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ABSTRACT
This paper attempts to identify the core topics for Master’s programs in public policy,
public administration and similarly named degrees (MPP/MPA programs), and to map
assessable learning outcomes to these topics.
Previous papers (Clark & Pal, 2011, 2013; Clark, Eisen and Pal, 2014a) have examined
core subjects and topics provided by MPP/MPA programs and explored their relationship to the
competencies specified by standards-setting bodies. Learning outcomes have emerged as a
crucial ingredient in quality assurance and accreditation regimes across a wide array of
academic disciplines (Lennon and Frank, 2014). In this paper we suggest that learning outcomes
should be seen as the crucial connection between curricular content of instruction (described in
terms of subjects, topics and concepts taught in programs) and the competencies expected of
students who have received the instruction.
Clark, Eisen and Pal (2014b) argued that it should be possible to depict the common core
of MPP/MPA programs around the world with 120 normed core topics, each representing about
one course-week of instruction and learning. We have used two international accreditation
standards and curricula of established programs to refine the list of 120 core topics and develop
topic-level learning outcomes for each of them.
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1. Introduction
This paper describes the results of an exercise of mapping learning outcomes to the core
topics taught in Master’s programs in public policy, public administration and similarly named
degrees (MPP/MPA programs).
Previous papers (Clark & Pal, 2011, 2013; Clark, Eisen and Pal, 2014a) in this research
project have identified core subjects and topics provided by MPP/MPA programs and explored
their relationship to the competencies specified by standards-setting bodies. In this paper we
suggest that learning outcomes should be seen as the crucial connection between curricular
content of instruction (described in terms of the subjects, topics and concepts taught in courses)
and the competencies expected of students who have received the course instruction. Learning
outcomes have emerged as a crucial ingredient in quality assurance and accreditation regimes
across a wide array of academic disciplines (Lennon and Frank, 2014).
The paper shows that assessable learning outcomes can be generated for each of the 120
normed core topics that have been posited (Clark, Eisen and Pal, 2014b) to be the common core
of MPP/MPA programs around the world.2
The paper proceeds as follows: Section 2 outlines the project, begun in 2008, to create an
online repository of curricular content for MPP and MPA programs and describes its output in
the form of working papers, conference presentations, and the Atlas of Public Policy and

2

A normed core topic is a body of subject matter, the learning of which is deemed to be required to

satisfy competency standards, which can be taught in one course-week, that is, in 10 hours of combined
in-class and outside-class study.
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Management. Section 3 describes how we identify core subject matter from NASPAA and
UNDESA/IASIA standards and from MPP/MPA curricula, and how we integrate this material
under seven MPP/MPA Core Competencies. After reviewing the growing movement to better
utilize learning outcomes across a wide range of graduate and undergraduate education,
Sections 4 and 5 describe how we develop learning outcomes and assessment questions for each
of the 120 normed core topics that, according to our analysis, constitute the core curricular
content of MPP and MPA programs.
Section 6 describes how we use course-level data to estimate subject-matter shortfalls –
the extent to which the curricular content presented to the typical student falls short of that
required to meet the NASPAA and UNDESA/IASIA standards – and suggests strategies for
addressing these shortfalls. Section 7 outlines three caveats that apply to our methodology and
findings, and offers concluding observations.

2. The Atlas of Public Policy and Management
The work described in this paper began in 2008 with a project, supported financially by
the Government of Canada and endorsed by the Canadian Association of Programs in Public
Administration (CAPPA), to identify the concepts taught in the core courses offered in
Canadian MPP/MPA programs, and to share the findings on a web platform, now known as the
Atlas of Public Policy and Management. The scope of what is now called the Pedagogy of
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Governance project3 has since expanded to include MPP/MPA programs on five continents.4
The working papers generated to date by the project are listed in Table 1.
The first paper described the initial work on Canadian MPP/MPA programs. The second
described the three-level (domain/subject/topic) taxonomy, called the Atlas Framework for
Analyzing Curricular Content, used in the Atlas and our attempt to apply it to the entire field of
public policy and management. The third paper compared this framework with other
taxonomies. The fourth paper (Clark & Pal, 2014), presented at the annual meeting of the
International Research Society on Public Management in Ottawa, introduced the concept of
normed topics and their relationship to NASPAA competencies. The fifth paper (Clark, Eisen &
Pal, 2014a) provides our analysis of the required subjects in a sample of ten MPP/MPA
programs, assigning each required course to one of the Atlas subjects. The sixth paper (Clark,
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The name corresponds to the working title of what we hope will become a book: The Pedagogy of

Governance: Curricular Content of the World’s Best MPP and MPA Programs.
4

A CAPPA-NASPAA Memorandum of Understanding was signed in early 2014 which includes an

undertaking to “to explore the potential for the Atlas of Public Policy and Management to become a
global resource for ongoing curriculum development among member schools, and a resource for other
aspects of professional development with respect to teaching and training of public servants.” In the
MOU, found at https://naspaaaccreditation.files.wordpress.com/2014/04/naspaamou.pdf (accessed 13
October 2014) the two associations agreed to form a working group to: “Recommend formal cooperative
financial, administrative and IT structures (including addressing issues of open sourcing and using the
share point server) to help sustain and develop the site into an internationally pre-eminent source of
information on public administration and policy curriculum, research, and data; Cooperate with schools
to collect curricular content; Share best practices and help expose the Atlas to a broader audience; and,
Propose a session at the CAPPA or NASPAA annual conference to discuss and demonstrate the site.”
CAPPA and NASPAA further agree to conduct outreach to the American, Canadian and international
community to advance the project.
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Eisen & Pal, 2014b) described how normed topics could be used to reduce the paper burden
associated with quality assurance and accreditation processes for MPP/MPA programs.
For those unfamiliar with the papers, the trajectory of research was initially admittedly
inductive and exploratory, and guided by a simple question: “What are the basic topics and
concepts that are taught in MPP/MPA programs?” We then became more ambitious, and reframed the question as “How would those basic topics and concepts be organized in a field of
knowledge called public policy and management?” That led to the taxonomy, which we
serendipitously were able to populate in detail since so many course outlines from so many
programs are now available on-line. Our thinking was that if we collected and analyzed enough
syllabi from enough programs, we would have a “map” of all possible and actual topics and
concepts taught in the field as a whole – an Atlas, as it were, of the entire discipline. Of course,
this Atlas is the result of all courses taught in all programs, and no single program can require
or offer all the courses necessary to absorb and learn the entire field. That naturally led to an
inquiry about accreditation – what is deemed, out of the entire field, to be the necessary content
of a graduate degree. Accreditation standards are increasingly framed in terms of competencies,
not subjects or topics, and so we then mapped the competencies against subjects and topics.
Once that was done, we could then take the next step of assessing actual programs against a
competency framework now expressed in the Atlas terminology of core subjects and core
topics. This would show gaps in content.

7

The missing piece is what students are actually expected to learn and how that learning
is demonstrated in terms of mastery of content and competency. This paper addresses that
missing piece.

3. Identifying core subject matter from NASPAA and UNDESA/IASIA standards and from
MPP/MPA curricula
The two most widely recognized standards for the core subject matter of MPA, MPP and
similarly titled degree programs (which are also referred to as public affairs programs) are those
promulgated by NASPAA (Network of Schools of Public Policy, Affairs and Administration)
through its Commission on Peer Review and Accreditation (NASPAA, 2012, pp 69-71) and
those established by UNDESA/IASIA (United Nations Department of Economic and Social
Affairs/International Association of Schools and Institutes of Administration) through its Task
Force on Standards of Excellence for Public Administration Education and Training (United
Nations, 2008, pp 9-10). In order to compare the two frameworks and to identify required
instructional subject matter, we use the most fine-grained descriptions of competencies in the
standards, namely the examples under the competency domains in the NASPAA standard and
the subcomponents under the curriculum components in the UNDESA/IASIA standard.
These are reproduced in truncated form in Tables 2 and 3, where we estimate the
number of course-weeks of instruction required by a typical student to achieve MPP/MPA-level
mastery of each competency. We constrain our estimates with the parameters implicit in the
following three propositions, which reflect curricular choices made by well-established MPP
and MPA programs:
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1. It should be possible to satisfy the standards with 120 course-weeks (10 one-semester
course equivalents) of instruction. We have selected this number because most
public affairs programs require between 12 and 18 courses to graduate and some
space within the curriculum is needed for specific program missions and to allow for
electives.
2. It should be possible to satisfy both the NASPAA and the UNDESA/IASIA standards
with the same set of courses.
3. The economics and quantitative analysis competencies for both standards (reflected,
for example, in NASPAA’s “Analytical tools for collecting, analyzing, presenting,
and interpreting data,” and in UNDESA/IASIA’s “Policy and program formulation,
analysis, implementation and evaluation” as well as “management of economic
development” and “institutional and developmental economics”) can be met with a
combination of one full-semester course (12 course-weeks of instruction) in each of
Economic Analysis and Quantitative Methods plus 6 course-weeks of instruction in
Macroeconomic Policy.
The estimates that we have made in Tables 2 and 3 are summarized in Tables 4 and 5.
They suggest that the required competencies could be taught by offering courses in 16 subjects.
All 16 subjects can be considered “core subjects” in that at least some instruction is needed in
each to meet the competency standards, but only four subjects require one semester or more of
instruction: Policy and Management Analysis; Democratic Institutions and Policy Process;
Economic Analysis; and Quantitative Methods. The competency requirements associated with
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11 of the 12 remaining core subjects could be fulfilled with quarter-semester or half-semester
course modules, while the somewhat eclectic set of competency requirements assigned to
Leadership Skills could be taught in a three-quarter-semester course of instruction. Consistent
with Proposition 1 above, the total instruction across all 16 core subjects is 120 course-weeks, or
10 one-semester course equivalents.
If all the NASPAA and the UNDESA/IASIA standards can be met with the curricular
content from 16 subjects, it should be possible to group the required content under top-level
competency headings that take account of subject boundaries such that each of the 16 core
subjects is associated with only one top-level competency. We therefore propose the following
MPP/MPA Core Competencies:
1.

Applying Economics and Statistics Concepts to Public Policy and Management
Problems (30 course-weeks)

2.

Applying Analytic Methods and Evaluation Concepts to Public Policy and
Management Problems
(12 course-weeks)

3.

Understanding the Socioeconomic, Political and Global Contexts of Public Policy
and Management
(12 course-weeks)

4.

Applying Policy and Management Analysis Concepts to Public Policy and
Management Problems
(18 course-weeks)
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5.

Understanding Democratic Institutions and Processes, and Acting Ethically
(24 course-weeks)

6.

Managing Financial, Human and Information Resources in Public and Nonprofit
Institutions (12 course-weeks)

7.

Leading and Communicating in Public Policy and Management
(12 course-weeks)

Competencies 1-3 cover subjects and topics that what we describe on the Subjects page
of the Atlas as policy-oriented; competencies 5-7 cover those that are management-oriented, and
competency 4 covers the one subject that we describe as both policy- and management-oriented.
The 120 topics are intended to constitute the core of 10 semester-course-equivalents of
instruction common to all MPP and MPA programs. Programs with a policy-oriented
curriculum (often leading to an MPP degree) typically supplement the common core with
additional instruction (topics and courses) under the policy-oriented headings, as well as
additional instruction in policy-oriented subjects outside the group of 16 core subjects.
Conversely, programs with a management-oriented curriculum (often leading to an MPA
degree) typically offer additional instruction under the management-oriented headings, as well
as in management-oriented subjects outside the group of 16 core subjects.
We do not claim that our list of MPP/MPA Core Competencies is more valid than the list of
five Required Competency Domains in the NASPAA standards or the list of eight Curriculum
Components used in the UNDESA/IASIA standards. The advantage of our top-level
competencies is that they respect subject boundaries. As illustrated in Table 6, the required
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content (course-weeks of instruction) in each of the 16 core subjects is assigned to one and only
one core competency. Table 6 can be contrasted with Tables 4 and 5 where the required
instruction in most subjects is distributed among several competency domains or curriculum
components. Tables 4, 5 and 6 reflect the fact that, consistent with Proposition 2 above, all three
competency depictions result in the same course-weeks of required instruction in the same
subjects.
As described in Section 5 below we are refining 120 normed core topics to specify the
subject matter that could be taught in the 120 course-weeks of instruction to meet these
competency requirements.
Implicit in the methodology we use to compare the subject matter taught in different
programs is the assumption that all the subject matter taught in a course that we assign to a
subject is pertinent to the competencies that we assign to the subject. For example, the required
competency of project management is assumed to be taught in at least one of the courses
assigned to Analytic Methods. Although we identify finer-grained, topic-level, subject-matter
requirements in our specification of normed core topics, we cannot apply topic-level analysis to
programs where we do not have access to syllabus-level information on course content. Our
competency gap analysis described in Section 6 therefore relies on the assignments of whole
courses to subjects.
Despite some limitations, we think that this mapping exercise builds a more robust
bridge between programmatic content and achieved competencies. But knowing what to teach
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does not immediately translate into knowing what is learned. The next section takes up this
issue.

4. Learning outcomes, subject-matter content, competencies and assessment
Attention to learning outcomes has increased rapidly over the past 15 years. Though
apparently a simple concept, it has spawned a complex terminology that includes competencies,
learning outcomes, expectations, capacities, attributes, descriptors, standards, and more that are
often entwined and can be conflicting (Allais, 2010; European Centre for the Development of
Vocational Training, 2008; Sadler, 2013). For clarity in this paper, however, there are two types
of expectations commonly employed: “competencies” and “learning outcomes.”
Competencies are broad cumulative statements “of what a learner knows, understands
and is able to do on completion of a learning process” (European Commission, 2006, p. 16).
Very often they are categories of integrated skills, knowledge and abilities, which group sets of
cognitive and non-cognitive skills that underlie performance (Weinert, 2001). Commonly, four
to eight competencies are established.
Learning outcomes, on the other hand, are “clearly defined and measurable statements
of learning that reflect the scope and depth of performance; what a learner is expected to know,
understand and be able to demonstrate after completion of a process of learning” (Lennon et al.,
2014, p. 47). In the most technical sense, learning outcomes are action-oriented measurable
knowledge, skills, and abilities that form the basis of the competencies.
The literature often uses the terms “graduate capacities” or “attributes” interchangeably
with learning outcomes, but the intent is the same. The term “learning objective” is also used in
13

place of learning outcomes or competencies (Johnstone & Nodine, 2014). Teichler and
Shomburg (2013) assert that the term “learning objectives” is used more commonly and for the
same purpose as learning outcomes. While they are arguably distinct (in that the former are
short term and explicit to the content, whereas the latter deal with long-term “above content”
acquisition of knowledge, skills, and abilities) (University of Toronto, 2014), the Atlas project
uses learning outcomes to identify content knowledge as well as skills and abilities.
Using an example from Ontario, Table 7 shows how each of these three types of learning
outcomes are employed in the area of communication in an honours undergraduate degree
program. The first column is an example of a competency taken from the provincial
qualification framework (this is the only statement on the expectation of communication skills
at the undergraduate level). The second column provides an example of a learning outcome
focused specifically on writing skills from the Ontario Tuning project (Lennon et al., 2014 p. 16).
It is one of six learning outcomes in the area of communication. The final column is an example
of a learning objective from an Engineering course syllabus (Lennon et al., 2014, pp 32-33). That
learning objective is linked to specific assignments where content is discussed, other learning
outcomes are addressed, and a grading rubric is provided. We can see that, while similar, there
is a sliding scale of specificity and ability to concretely assess students. Table 8 demonstrates the
hierarchy of specificity we have established in the Atlas.
Beyond the two types of expectations, the focus and level of learning outcomes also vary
(see Table 9). The focus of learning outcomes can be targeted at credential levels, such as
diploma, undergraduate or graduate degrees; they can be discipline or program specific; or they
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can articulate generic skills of problem solving, critical thinking and communication that
underlie all programming.
Miller and Leskes (2005) note that learning outcomes assessments can occur at various
levels. Adopting this notion of “levels,” learning outcomes – regardless of the assessment
component – can be set at international or regional levels to reflect commonalities; made explicit
for a nation or jurisdiction in order to reflect norms; fixed for an institution in order to reflect
priorities; utilised in programs to highlight purpose; or attached to a student either during one
course or across many to indicate achievements. By going across the type, focus and level (in
Table 9), the cells of each row can be mapped to every cell in the other rows allowing for over
one hundred possible types of expectations.
Some Australian MPP and MPA programs now specify learning outcomes at both the
degree and the course level.5 In the Atlas project we have developed learning outcomes at three
levels (Table 8), namely for each of the seven core competencies; for each of the sixteen core
subjects; and for each of the 120 core topics (on core topics, see Figure 1).
Learning outcomes are only statements of expectations (Rauhvargers, 2009). They must
be embedded into regulation and quality assurance regimes, institutional organisations,
programming and curriculum design for there to be any impact. Importantly, they must also be

5

Examples from the Australian National University and from the University of Melbourne can be found

on the Atlas at http://portal.publicpolicy.utoronto.ca/en/Competencies/ANULearningOutcomes/
Pages/default.aspx and http://portal.publicpolicy.utoronto.ca/EN/COMPETENCIES/
MELBOURNELEARNINGOUTCOMES/Pages/default.aspx.
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assessed to ensure that expectations are being met and the learning goals are being achieved
(Young, 2007). Otherwise learning outcomes are words that express desires rather than
providing real information about student capacities, program effectiveness, institutional
management or system success: the assessment component is critical to know if the goals have
been achieved.
Higher education learning outcomes initiatives can therefore be grouped into the three
primary areas of work:
1. Articulation: Processes of developing learning outcome statements;
2. Incorporation: Processes of integrating learning outcomes into systems, institutions,
programs, course curriculum, etc.; and,
3. Measurement: Processes of assessing student achievement of learning outcomes.
The first step of articulating learning outcomes is well advanced in some jurisdictions.
Coming to agreement on expectations is not particularly difficult (Blömeke, ZlatkinTroitschanskaia, Kuhn, & Fege, 2013; Lennon et al., 2014), but can be a lengthy process.
Accuracy and clarity are very important in this articulation stage as uptake can be hindered if
there is definitional confusion (European Commission, 2012, p. 52). While expectations can be
established at any number of “levels” (student, program, institution, etc. as set out in Table 9)
and can be a top-down (from academic administrators) or bottom up (from faculty) exercise.
“Tuning” projects are a common way learning outcomes are being established. Initiated
in Europe in the early 2000s, “Tuning” is a bottom-up process of establishing discipline or
subject area learning outcomes in collaboration with faculty members, students, and employers
16

(Wagenaar, 2013). Tuning has had wide international uptake: 19 Latin American countries, 7 US
states, Australia, Russia, Africa and Ontario have all undertaken Tuning projects. Each
jurisdiction has adapted the process framework to suit its own purposes, but the fundamental
notion of academics and experts collaborating on suitable learning outcomes that complement
and support the existing, or developing, regulatory frameworks is widespread (Norrie &
Lennon, 2013).
Incorporating learning outcomes requires curriculum mapping to ensure students are
provided with the opportunity to engage with each of the learning outcomes. This mapping,
though simple in concept, proves to be a challenge for many institutions and programs and
there have been a number of models of best practice put forth. For example, the Ontario Tuning
project presents a detailed implementation plan for an institution from top to bottom (Lennon et
al., 2014), and Lennon and Frank (2014) describe how learning outcomes can be incorporated
into a specific program and course curriculum.
The measurement of learning outcomes is perhaps the most critical aspect of the policy
initiatives. Unless it is possible to determine that a student has actually achieved the
expectations, the existence of statements or curriculum redesign does not actually indicate
success or help to demonstrate educational quality. There are three primary ways in which
student learning can be evaluated: in the classroom; through large-scale assessments; and,
through the demonstration of achievement.
Assessment activities in the classroom are by far the most common activity in learning
outcomes initiatives. Authentic, embedded assessments are argued to be the most promising
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learning outcomes assessment mechanisms (Banta, Griffin, Flateby, & Kahn, 2009; Miller &
Leskes, 2005) as they are directly related to the educational program and support formative
learning, and are aligned with realistic disciplinary activities. Embedded assessments are also a
way to assess student learning outcomes (such as team work) that are not amenable to
assessment through standardized measurement techniques.
An important aspect of assessing individual students in courses is determining
appropriate and transparent means to judge the work/activity relative to the achievement of a
learning outcome. Assessment rubrics, for example, provide a means to assess the quality of
authentic student work relative to stated outcomes in a transparent manner.6 Other activities
supporting authentic evaluations include collaborating on question banks so that shared
assignments and assessments can be used to compare student achievement through authentic,
embedded means.
Another direct measure of student learning outcomes can be found in standardized
performance tests. Standardized assessments make learning outcomes achievement comparable
in a way that is more transparent than embedded assessments. They provide a snapshot of
achievement abilities and provide useful information about individual students across courses,
and also provide program and institutional data for comparative assessment. Many
jurisdictions employ some form of large-scale assessment, some of which are a component of

6

See https://www.aacu.org/value/rubrics for examples.
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graduation requirements (Kuhn & Zlatkin-Troitschanskaia, 2011, p. 16; Ewell, 2009, p. 18;
Lennon, 2010, pp. 16-20).
The third area which is garnering interest is in demonstrating achievement of learning
outcomes in a meaningful way; essentially translating education into understandable
components through badges (Goodrich, 2011), e-portfolios (Chambers and Wickersham, 2007),
or competency transcripts (Fain, 2013). These provide a means to demonstrate mastery through
cumulative learning outcome identifiers.
Badges and e-portfolios are useful ways for students to signal their abilities to employers
after graduation. A badge can indicate successful achievement of a learning outcome by
indicating mastery of a skill. Portfolios can be used as a means for formative assessment, to
provide examples of achievement of learning outcomes through course work, or can be assessed
as part of a capstone course or assignment for summative assessment, with completion
recorded on a transcript. Both of these activities are also useful ways for “attainment of the
acquisition of skills such as collaboration, teamwork, leadership, and other 21st century skills”
which are not easily identifiable in traditional transcripts (Goodrich, 2011). These activities can
highlight student abilities and help translate academic achievements into a format that
employers can understand. While they are not necessarily direct measures of success, they are
indications of achievement.

5. Normed topics, learning outcomes and associated concepts
In our discipline-specific work in MPP/MPA programs, for each of the 120 core topics
listed in Figure 1, we have created a page on the Atlas that includes a short topic description, a
19

topic-level learning outcome, a list of core concepts associated with the topic, recommended
readings from MPP/MPA syllabi, and possible assessment questions (see Figure 2 for an
example).
In Table 10 we list the core topics and learning outcomes for one of the core subjects,
Economic Analysis. We see that the 12 core topics in this core subject make reference to over one
hundred core concepts, an average of ten per topic. Economic analysis is a concept-heavy
subject and this is higher than the average for core topics. We have currently assigned about 700
core concepts among the 120 core topics for an average of 5 to 6 concepts per topic.
Table 8 illustrates the three-level hierarchy we use. Each core competency is addressed
through instruction in one to three core subjects. Each core subject is defined by three to
eighteen core topics. Each core topic relies on one to ten or more core concepts. Whereas each
core subject is exclusive to one of the seven high-level core competencies and each core topic is
exclusive to one of the core subjects, most core concepts are not exclusive to a single core topic.
Nevertheless, to avoid repetition, in our topic definitions we have associated each of the several
hundred core concepts with only one core topic – the one in which, in our view, the concept
plays the most central role.

6. Competency gap analysis and curriculum design options
The identification of the 16 core subjects with numerical course-week requirements
allows us to perform a competency gap analysis on a program. We can calculate the subject-
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matter shortfall in each core subject experienced by a typical student in a program, using a
methodology we call the PEACO Algorithm7 to take account of which courses are required and
which are elective. For example, if a typical student experiences 9 weeks of instruction in
courses that we have assigned to Economic Analysis, the subject-matter shortfall in that subject
would be 12 – 9 = 3 course-weeks; if a program offers no courses that can plausibly be assigned
to Public Financial Management, the program’s subject-matter shortfall in that subject would be
6 – 0 = 6 course-weeks. The results for all programs are displayed on the Atlas Curriculum
Comparison Tables.8 Those for seven selected programs are reproduced on Table 11.
These tables show that even programs that offer courses in virtually all subjects like the
Columbia MPA and the Harvard MPP can have subject-matter shortfalls. This can occur when
there are so many choices for electives that a student selecting electives randomly would likely
not end up with the adequate instruction in all the core subject matter. For other programs with
fewer offerings, there may not be courses on offer that address the required topics.
If the administrators of an MPP or MPA program wished to ensure that students did not
graduate with subject-matter shortfalls, they could select one or more of three strategies to fill
the gaps: 1) convert courses with the requisite topics into required courses; 2) add missing
topics to existing required courses; or 3) develop required modules to address missing topics.

7

See PEACO Algorithm on the Atlas at http://portal.publicpolicy.utoronto.ca/EN/MPPMPAPROGRAMS/

PEACOALGORITHM/Pages/default.aspx.
8

At http://portal.publicpolicy.utoronto.ca/EN/MPPMPAPROGRAMS/

CURRICULUMCOMPARISONTABLES/Pages/default.aspx, accessed 30 April 2015.
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There are myriad ways to combine any collection of topics into coherent study units,
where the units could include a variety of lengths, such as one-semester courses (12 weeks),
half-course modules (6 weeks), or smaller units such as half-modules (3 weeks). For any
particular program, the best set of topic combinations to deliver this 10-course core would
depend on its mission, its faculty resources, and the rest of its curriculum. If a program
designates more than 10 courses as required it would have even more options for allocating the
120 required topics among its required courses.
Table 12 shows two examples of course line-ups that could include all 120 normed core
topics within 10 semester-course-equivalents of instruction. In both examples, the first two
courses are named after core subjects that have 12 normed core topics. Because the two other
core subjects (Policy and Management Analysis; Democratic Institutions and Policy Process)
have 18 normed core topics, choices need to be made on where to deal with the 6 topics that
cannot be fitted into a regular 12-week course. In Example A, 6 topics from Policy and
Management Analysis are combined with the 6 from Analytic Methods to form a course that we
have called Strategic Decision-making; 6 topics from Democratic Institutions and Policy Process
are combined with 6 from Ethics, Rights and Accountability to form a course called Ethics and
Governance. In Example B, 6 topics from Policy and Management Analysis are combined with 6
from Democratic Institutions and Policy Process to form a course called Strategy and
Governance; 6 topics from Analytic Methods are combined with the 6 from Ethics, Rights and
Accountability to form a course called Ethics and Decision Sciences.
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Normed core topics from other subjects can be combined in various ways to create 12week courses. In both examples in Table 12, the 9 topics in Leadership Skills are combined with
3 in Communications Skills to form a one-semester course. For other subjects where normed
core topics have relatively little in common the topic collections are probably best considered to
be separate units, even if the units are combined into a 12-week course. For example, if a course
called Financial, Personnel and Information Management included the 6 normed core topics in
Public Financial Management and the 3 normed core topics each in Human Resource
Management, and Information and Technology Management the course could easily be taught
as three separate parts, perhaps with different instructors for each part.
In a similar vein, disparate topics could be grouped into courses as illustrated in
Example B, where the three courses/modules in Example A are taught in a 12-week course
named Socioeconomic, Global and Environmental Context.

7. Caveats and conclusions
The Atlas of Public Policy and Management has an ambitious and provocative set of
goals. This paper has outlined a methodology to map the detailed subject-matter content of
MPP and MPA courses against the high-level competency standards promulgated by NASPAA
and UNDESA/IASIA, and how these can be used to calculate subject-matter shortfalls in public
affairs programs. The calculations for the 112 programs in our sample indicate that, although all
programs have some estimated shortfalls, the shortfalls range from rather low (less than 24
course-weeks) to very substantial (60 or more course-weeks).
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These calculations are, of course, subject to a number of caveats and cautions. If program
administrators are to take seriously our calculations of subject-matter shortfalls, they would
need positive answers to the following three questions:
1.

Are the NASPAA and/or UNDESA/IASIA standards worth making an effort to
meet?

2.

Do the 120 normed core topics provide a reasonable depiction of the subject matter
that needs to be mastered to satisfy the NASPAA and/or UNDESA/IASIA
standards?

3.

Does the methodology used in the gap analysis provide a reasonable estimate of
actual subject-matter shortfalls?

Our first caveat is that the NASPAA and/or UNDESA/IASIA standards are not
necessarily the last word on what constitutes the core competencies for an MPP, MPA or similar
degree. Some program directors might think that these standards are becoming a little dated
(having been enunciated in 2009 and 2008 respectively). Others might think that they are more
applicable to a public administration program than a public policy program. Indeed, many
universities offering the MPP degree appear to have made the decision not to offer courses in
human resources management or in information and technology management. Such programs
would necessarily have subject-matter shortfalls in such areas. And it is important to note that
of the 112 programs in our sample, only 68 lead to a degree with the designation of MPP or
MPA. The academic administrators of least a portion of the other 44 might believe that the
NASPAA and/or UNDESA/IASIA should not strictly apply to their programs.
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Our second caveat is that the derivation of the 120 normed core topics includes several
simplifying assumptions and a degree of subjective judgment. Perhaps the most contestable
simplifying assumption is that the instructional subject matter can be added in a linear fashion,
topic by topic. In reality, learning and competency accumulation are complex phenomena
where pace and effectiveness are determined by more than simply the subject-matter content of
syllabi. A related simplifying assumption is that the learning of the core competencies is
associated with the instruction that takes place in formal classes. In reality, some subjects,
particularly leadership skills and communication skills, could rely on substantial competency
development and subject-matter learning in co-curricular activities. Both these simplifying
assumptions underscore the importance of refining the specification of learning outcomes and
assessment techniques so that competency development and subject-matter learning can be
assessed without assuming that the learning takes place in a particular course.
Another assumption used in the derivation of the 120 normed core topics is that noted in
the third Proposition of Section 3 above, namely that “The economics and quantitative analysis
competencies for both standards (reflected, for example, in NASPAA’s “Analytical tools for
collecting, analyzing, presenting, and interpreting data,” and in UNDESA/IASIA’s “Policy and
program formulation, analysis, implementation and evaluation” as well as “management of
economic development” and “institutional and developmental economics”) can be met with a
combination of one full-semester course (12 course-weeks of instruction) in each of Economic
Analysis and Quantitative Methods plus 6 course-weeks of instruction in Macroeconomic
Policy.” Some program directors, particularly those with more management-oriented curricula
with less mathematical and economics content, may question whether this much economics and
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statistics is necessary to satisfy the NASPAA or UNDESA/IASIA standards. This is a good
debate to have and we hope that our identification of detailed learning outcomes, along with
the relevant core concepts and assessment questions can help.9
Our third caveat relates to the nature of the course-level analysis used to generate the
subject-matter shortfalls. One implicit assumption is that all the content in the course is relevant
to the single subject to which the course is assigned. Another is that the probability of a typical
student taking any elective course equal to the number electives taken divided by the number of
electives offered. It must also be remembered that the calculations for the typical student do not
apply to all students, so even where no shortfall is calculated some students may not receive the
core instruction. Conversely, where a shortfall is calculated for the typical student, the students
who take the requisite course could avoid the shortfall. We would respond to these concerns by
noting that the gap analysis is intended to be indicative. Where it raises potential gaps, a
program director with access to detailed information on course instruction could take the next
step and conduct a more fine-grained analysis by looking at which students experience what
topics of instruction.10

9

For example, referring to the first core topic on Table 9, is it reasonable to expect every MPA graduate to

understand the monotonic property of technology and be able to apply Jensen’s Theory of the Firm?
10

Such an examination should also address the question of whether the average student in MPP and

MPA programs devotes sufficient effort to their studies to acquire the knowledge and competencies
implied by the NASPAA and UNDESA/IASIA standards. Our elaboration of the 120 normed core topics
illustrates just how much material a student would have to absorb. We think that for a student with
average preparation and ability it would require the full 10 hours of instruction and study that we
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These caveats notwithstanding, we believe that the work described in this paper
provides useful tools to determine whether programs are giving students the curriculum that
supports the learning outcomes generally expected of MPP and MPA programs. We have
shown how the subject-matter content of MPP and MPA courses can be mapped against the
high-level competency standards promulgated by NASPAA and UNDESA/IASIA, and how this
this task is facilitated by using seven MPP/MPA Core Competencies derived from a
combination of the NASPAA and UNDESA/IASIA standards and the published syllabi for core
courses in well-established MPP and MPA programs.
We have shown how the mapping exercise implies that it should be possible to meet the
competency standards with 120 course-weeks of instruction, where a course-week is taken to be
10 hours of in-class and outside-class study. As part of the mapping exercise, we have generated
120 normed core topics, each with a topic description, a learning outcome, a list of essential
concepts, a reading list, and assessment questions. Each core topic is designed to be taught in
one course-week. We believe that these 120 core topics and their associated 700-odd identified
core concepts provide a workable definition of the core curricular content of MPP and MPA
programs.
This means that if curriculum reviewers have access to course syllabi that indicate the
subject-matter covered each week, they can now compare the subject matter instruction
received by a typical student in their program with the 120 topics that we believe are needed to

assume constitutes one course-week. In other words, a full 1,200 hours of instruction and study in the
core subject matter are needed to attain the core competencies.
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meet the NASPAA and UNDESA/IASIA standards. Furthermore, even in the absence of
detailed syllabi, we have shown how subject-matter shortfalls can be estimated from courselevel summaries.
Finally, we have shown that it is possible to specify learning outcomes with assessment
questions for each of the 120 core topics that we suggest constitute the core MPP/MPA
curriculum.
We believe the multi-year project described in this paper has now reached the “proof of
concept” stage. To this point we have not tried to engage our faculty colleagues in deep
discussions about the subject matter of their courses or the learning outcomes they hope to
achieve. We have built our analysis on published competency standards and publicly available
syllabi, and relied on our own judgment, and that of a number of very able research assistants
currently taking MPP/MPA courses at Canadian universities, to interpret these standards and
syllabi.
We believe the material on the Atlas has now reached the stage where a group of
scholars along the lines of the committees who developed the NASPAA and UNDESA/IASIA
standards could generate a credible set of one hundred or so core topics and learning outcomes
for MPP and MPA programs around the world. If such an exercise were undertaken with the
goal of refining the list of core topics in Figure 1, and refining the supporting materials for each
topic along the lines of Figure 2, we believe the product could be used to answer to the question
− to the satisfaction of practitioners, scholars and students alike − of whether students in public
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affairs programs are likely to graduate with the knowledge, skills and competencies expected of
holders of MPP, MPA and similarly named degrees.
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Table 1: Working papers from the Pedagogy of Governance project
(with links to pdf copies on the Atlas website)
1.

Academic Respectability Meets Professional Utility: Canadian MPA/MPP Programs
and Professional Competencies, Clark and Pal, 21 Nov 2011

2.

Where the Streets Have No Name: Mapping the Discipline of Public Management,
Clark and Pal, 17 April 2013

3.

Here be Dragons: Taxonomies of Public Policy and Management used in Recent
Handbooks, Encyclopedias and Dictionaries, Clark and Pal, 24 January 2014

4.

The New World of Standards in Public Management Pedagogy: Comparing Universal
Accreditation Competencies with the Actual Content of MPP and MPA Programs,
Clark and Pal, April 2014

5.

What are the core curricular components of Master’s-level public management
education and how is learning within them assessed? Clark, Eisen and Pal, 21 May 2014

6.

Normed Core Topics: A method of adding granularity to required competency
standards in MPP and MPA programs. Clark, Eisen and Pal, 1 Nov 2014
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Table 2: Estimated number of course-weeks of study needed to master
each competency example in the NASPAA competency domains

Table 3: Estimated number of course-weeks of study needed to master
each subcomponent in the UNDESA/IASIA curriculum components
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Table 4. Summary data for course-weeks of study needed to master
each competency example in the NASPAA competency domains
Domain with Examples
1. Leading and managing in public governance
1.1 Apply public management models and organization theory
1.2 Appraise organizational environment
1.3 Lead, manage, and serve a diverse workplace and citizenry
1.4 Lead and manage people
1.5 Manage projects
1.6 Manage information and networks
1.7 Manage contracts and public-private partnerships
1.8 Resolve conflict and negotiate
1.9 Understand relationship between policy and implementation
Domain Total
2. Participating in and contributing to the policy process
2.1 Apply techniques for program evaluation and forecasting
2.2 Describe and work within inst'l, structural, and political contexts of policy making
2.3 Describe and execute the policymaking process
2.4 Incorporate int groups, exec-leg relationships … media in policy process
2.5 Prepare a budget
2.6 Recognize the social construction of problems
Domain Total
3. Analyzing, synthesizing, thinking critically, solving problems, making decisions
3.1 Measuring and improving human performance
3.2 Analytical tools for collecting, analyzing, presenting, and interpreting data
3.3 Alternative sources of funding
3.4 Plan strategy
3.5 Understand and apply the legal context
3.6 Understand and apply theories of decision-making and models
Domain Total
4. Incorporating public values into decisions
4.1 Apply concepts of social equity
4.2 Behave ethically
4.3 Behave in a fair and ethical manner toward others
4.4 Distinguish short- from long-term fiscal consequences of decisions
4.5 Exercise ethical responsibility in research and making decisions
4.6 Identify environmental impacts
4.7 Understand and apply criteria appropriate to public affairs, admin, and policy
Domain Total
5. Communicating and interacting productively
5.1 Written communication
5.2 Oral communication
5.3 Demonstrate flexibility
5.4 Demonstrate self-knowledge
5.5 Sensitivity to diversity
5.6 Facilitation
5.7 Negotiation
5.8 Relate to stakeholders
5.9 Work in teams
Domain Total
Five-Domain Totals

CourseWeeks
5
2
1
3
2
3
1
2
2
21
4
8
3
5
4
3
27
3
32
1
3
3
3
45
1
1
1
2
1
3
7
16
1
2
1
1
2
1
1
1
1
11
120
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Table 5. Summary data for course-weeks of study needed to master each subcomponent in the
UNDESA/IASIA curriculum components (continued next page)
Component with Subcomponents
1. Management of Public Service Organizations
1.1 Human resource management
1.2 Budgeting and financial processes
1.3 Information mgt, new technology applications, and policy
1.4 Administrative and constitutional law
1.5 Effective communication
1.6 Organization and management concepts and behavior
1.7 Not for profit and private sector relationships and grant mgt
Component Total
2. Improvement of Public Sector Processes
2.1 Development of high performing organizations
2.2 Management of networks and partnerships
2.3 The delivery of public goods and services
2.4 Management of projects and contracts
2.5 Supporting workforce diversity
2.6 Motivation and design of public sector organizations
Component Total
3. Leadership Skills in the Public Sector
3.1 Creative and innovative problem solving
3.2 Leading institutional and organizational transformation
3.3 Conflict prevention and resolution strategies
3.4 Promoting equity in service delivery
3.5 Developing approaches to poverty alleviation
3.6 Promoting democratic institutional development
3.7 Public sector ethics
Component Totals
4. Application of Quant and Qualitative Techniques of Analysis
4.1 Institutional and developmental economics
4.2 Pol and prog formulation, analysis, impl’tion and evaluation
4.3 Decision-making and problem-solving
4.4 Strategic planning
Component Total
5. Understanding Pub Pol and the Organizational Environment
5.1 Political and legal institutions and processes
5.2 Economic and social institutions and processes
5.3 Historical and cultural context
5.4 The management of economic development
5.5 The implications of the “third party government”
5.6 Acknowledging and reconciling cultural diversity
Component Total

CourseWeeks
1
5
2
3
2
4
1
18
5
2
2
3
1
3
16
5
3
1
1
3
1
1
15
4
25
4
1
34
5
3
1
3
1
1
14
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Table 5 (continued). Summary data for course-weeks of study needed to master
each subcomponent in the UNDESA/IASIA curriculum components (continued from previous page)
Component with Subcomponents
6. Public Sector Ethos
6.1 Democratic values
6.2 Respect for individual and basic human rights
6.3 Social equity and the equitable dist’n of goods and services
6.4 Social and cultural diversity
6.5 Transparency and accountability
6.6 Sustainable development
6.7 Organizational justice and fairness
6.8 Recognition of global interdependence
6.9 Civic engagement
Component Total
7. Public Sector Skills
7.1 Analytical and critical thinking
7.2 Dealing with complexity
7.3 Flexibility
7.4 Dealing with uncertainty and ambiguity
7.5 Operating in a political environment
7.6 Building high performing organizations
7.7 Involving other groups and inst’s in society to realize pol goals
7.8 Life time learning
7.9 Applying life experiences to academic and training activities
Component Total
8. Public Sector Nature
8.1 Internationalization and globalization
8.2 The balance between centralization and decentralization
8.3 Impact of multinational organizations and agreements
8.4 Weakening of the state (the influence of cutbacks and NPM)
8.5 New modes of communication and their impact
8.6 Collaborative governance
Component Total
All-Component Totals

CourseWeeks
2
1
1
1
1
3
1
1
1
12
D
D
1
4
2
D
1
D
D
8
D
1
1
1
1
D
4
120
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Table 6: Estimated number of course-weeks of instruction (and thus normed core topics)
needed to master each MPP/MPA core competency
MPP/MPA Core Competency

Core Subjects
1

2

3

1. Policy and Management Analysis

4

5

6

CourseWeeks

Course
Equivs.

18

1.5

7

18

2. Economic Analysis

12

12

1

3. Quantitative Methods

12

12

1

6

0.5

4. Analytic Methods

6

5. Leadership Skills

9

9

0.75

6. Communication Skills

3

3

0.25

18

1.5

6

0.5

6

0.5

3

0.25

6

0.50

6

0.50

3

3

0.25

3

3

0.25

6

0.50

7. Democratic Institutions and Policy Process

18

8. Socioeconomic and Political Context

6

9. Ethics, Rights and Accountability

6

10. Global Context

3

11. Public Financial Management

6

12. Evaluation and Performance Measurement

6

13. Human Resource Management
14. Information and Technology Management
15. Macroeconomic Policy

6

16. Environment

3

3

0.25

Course-Weeks Needed for Core Competencies

30

12

12

18

24

12

12

120

10

Course Equivalents (at 12 weeks per course)

2.5

1.0

1.0

1.5

2.0

1.0

1.0

10

Number Key for MPP/MPA Core Competencies
1. Applying Economics and Statistics Concepts
5. Understanding Institutions and Processes, and Acting Ethically
2. Applying Analytic Methods and Evaluation Concepts
6. Managing Financial, Human and Information Resources
3. Understanding Socioeconomic, Political and Global Contexts 7. Leading and Communicating
4. Applying Policy and Management Analysis Concepts

Table 7: Examples of expectation types
(Ontario undergraduate degree level)
Competency

Learning Outcome

The ability to communicate
information, arguments and
analysis accurately and reliably,
orally and in writing, to
specialist and non-specialist
audiences using structured and
coherent arguments, and,
where appropriate, informed by
key concepts and techniques of
the discipline.

Write concise, accurate and
grammatically correct materials
that draw on scholarly sources,
appropriate for audience needs

Learning Objective
Effectively communicate in a
written document following a
prescribed format and using
standard grammar and
mechanics.
Students are graded on English
mechanics and report
formatting
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Table 8: Learning outcomes for the MPP/MPA core competencies
Core Competency
1. Applying Economics and
Statistics Concepts to Public
Policy and Management
Problem
(30 topics)

2. Applying Analytic
Methods and Evaluation
Concepts to Public Policy
and Management Problems
(12 topics)

3. Understanding the
Socioeconomic, Political and
Global Contexts of Public
Policy and Management
(12 topics)

4. Applying Policy and
Management Analysis
Concepts to Public Policy
and Management Problems
(18 topics)
5. Understanding
Democratic Institutions and
Processes, and Acting
Ethically
(24 topics)

Learning Outcomes for the Core Subjects associated with the Core Competency
(note that most of the 120 normed topics are also referenced in the parentheses)
a. Appropriately utilize and interpret results of the application of microeconomic concepts to the
analysis of public policy and management (including concepts associated with the theory of the
firm, consumer theory, externalities, public goods and commons problems, market failure and
optimal intervention, monopoly and oligopoly, signaling, game theory, taxes and transfers, trade,
welfare economics, and supply and demand).
b. Appropriately utilize and interpret results of the application of macroeconomic policy concepts
to the analysis of public policy and management (including concepts associated with appropriate
revenue and expenditure systems; government deficits, debt, and fiscal consolidation; fiscal
stabilization policy; monetary policy; the economics of taxation; and tax incentives, compliance,
and enforcement).
c. Appropriately utilize and interpret results of the application of quantitative methods concepts to
the analysis of public policy and management (including concepts associated with descriptive
statistics, looking at data, probability concepts, sampling, confidence intervals and hypothesis
testing, simple regression, multivariate analysis, omitted variable bias, randomized trials, research
design, ethical issues in research, and panel data).
a. Appropriately utilize and interpret results of the application of analytic methods concepts to the
analysis of public policy and management (including concepts associated with decision analysis,
agency theory, cost-benefit analysis, project management, risk management, and ethical research
design).
b. Appropriately utilize and interpret results of the application of evaluation concepts to the
analysis of public policy and management (including concepts associated with evaluation purposes
and types, the identification problem, the confounding effects of unobserved factors, sensitivity
analysis, data collection strategies, and performance measurement and performance
management).
a. A basic understanding of the socioeconomic and political context in which public policy and
management is conducted (including facts and concepts associated with indigenous peoples, the
immigrant society, the impact on decision making of gender and other group identities, inequality,
family structure and poverty, and education and labour markets).
b. A basic understanding of the international and intergovernmental context in which public policy
and management is conducted (including the implications of globalization for state sovereignty
and democracy, the meaning and implications of national interests, and the relationship between
sub-national states and the national government).
c. A basic understanding of the environmental and sustainability concepts (including those
associated with defining environmental issues, environmental risks and hazards, and regulatory
choices).
a. The ability to assess the range of stakeholders and partners involved in decision-making, their
interests and positions, and manage their interaction in the decision-making process; assess and
interpret evaluation results for programs and apply their lessons to program design and reform by
applying the basic tools of policy and management analysis, including policy analysis,
implementation planning, organizational behaviour, managing conflict, implementing through
markets, and multi-level governance.
a. A basic understanding of the political institutions in democratic societies (including their
implications for the formulation and implementation of public policy, including the political
context of policy making, the policy cycle, federalism, political and administrative responsibilities,
the international context of domestic institutions, indigenous rights and institutions, executive
leadership in government, Westminster parliamentary systems, courts and judicial review, public
and para-public institutions, institutional designs and paths, New Public Management, public
opinion and policy frames, political parties and elections, framing and agenda setting, and interests
and lobbying).
b. A basic understanding of the principles and implications of ethics, rights and accountability in
public policy and management (including public management ethics, ethics in management,
implementation and accountability, deception and transparency, and distributive justice).
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Core Competency
6. Managing Financial,
Human and Information
Resources in Public and
Nonprofit Institutions
(12 topics)

7. Leading and
Communicating in Public
Policy and Management
(12 topics)

Learning Outcomes for the Core Subjects associated with the Core Competency
(note that most of the 120 normed topics are also referenced in the parentheses)
a. Appropriately utilize and interpret results of the application of financial management tools and
concepts to the analysis of public policy and management (including concepts associated with
accounting, financial statements, planning and budgeting, costing and forecasting, capital
budgeting, risk-based control, and audit and oversight).
b. Appropriately utilize interpret results of the application of human resource management tools
and concepts to public management (including those associated with recruitment and renewal,
evaluating talent, and workplace issues and labour relations)..
c. Appropriately utilize interpret results of the application of information and technology
management tools and concepts to public policy management (including those associated with the
costs and challenges of IT in the public sector, online service delivery, and open government).
a. Appropriately utilize leadership tools and concepts in public management (including those
associated with differences between leadership in public and private organizations, how values
differ, diagnosing the leadership challenge, identifying resources and strategies for leading change,
inspiring and persuading, and negotiating).
b. Appropriately utilize communication tools and concepts in public management (including those
associated with the craft of memo writing, elements of rhetoric, and generating emotional impact
through narrative and storytelling).

Table 9: Type, Focus and Level of Expectations
Type of Expectation

Focus of Expectation

Level of Expectation

Competency

Credential

International/regional

Learning outcome

Sector

National/jurisdictional

Learning objective

Institution

Institutional

Discipline

Program

Program

Student (in course)

Generic Skills

Student (across courses)
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Table 10: Core topics and learning outcomes for the core subject of Economic Analysis
Core topics

Learning outcome, with links to core concepts

Theory of the
Firm

Appropriately utilize and interpret results of applying the theory of the firm to the analysis of public policy and
management problems, including the following concepts: Average Cost, Budget Constraint, Budget Line, Budget Set,
Decreasing Returns to Scale, Demand Function Facing Firm, Diminishing Marginal Product, Discount Rate, Division of
Labour, Economic Rent, Endogenous Variable, Exogenous Variable, Factor Demand Curve, Factors of Production,
Increasing Returns to Scale, Isoquant, Jensen's Theory of the Firm, Monotonic Property of Technology, Quasi-Fixed
Factor of Production, Short Run vs. Long Run, Tech Change, Tech Constraints, Variable Cost, Variable Factor of Prod’n.

Consumer
Theory

Appropriately utilize and interpret results of applying consumer theory to the analysis of public policy and management
problems, including the following concepts: Assumption of Convex Preferences; Assumption of Monotonic
Preferences; Assumption of Transitive Preferences; Budget Constraint; Budget Set; Consumer Optimization Principle;
Consumer's Surplus; Demand Curve; Indifference Curve; Marginal Rate of Substitution; Marginal Utility; Optimal Choice;
Optimization Principle; Reservation Price; Technical Rate of Substitution; Utility.

Externalities

Appropriately utilize and interpret results of applying the lens of externalities to the analysis of public policy and
management problems, including the following concepts: Coase Theorem, Externalities, Opportunity Cost

Public Goods
and Commons
Problems

Appropriately utilize and interpret results of applying the principles of public goods and commons problems to the
analysis of public policy and management problems, including the following concepts: Free Rider, Public Good, Tragedy
of the Commons.

Market Failure
and Optimal
Intervention

Appropriately utilize and interpret results of applying the principles of market failure and optimal intervention to the
analysis of public policy and management problems, including the following concepts: Market Failure; Moral Hazard.

Monopoly,
Oligopoly and
Cournot
Competition

Appropriately utilize and interpret results of applying the principles of monopoly and oligopoly to the analysis of public
policy and management problems, including the following concepts: Cournot Competition Model, Discriminating
Monopolist; Invisible Hand; Monopoly; Natural Monopoly; Oligopoly; Ordinary Monopolist; Perfectly Competitive
Market.

Asymmetric
Information
and Signaling

Appropriately utilize and interpret results of applying the principles of asymmetric information and signalling to the
analysis of public policy and management problems, including the following concepts: Asymmetric Information.

Game Theory

Appropriately utilize and interpret results of applying the principles of asymmetric information and signalling to the
analysis of public policy and management problems, including the following concepts: Game Theory, Dominant
Strategy, Mixed Strategy Game, Nash Equilibrium, Prisoner's Dilemma, Pure Strategy Games, Sub-Game Perfect
Equilibrium.

Taxes and
Lump Sum
Transfers

Appropriately utilize and interpret results of applying the principles of asymmetric information and signalling to the
analysis of public policy and management problems, including the following concepts: Ad Valorem Subsidy; Ad Valorem
Tax; Deadweight Loss of a Tax; Pigouvian Tax.

Trade Theory

Appropriately utilize and interpret results of applying trade theory to the analysis of public policy and management
problems, including the following concepts: Fixed Exchange Rate; Floating Exchange Rate; Net Exports; Open Economy;
Trade Deficit; Trade Surplus; Net Capital Outflow (NCO); Tariff.

Welfare
Economics
and Welfare
Policy

Appropriately utilize and interpret results of applying the principles of welfare economics to the analysis of public policy
and management problems, including the following concepts: Economic Liberalism; Economic Model; Economics; First
Theorem of Welfare Economics; Isowelfare Curve; Kaldor-Hicks Criterion; Microeconomics; Monotonic Transformation;
Pareto Efficient Allocations; Pareto Improvement; Political Economy; Productivity; Rent Control; Rent-Seeking; Second
Theorem of Welfare Economics; Social Welfare Function; Utility; Utility Function.

Supply and
Demand

Appropriately utilize and interpret results of applying to the analysis of public policy and management problems the
basic principles of supply and demand, including following concepts: Net Demand; Demand Curve; Diminishing
Marginal Rate of Substitution; Diminishing Technical Rate of Substitution; Engel Curve; Equilibrium Principle; Extensive
Margin; Giffen Good; Income Elasticity of Demand; Income Offer Curve; Indifference Curve; Inferior Good; Inverse
Demand Function; Law of Demand; Luxury Good; Market Demand Curve; Necessary Good; Normal Good; Ordinary
Good; Perfect Complements; Perfect Substitutes; Short Run Industry Supply.
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Table 11: PEACO11 calculations and competency gap analysis for seven programs
Columbia

Harvard

Kansas

Syracuse

Oxford

Carleton

Toronto

MPA

MPP

MPA-C

MPA

MPP

MAPA

MPP

18.0

18.0

14.3

13.0

13.0

15.0

18.0

Math-Economics Subjects (EA, QM, Macro, Fin Markets)

22.9%

27.7%

16.3%

24.5%

10.3%

23.4%

21.4%

Policy-Oriented Subjects

75.1%

63.7%

47.9%

60.8%

62.2%

76.4%

70.3%

Management-Oriented Subjects

24.9%

36.3%

52.1%

39.2%

37.8%

23.6%

29.7%

Analysis and Skill Subjects

41.3%

50.8%

36.4%

58.5%

53.8%

34.6%

27.1%

- Policy and Management Analysis

3.4%

13.0%

16.5%

8.2%

7.7%

11.2%

10.9%

- Economic Analysis

11.8%

13.8%

0.0%

7.7%

7.7%

6.7%

6.7%

- Quantitative and Analytic Methods

9.0%

14.7%

12.3%

25.4%

7.7%

16.7%

8.1%

- Leadership and Communication Skills

17.1%

9.3%

7.6%

17.2%

30.8%

0.0%

1.4%

13.9%

23.1%

21.5%

12.8%

15.4%

20.1%

36.2%

- Democratic Institutions and Policy Process

8.0%

9.4%

11.5%

9.1%

7.7%

7.8%

13.3%

- Ethics, Rights and Accountability

1.7%

6.6%

8.5%

0.5%

0.0%

1.1%

8.1%

- Socioeconomic, Political, and Global Contexts

4.2%

7.1%

1.5%

3.3%

7.7%

11.2%

14.8%

Management Function Subjects

7.8%

5.0%

27.0%

12.8%

12.8%

10.2%

8.1%

- Public Financial Management

1.8%

1.6%

8.5%

10.0%

5.1%

2.3%

1.4%

- Evaluation and Performance Measurement

5.0%

0.5%

7.7%

0.0%

7.7%

1.1%

6.7%

- Other Management Functions

0.9%

2.9%

10.8%

2.8%

0.0%

6.8%

0.0%

37.0%

21.0%

15.0%

15.9%

17.9%

35.0%

28.6%

- Macroeconomic Policy

0.5%

1.6%

7.0%

0.9%

2.6%

7.8%

6.7%

- International Development

8.2%

4.0%

0.0%

3.7%

1.3%

4.5%

5.5%

- Health

0.0%

2.2%

2.0%

1.4%

5.1%

3.4%

4.2%

- Other Policy Sectors

28.3%

13.2%

6.1%

9.8%

9.0%

19.3%

12.3%

100%

100%

100%

100%

100%

100%

100%

Number of Courses Required for Graduation

Institutions and Context Subjects

Policy Sector Subjects

Total

11

See PEACO Algorithm on the Atlas at http://portal.publicpolicy.utoronto.ca/EN/MPPMPAPROGRAMS/

PEACOALGORITHM/Pages/default.aspx.
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Columbia

Harvard

Kansas

Syracuse

Oxford

Carleton

Toronto

MPA

MPP

MPA-C

MPA

MPP

MAPA

MPP

117

170

144

119

104

129

174

- Policy and Mgt Analysis (CCR = 18 course-weeks)

-11

10

10

-5

-6

2

6

- Economic Analysis (CCR = 12)

13

18

-12

0

0

0

2

- Quantitative and Analytic Methods (CCR = 12)

1

13

4

13

-12

2

5

- Analytic Methods (CCR = 6)

1

1

-1

9

6

10

-6

- Leadership Skills (CCR = 9)

-4

5

-6

3

3

-9

-6

- Communication Skills (CCR = 3 courses)

1

3

-3

-2

3

-3

-3

- Democratic Institutions and Policy Process (CCR = 18)

-1

2

2

-4

-6

-4

11

- Ethics, Rights and Accountability (CCR = 6 courses)

-2

8

9

-5

-6

-4

11

- Socioeconomic and Political Context (CCR = 6)

-4

0

-5

-6

6

8

8

- Global Context (CCR = 3)

4

6

-2

2

-3

3

14

- Public Financial Management (CCR = 6)

-2

-2

9

10

2

-2

-3

- Evaluation and Performance Measurement (CCR = 6)

5

-5

7

-6

6

-4

8

- Human Resource Management (CCR = 3)

-2

-3

10

-2

-3

-1

-3

- Information and Technology Management (CCR = 3)

-3

-2

-2

-2

-3

-1

-3

- Macroeconomic Policy (CCR = 6)

-5

-2

6

-5

-2

8

8

- Environment and Sustainability (CCR = 3)

5

-2

-3

-1

-1

3

3

-33

-17

-33

-37

-42

-28

-24

Competency Gap Analysis
Course-Weeks in Core Subjects taken by Typical Student
Surplus or Shortfall Relative to Core Competency Reqs

Subject-Matter Shortfall for Typical Student (Sum of
Shortfalls)
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Table 12: Examples of how the “10-course core” of 120 normed core topics
could be aggregated into one-semester courses and half-course modules
Example A
(some courses combine subjects within a domain)
Economic Analysis
Quantitative Methods
Strategy and Implementation
Institutions and Process
Strategic Decision-making
Ethics and Governance
Leadership and Communications
Program Evaluation Module (0.5)
Public Financial Management Module (0.5)
Macroeconomic Policy Module (0.5)
Human Resources Management Half-module (0.25)
Information Management Half-module (0.25)
Socio-economic Issues Module (0.5)
Environmental Sustainability Half-module (0.25)
Global Context Half-module (0.25)

Example B
(some courses combine subjects across domains)
Economic Analysis
Quantitative Methods
Strategy and Implementation
Institutions and Process
Strategy and Governance
Ethics and Decision Sciences
Leadership and Communications
Socioeconomic, Global and Environmental Context
Program Evaluation Module (0.5)
Public Financial Management Module (0.5)
Macroeconomic Policy Module (0.5)
Human Resources Management Half-module (0.25)
Information Management Half-module (0.25)
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Figure 1: Proposed titles for 120 normed core topics
(numbers in parentheses refer to NASPAA competencies listed in Table 2, reproduced below)
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Figure 2: Example of a normed core topic page on the Atlas
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