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is very large compared to the num-
ber of studies of Costa Rica, for
example.

The advantages of the approach
I'm outlining are the following:

(1) The range of theoretical/con-
ceptual and institutional topics
is sufficiently narrow so that
theoretical issues can be given
the depth of treatment they de-
serve and so that students can
go with the professor into the
degree of depth that enables
them to appreciate how we be-
come intellectually excited.
That intellectual excitement, I
know from experience, tends to
be transferred to the students
themselves. The complexity
and subtlety of a subject are
better conveyed in this way
than in a couple of 50-minute
lectures.

(2) At the same time, even though
a single question might be the
focus of such a course, the
range of arguments used to an-
swer that question can and
should include examples from
the major theoretical ap-
proaches of comparative poli-
tics. Students thus can get ex-
posure to political culture
arguments, explanations that
emphasize political structure
and the autonomy of the state,
rational choice perspectives,
and arguments that stress socio-

economic determinants of polit-
ical action. Politics can be a
dependent or an independent
variable.

(3) Students get to learn not how
abstract frameworks are built
but how arguments are con-
structed by social scientists.
Developing the capacity to cre-
ate a sustained argument about
an important conceptual theme
and then applying empirical ma-
terial to it ought to be one of
our goals as educators of under-
graduates. Whether our stu-
dents go on to be social scien-
tists or to become involved in
politics or government service
or go into business, they need
this capacity for writing a
lengthy argument and marshal-
ling empirical evidence to sup-
port it. Reading case studies is
a good way to see how such
arguments are made.

(4) These topically oriented intro-
ductory courses, if the topics
are chosen with any care, are
about intrinsically interesting
material. I think these courses
can serve much better as the
kind of hooks we'd like to have
available to bring students into
the study of comparative poli-
tics.

(5) As I mentioned earlier, most
case studies available are actu-
ally about major foreign coun-

tries, so to a significant degree
the civic education function of
the introductory comparative
course can still be achieved,
but more as a fortuitous than a
planned result. The United
States, as either a typical case
or an exceptional case, can be
used effectively as a case too.

I recommend that departments cre-
ate two to four such courses that
can serve to meet a comparative
politics requirement for the political
science major. These courses ought
to be on intrinsically interesting
topics that encourage students to
take more in the field while at the
same time introducing them to the
comparative method and to empiri-
cal political science outside the
American context.
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The Parable of the Frog

Charles Hauss, George Mason University

In discussing the teaching of intro-
ductory courses in comparative
politics with colleagues, I am fre-
quently reminded of a metaphor
that some management consultants
use: the parable of the frog (Senge
1990, esp. 22-25). Management
consultants use the parable to get
employees to turn their corporation
into a "learning organization."
Such a group is able to assimilate
what is going on around it—espe-
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daily changing circumstances—and
react effectively to its environment.

It seems that if a frog is dropped
into boiling water, it will do every-
thing possible to scramble out and
not be cooked alive. On the other
hand, if you gently drop a frog into
a pot of water at room tempera-
ture, it will calmly stay put. Then,
if you gradually turn up the heat,
the frog will still stay happily in the
water, getting groggier and groggier

until the water reaches the boiling
point and kills it. Those consultants
tell us that far too many organiza-
tions are a lot like that second hy-
pothetical frog.

It is my thesis that most of us
who teach introductory compara-
tive politics are too. A recent com-
pilation of syllabi for introductory
comparative politics courses re-
veals a subfield with a remarkable
diversity in the way those courses
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are structured (Wilson 1991).
Courses cover widely different con-
cepts and places. Some are orga-
nized topically, some by country.
Some retain the Eurocentric bias of
traditional political science, some
the supposedly politically correct
focus on the less developed coun-
tries where most of the world's
population lives. Some rely on cut-
ting edge research, some on con-
ventional and traditional textbooks.
Common to most of them, how-
ever, is a reliance on a set of ideas,
concepts, and theories of compara-
tive politics that date back to the
1960s and that cannot readily help
account for the dramatic changes
that have occurred since then.

Our "water" is nowhere near the
boiling point, and, unlike the sec-
ond frog, we have not failed com-
pletely in reacting to the changes in
our environment. Nonetheless, I
will argue here that there are two
trends that have dramatically al-
tered the political and pedagogical
environments in which we teach
and which, in turn, call for at least
four changes in the way the intro-
ductory course is taught.

First, the world has changed.
The cold war is over. The world is
more interdependent. Economic
and environmental issues matter a
lot more. Issues of race, gender,
sexual preference, and multicultur-
alism are now squarely on the po-
litical agenda.

The second change probably re-
quires more exploration. Our stu-
dents are different. The typical
first-year student who takes intro-
ductory comparative politics this
academic year was born in 1977.
The issues that sparked the break-
throughs in comparative politics a
generation ago are ancient history
to them. So, too, is the cold war,
which only the most precocious of
them will remember. Theirs is also
the first generation raised on MTV.

Many of us academics tend to
look on this generation of students
negatively. They know less. They
have a shorter attention span and
demand more immediate gratifica-
tion in every aspect of their lives,
including their studies. On the
other hand, they are better able
than most people of their parents'
generation to see that the changes

sweeping the world in the last few
years have made political life more
interdependent and qualitatively
different from anything ever experi-
enced in the past (Hauss 1990).

In sum, whether we like it or
not, our students today are very
different from those of a generation
ago. Hence, our approaches to
teaching them have to change.

Our courses should be politically
relevant. A pair of curious miscon-
ceptions developed during the be-
havioral revolution of the 1950s and
1960s. Our scholarship and teach-
ing were supposed to be objective
and value-free. Similarly, focusing
on current issues came to be seen
as journalistic, therefore keeping us
from being scientific and using evi-
dence in the quest for generally
applicable and parsimonious theory.

We comparativists are in
an ideal position to use
current and controversial
issues to address diversity
themes in a rather
complex, nontrivial, or
nondogmatic nature.

In fact, the comparativists who
played such an important role in
launching the behavioral revolution
did so by dealing with current, po-
litically relevant issues. The issues
they chose to focus on, such as the
link between culture and democ-
racy or the state and development,
were both of the utmost importance
at the time and fraught with ideo-
logical overtones. Moreover, while
focusing on the current events of
the 1950s and 1960s, these scholars
developed some of the most robust
(and also at times controversial)
theories the subfield has ever seen.

Comparativists in the 1990s can
do the same thing. One obvious
area in which we have a lot to con-
tribute as comparativists is in add-
ing to the "diversity" of what stu-
dents learn. Even though I am a
Europeanist, I strongly support the

view that comparative courses have
not done enough with diversity.
Ours is a world in which the over-
whelming majority of the people
are not white. Ours is a world, too,
in which the new arenas of conflict,
such as the one that led to the Gulf
War, will require any educated per-
son to know about "the south."
Ours is a world in which the over-
lapping issues of gender, race, eco-
nomic growth and equity, and the
environment are taking on new im-
portance.

We comparativists are in an ideal
position to use current and contro-
versial issues to address diversity
themes in a rather complex, non-
trivial, or nondogmatic nature.
Take, for example, a section in an
introductory course on Nigeria.
One cannot teach about Nigeria
without exploring the relationship
between imperialism, racism, and
the instability and slow growth that
have plagued Nigeria. Those is-
sues, unfortunately, often remain
abstract intellectual concepts, no
more meaningful or vibrant for our
students than the second law of
thermodynamics.

However, by building a discus-
sion on Nigeria from two provoca-
tive articles from one four-day
stretch of the New York Times, one
can deepen student understanding
of those concepts (Noble 1992a, b).
The first discusses the widespread
ethnic violence of the previous few
months, including that between two
of the smaller groups, the Jukun
and the Tivs. The second profiles
Chief Moshood Kahimawo Abiola,
a close confidant of then president
Ibrahim Babangida who has de-
manded that former slave-owning
nations pay reparations to the
African countries from which the
slaves originally came. It should be
noted that this is the same Abiola
whose apparent election as presi-
dent in 1993 was annulled by the
same Babangida.

The articles allow the professor
to do at least two things. First,
both can be used to show students
how much racism and imperialism
of earlier centuries shape life in
Nigeria and other African countries
today. Second, they allow students
to see some of the complexities and
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disagreements over these sensitive
issues.

Raising such contemporary and
controversial issues is not easy.
Focusing on current and controver-
sial issues poses at least two peda-
gogical problems. First, it is intel-
lectually hard to do. Relatively
little material is available on some
of the subjects, especially in the
texts. However, there are places
one can turn. The APSA (Pempel,
et al. 1992), for instance, has devel-
oped a series of articles to help in-
structors include Japan in the intro-
ductory course. Journalistic
sources can provide the instructor
with thought-provoking examples
to use in class. It is also vitally im-
portant for students and teachers to
stay current. I require my students
to read the daily New York Times
or The Christian Science Monitor.

Second, one also cannot avoid
the touchy issue of professorial
bias and what it does to classroom
climate and grading, among other
things. I have chosen to wear my
ideological shirt on my sleeves and
worked to create an environment in
which students feel comfortable
taking me on.

Use the United States as a frame
of reference. I have also found it
useful to include the American ex-
perience, especially in helping stu-
dents see difficult and/or controver-
sial points. Students are going to
compare what they learn with the
United States whether we like it or
not. Using the United States as a
frame of reference, however, can
be doubly dangerous if it is not ad-
dressed directly in the course.
First, students do not know very
much about American politics or
history. Second, at the beginning of
the semester, most students are
inclined to assume that what hap-
pens in their own country is some-
how typical and/or the best.

As with taking on controversial
issues, there is no single way to
bring in the United States. There
do, however, seem to be two im-
portant ways to use the United
States in the introductory course.
First, it is important for students to
see that in many important respects
the United States is the exception
rather than the rule, even in com-

parison with other industrialized
liberal democracies. Second, using
the United States as a frame of ref-
erence is particularly important
when we introduce difficult con-
cepts such as a comparison of par-
liamentary and presidential systems.

Use international issues explicitly
as independent variables. One can-
not explore any major economic or
environmental policy issue in any
of the countries we have taught
about without bringing external fac-
tors in. Even though our focus is
the relationship between state and
society, one of the key overarching
themes in the course must be that
the power of states and their citi-
zens have both declined, because
international constraints have lim-
ited their ability to shape their own

Focusing on current and
controversial issues
poses at least two
pedagogical problems.
First, it is intellectually
hard to do. . . . Second,
one also cannot avoid
the touchy issue of
professional bias . . .

destinies. Students of international
political economy were probably
the first to show us that a decade
or more ago. It is perhaps most
evident and important in explaining
the collapse of the Soviet Union.

Incorporating international issues
has one of the same problems as
dealing with controversial ones. It
is not easy. Generally speaking,
comparativists do not have the in-
tellectual or methodological tools to
systematically incorporate most
international constraints. There is
also a shortage of material in the
available literature, especially for
those of us who are forced to rely
on conventional sources because
we have to teach about countries
that lie outside our field(s) of ex-
pertise. Still, there is a simple bot-

tom line here. The conventional
paradigms of comparative politics
do not give much attention to these
factors. In the 1960s one could
plausibly argue that they were not
all that important. Now that is
clearly no longer the case, and our
teaching and scholarship must re-
flect that reality.

Change the way we use theory. So
far, this paper has advocated add-
ing new concepts to what is already
a reasonably rich set of ideas and
theoretical insights that have domi-
nated the subfield for a generation.
My final point explores an alterna-
tive way to use that theory and is
drawn not from political science,
but from the literature on how un-
dergraduates learn. Scholars in
education who have studied how
students learn suggest that under-
graduates have trouble dealing with
abstract or general theory, espe-
cially when it involves the kind of
complex, nuanced arguments typi-
cal of comparative politics (Piaget
1965; Perry 1970; Kohlberg 1984;
Gilligan 1982).

They point, in particular, to
problems students have with theo-
retical concerns. Younger college
students, especially, have trouble
thinking deductively. To the degree
that they think theoretically, it
tends to be in "either/or" terms.
Even seniors at elite institutions
have trouble coping with arguments
that have multiple and interrelated
causes.

The canons of scientific ortho-
doxy appropriately see our task as
the development of theory. The
best way to do that, in general, is
to start with a theory, to confront it
with data, and to reformulate the
theory on the basis of the discrep-
ancies uncovered in field research.
As a result, in our teaching, we
tend to start by presenting theoreti-
cal concerns to undergraduates,
especially the first- and second-year
students in introductory courses.
But the scholarship on learning
suggests that undergraduates learn
best inductively. Undergraduates
see concepts as rigid and absolute
when presented at the beginning of
the course. The subtlety, complex-
ity, and nuances mentioned above
are easier for them to explore if

PS: Political Science & Politics

https://doi.org/10.2307/420590 Published online by Cambridge University Press

https://doi.org/10.2307/420590


On Reading: Strategies for Students

they have an empirical base to
work with.

That means focusing on two
things. First, written assignments
have to serve a dual purpose. Not
only do they have to show the stu-
dent's mastery (or lack thereof) of
the substantive material, they have
to be designed so that students can
compare two or three examples and
begin to see how one or more of
the key concepts in comparative
politics helps make sense out of the
variation encountered in class and
in the readings.

Second, theory and concepts can
play an extremely important role at
the end of the course. At that
point, the student can bring the
concept or proposition "to life" by
examining it in the light of the sub-
stantive material covered during
the course. And, because the theo-
retical and generally applicable ma-
terial comes near the end, it is
what the student is most likely to
retain in the months and years after
the course ends, particularly those
students who never take another
comparative politics course again.

Conclusion: On Seeing With New
Eyes. Marcel Proust once wrote,
"[t]he real voyage of discovery
consists not in seeking new lands,
but in seeing with new eyes."
Helping students "see with new

eyes" is the pedagogical challenge
facing comparativists.

When I was an undergraduate in
the late 1960s that was easier than
it is now. The concepts comparat-
ivists had just developed "spoke"
to the events unfolding in the
world, especially in what we then
called the "new nations" of the
"developing world."

If the argument of this paper is
correct, that connection between
the "real" and "academic" worlds
is less evident now when, given the
way our students have evolved, the
need for showing it to them is more
important than ever. Again, if this
argument is correct, it means we
have to blend the issues we have
experimented with plus others we
have done less with (e.g. gender,
political economy) into the tradi-
tional core of the subfield.
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On Reading: Strategies for Students*

Anthony Daley, Wesleyan University

IVhy should you read an essay on
reading? Good question. What do
you do before you write? You
surely know what you must do
first. You must think. You sit down
at your desk to write an essay.
Why is it such an ordeal? You
must think.

Let's step back a bit. Think
about your attitudes toward read-
ing. Do you like to read? What do
you enjoy reading? Or not enjoy
reading? Why do you have trouble
reading certain materials, such as
the readings for your comparative
politics course? Why do you find

National Inquirer easier? Perhaps
you need to look up words from
that social science reading in a dic-
tionary. Good. The only way to
increase your vocabulary and avoid
perpetual recourse to a dictionary
is to find out what those difficult
words mean.

Reading is fun for its own sake
because it engages our imagination.
It can be as racy and as compelling
as we allow it. We read, however,
for more than simple enjoyment.

In the university, we read to ac-
cumulate raw materials, to sharpen
our analytical capabilities, and to

develop our expressive skills. The
first reason entails borrowing infor-
mation or data for an argument we
might make later. The second en-
courages us to develop our own
ideas, while the third helps us ex-
press our ideas more persuasively.
Reading and writing empower us
through active learning: the process
of self-expression helps us forge
connections among superficially
disparate observations.

Before you sit down to write an
essay, you need to know something
about the subject. When students
come to my office in search of pa-
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