park.

Julie	A.	Ray

Effective Teaching Strategies 
in Higher Education

esearch about the learning process 
has demonstrated that learning occurs 
when students are actively engaged, 
have opportunities for interaction with 
others, are presented with challenging 
situations or questions that require crit-
ical thinking skills, and are surrounded 
by a nurturing learning environment. 
This article will present ways to actively 
involve students through lectures, as 

well as through examples of other teaching strate-
gies that are effective in helping students develop in-
depth understanding of new concepts.

Discussions in pairs or small groups about infor-
mation presented in a lecture can be a useful method 
of helping students explore concepts and share their 
experiences or understanding of the information. 
Two examples of how to structure group-discussion 
time come from Kagan’s (Cooperative Learning, 
1994) cooperative learning strategies: “Think, Pair, 
Share” and “Numbered Heads Together.” In Think, 
Pair, Share, students are given a challenging ques-
tion relating to the lecture that they must first think 
about, then pair up with another student to discuss, 
and then share their ideas with the class. When 
using Numbered Heads Together, students are put 
in equal-sized small groups to discuss a topic, or put 

their “heads together” to make sure that they all 
understand the concept. Each student numbers off 
in the group, and after the discussion, the instructor 
calls out different numbers for students with that 
number to stand and share answers, thus requiring 
individual accountability in the group. Finally, an 
alternative to an instructor lecture is to have student 
group presentations about a topic.

Students also can be actively involved during a 
lecture by the use of a listening guide, which lists 
major points of the lecture. Students use the listen-
ing guide to fill in information about each point. 
Another summarization strategy is the “3, 2, 1” 
method. At the end of class, students write, or are 
assigned, these prompts to answer: three things I 
learned today, two things I heard today that I need 
to further ponder, and one thing I would like to 
learn more about relating to this topic.

Alternative teaching strategies to the lecture 
method are case studies, simulations, and games. 
Case studies can be an effective way to actively 
engage students in thinking about complex concepts. 
The most successful case studies are those that are 
relevant to the students, present a realistic dilemma 
with dialogue, and require action or a decision by 
the participants.

Simulating a real-life situation can be helpful for 
students understanding a concept in context. For 
example, to help students understand the economic 
concept of mass production, a class assembly line 
can be created to make a product and then compare 
that experience with creating the product individu-
ally.

Games can be an effective review or assessment 
strategy. For example, the “Four Corners” activity 
can be used to assess students’ understanding or to 
review concepts. Corners of the room are labeled A, 
B, C, and D. The instructor reads a multiple-choice 
question, and students must move to one of the four 
corners that represents their answer.

These are just a few samples of how professors 
can actively engage students in their course content. 
Using active teaching strategies can be challenging 
for professors. Many of these strategies require an 
extended block of time, space for movement, special 
preparation, and extra supplies or materials. Online 
courses also present unique challenges in building a 
collaborative-learning environment. However, cre-
ative professors will find that leaving the podium 
and using interactive teaching strategies yields high 
student achievement.

Julie A. Ray is an assistant professor of education at 
Southeast Missouri State University.
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Betty	J.	Crouther

Student Input Equals Better Survey

he twenty-first-century college stu-
dent is not the student of the 1970s. 
Teaching methods that were standard 
then may not work today. Whereas the 
average twentieth-century student was 
disciplined to listen carefully and take 
prodigious handwritten notes from the 
professor’s lectures, many contemporary 
students require a great deal more direc-
tion.

A good tool for determining whether a sufficient 
gap exists between the professor’s college culture 
and that of students is the course evaluation. Written 
comments in such evaluations are especially use-
ful. Evaluations of large lectures may indicate that 
although the professor is well organized and presents 
material in a clear and understandable manner, stu-
dents are having difficulty managing the sheer vol-
ume of information. In addition, they may be having 
difficulty with notetaking because of the number of 
unfamiliar terms and names. A useful study aid here 
would be a vocabulary list organized to outline the 
lectures. This list would also function as an effective 
review sheet when preparing for exams.

The contemporary student often desires indi-
vidualized attention, even in the largest of classes, 
and frequently requests discussion opportunities. 
The challenge here is in getting students to probe a 
topic to sufficient depth. The tendency is for many 
students to rely heavily on electronic media for 
research, which often works against the need to 
read definitive printed library sources — journals in 
particular. Experts in pedagogy could lend a hand 
in helping lecturers in many disciplines address this 
challenge. Librarians also might give helpful tips. 
There are aspects of old-fashioned library research 
that are not yet matched by Web surfing, and better 
techniques for encouraging students to engage in it 
are needed. Then thoughtful discussions by well-read 
students in large lecture classes might become more 
desirable.

Betty J. Crouther, PhD (University of Missouri), is an 
associate professor at the University of Mississippi.

Joyce	Anderson	

Educating Generation Zzz . . .

lthough it will take a decade or so for 
the current generation to visit the cam-
puses of higher education, the Academy 
must be prepared for Generation Z. 
Unlike Generation X, who had a self-
motivated mission to find their inner 
voices, Generation Z has been given 
cell phones and search engines to guide 
their way along the information high-
way and beyond. Raised on Blues Clues

and reality television, Generation Z will need a 
wake-up call to get involved.

For Generation Zed to benefit from higher educa-
tion, professionals need to prepare the next student 
body with Zest, Energy, and Direction.

As education molds the paradigms of the future, 
the classroom becomes praxis for the boardroom. 
Let’s change these bored teens into motivated citi-
zens with a Zest for excellence (not abstinence). 
Instead of being disruptive students in detention-
filled hallways, today’s youth are currently being 
encouraged to become citizens of the world. Service 
learning has been the objective of many campuses. 
Focusing on helping others instead of becoming an 
apprentice to a millionaire pushes Generation Z past 
the graveyard at Ground Zero to create a more com-
passionate world.

Each generation also must expend some Energy. 
Generation Z must become engaged in effect-
ing change. A Boy Scout badge or digital diploma 
becomes discarded like an old stuffed animal. 
Instead of simulated cities, Generation Z needs ener-
gy to confront the enduring issues of Planet Earth. 
Inter-racial and intergenerational families provide a 
true appreciation of the melting pot of this nation. 
As professionals in higher education, we must pre-
pare to energize Generation Z. What are their edu-
cational, emotional, spiritual, and political needs? 
We must think about these issues now, not a decade 
from now. As professors, we should recognize that 
Generation Z may extend our understanding of 
what it means to be human, utterly human, from the 
first stem cell to the last identified piece of DNA.

Preparing Generation Z means giving them 
Direction. Generation Z deals with disease and 
death on a daily basis. AIDS, anthrax, and red-alerts 
from Homeland Security are part of the current 
vocabulary. Rather than focusing on the destruc-
tive aspects of humanity, Generation Z needs to 
turn Diversity into Unity. They need the energy to 
believe and trust in each other, rather than in their 
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wonderful WiFi connection. The next virus may be 
devastating to their PC’s, but Generation Zed needs 
to develop a vision of their destiny. Can Generation 
Z make quantum leaps in medicine and research, 
inventing new technology and curing diseases, while 
providing poetic ways to salve our cancer-ridden 
population? Dynamic discoveries are possible when 
professors provide direction for their students to 
uncover new ways of learning and new horizons for 
humankind.

TEACHING

Although they may need some sleep now, rest 
assured, Generation Z will have work to do when 
they grow up. After all, they will be teaching the 
Alpha Generation their ABCs.

Joyce Anderson is a professor of English at Millersville 
University.
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MEDITERRANEUM CAFÉ, BERKELEY

Never did fit in here,
even thought I thought I should.
Came and loitered among gnarly drunks,
hot-eyed poets, a hundred varieties of
off-beat castoff and dissenter.
Didn’t they recognize me as brother,
me with my hatred of bosses,
my awkwardness,
my poetry?
But shyness is not a credential
for joining the counterculture,
and I don’t know the hardscrabble streets.
My suffering has been highfalutin:
delicate gay slighted by husky men,
artist misunderstood by the starched university . . .
I don’t belong here.
Yet I like to sit among the dissastisfied,
the bittersweet anyway:
where else do I belong?

MARC ELIHU HOFSTADTER

Marc Elihu Hofstadter has a PhD in literature from the University of 
California, Santa Cruz and has taught at Santa Cruz, the Université 
d’Orléans, and Tel Aviv University. He has published two volumes 
of poetry, House of Peace and Visions. He works as the librarian of 
the City of San Francisco’s transit agency.



PHI KAPPA PHI LITERACY 
GRANTS BEING OFFERED 

AGAIN IN 2005
The Honor Society of Phi Kappa Phi is pleased to announce that its newest 

grant program, the Literacy Grants, will be awarded once again in 2005. The 
inaugural round of grants under this program was an overwhelming success, with 
nearly ninety applications received and seventeen grants of up to $2,500 being 
awarded. For more details about this program and about past recipients, visit the 
Phi Kappa Phi Web site at www.phikappaphi.org.

These grants of up to $2,500 are offered to both individual members and 
campus chapters. The grant application is also available at our Web site under 
“Scholarships and Grants”; you can fill it in online or print it out. Deadline for 
receiving applications is February 1, 2005.

Give your local literacy program a chance to win 
by applying for a Literacy Grant today! 

Grants, Grants, Grants.

Be sure to put these important deadlines for the 
Phi Kappa Phi grant and award programs on your calendar.

• Study Abroad Grants: January 15

• Promotion of Excellence Grants: January 28, 2005

• Fellowships and Awards of Excellence Program
  Due to Chapter: February 1, 2005
  Due to National Headquarters: March 1, 2005Due to National Headquarters: March 1, 2005Due to Na

For more information visit the Phi Kappa Phi Web site at www.phikappaphi.org.
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THE	ESSENTIAL	ROLE	FOR	
NEWS	MEDIA

In the Winter 2004 article “The 
Essential Role for News Media”[“Is 

Democracy in Danger?], Elliot writes 
“News media have the responsibility 
to be an independent chorus in the 
triad of government, citizens, and 
journalism.” As an informed citizen 
who does not rely on the media to 
interpret the news, I was delighted 
to see the title and anxious to read 
the article. Unfortunately the author 
missed the point. Instead of build-
ing the article on how not only the 
government but also the media are 
responsible for misinforming citizens, 
the blame is placed on leaders and 
government. The author neglected to 
mention how the media takes it upon 
themselves to interpret versus present 
the news.

The author clearly demonstrates 
this throughout the article. One 
example is the author’s use of a 
passage from the 2003 State of the 
Union address. “The subtle linking 
of Saddam Hussein with 9/11…” 
the author refers to was her inter-
pretation and not what was actually 
said. This is a direct “manipulation 
of the truth” that the author claims 
will cause citizens to “assume that 
leaders cannot be trusted to tell 
them the truth.” In fact in this case, 
the author decided to neglect to 
mention Iraq’s lack of compliance 
with numerous United Nations reso-
lutions, world intelligence reports of 
Iraq’s weapons of mass destruction, 
Iraq’s human rights violations, and 
warnings to U.S. citizens that Iraq 
was a threat to world and U.S. secu-
rity from at least two administra-
tions. All of these were presented to 
citizens by the Bush administration 
repeatedly, but the author chose to 
present only statistics and quotes 
that supported her perception of the 
information.

I was struck by how this directly 
contradicted the author’s state-

ment that “Democracy can truly 
work only with active, informed 
citizens who have reason to trust
the information that they get from 
the government and the information 
that they get from news media.” 
Although I strongly agree with this 
statement, I was frustrated to find 
that the author chose to blame our 
leaders and the government for 
deceiving the public. The author 
neglected to mention the mistrust 
citizens have for the media.

The author is listed as a profes-
sor of Media Ethics and Press Policy 
at the University of South Florida. 
This title suggests that the author 
has professional responsibilities to 
train future journalists. I hope that 
the author is able to set aside her 
personal political beliefs and teach 
what needs to be taught to future 
journalists even if it “shakes” her 
view of the world. This is the only 
way we can be certain that future 
journalists will provide objective, 
truthful reporting.

Marion M. Piccolomini

FORUM	ON	THE	ARTS

I was very disappointed to see the 
article “Embedded: A New Satire 

Explores The Art of War” in the lat-
est issue of the Forum [“Sequential 
Art: The Comics,” Summer 2004]. 
Apparently the editorial staff of the 
Forum has forgotten that the term 
“academic excellence in all fields” 
includes more than the liberal aca-
demic profession. You have also 
assumed that all of your readers agree 
with the left-wing venom spewed by 
Mr. Tim Robbins who wrote and 
directed the play highlighted. Many 
of us disagree with Heidi Motzkus’s 
notion that the play characters includ-
ed “the cabal of neoconservative gov-
ernment officials.”

Obviously, anyone in atten-
dance at the “riveting” new play 
understands that Tim Robbins is 

furthering his agenda to smear our 
government leaders and paint our 
military, including the young men 
and women who serve us with their 
life on the line, as the enemy.

Certainly I will discuss this arti-
cle with many of my nonacademic 
fellow members. I will discontinue 
support for Phi Kappa Phi and 
hope many of my friends do like-
wise. Perhaps this will cause you to 
consider your responsibility to “all 
fields.”

H. Rex Martin
Wichita, Kansas

SEQUENTIAL	ART:	THE	
COMICS

Zap. Kapow. Wow! As an every-
day reader of the comics since 

I learned to read (in fact, my father 
taught me the elements of read-
ing with the Sunday funnies), the 
“Sequential Art” issue [Summer 
2004] is a collectible. I have always 
appreciated the comics as an art form 
and, at times, have viewed some com-
ics as a philosophy lesson. The under-
lying academics have now justified 
my countless hours invested in this 
legitimate literature, perhaps to the 
dismay of my elders and teachers who 
believed that I was wasting time.

Having been admitted to Phi 
Kappa Phi in the mid-1970s, I have 
been a regular reader of the Phi 
Kappa Phi Forum and other publi-
cations for nearly three decades. The 
“Sequential Art” issue was among 
the best. As long as you keep think-
ing “outside of the box,” you will 
continue to tickle the interest of our 
members.

Keep up the good work.

Benedict P. Kuehne
Miami, Florida

“Comic Books” — the subject 
means different things to dif-

ferent people. To me it means memo-
ries from my youth.

If there is such a thing as a pass-
word to memory, “comic books” is 
it for me.

Early 1941 — C.T. Dearing 
Printing Co., Louisville, Kentucky 
— second largest printing house in 
the South — twenty-four hours a 

62                                                                                                                                                                                                                                                   Fall 2004

L e t t e r s  
t o  t h e
E d i t o r



day — a large flashing sign on the 
roof proclaimed it to the world. A 
lot of seven days a week there, too.

Rotary press room — in comes 
the “comic press.” It’s huge. It clat-
ters, bangs, hums. That whirling 
sound — you get used to it — in 
fact, I would like to hear it again.

Cheap paper — fuzz flying 
everywhere.

Cheap ink — lots of color — the 
ink man, young like me, so splat-
tered with ink he resembled a circus 
clown.

Captain Marvel, Batman — 
every month we received a copy of 
every publication we printed.

Wish I had kept them.

More important — I have mem-
ories.

Henry V. Neumayer, Sr.
Louisville, Kentucky  

I enjoyed your Summer 2004 Phi 
Kappa Phi Forum issue on comics, 

particularly the excellent interviews 
with popular cartoonists and how 
they got started. The history and 
milestones article, however, was par-
ticularly memorable for its glaring 
omission of Li’l Abner, regarded by 
many as the greatest comic strip of all 
time. Consider these feats from a strip 
that didn’t even warrant a single men-
tion in the issue:

• Made into a hit broadway musi-
cal;

• Spoof strip within a strip (Fearless 
Fosdick) made into a TV show;

• Official origin of Sadie Hawkins 
Day;

• Origin of an amusement park 
(Dogpatch USA) and a soft drink 
(Kickapoo Joy Juice, still pro-
duced);

• First major licensing phenomenon, 
with more than $150 million in 
the 1940s from just one character, 
the Schmoo;

• Additions to the American lan-
guage: “if I had my druthers,” 
“schmoozing,” “double wham-
my,” “as any fool can plainly 
see”;

• Twenty-seven printed books of 
Li’l Abner cartoons;

• Forty-three-year original run, 

reaching more than 450 papers 
during the Depression (and still 
reprinted seventy years later).

In addition, cartoonist Al Capp 
was a frequent guest on The Tonight 
Show, spanning hosts Jack Paar, 
Steve Allen, and Johnny Carson. 
He authored his own newspaper 
column and radio show and was a 
guest lecturer at campuses nation-
wide.

Can you think of any other car-
toonist of any era with half as much 
impact?

Bob Forgrave

WOMEN	IN	COMICS
I am an avid comics reader, daily 

and in the Sunday paper. Therefore, 
I truly appreciated last issue’s focus 
on this topic. Ms. Paige Braddock’s 
article, titled “Women in Comics,” 
was the first story I read. Her 
description of what a woman in 

the comic strips looks like did not 
surprise me at all. As a woman, I 
see the characters she mentioned 
daily and do not feel represented 
by them at all — Cathy included! 
Her experience with a newspaper 
editor disgusted me, although it did 
not surprise me one bit. What did
catch my eye was that Forum did 
not publish even one strip done by 
a woman. Now isn’t it ironic that a 
magazine publishing a piece such as 
Ms. Braddock’s would perpetuate 
the same issues denounced in her 
article? I guess this could be food for 
thought for the heavily male staff of 
Forum.

Thank you very much!

Marta Donayre

See the “Editor’s Note” in 
this issue for artwork from Paige 
Braddock. And to clarify, the full-
time staff of the Forum consists of 
one male and two females. – Editor

WEATHER UPDATE

The air’s heavy breathing makes me sick,
keeps me up at night with its stench
of freezing sweat and shrieking whispers.
I hate the taste of the rain; it paws me all day.
I hate how the sky leers with its one dim eye,

watching us trip the trick wires—
can’t it see what we do to each other?
History’s booby-trap opens and
bulldozers grind the luckless to dust
while we slap at misfortune’s hold.

My hands are screaming for a chance
to smack this week off the map and you
know next week won’t be any better.
They’re calling for flurries with suicide
bombers, torrential weeping into the night.

SUSAN THOMAS

Susan Thomas publishes stories, poems, and translations in 
journals and anthologies. Her collection, State of Blessed 
Gluttony, (Red Hen Press, 2004), won the 2002 Benjamin 
Saltman Prize. She is also the winner of the 2003 Iowa 
Poetry Award from the Iowa Review and the 2003 Ann Iowa Review and the 2003 Ann Iowa Review
Stanford Prize from University of Southern California.
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 PEN SETS
K.	Blue	marbleized	pen	and	letter	opener	in	attractive	case	is	an	ideal	
gift	for	the	new	initiate.	(.5	lb.)	
Item #ACC70 . . . $20

L. Handsomely	engraved	black	pen,	pencil,	
and	letter	opener	set	is	sure	to	become	a	
ΦΚΦ keepsake.	(.5	lb.)	
Item #ACC71 . . . $25

M.	CANVAS	SADDLEBAG
Made	of	durable	canvas	and	embroidered	with	the	Made	of	durable	canvas	and	embroidered	with	the	
ΦΚΦ logo,	this	zippered	saddlebag	makes	an	logo,	this	zippered	saddlebag	makes	an	
ideal	carry-on	item	for	those	ΦΚΦ travel-travel-
ers.	Includes	separate	storage	areas	for	ers.	Includes	separate	storage	areas	for	
pens,	disks,	calculators,	or	business	
cards;	as	well	as	two	additional	
outside	pockets,	carrying	handle	
and	shoulder	strap.	Now	available	in	
two	colors!	(1.3	lbs.)
(Blue) Item #ACC12 . . . $24       
(Black) Item #ACC13 . . . $24

N.	COFFEE	MUG
Navy	blue	and	white	12	oz.	ceramic	coffee	mug	is	
perfect	for	everyday	use.	(1	lb.)	
Item #ACC20 . . . $7

Q.	LICENSE	
PLATE	FRAME
Die	cast	metal	license	plate	holder	
features	a	chrome	frame	and	the	
ΦΚΦ Greek	letter	monogram	on	a	
blue	background.	12”x	6”.	(2	lbs.)
Item #ACC21 . . . $15

R.	BRONZE	PLATED	PAPERWEIGHT
Handsome	and	functional,	the	Phi	Kappa	Phi	hand-
crafted	paperweight	features	an	antique	gold	fi	nish	
and	is	embossed	with	the	Society	seal.	Backed	with	
velvet.	3”	diameter.	(1	lb.)
Item #ACC22 . . . $10

GREEK	LETTER	CHARMS
Vertical	Greek	letter	charms	are	crafted	in	sterling	
silver	and	10K	gold.	(1	lb.)
S.	Sterling	Silver	Charm	—		Item #JE24 . . . $16
T.	10K	Gold	Charm	—	Item #JE25 . . . $32

A.	T-SHIRT
Offered	in	white	and	navy,	this	100%	cotton	
Hanes	T	features	an	embroidered	Society	name	
and	Greek	letters.	Available	in	unisex	sizes	
S–8X.	For	sizes	2X	and	3X,	add	$3.	For	larger	
sizes	please	call	for	pricing.	(1	lb.)
(White) Item #APP10 . . . $17
(Navy) Item #APP11 . . . $17

SWEATSHIRTS
Two	styles	available,	both	in	unisex	sizes	
S–1X.	
B.	Grey	crewneck	sweatshirt	made	of	
43%	cotton/57%	polyester	features	
distinctive	navy	and	white	appliqué	
logo.	(1	lb.)	
Item #APP31 . . . $42

C.	White	crewneck	sweatshirt	made	of	50%	
cotton/50%	polyester	with	embroidered	Soci-
ety	name	and	logo.	(1	lb.)	
Item #APP30 . . . $34

D.	LONG-SLEEVE	T-SHIRT
100%	heavyweight	cotton	T-shirt	is	pigment	dyed	
and	features	the	Society	name	and	Greek	letters	in	
deep	navy	blue	and	gold	embroidery.	Reinforced	
seams	and	collar	help	shirt	retain	its	shape	wash	
after	wash.	Available	in	unisex	sizes	S–XL.	(1	lb.)
Item #APP12 . . . $22

E.	FLEECE	JACKET	
Navy	jacket	has	a	full	length	zipper	with	hood	
featuring	the	ΦΚΦ embroidered	logo.	(2	lbs.)
Item #APP70 . . . . . $49

F.	FLEECE	PULLOVER
Pullover	zips	from	chest	to	chin	featuring	the	
ΦΚΦ	embroidered	logo.	(2	lbs.)
Item #APP71 . . . . . $46 

G.	BUTTON-DOWN	COLLAR	TWILL	SHIRT
Made	of	100%	ringspun	combed	cotton	twill	with	detailed	embroidery	
work,	this	long-sleeve	shirt	offers	both	style	and		comfort.	Perfect	for	
both	offi	ce	and	weekend	attire.	Available	in		white	and	navy,	and	in	
men’s	and	women’s	sizes	S-XL.	(2	lbs)
(White) Item #APP60 . . .$29.00
(Navy) Item #APP61 . . .$29.00

H.	PINPOINT	OXFORD	SHIRT
Sure	to	be	an	offi	ce	standard!	This	white,	long-sleeve	pinpoint		weave	
shirt	features	an	embroidered	Phi	Kappa	Phi	logo	and	is	available	in	
men’s	sizes:	S	(14	1/2	x	32/33),	M	(15	1/2	x	32/33),	L(16	1/2	x	34/35),	
XL(17	1/2	x	34/35)	and	women’s	sizes:	4	-	20.	(2	lbs)
(White) Item #APP40 . . .$27.00
(Blue) Item #APP41 . . .$27.00

I.	BASEBALL	CAP
Made	of	durable,	wheat-colored	canvas	and	embroidered	
with	the	ΦΚΦ logo,	this	baseball	cap	makes	an	ideal	pres-
ent	for	any	ΦΚΦ member.	(.5	lb.)
Item #ACC11 . . . $15 

PHI KAPPA PHI MERCHANDISE 
Show your pride of affi liation with Phi Kappa Phi merchandise.

ORDER BY PHONE 1.888.302.9728
HOURS: M–F 8 A.M. – 4:30 P.M. CST

ORDER ONLINE www.phikappaphi.org

APPAREL

ACCESSORIES
B

T

S

E

D

C

A

Now Only $19.50
(White) Item #APP60 . . .$29.00
(Navy) Item #APP61 . . .$29.00

(White) Item #APP40 . . .$27.00
(Blue) Item #APP41 . . .$27.00

G

H

Now Only $19.50

1/3 Off

Only $19.50


