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PREFACE

This bodk is a recoxd of the proceedings of the National Conference on
Meeded Research and Development in Precollege Economic Educatfon con-
ducted February 12-14, 1976, in New Orleans, Lowsiana. The conference
was funded by a grant from the Nauonal §cience Foundation and endorsed
by the Amencan Economics Association (AEA) Committee.on Economic
Edugation, the Association for Supervision and Curnculum Development
'(AS D). the Joint Council on Economic Education (JCEE), the National_
Consortium (SSEC). .

We would like to gxpress our appreciation to all the organizations and
individuals who helped make the conference possible. This list includes the
organizations which endorsed the confefence. the adnsory committee which
guided oar work. the participants who made the’ conference a stimulating
intellectual experience..and the National Science Foundation for gtantmg the
funds needed to conduct the conference and publish the proceedmgs

Specnal acknowledgement 1s due to selected individuals who heIped with
different phases of this project. Dr. Charles Fishbaugh, Professor of Economics

.

at the University of New Orleans, was an exc¢llent conference, cgordinatot. 4

Kathy Poole. Admmtstratwe Assistant, Center for Economic Educatton.
Pacific Lutheran University, assumed a large gesponsnbthty in prepanng the
grant request, making preparations for the conference, and produging the
conference proceedings. Cindy Ellis.and C'mdy Win SSEC setretanes pro-
vided the sectetanal skill and sustained patience necessary to see the
proceedmgs through production. Without the services, professional skill, %né
judgment of these people, itis unlikely, that the conference and the publications
would have become a reality. We deeply appreciate théir hefp. * "

'
’

Flnally,. as editors; we wish to acknpwledge that although many people .

helped ug with this project, any err rs are-our sole responsibility. /In like
manner, it,should be understood th the views arid professiond] judgments

. .,expressed 1n this publication are those of the authors amd, ate not the offcml

position of the ed|t0rs or any of the endorsing organtzagon&

Donald'R. Wentworth, Pacific Lutheran Unlversny :
W, Lee Hansen, University of Wisconsin, Madison -t
Sharryl Hawke.-Social Science Educatief Consortium’

ERIC * - oo T oL
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Conference
Overview

Donald R. Wentworth
W. Lee Hansen

BACKGROUND AND PURPOSES

. - '
. During thie 1970s the attention of the Amencan people and their leaders
has focused sharply on prgblems ofthe ¢conomy Rarely in recent history have .
people at all socioeconomic levels witnessed the dramatic influence qf
economic actions- on both personal life-styles and national objectives. The
economy has suffeted from the deepest recession in almost 40 years. expen-’
enced the sharpest inflationary surge in mermory, undergone its only peacetime _
. -experience with wage and price controls, been subjected to the shock of fhe
energy crisis, and left citizens questioning the effectiveness of governyent in
* solving many social and economic problem< For American citizens trying to
understand what is happening in the® economy and to evaluate the vared
proposals for reme’fymg,economlc problems, the period has been tramatic.
" The trauma of Americans trying to deal with economic issues has been
confounded by their, fragmenxary understandmg of how the economic system
» . works. Few people have enough knowledge of economics to give them conﬁ-
ydence that the system-can functipn more cffeun ely. As a result, many people,
convinced that economics 1s an unfathomable subjeu have focused their
attention on other issues. . - i
’ Recent economic events have also forced economists to examine many of
the discipline’s basic assumpnons Long auepted gonclysions about the causes
of inflation, the acceptable level of unemployment the' role of)economlc
growth, the sovereignty of the consumer, and the penormance of the econbmic
system are all being exammed challenged. and reevaluated by economists. ,
leferlng schools of th()ug.ht are emerging and challenging coment{i’onal Wis-
doms of the regent past wem TS

ERI
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This environment ot bew ilderment and ungertainty indicates a need for
educators and economibts to assess the field of economic cduutmn Economic
‘educators have a major responsibihity to inform tije general publu on economic
affairs and to help peaple develop the confidence. knowledge. and skills to
understand economic 1ssues. Because this responsibility canmot be met with
outdated knowledge, materials. and attitudes, protessionals must tahe 1nto
account new knowledge and developments in economics. usetul experiences
gamed from past work in economic -education. and valuable insights from
iarming theory. If econonuc education is to meet the challenge of current
events. the professton must reexamine its objectives and chart new directions
. for future work. " . )

’ ,The 1961 Task Force Report and Its Aftermath - K :

Most of the objectives. phllosoph) and direction of the econgmlc educa~
tion movement stem from Economic Education in the Schools~the 1961 Task
Force Report on Economic Education which was developed and d|s§em|nated
through the cooperation of the Committee for Economic Development, the
American Ecengmics Association. and the Joint Councit on Economic Educa-
. tion The pathbreal\ml. Task Force Report gave focus to precpllege economic

education by 1dentifying a conceptual foundation for the - de\elopment of
curniculum materials. training programs for teachers. dissemination efforts.
: and evaluative research A great flurry of activity resulted. and this has led toa
¢ _ substantial expdnsion of the role of econamic educatiqn tn the nation’s schools
While progress has been made. much remains to be done For a vanety of
reasons. only limited success can be aimed in raising the®ublic's level of
.economic hteracy. particularly among young people who are most likely to be
touched by economic developments ‘

X Several obstacles prevented greater success Firyt., no substantial invest-
ment has been made in developing and, implementing economic-education
matenals.” While many teaching materials have been developed. few have had
widespread implementation. Efforts to introduce ‘more economucs into the

. curniculum have faced stiff competition ffom newly developed curmiculum *

matérials in entrenched subjects and from the introduction of additional sub-

*  jects into an already overcrowded curnculum .
This last competitive force proved tmportant because curriculum de-
__velopment projects 1n economics received almost no funding by the federal
government.“While millions of dollars were spent to develop new cupricula in
anthropology . political science, sociology, and geography. little funding was
commutted to improving economic cumriculum materials Why economics was
not funded by the National Science Foundation {the major contrnibutor to
curnculum development in the 1950s. 60s. and 70s) is not known. However,
the omission left the profession without a well-funded curriculum project to
. sérve as a model and rallying point for'its educational tasks On the other hand.
mathematics. natural science. and other soctal science disciplines have all been

- -
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tremendousy mﬂuenced by the model curricula developed with Natonal

+ Science -Fefindation support. . -
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A second obstacle has been tht failure of teacher education probrams o "

develop economic education competencies in large numbers of beginning
teachers. Economic- education simply has not been given, the same type of
emphasis nore established disciplines ltke hlblOl’)’ and geography have en-
joyed, in part because social science educators have not been knowledgeable
about economics. As a result, feyv beginning teachers are equlpped to teach
economics. Economic education has been forced to try to “‘convert'. exper-
enced teachers to value economic mstrucuon This ls an extren’fely difficult task
of professional socialization. )

Inadequate attenuo.n to raising the public’s general level of economlc
understanding hasbeen a third obstacle. We know that young peoplggam much
“of their knowledge outside school. As long as the level of general économic
understanding remains low, students recewve littlé reinforcement in the

world™* for what thieytearn in school. The only substantial effort to correct thig
situation occurred in the past two years when the business community. finding
itself under heavy attack, initiated an extensive educational effort. While these

private effocts have great potential forincreasing economic understanding, they -
are often viewed 4as biased and self-serving. Moreover, such efforts by their

nature are of short duration. This suggests that we need todevelop a long“range
program of economic education whjch will reach not only younger Americans
attending school but also the larger portion of the population which has already
completed school. .

Given these problems and circumstances, there appeared to be abundant
reasos for holding a national conferenceMo reassess the research and develop-
ment needs in precollegwconomlc education. Considerable time had passed
since publication of the 1961 Task Force Report. While progress had been made
in precollege economic education since then, many tasks still seemed to need
attention Appropriate circumstances existed for- appraising the present useful-
ness of the Task Force Report and putting into perspecfive the results of the

economic education development activities growing out of that document._'
More important, if successful, {he conference would serve as a guide and,

stimulus to needed activities in the future.
These reasons led to the planning of the Conference on Needed ReSearch
and Development in Precollege Economnc Education.

Conferenge (_.;qals and Objectives -
The primary goal of this conference was * - :

. to provide an opporgltn(t,\; JSor professionals 1n eco-
nomics, economic education, and education to assess the
state of precollege economic-education, make recommenda-
" tions for needed research and development, and sumulatg .
. . 12

. s 10 '
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professionals 1o share ideas about ¥ state of l)rz'collegt' ’,
Te

-

0 . . " s - [l

o oo S

o v 4 :

© educational activities 1o improve economic mulz&smndmg ’

. among all citizens. ) ) j

TT o This gogl.was met by accomplishing three objectives.” . ‘ |
[ . .

54 s I

’ Objective 1. To provide a forum for a group of Jalligy1¢d ‘)
|
!
|

’ economic education.
. S

. This conference drew together economists. etonogue edycators. soctal «

< 5. “scientists. and edycators to share broad concerns. review work already accomp-

hished. and generate fresh ideas apd new approaches in this field It provided an

opportunity to exanune paratiel programs pursued by different individuals and

groups and to develop strategies for ensunng greater cémplementarity in therlc\“
’ I

efforts. . \ , ! ,
. . Do

(-}

- % \.. Objective 2. To comnussion professional economists and
! o o .t
. aducators 1o assess the needs and priorities tn economic
educatron and 10 present papers on their findings at the

. conference. , .
« . . ¢ : ‘
N - e . - . i
. E To focus conference activities. a number of ecotiomists @ducutors
were commisstonied to prepare papers on a vagiety. of topics elating to

econognic” education. Other participants were asked to prepare writteri re-
sponses to these papers. The papers presented a series of recdmmendations to
conference participants. In follow-up discussion sessions. participants studied
the recommendations and assessed Yhe prionty level of each. Because the
conferencé participants represented a umique blend of talents, fields of =xper- -

tse, and levels of past involvement in economic education. their interaction
helped sharpen the sense of priorities. Our summary of these recommendations

. - ‘and their priopities 15 presented later in/this overyiew. C
. ¢ ’ LS , L.

Objective 3. To circulate ‘the confereénce proceedings as L

.

. widely as possible to the miérested public. |

P

The couclustons and recommendations of the conference can serve as a
sttmulus and gurde to future research and curticulum development in preco"lege -
economic education at national "state, local. and individual levels. The conclu-
sions ofi the conference are being shated with people attending national and
regional conferences in economics, economic educauch, .and edGcation.
Copies of this book and a monograph, Perspectives on Economic Education: A
Report on Conference Proceedings . are available to,those expms@g anin= <
' .terest. Professionald receaving this information will. we hope, help str_er‘;glihen
those areas in economic education deemed adequate by, the c_o_nfgrence pantcip:.
~ ants and begin filling the identified gaps. ) o

P | . y | : ) - . .
FRIC. .. ° 11., :
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Guiding Questions of the Conference * . ‘

. R 2
The conference was designed to exanfine the tollowimz questions.,

- e
. .

What 15 the current state of the suenee of economics? Wh.xt are
thejssues and problems that onstitute the - “cutting ed«S ot thought
inthe field? What are major objections to the dlrt.t.llon\ and work that

3 x

mamstream cconomists dl't. pursumu’ {‘ ! <
?

What does available research suggest as the most effective direc- .
tions for developing future economic education programs? What
additional research 1s needed to fill gaps in our knowledge about the
effectivencss of economic education programs”

9 L 3 v
How effective are currént teanth matenials and strategies, teacher |
traiing programs. and curriculum implementatjon etk{ts” What
needs exist m()all the\e areas™ RN

What prionty activities in both research.and deve elop\nent should be .
+ undertaken to ;tlmulate dnd give hew direction to economic Ld}lCd- S,
tlon in the Jate l970s and the 1980s? . . N

' . -

- o

Each ofthese q,uesnon\ was exam_ﬂg/;paratel) n the conference papers
and followiny responses The next séction of this eHapter prevents summaries of
the conference papers. )

v ' ~

SUMMARY OF.CONFERENCE PAPERS

, .

Eight papers, each toeus\}ng on a major .nspu/t of precollege, cconomic
education, were presented at th .onference. Based on discussions during the
conference, Helen Ladd was a prepare 4 puper on an additional topic and .
Lawrence Senesh,w\as asked t ond to thé paper by Leonid Hurwicz. Fall ‘
texts of the presentors’ _papers, 'plus the prepared comments of respondents to
the papers and the reactions of three precollege teache attending the confer- N,
ence, appegr later 1 this book “Summares of y(r:m.e maJpr papery dre L
presented “here. . . T,

The opemng puper by Leond Hurmc7 reviews recent :

-

sus theory, the. conceépt of equilibriun. marketlmperfeetmns souahst.ystems
and comparative ecotomic s)stems He md«eates how economists are wresthag
with these topics and strmng to adlvance oyr knowledge Although most of the.
work mentioned in the paper stands at the frontier, Hurwicz believes the |

motivation for this-work is rooted in our maBility td provide satisfactory :
- . R 1 2 L L
lC ’ . . 5 7, J
€ N ‘1 J - .
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_explanatrons for many current economic probléms. He‘also sees evidence that
_ the gap between economic phenomena and the de\elopmentof new, improved

explanations of these phenomena has narrowed greatly 1n recent years

In his paper. Lee Hansen assesses the current state of economic

lnteracy 1n this Country. He points out that this task is hampered notonly by the

k of any agreed upon defimtion of economic literacy but also by the absence
of effective ifsruments 1o, measure economic literacy Evidence of the low
level of economic literacy among the nauons citizenry as indicated by public
opmron polls 1s 5ummar|zed in the paper. Hansen believes the low level of
literacy resulfs less from the inadequacy of schools to supply economic know-
ledge and understanding than from the lack of public demand for effectual
economic education. He explans that economic education, wrth its ‘heavy

emphasis on what might be called *“citizenship™* economics, offers individuals -

refatively few personal benefits even though the social (éxternal) benefits may
be substantial. The paper concludes with a bnief preview, of a new report on the
Master Cumnculum Project of the Joint Council on Economic Education which
tries to pinpoint the basic economic concepts and modes of thmklng which are
essential in a definition of economic literacy. -

George Dawson survays the rapidly growing but still hmited amount of
research on economic education to determine what common findings emerge
He begins by classifying the research i into three categories—fact-finding re-
search. studies relying upon statistical analysis, and more complex studies
demonstrating greater statistical ngor and/or manipulation of the Ieammg
environment. Using this classjfication schieme, he reviews the existing studies
at the elementary and the secordary school levels The many and diverse
conclusions drawn from his comprehensne review provide a starting point for
anyone nterested 1n beginning research in this area orlearning whatis known

The special needs of particular population groups are addressed in the next
two papers. James Banks offers a detailed analysis .of the problems of ethnic
groups, along with a demonstratlon of how existing ecopomic education cur-
ricula fail to consider the special characteristics of these groups He proposes a
new approach to ecopomic education for ethnic groups, one that emphasizes a
multiethnic, interdisciplinary perspective Such an approach offers, he be-
lieves, the only effective means of facilitating the more rapid development of
ethnic groups. In Bahks' view such develgpment is necessary if ethnic groups
are to fully participate in the economic and pohtical system.

Helen Ladd addressés the needs of another important group, namely,
female students who typically-demonstrate less interest in and, apparently less
aptitude for e’c’(mncs She rgwiews the very limited literature on the subject
and concludes that observed differences 1n interest and achievement appear to
be greater at the secondary than the pnmary level and areolérgely culturally
détermined. She offers a variety of recommendatjons for not only finding out
more about maleifemale differences but alsoefor trying to re'giuce, if not
eliminate, these differences.




., . to assign priorities to their recommendations, some_did so. The prepared

N s
| \ .

- The next two paper$ focus on two componént‘s of effective economic -
" “education—curriculum materials and teacher training. James Davis oxamines
. * the current state of curriculum materials. Reviewing preyious assessments of :
such materials, he finds that thése assessments have concentrated largely on the
materials’ presentation of ¢conomic content with little or no attention given to
pedagogical dimensions. Davis then presents the findings of his evaluation of
- more recent matgrials, coricluging that while recent materials continue to score
wellon econemic content they remain deficient in'pedagogy_._He also finds that ‘
~ muchof the printed'material is not field-tested before being made avatlable for .
classroom use. Davis offers an extensive list of recommendations for impgov-
ing and augmenting the content of these materials and for nsuring that gréater .
attention‘ is given to the pedagogical de'velp'pment of new qc?nomic education
2 inaterials. 3 - . K ‘
Teacher training in economic education is examined:by James Mackey,
Allen Glegn, and Darrell Lewis. They conclude that over the last decade
significant advances have been made in determining what can and shouald be
taught and in developing improved materials. However, they express keen
disappointment ovér-the continuing and widespreadtack of adequate teacher
preparation in economics and economic education. They review what is knowh
¢ aboutthe effectiveness of teacher trairiing programs and use this information as R
the basis for their recommendations to improve teachef training in economics., . &
\ John Soper’s paper offers a review of approaches to evaluation in | .
economic education. He argues that we must focus on the impact of economic
education on student achigvement and give greater attention to establishing the
magnitude of these effécts. Aftér discussing the choice of evaluation instru- -
ments and research design, Soper proposes a geheral model of evaluation for .
economic educators-and teachers ‘seeking to evaluate their own programs or -
those of others. Soper illustrates the usefulness of this framework in evaluating
a secondat’y schogl.program based ort the World of Work Economic Education
Curriculum. ’
The last paper by James Becker and Gerald Marker concerns the diffusion
and implementation of economic education programs. The paper begins by
reviewing the difficulties of diffusing and implementing economic education .
materials, Although strong efforts to improve diffusion and implementation
#. ~ ‘have been made, particularly by the Joint Council on, Economic Education, -
practicing teachers continue to be largely ignorant of new developments in .
economic education, They conclude ‘with a variety of suggestions for improv- E
. -, ing the diffusion-implementation process. , L S
~ - Considered together, the nine papers provide a comprehefsive assessment
of the current status of and needs for research and developmental efforts in
precollege economic education: While authors 6f the papers were not required

'

> responses and small group discussions which followed, each paper helped to
; furthersharpen participants’ sense of priorities among the recommendations_In

[N .
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_ the next section of this overview we will discuss what we. as conference
directors. believe were the most important recommendations to emerge from
the conference interaction. - .

A

P N

. RESEARCH AND DEVELOPMENT NEEDS: A SUMMARY

¢ e - - -
-y ' v
The conference participants concluded that a number of activities should
be ugdcrfa}ceq to strengthen economic education. These activities should in- @
volvesthe development of needed research and evaluation instruments. survey
- . and nvestigative research. curriculum’des elopment, improvemént in teacher
tl‘al\r'ung. broadening of evaluation procedures. and strengthening of the field's -
implementation network. To a cynic. it would appear that conference partici- '
p‘ﬁn’s suggested improvement for every aspect of the field In fact, that assess-
ment accurately reflects the conference recommendations. While the partici-
~ -pants acknowledged some areas to be stronger than others, they believed all
. aspects of economics education c¢0u1d be improved.
N The conclusions listed below reflect the major recommendations of the
conference,as summarized by the conference directors. A more comprehensive
list of recommendations drawir from the papers, comments. and small group
discussions s presented in Part VI off this book.

e Recommendation 1 An-operational defimtion of ecanomic literacy
must be developed to provide clear objectifes to economic educators.
The present confusion about yhat an economically literate person is
and how that person, behaves makes it difficuls to decide how best to
increase citizen knowledge of economics and skill at dealing with
economic issues. Without a definition“of economic literacy and opera-
tional means of teaching for economic literacy, economic educationQvill
Sfloundet. .

L ’ . L “
o Recommendation 2 A4 number of updated and new instruments are
.needed at. all grade levels tatest the level of student understanding of
economics! student attitudes, and student values regarding' economic
[ decision making. Similar instruments are needed for the adult popula-
tion. These instruments are required to establishg baseline of information

, Jrom which to stahﬁqograms; and specify outcomes.
J \ .

s

'y

e Recommendation 3 Research is néegied on the use of economic educa-

“tion materials in precollege classes and the determinants of demand for

economic_education. Why people do or do not wish to learn economics

«  must bé more clearly established. This investigation should explore the

socialization of teachers and citizens toward economic issues, feelings of

N . efficacy in economic affairs, commitment to establish curriculum pro-
D N - .
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-3grams, and self-interest attitudes. In addition, it should identify what

economic information students, teachgrs, and the jpublic believe is most
valuable and necessary. /

Recommendatlon 4 Amore extensive program of materials develop-
ment in economic ,edw_(a/nopn( should be initiated. Good programs must
be improved-"Tipdated, and improved again. Inadequate and inaccurate
faterials should be identified and forced off the market. At the junior
high school level materials complementary ta other junior high social
studies programs should be developed. Materials in the “‘neglected
content areas’’ must be produbé . and all materials must portray more

accurately the roles of ethnic/finorities and women in the economic_

system. Materials developed by one or more national curriculum develop-
ment projects could reflect these desired changes and also serve as
models for other, less ambitious economic education programs. These
model programs should be built on the designs of the best existing
programs and be flexible enough to meet local needs. All project materials
should include individualized learning products, thorough evaluation
components for testing effectiveness, and mechanisms to elicit student-
teacher feedback on learning progress.

Recommendation 5 Teacher inservice education pregrams must be
continued dnd improved. All model curriculum developmient programs
must include teacher training components. Atcompanying workshop
programs require a blend of instruction in content and methodology that
is based on, the teacher competency model of teacher education.

L s .

Recommendation 6 The dissemination and diffusion network of
economic education provided through the Joint Council on Economic
Education and its Affiliated Centers and State Councils should be recog-
nized as a major strength in the economic education field. It should
be fully utilized to gather research results, stimulate development ideas,
promote training skills, and disseminate new educational programs. The
network established by the Joint Council should be expanded to include

other interested professionals, such as members of the National Council .

for the Social Studies, the Association for Curriculum Development and
Supervision, and the Social Science Education Consortium. Increased
cooperation among these complem>htary organizations could help
generate greater professional credtblllty interest, and use of economic
education materials. .

As confergnce directors, we felt a responsibility to identify a set of

priorities from the conference recommendations and discussions. Our sense of

tesponsibility was tempered by the realization that translating the varied re-

commendations from the formal papers, responses, and small group discus-
sions into; a well-organized list of priorities was no easy task.

ERIC
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group dlscu‘ssnons woqu rank the recommendanons presented by speakers and
respondents'in order'of importance, feasibility, and cost. Qur expectations were
not fulfilled. Whlle some sessions did prodyce such rankings, in most instances
the discussions were farranging and participants found it difficult to make fully
informed rankmgs Iz a few cases discussion Ieaders prouded their interpreta-
tion of the groups’ rankmgs :
Thtconclus:ons and. recommendatxons offered below are based on the
. information we recerved from discussion session leaders and our own senseof | -
the priorities emerging from the seséiops we personallygattended.
2
. L .

. - < ‘.
.
a

: ' o
. q THE PRQC?SS OF DEVELOPME:IT
[} - .‘ . ' -

- Our ordering of priorities flews from our perSpective on the research and
development process. This perspective emerged from our e¢xperiences in the
conference planning, listemng tothe conference papers, and participating in the
group discussions. It was reinforced by Sur reading and discussions with
professionals concernied” with economic education.

. We see the research and development phases of curriculum bunldmg as
inextricably linked, not as separate activities. Most professionals consider the

N research related to developmental activity ag '‘applied’’ research rathef than
“*basic” research because 1t considers questions which stem from the needs of
the developmental process. In our view,.this perspective is too restrictive.
Research must serve two purposes. It must provide information that helps a
project staff understand its task, but it ‘must also yield information which
advances knowledge of the education process.

Our perspective recognizes the need to combine research and development
tosinsure that significant increases in learning result from the new materials. 1t*
. alsorecognizes the reality that adequate funds for research will and must come
through development projects. By tying reseagch to development and by requir-
ing combined funding for them, the effectiveness of the materials will be
enhanced and our stock of new knowledge will be expanded.
; Our perspective also leads us to view development as a process consisting

T of a series of tasks. 1n our Judgme the following tasks’constitute the complete

cycle of an effectiye curriculumevelopment project.

< Task 1. Fact-Finding Survey Before materials develi)f)ment begins, a
survey of potential users should be completed. This type of survey would help
answer questiohs such as:. How-widespread is the felt need to emphasize

. economic understanding? What materials are most needed? What grade
‘ levels and topics should be included? What new components or materials would ~ *
. teachers, admimstrators, students, and parents like to see added to presently
available products?

“oe
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Task 2. Predevelopment Research In addition to survey information. a .,l 2
compilation of pertinent mtonnat}on rom completed research studies shouldbe . "7
undertaken. This predevelopment researeh should encompass both theory and  ~ |
empirical work that might use?ully gwde a development project in econemic
education. It should also examine the development expenences of other cur-

riculum projects to determine which actions to emulate and whieh to a»oxd -

~

Task 3. velopment of Measures of Economic Literacy In this task the St
critenion-referenced objectives to be achieved through the matenals' use should .
be determfned. The objectives should be continuing ones which carry different
levels of expectatlon for vgous age and grade levels of students and/or adults,

> Task 4. Creation of urhculum Materials In creating curriculum
materials, original and effective ideas for introducing and teaching key Ydeas, "
SleS and attitudes must bg generated. These ideas should then be translated
"into usable materials and t aching strategies. All materials should be pilot- .
tested to determine their usability. Final revision of the materials and teaching .
strategies should be based ony pilot-test results. . .

Task 5. Evaluation To evaluate the effectiveness of the materials gener-

ated, accurate and controlled information for analysis should be developed.

Materials can thén be field-tested using the specified evaluation procedures

: Data generated by the evaluation should be analyzed and results shired with the

' educational community. This procedure should not only provide information
on that materials” effectiveness but it should ‘also advance knowledge in the *

general education field. , . .t L

Task 6. Diffusion Once materials have been prepared and evaluated,
educational leaders and teachers should be alerted to the availability of these
materials. This can,be dofie in a variety of ways including mailed brochures,
personal calls, presentations at professional meetings, and pror\ﬁotion by com-
mercial publishers.

l

|

|

Task 7. Installagion To assure the.uses of these matenafsan the class- ‘
room a variety of installation tech niques should be developed. These techni-
ques could include, inservice training for teachers, reglonal workshops for
-+ educational Ieaders.,and the designation of “hght?)ouse school districts that

other distri¢cts can model in thelr 1mb|ementat10y decisiens.

\

- . ° The linkages among the vanous tasks m the résearch*development process
are identified in Figure I. The first column of boxes indicates the process’s four
goals: 1. Development of Objectives and Assessment Devices, I1. Development
of Cusriculum Materials and Apprdaches, 1II. Diffusion, and IV. Installation.

. . The next column of boxes indicates needed Preactlvny namely fact-finding

. surveys and pfedevelopment research Only after goals have been set and
preactwmes c mpleted can Developmental Activity begin, as indicated by the

. ¢hird column of boxes. The final column of boxes. Postactivity, summarizes the
evaluation procedures that are essential in every step.

’
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Goals of the Process

Preactivity

)

" Developmental Activity

The Resurch-Development.Proéss as Applied to a Curriculum Development Project

Postactivity'

! Development of Objectives
ad Assessment Devices

E)

Fact finding Suevey
Predevelopment Research
Review of Educational Theory and
Empincal Studies
Review ot Othew Projects 1n
Othef Drsciplines

Development of
Literacs Measurement
instruments

Evaluation of
fnstruments

.

- v

H] Development of Curriulum
Matertals and Approwches

Fact hinding Suney
Predes clopment Researh
Review of Educational Theory and
Empircal Studies
Review of Othee Development
Projects 1n Other Disciplines

Development ot
Matenahy

Pt test Matenaly

Redse

Evaluation of Matenaly
EitecuvegoRi in
Beachinf Jentives

0L Dyfusion

Fact finding Survey
Pmk\clopmem Rescarch
Review of Educational Theony
on Diffusion
Review of Oeher Projects
Successes

#Publicize and [ntorm

Teahers and
Educators

Evaluation ot
Diffusion Fffort

IV Intallauon

Fact hindinggSurves
Predevelopment Research
Review of Educational Theony
on Teacher Traming
Review of Other Projects
Expenences amd Successes

] Teacher Traning

Evaliation ot
Teacher Tramming

Acqulddou of Learning

OUTCOMES

' Sharing of Knowledge

Swidents Acquire
Competencies 1n
Egonomx Literacy

Researchens, Developers,
and Users Acquire New Knowledge
that Advances the Freld of
Education and Econormic

SFIGURE 1

Educanon

Consider the identification and measurement of economic literacy (the
first box in the third row of Figure 1). Accomplishing this task requires the
specification of economic literacy, which might be thought of notas some given
level of, knowledge or achievement but rather as a continuum. As students
e grades, they would advance along that continuum, ulti-
mately achig¥ing minimal and perhaps even advanced literacy. Thks requires
deciding #hat is meant by economic literacy and determining what kinds of
kriowledge and.skills must be acquired by students as they progress through the
various grade levels.

Two karrds of preactivity research facilitate the specrfrCatron of economic
literacy. One is fact-finding surveys, a type of market analysis to determine
what kinds of knowledge reflect different degrees of economic literacy. An-
other is predevelopment research which requires compiling what educational
theorists have learned about literacy development and drawing on what resegr-
chers in othler disciplines may, have discovered about the construction,of Irterafy
measures. None of this activity involves’ basic, theoretical researclrin edica-
tion; rather, it is background research that informs and provides a basis for
.. further developmental efforts"

The next task involves the actual construction and testing of a measunng
<Jnstrument Designing the exact types number, and form of the questions to "be
“asked constitutes the major part of this task. The fidal step in specrfy ng
gconomic literacy,is evaluating the effectiveness of the measuring instrume

De{ermmmg the meaning of economic literacy and creating instruments ‘
for measuing it will provide essential information for construcung curriculum
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development projects. The mﬁormatron will’ also add to the general stock of
knowledge in education, provrdmg, of course, it is shared. To assure such

_ sharing, this information should be wr-men up in appropriate form and mgade -

available through pubhcatrons, informal crrculatroh reference in ERIC; and
deposit in various archrvgs . -

" While 'we have used the yevelopment of economic literacy .measures to
illustrate’the successive steps in the research deveIopment process, the ether
tasks in the cycle would require a similar approach and lead to two broad
outcomes. The eventual and ¢umulative result of the overall process is the
acqulsmon of learning by students and the sharing 'of knowledge among
researchers developers and users, *The first of these provides a final outcome
as it affects the uitimate beneﬁcranes the second sets the stage for future efforts
toaffect the ultimate beneficiaries in the quest for improved economic literacy.

awe be11eve that any development project, no matter how large or small its
scale, must rnqlude all the tasks in this process. If one or more tasks are
neglected a project will have limited chances of successfully adding to student

. competencnes in economics or in advancing knowledge that other$ can draw

upon in doing future work *Numerous examples exist of curriculum projects in
the 1960s and 197Qs which spent thousands of dollars devel&ping curriculum
that are not now being used and which have not added appreciably to
our-know ge of the educati process. In most cases, the projects. did, not

tful research dgmponent evaluation pr0cess or installation.
strategy. These missing links in the devglopment process created severe bot-
tlenecks wheri it was found that teachers did not know about these materials, did
“not want them, did not have confidence in their e'ffecuVEness, or could not
obtain them. When and if ecanomic education goes through such a develop-
ment process, it should avoid these bottlenecks by carefully building all of these
tasks into its phans.

We also believe that all tasks.in the progess must be carried out, whether
the budgeted levels of the prOJects Are large or small. In some instances where
project funding is limited, developers may have to undertake fact-finding and
predevelopment research without compensation. In other instdnces, it may be
possible to obtain financial support from publishers, especially for installation,

«diffusion, and evaluation tasks in the development process. Even when projects
receive Targe amounts of funding, publishers should be encouraged to contri-
bute. to dev. pmental work because they stand to profit financially from

- successful projects. - .

We strongly advocate along-term time commrtment for any pr\o_;ect that is
undertaken. Majof changes in a field cannot take place if development must be
completed jn 12 morths or less. Dependmg on their scope, projects shouId
range from two and one-half years to five years duration. All project tasks
should_lbe identified on a time line before funding is received. Committed
funding should support the process through its final task.

Finally, all projects should develop a close professional rapport with
national organizations that could help accomplish their work. A link to all

R S
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- greater knowledge and use of the matenals after the
. t

national organizations such as, the Joint Counc;l on Economlc Education, the
National €ouncil for the Social Studies, the Social Science Education Consor-
tinm, the American Economic-Association, and commerciat publishers’ should
begin early in the project and continue through its d’lOﬂ This will assufe
jects are completed.

°

AN AGENDA FOR FUTURE GURRICULUM DEVELOPMENT

I
O v , -
el .

< -

Now the difficult decxsxons must be made If funds were to become
. available for research, development and lmplementanon of new precallege

o

. % curriculum materials, how should the money be used? What projects should

e

receive highest pnonty" What tasks are most effectively accomplished with
limited funds? What activities requlre th rgest amounts of resources? What is
the ‘optimal mix of project development and implementation activities? “The .
follo\avmg commentary reflects our professional Judgment abouthow resources
should be allocated for research and developtrient in economic éducation du'nng
the next decade.

N\

£
<

Alternative Budget Levels

The first step is to project several alternative levels of funding. Our °
projections, are based on six examples of curriculum development Pprojects:
Chemlcal Educational Materials Study, High ‘School Geography Project,
Soctological Resources for the Social Studies, Comparing Political Experi- .
ences, Economics in Society, and Unemployment Insurance C. urr;gulum De-
velopment Project. "All projects except the last two were supported by the
National Science Foundation, with the details of their budgets summarized in

the May 1975 report of the National Science Foundation’s science cufriculum,
review téam; budget data on the last two projects were provided by the
respective project originators.

Che/mcal Educatlonal Matenals Study (CHEM Study) was a major sci-
ence curriculum pro;ect for grades 10-12, funded in 1960 and completed in
l972 During its 12-year history, the project received 2.6 million dollars for -
development and 4.6 million dollars for implementation. *

" The High School Geography Project (HSGP), also a ten-year project,
received 2.3 million dollars for development and 1. 9 million dollars for im-
plcmentanon The project was completed in 1970, - :

The Sociological Resources for the Social Studies (SRSS) materials took
seven ears jo compiete and implement. The pro;ect budget was,approxnmately
llion dollars for development and 1.8 million dollars for lmplementatlon

Work was completed in 1971.

.
!
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o Comparmg Political Expenences (CPE) is a four year pr0ject whrch will,
be completed m 1977. To date the project has réceived 1.3 million dollars for
development and 57,000 doHars for 1mplementation Tl

. Economics in Sociery (ElS) wis a tep-year project which recewed approx-

o rmately 400,000 doliars in gmnts Funds were provided duning the*1860s, and

the materrals have been recently pubhshed‘

The Unemplownent InSumnce‘t‘ urriculum Dev e[opment Pro;ec/zz uIC DP)
is charged with rewsmg a four-week cumculum unit developed in 1971 by the
Natlonal Council for the Social Studies for the Department of Labor. The
Currént revrsron calls for an assessment of the present kit, a revision of the kit,
field testing of the revised materials;4 second revision, and teacher traming
implementation workshops The total budget for the 30- month project lu—
proxrmately 150, OGO dollars

2

N -
. '»9
.

Table i Summa:xzes informatioh on these projects and attempts fo place a
I976 dollmt ﬁgure on the costs. For completed projects all budget ﬁgures have
been increased by 50 percent to more accurately reﬂect the~true cost of, those
pro;ects if 1hey were financed todqe :

-
s

v ‘ﬁ :
T TABLE 1 CF -
Curriculum Project Time and Costs )
- <. . .
% . Duration Development Implementa- Total 1976
"of Project Cost tion Cost Cost . Costs,
. ’ * - — Ad i
CHEM Study L lyan S26M C S46M S72M $9.3 M
. HSGP- . 0years~  $23M $1.9 M $4 2 M- S5 M
SRSS- Tyeas  S2SM - SI8M  S43M  SsEM |
. N ° ¥oe
CPE dyears  SI3M 863000 < SI4M " S1S r\g"\
ElS 3years  $250,000  SIS0.000°  $400.000 < $520.000
uicpp T.25years  $100.000  $S6.000  $156.000  $156,000 ¢
*Increased by onl; 7l 0% because 1t'1s the most recently funded . ’ . i

PN
B

The figures 4bove can be viewed as subgestlng a reaso‘nable doIIarr g&of
fundlng which might become available to |mplement some or a}l of the rggom-.
mendations from this conference. After considering this range, we est 1shed
three budget 'totals which a developer or dev elopery could conceivabl [receive
to accomp,hsh the identified tasks The three budgets gre 150,000 Qllam (low},
A mrllron d'ollars (medium), and 5 m|Illon dollars (high).

"We then determined our prnormes for’ develop riental
constraints of these budgets Two gnterm were usedfo dentrfy

rk within the
at shoutf] be '

@\s

.

.

done (1) projects with the highesf prlontyzgose projects deemed most . ' j tan

P
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important and necessary, and (2) pro;ects that can_be accomphshed glven the
em—_limited tesources available. A discussigpof our pnonty deterfpinations fol-
lows, .

© Low Budget (§150,000) Priorities. © ' e

If onty limited resources are available, 1t is ourJudgmenWIat they should
be used to (1) develop a measure of economic literacy, (2) investigate current
use of available mgterials, and (3) modify ‘existing materials.

.

the goals and ob; ectwes of economic educatior at various levels and specifying

how learner achievement of goals and objectives is to be measured. While

* varied"attempts to define *‘econamic understandmg" or *‘economic literacy”’

have already been made, the time has come for greater specificity as to what it is

that we want school children to be able to do as théyprogress through the grades
. and what we want adults to know or to’be able % do.

We are not thinking of some minimal level of achievement to be met, but
rather of a continuum of kiowledge and skills that reflects differing capabilities
_to deal with economic issues. Presently, avariety of tests are available to assess
what students and adults know about economics, but it is not clear that any of
" these instruments measure ‘what'we are trying to do. Nor do we have “any
“standards by which tOJudge and evaluate the achievement of people at different

' stages in their educatlon ahd eareers. In conclusion, we must sharpen our own
understanding of just what we are attempting to achieve a‘nd find some way of *
assessing this achievement.

The second prionty is to investigate current use of ‘presently available
materials. Over the past decade much effort and money have gone into cur-
* ricujum materials development in economic education. These materials tange

from comp&ehenswe multilevel curriculum programs whose development cost
éxceeded one-half million dollars, to single-concept, single-level products
produced at minimal cost. Many ©f the smaller-scale programs originated in
. the Developmental Economjc Education Program (DEEP) sponsored by the
Joint Council on- Economic Education or were funded by state boards of
education, foundations, economic interest groups, and commercial publishers.
Despite the.large volume ot activity and investment of substantial resources
in developing curriculum materials, not enough is known about their
effectiveness. In additiof; no good estimates of current use of these materials
exist, and no comparisons of the relahve effectiveness of these malerials have
been made. '

We believe that substannaﬂ efforti is required to learn from what has already
beendone before undertaking the development of new materials. As part of this
unvesngatnon we must learn how extensively the materials were or are used,*
‘ difficulties encpunteré'd in installing the materials in schools and, in many

’ cases, whythiese materials have not had a more lasting xmpact on ecw;

-~
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education. Anothcf part of lhl‘h task should be to dl:sco; er the effectiveness of
these materials 1n enabling users to achieve economic hiteracy or economic
understanding. This information will set the stage for later development work
by identifying past mistakes which should be avoided and positive experiences

_which should be built upon.

The third priority must be given to mo%ng- exiting matenals  An
inventory of these matertals must be made. ey aluatigns of these materials
studied. their weaknesses identified, and modifications made. Widely used
materdals should be selected because this indicates & commutment and loy alty of
teachers and school districts to the materials Installation of modified materials
is more likely if original matepials were widely-used and well-liked. For such
efforts to succeed, develgpers must work closely with commercial publishers
from the outset.of projects to <insure that the suggested modifications are
intorporated into materials as subsequent printings occur. .

Several kinds of modifications 1n economic education matertals are re-
quired. First, erroneous content must be corrected. Second, matenals which do
not accurately reflect actual conditions must be modified, in particular, subtle
Sexist, racist, and other biases must be eliminated. Third, content gaps 1n
materials need to be filled. and information should be added to reflect new
conditions arising since the original materials were developed.

Modifications which facilitate the infugjon of these materials into ongoing
curriculum need to be made Such modifications would revgal how the content

of economics can be introduced tn the social studies in early grades, how 1t can”’

be infused into required history and government courses in the high schooly,
and perhaps how 1t can be 1ntegrated into mathematics and English courses as
well. In addition. téacher’s guides should e{ﬁ]uln how the modified matertals
can help improve economic understanding. Without sufficient explanation of
how to incorporate materials into various teaching situations, the new materials
are likely to have a minmimal impact " If teachers are forced to’deal with an
unfamiliar subject without guidance, they are likely to ignort newly available
changes in the student materials.

+ Compared to most NSF-sponsored curriculum development woyk, the
three priority areas involy € a series of tasks which are well-specified, manage-
able, und:g:lutn» ely inexpensive to complete The described work would give
focus to.economic education,. fill importadt gaps. and correct deficiencies
which now. exist Developers should be éncouraged to design small-scale
projects that uccomplé:sh these objectives. Small projects can have a profound
impact f the work 15 applied 1n approprate areas. Projects’ which change
already popular materials can produce especially significant leverage. .

v
-

Medium Budget ($1,000,000) Priorities

~

If larger amounts of money are4vailable, more ambitious projects can be
undertaken. Like a low budget project. a medium budget project should

develop a measure of economic literacy and investigate current use of available *

. .
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matenals. In addition. the medium budget would allow developers to orignate
) . new':ltems rather than modify matenals. This .:,:,ould resalt in the development |
of new matenals to supplementexisting curricula but would not imol?,c the
development of a new economics curnculum. . Il
The scope of-the materials developgd in a medium budget project lhquld
> be limitgd. As suggested by conference participants. materials should focus onf * ¥
) children 12-15 years of age. usually junior high school students™ Supp emen-
tary materials should be suitable for infusion into traditional junior hlgﬁ 50Cta
science curnicula such as social studies (civics. history), mathematits. an
geography. This kind of curniculum development could provide an almost
complete\uml of materials at the jumor high level and stll be developed withja
*  minimum budget. ) '

-

[ [} A
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Large Budget ($5,000,000) Priorities R A

-

v 1 * ‘ 3
. If more substantial funds are available, our priorities would remainjthe
" same but the scope of the activities Would be broadened A megsure of literacy

S -

’

‘ < TABLE 2 '
‘ . ) Prioritles with Three Different Budget Levels v
\ : Low Mediun's . Large
. e Budget Budget Budget
t A _% ]’
Develop Mcusure of )
. : Economic Literacy * X X X .
i Evaluate Existing ' '
: Materials - ) X "X X
Modify Existing )
Materials . T X /
. Develop New 5’
© Materials : N SoOX . X i ,
Digelop Competing < / .
Prgjects X
L
. \/ ! .
De}elop Materials / .
for Juntor High 7 X ‘
‘ Develop Materials . 1.
for All Levels R ) P x
4 ' -
.| Fund and Conduct
. Teacher Training. X
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an ln\t.\ll‘gdllon of ‘materials would be conducted ., new
materials would be, denlopcd and teduher training sepsions would be or-
ganized on a regional basis. ‘

As part of this effort, we reuommend the undertaking ofSeveral Lompetlng
national curriculum projects The purpose would snot be to encourage the
development of comprehensive economic s Lourses, sinee sé parate courses have
little chance of being implemented” Insiad. an infusion approach should be
pursued A variety of materiglvfo be used by téschers at appropriate times in
different subject areas_copfd be packaged in kits. These hits would include
détailed instructions on hpw to use these materials and how to integrate them
‘into existing curriculum pyograms in schaols.

To stimulate the dev elypment of better materials through compettion, two
or more infusion projects. indepeirdent but haying the same overall objectives,
should be funded This approach will not ngeessartly result inone project being
clearly supenor to another, rather, each is Tiké produeq certain supertor
erpreted as wasteful. Ipstead,

ore good 1deas are hikely to result fron/{pdr,gld studies, greater choice will be
provided for ddopt&rz and ulnmateI) the knowledge and shaiils acquired by a

large number of ciftyéens will be greater than if all effort 15 Lomentrated on a
single pro;ect ‘ '
Table 2 summarizes priorities by budget level.
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If extensive dey elopmental etf:)::ts in economic education are undertaken,
several other work afffas should!be giveq prionty. Spt;uflt,d"). three t) pes of
studies are needed. -

First, economic educators could g g__reatl) beneflt trom a synthesis of perti-
nent general educational theories and their relevance to economic educati

" Much of what is known about conceptual deygopment. cognitive and #ffec

ledrming. learning theory, and other important areas in education research is no
widely shared among economic educators. Most professionals in economic
education are economists by trdl‘nmg They have nothad the time or opportusity
to assimildte the existing and newly developing knowledge from eduumonal
theory. The fime required to achieve professional competence in economics
and to acquire Sﬁr‘ffc\@owledbe of econohic edycation leates practiioners
without the breadtl of knowledge requiredto do effective developmental work.

A concise synthesis of educational kpowledge wouldrbe quite useful to _

potential economics curriculum-developers.

Second, 1t would be desirable to commission a study*to suryey what had
been learned from various precoliege curnculum grojects sponsored by the
National Science Foundatign in the natural and secial sciencess What did these
projectsCost? Was there {Qapproprmtc dastnbution of development and st
lation funds? What experiences from these projects can be applied to develop-
mental work m,economu education? These are important questions whose
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. answers could help future developers avoid troublesome bottfenecks Some of
lhlb work has been started by the American Institutes for Research* and Hulda
"Grobman.** Both these studies identified specific innovative projects and
compared their development and impact. More information about other well-
financed projects is needéd.

" Finally, basic research 1s needed on how students learn, at what rate they”
learn, when they are most likely to make different kinds of learning gains, how
they form their conceptual images of the economic world, and what influences
therr feeling’ of efficacy in the economic process. If this information were
available and applied to econdmuc learning, economic education materials
could be more effectively tailored to reflect student capabilities and thereby
mimimize teacher frustration tn trying to teach economics to precollege stu-
dents. 5

The value of research in these three areas would not be unique to eConomic

educatfon. Instead, such research would benefit educators in every discipline

« and should be pursued to improve all development work in precollege educa-
tlon

' ‘l‘(
# # # "

«

The development work needed in precoliege economic edlication poses a
considetable challenge to aspiring developers. Existing gaps have been iden-
tfied and actions designed to close them suggested In particular, a measure of
economic hteracy should be developed, and an assessment of available materi-
_als should be conducted. Dev elopmental work should concentrate on supple-
mentmg and improving existing curricula. All dev elopmem activity should be
condueted over an extended time period and involve all parts of the’develop-
ment process. If possible, competing' grants should be giyen to curriculum
developers to stimulate a healthy competition of ideas and work progress.

We hope these recommendations will be carefully considered and thought-
fully evaluated, but most of all, we hope that resources will be made available to
do substantial development work in precoliege &conomic education The need

< for development exists and has been clearly identified. Now the opportumty
and resources to meet the need must Be provided.

* American Institutes for Research Product Development Reports. Individualized Case Studies
of the Instructional Devglopment of 20 Innovatne Educanonal Prodidts Palo Allo, CA

" Amenican Insinuies for Research, 1976

“*Hulda Grobman Deelopmental Curricudion Projects. Deaston Pounts and Processes ltasca,
IL_F E Peacock Pubhghers, Inc, 1970 -
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Perspectives
on Economics®

o Leonid Hurwicz : :

- . >

In this paper, the author undertakes the difficult task of summarizing
major neéw,directions in economic thinking and research. To accomplish this
assgnment, Hurwicz presents a tertain amount of historical perspective,
giving particular attention to’the compefitive market system and its short-
comings. Major issues and problems of Hurwicz’s historical review include
_partial and general equilibrium, externalities, increasing returns, monopoly,
and oligopoly. The principal thrust of Hurwicz’s review of new frontiers in

. economic thinking is the design of economic systems in which assumptions
'and institutional arraifgements, taken as given and immutable in much of our
L past economic thinking, become variables subject to investigation and change, -

e

~

v

% : .

For economics this is an era of contradiction and paradox. Following two
. postwar, decades of self-satisfaction with the behavior of the economy and
the state of the discipline, we are now experiencing the simultaneols evils
- of inflation and unemployment as well as profound dissatisfaction with the
economy’s distribution of income. Whlle college students crowd economics

classrooms, expecting to hear solutions or hoping to develop their own, many,
~academic economists are either less convinced that they have the answers or
- are less convincing to their own colleagues when they present diagnoses and

prescriptions. .

. In this climate we are naturally Ied to reqonSnder both the e substance and
¢ methodology of our science. Not surprisingly, macroeconomlcs is in the
center of attention. So-called Keynesian modéls*, oversimplified for class-
room use{ had led some to think in terms of a sharp dichotomy between a
regimé of less than fuII employment in which money, wages, and pnces

‘l say *'so-called Keynesnan because Keynes himself, in a chaptcr of hus General Theory called
¢ Theory of Prices,” stressed the role of *bottlenecks"™ and increased wage demands in
Creating what he called positions of **semi- inflation"’ despite existence of unemployed resources.
He thus avoided the oversimplifications vitiating some of his followers” work,
- 2

. Leonid Hurwicz is Regents’ Professor, Department of Economics, Univetsity of Minnesota,
Minneapolis, Minnesota. He wishes to express his appreciation to W. Lee Hansen, frving ~
Morrissett, and Lawreace Senesh for valuable commentd and suggestions. Research for this
paper was aided by National Science Foundation grant 31276X.
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emain virjually constant and a full employment economy in which ptices vdry
in proportion to wages. . %

There had been much optimism concerning the potential for reconciling
high levels of employment with price stablllty This optimism was, in part
at least, generdted by oversimplified models and seémed to be confirmed by
nfuch of the U.S. postwar periodt However, 1t was 5er10usly undermined
by the tnability of Great Britain and other West Eliropean countries to halt
the upward movement of prices and wages and hds yielded more recently
to widespread professional pessimism. :

This reversal of attitudes has been reinforted by the simultaneity of
high unemployment rates and rapid price increases in the U S. in the last
few years. Given the presence of exogenous forces such as the oil embargo
and weather impact on food supply, this *‘stagfiation’* might have been
classified as an aberration unrepresentative of the economic system had not
our discipline been intellectually prepared for such a coineidence by the .
Phillips curve doctrine. WS doctrine states that as unemployment falls,
the rate of inflation rises even before '‘full employment™ is reached.
Initially geveloped on the basis of empincal observations,. the Phillips curve
has- lately been supplied with explanatory theorencal models of individual
behavior.. It appears .to face the pohcymak;r wnth the choice between
unacceptably high levels of inflation or unemployment.

Some argue that our present difficulties result.in part from the success
of our earlier full employment policies, particularly in the 1960s. Others
argue that economics faces a more basic problem—the inherent variability
of human behavior patterns and institutions. 1 shall not try to assess the
merits of each of these explanations. However, I do feel That re¢ént experience
should make an economist more modest about understanding of the causal
relations in the macroeconomy and about having a solid scientific basis for
policy recommendations !lkqu to produce results cdmmensurate with clains

“often made for them. '

Economics as a discipline need not be apologetic for having encountered
phenomena which are not amenable to sausfactory explanation in the light of
earlier theories. After all, physicists and astronomers have just recently
discovered new evidence contradicting the heretofore accepted theories
of how and why the sun shines! Nor must we plead guilty for failing to
find remedies that would make our econorgy atjain, performance levels
corresponding to popular aspirations. These levels rpay be outside the realm
of possibility, givep the various constraints under which we operate.
Medical experience teaches that toxic side effects may be an unav0|dable
accompamment of therapy. =~ ° .

There is, however, a legitimate question: IS economics, as a discipline,
making appropriate efforts in the nght direction to fill the gaps and, where
necessary, radically restructure its approach? This question has many ramifica-
tions. empiricism versus theory, the role of mathematics in economic analysis,
the problems and himitatiops of competitive markets, institutional aspects, and

.
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policy issues. Without attempting to do justice to all, I shall try placing -

some of these issues in a more systematic framework and then concentrate on

those closestto my principal area of interest-—the design of economic systems.
s . ¢

A ISSUES AND PROBLEMS IN ECONOMIC ANALYSIS \

»

.Empirical Observations, Theory, and Mathematics

N
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Whether economists are trying to prescribe remedies or
merely to develop an understanding of the economic process. they are—or
should be—dealing with the real world of economic phenomena, just as
physicists deal with the world of physical phenomena. Problem formulations
suggest themselves to the.economist from observations or debates among
policy makers, reformers, or even utopians who are motivated by théir notions
about,actual or potential economic performance. No doubt the basic stimulus
and often the framework of economic analysis come from the empirical side.

However, in trying to answer policy questions, one'is forced to cdnjecture the *

likely consequences of hypothetical actions, typically in circumstances where
many dausal factors are variable but beyond control. A scientist s.eaction 1s to
constructa model encompassing the essential features of the phenomena\and to
examife thé~gonsequences of palicies under consideration within the
framework of the odel. But such a model hardly puts the scientist in a position
to draw immediate Rolicy conclusions. .

. Although the mddel is necessarily a sismplified version of reality, it should
be tested to determine how well it explains observed phenomena. In the field of
macro-models of the U\S. economy such testing 1s routine, and if the fit is not
g‘de enough, an attemp} is typically made to improve the model. We witness
here a rerfrarkable degre>of interaction between empirical observation and
theory. Highly sophisticatdd mathematical tools are nvolied both 1n model
construction and in stausucal hocedures used to test hypotheses underlymg the
model,, Furthermore, thesé prodedures provide quantitative estimates of the
dnrecnon. and magnitude of effecyy of the policies under consideration. In
addition, projections are obtamed to'gerve as bases for forecasts of economic
variables. Whether the models and econometric techmques used in generating
the estimates and forecasts are correct, o™at least good enough for purposes of
policy, is a matter of controversy The errdg margins are undoubtedly larger
than we would like them to be. Still, econome {ric macro-models are wndely
used both by public and private bodies.

Econometrics could not have attained 1ts presen tate without the use of
mathematical techniques. This is particularly evident in“developing justifica-
tions fer the choice of algebraic’ form of, say, the equation explaining
investment behavior. But perhaps the most important role mathematics has
played here is in helping the ecgnomist analyze the operation of 3 system with
simultaneous and complex feellback effects; these effects are a idamental
feature of interdependence of economic phenomena and are difficuldo grasp
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without the use of mathematics. .
On the other hand, 1 do not belie:fe that the * ‘power of resolution’’ (to use ~
the microscope ‘analogy) ‘of the ecogometric macro- ﬁodels is sufficient to
distinguish between the alternative Nypotheses explaining, 'say, the Phillips
curve. Here again there is an analogy from physical science: to explain the
ocean currents, one must draw on knowledge developed not only from
observing those currents but also from laboratory experiments performed on a
'small scale with high accuracy. For the economist, micro-analysis becomes an
essential adjunct 6f macro-analysis.
" Unfortunately, a real integration of these two major branches of analysis,
although advocated and attempted in different ways for.about three decades, is
far from accomplished. For one thing, there is as yet no accépted body of theory
concerning the behavior of the individual economic unit, be it a household or a
- firm. But even if this were available,/here would remain the major upsolved
problem of aggregation, that is, thel problem of explgining the-behavior of
observable aggregative variables su¢h as GNP and the price level, given the
behavior of the individual units.

Competitive Equiilbrium and Beyopd

The persistence of such a gap between understanding the‘behavior
of individual units and éxplainimg the movements of the aggregative variables,
may seem surprising since much of economists’ recent thin ng has béen
based on a model who§e goal is to build up the behavior of the whole
system from postulates concerning the behavior of individual units. This model
is known under various labels— general equilibrium, neoclassical, and Arrow-

%ebreu In its narrowest interpretation, it posiulates perfectly competitive
(price-taking) behavior on everyone's part and deals only with the system when
at rest (in equilibrium). Putting these two features together, it is a theory of
perfectly competitive equilibria. Competitive ethbnum(short for * ‘perfectly
*competitive equilibrium’’) is defined as a position of the economy in
which all parties, firms as well as housefolds, behave as if their actions
would have no effect on the prevailing prices and wages*, consumers/workers
maximize satisfaction subject to the requlrement of balancing the household
budget, firms maximize profits, and aggregate “upply equals aggregate
.demand.

A basic proposition concemmg competmve equlllbrlum is that, under

_ certain conditions discussed below, it is guaranteed to be opt:mal meanmg
that there is no feasible reallocation of resources that could raise anyone’s
satisfaction without Iowermg that of someone else.”* The conditions under

*Such behavior 1s called pnce- tak;ng (as opposed to pnce setting), it 1S also called parametric '
treatment of prices because prices are viewed as fixed parameters.

**This notton of optimality is t¢ferred to as *‘Pareto-opumality " In the literatare the term
“sefficient’’ 1s often used as a synonym for **optimal .’ Our usage of **effictent,”” however, will
be confined to the sphere of productibn, we speak of ef ﬁcnency if aggreegate outputs are maximized
gtven the aggregate inputs or 1f ag‘gregatc inputs are mintmized given the aggregate outputs.

3
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““which the optimality of competitive equlhbna is guaranteed gre imposed Upon
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the economic environment. By economic environment we mean those aspects
of the economy taken as given by the economist—including preferences
and béhavior patterns of household and firms, technology, and resource
endowment. In contyast to the notion of econdmic environment, we speak
of the economic mdchanism or system as tbe set of ‘/rules of the game’’
and institutions that cari"be changed by the society’s decisions. Perfectly
competitive mecha .lsms .are a special category ig the class of market
mechanisms. . . \ ‘

To guarantee the optmmality of a competitive equilibrium, two conditions
are imposed on the economic environment: (1) ‘Absence of externalities,
also called ‘‘external ‘economies and diseconomies of scale’” and *‘third
party costs and benefits.”” Pollation is a prominent example of an externality.
(2) Absence of indivisibilities. A river dam is an example of an indivisible
good. » '

The sort of equilibrium encountered in this neoclassical model clearly
rules out a host of phenomena observed in real Western-type economies. In
particular, likg the classical economics criticized by Keynes in the 1930, it
leaves no room for involuntary unemployment. This is so because, by defini-
tion, involuntary unemployment means an excess supply of labor at prevailing
money wages and prices, while—also by definition<at a competitive
equilibrium there can be no excess supply of.any good, including labor, at
prevailing wages and prices. Therefore, if one believes that involunta
unemployment often exists, one must look beyond the model of competitive
equilibrium. One must also look beyond competitive equilibrium to deal*with
problems of monopoly.

There are two not incompatible approaches that can be taken when the
hypothesis of competitive equilibrium is abandoned. One approach retains
the notion of equilibrium but in a sense much broader than competitive
equilibrium. In this broader sense, equilibrium is simply any position which
has. a tendency to persist once having been reached. Thus there is nothing
contradictory about equilibrium with involumary" unemployment or monop-

r.

olies; it is only that such equilibrium is not a competitive equilibrium. -

Among terms synonymous with this more genet%l notion of equilibrium
are ‘sposition of rest’’ and ‘‘stationary position.”” The study of systems
in stationary positions is ‘called statics. The second approach involves®

abandoning the emphasis on statics and focusing on the movements of the

system, that is; its dynamics.

4 1

From Statics to Dynamics

In recent Yyears there has been so much focus on competmve equilibria
that an outside observer can be forgiven for believing dynamlcs and other than
perfectly competitive statics to be alien to the science of economics. But, in
fact, both of these ‘‘nonclassical’’ di\ections have considerable history behind
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.them, and currently there is evidence of renewed interest. o

Ours is not the first generation faced with economic disequilibria In
the nineteenth century observers noted the wide SWINgS 1N ecpnomic activity
of the capitalist economies (the *“trade’” or " ‘business cycle™) Not surpnsing-
ly, the Great Depression of the 1930s following the boom of the 1920s made
many economists feel that the dynamics of the economy, its oscillations

and instabilities, are of primary importance and that the economy would* )

rarely and only for short periods find 1itself in a position of equilibrium
Therefore, it would be irrelevant whether the claims concerning the optimality
properties of such equilibria were correct.

v

Thus, the 1930s witnessed a flowering of hiterature devoted o economic

fluctuations and possible instability phenomena present in the capitalist

"economy. Some of the earlier attempts at explaining business cycles were

widely felt to be unsatisfactory. First, they rehed exegssively on external
causal factors such as sunspots, central bank actions, and government
policies. Second, they tended to explain each phase of the cycle by changed
behavior patterns peculiar to that phase, without explaining the causes of
these changes. A need was felt for the development of endogenous theories
explaining thex phenomena observed during each phase of the cycle as

" resulting from the accumulated consequences of earhier ones, with strong

Q
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variation in the economuc wvariables (investment, employment) despite the
constandy of behavior patterns suchas fraction of income saved or the
relationship of investment decisions to variations in aggregate’consumption.

Although many of the elements of new theories were deVeloped in
intuitive or verbal terms, mathematics again turned out to be the natural tool
for integrating these elements into simple, yet powerful, theoretical structures.
The mathematical techniques were sometimes largely geometric, as in the
models constructed by Kalecki and Kaldor, or based on the framework of
difference and differential equations (Tinbergen, Frisch, Kalecki, Le
Corbeiller, Samuelson). Those of Friseh allowed explicitly for the important
role played by exogenous random dlsturbancc;é and thus laid a foundatipn
for the construction of statistical (econometric) models incorporating the
insights from business cycle theory (Tinbergen, Haavelmo; Koopmans,
Klein). )

The endogenous business cycle theories and other branches of economic
dynamics help to explain why the economy may undergo wide fluctuations
away from equilibrium even in the presence of staihizing forces..But many
observers .poini to the presence of significant unempldyment not only during
downswings but even during périods of stability In their view the problem
is not merely one of disequilibrium but also one of persistence of *‘bad
equilibria.’” Thus the 1ssue of dynamics versus imperfect statics reappears

It might seem that the reversion in the 1950s to perfectly competitive
statics was a step backward from the concern with dynamics in'the 1930s and
1940s. If so, this step was perhaps necessary to ground the analysis firmly
1in two important respects. { 1) completeness —treating the economy as a whole

14
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and taking,into account all relevant feedbacks—a *‘general equilibrium”’
approach as opposed to **partial equilibrium,”’ and (2) behaviorism—making
assumpnons about indpidual human behavior rather, thanéaou't movements of
‘‘angnymous’’ aggregates such as price level and GNP. Furthermore, once
the sthtics of perfect competition' was analyzed in this manner, thesdynamic
study of stabilities and instabilities of competitive equilibrium followed within
a few years, in the late 1950s. Then in the 1960s, general equilibrium
analysis of imperfect markets was initiated. | .
The ideas underlying these models of the 1950s and 1960s go back to
the writings of Walras in the 1870s. Indeed. in currently accepted termi-
nology, *‘Walrasian'! is applied to what we have been calling perfectly
campetitive equilibria. :
oo ltis perhaps depressing that it took economics until the early 1960s to
“clean up’’ the Walrasian inheritance. The reasons for this lag are manifold,
among them the fact that the requisite mathematical tools, especially the

, so-called **fixed-point’* theorems; did not become available until well into.the

twentieth centwry. But if there is, still such a lag now, it 1s not in the realm of
research-—-where studies of imperfect markets abound—but rather in teaching

anld popular exposmons Therefore, at present there is Iittle excuse for .

- Im‘mmg one's hrorizons to the framework of Walrasian perfect competition.

[

v
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Externalities, Increaslng Returns, and Equlllbrlum

Even a casual mspecnon of the theoretical results concerning’ competitive
equilibria is bound to alert one to the highly restrictive assumptions used in

’ o\tllammg these results. Rigorous mathematical form¥lation reinforces this
areness. Foremost among hmmng assumptions is the absence of external- .

anes WHemr externalities are in the picture, compétitive equilibria are no
Ionger guaranteed to be optimal. Those familiar with the reasoning used in
demonstrating the optimality of competmve equilibria are not likely to rely
exclusively on "forces of competmon ' unless they Have esca the daily
reminders of such”externalities as air and water pollution, airport noise,
‘crime, drug use, and highway crowdmg .

, Faced with extgmalntxcs some economists favor a solutjon which views
the externahty as an additiomal (‘‘negative’’) commodity and finds the
appropnate negative price (for example, an effluent charge); if not laissez-
faire, this solution still uses the price mechanism. Thus the mechanism
remains of a modified Walrasmn}ype although there is a state interference
with the activities of individual economic umts. Yet theory warns us that
devices of this type may fail because there may.be no position of competitive
equilibrium in such a system. | :

It should be realized that not all systems have equilibrium positions. If
they do not, they are doomed to eternal motion—downward, upward, or
_cyclical—unless they get transformed into other systems that do possess
equilibria. Whether a given economic meghanism does or does not have

. .35 -
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positions of equilibriumdepend's on two factors: the nature of the mechanism
and the characteristics of the economic environmept. Consider, for instance,
the mechanism of perfect competition,* in whﬁh firms maximize proﬁts
consumers maximize their satisfactions, and both treat prices as unaffected by
their decisions.** This mechanmism may lack any position of equilibrium when
the economth,envtronment 1s_charactenized by technologies with increasing
returns (*‘decreasing costs’") where output grows more than in proportion {d
input. 4

I supp'Bse only an economic theorist would view such economies of
scdle as troublesome! Others would feel that it is wonderful tobe able to
increase output more than n proportion to the increase in inputs. The trouble
is that the perfectly competitive entrepreneur 1s supposed to take prices as
given and to ignore adverse price changes that would result from the expanded
scale of operations. Thus, with increasing returns, he, sees his imaginary
profits growing without limit as he expards and finds no scale of output at
which to stop. Therefore, there is no position of perfectly competitive
equthbnum However, there may well exist positigns of lmperfectly coms
pet1t1ve (perhaps monopohsttc) equilibrium. - ¢

Even though equilibrium positions may exist in an economy, the economy
may be_in.other positions, most of the time, like the pendulum of a grand-
father clogk Ngvertheless we shall see below that the 1ssue of existence
of positions of equilibrium-is 1mp0rtant in analyzing the workmgs and
viability of a system.: We therefore ask, When can one be sure that“the
mechanism of perfect competition does possgss positions of equihbnum" As
can be seen from the preceding example of economies of scale (increasing
returns), this depends on the economic environment. To .guarantee the
existence of competitive equilibria, it is usually assumed that the economic
environment is free of economies of scale and indivisibilities and that all
goods and services have dimjnishing marginal utility. ‘These and other more
technical requtrements for competitive equilibrium were specxﬁed[m basic
theorems on the existence and optimality of competitive equilibria by Kenneth
Artow and Gerard Debreu in the early 1950s, extending® the*early work of *
Walras in the 1870s and Abraham,Wald in the 1930s¢”

2,

Monopoly and Oligopoly . P ®

What hsppcns if somé of these environmient characteristics are absent arid
the perfectly competitive mechanism has no equilibrium Bosttlons" The
example of increasing returns $uggests an answer since the preserice ®f ~
increasing returns creates a tendency toward monopoly, thus makmg it,
extremely unlikely that,firms wduld ignore the effects of their actions on
market prices. Assuming freedomn of economic “actions, an environment

!
*The compettive equilibrium encountered apove 15 a poSition of rest of this mechamism

‘;Although, m fact, prices will be affected by these decisions
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charactenzed by mcreasmg returns eliminates competitive behavior. Thus,.
a mechanism (perfect competition) incapable of equilibrium under
grven environmental conditions is displaced by another mechanism
(monopoly) which does possess positions of rest. Of course, these new
monopolrstrc equilibria may well be inefficient or nonoptimal.

The presence of economies of scale 1s only-one among many reasons
for expecting the emergence of monopohes. Others are well known. They

include various barriers to entry: control of resources, patents, regulation, .

financial limitations, and other organizational devices designed to keep
potential entrants out. -
Those who tend to identify mathematical economics with the study of
perfect competition may be surprised to hear that the rigorous analysrs of
monopolistic and oligopolistic markets was injtiated by the ‘‘founding

father’” of mathematical economics, Augustin Cournot, as early as_1838.

Economic theorists after Cournot had not lost awareness of the monopoly
and oligopoly phenomena and, perhaps with the exception of ‘Schumpeter,
considered them to result in social waste—that is, in inefficiency and
nonoptimality. Yet until*the 1930s little progress was made in the analysis
of these phenomena. Pure monopoly was probably regarded by many as rare
or urfimportant, by others as presenting a political but not an intellectual

challenge, sirice the behavior of a monopolistic firm was easily analyzed. =

With regard fo oligopoly, on the other hand, no consensus could be
reached as to the proper analytical framework. The solution propased’ by
Cournot was criticized by many, but alternative modeh proposed by the critics
(such as Bertrand) failed to find general acceptance

The- 1930s saw a resurgence of interest in mdénopoly phenomena,
although mainly in the ‘context of partial equilibrium theory, devoted to
_the study of individual industries without taking into account system-
wide repercussions and feedbacks. Chamberlin utrlrzed the Coumot Bertrand
analytical framework to study, underthe label ofmonopoltsnccompetmon the
implications of product drfferentrauon (possibly resulting fromxe;ivertrsmg)

when free entry is assumed. Joan Robinson looked into related ghenomena, *

including market discrimination, and catledthem imperfect competition. Some
of Chamberlin’s conclusions for the markets with many small sellers of
clpsely related goods—the, ‘‘large .numbers’’ case—especially the zero
profit claim, were properly criticized, but much of his analysis is correct
and of practical interest. Yet Chamberlin’s monopolistic competition has
s ok been integrated into modern ‘‘general equilibrium’’ analysis, perhaps
partly because it was viewed as a rather harmless and insignificant

~ phenomenon. Unfortunately, there has been little work on the welfare loss

“aspect-of the ‘‘large numbers’ monopolistic case, and it is difficult to see
clear policy conclusions. -
/The situation with regard to the ‘‘small numbers’ cases—especially

oljgopoly and bilateral monopoly—is very difficult. Static analysis easily

Q

hows that nondiscriminatory monopoly, equilibria are inefficient and
1
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nonoptimal. Indeed, under increasiﬁg returns, social waste is Iikely to occur,
given the requirement that price should cover average (umt) costs But—=as
seen by Schumpeter—a purely static analyws is not an adequate basis for
policy conclusions, especially when applied n the realm of research and
development. . ¢ ) P

F3

Remedies for Monopolistic Waste ° \

ﬁuring the, I9{05 not everyone was willing to accept social waste
resulting from monopoly as unavoidablte. Some saw *‘socialism’’ as a solution,
but meaningful economic content had to be put into this term. The relevant
version of ‘‘socialism’ is that propdsed by Lange and Lerner since,
despite a radical departure fronk capitalism in institutional structure, it
proposed a state-operated price ahd output policy that amounted to a simulation
of competitive markets, including profit maximrzation by _firms, but with
profits going to the state. It may seem paradoxical ‘that socialism should be
advocated as a means of providing a social mechanism for the enforcement
of perfect competition, in part on the ground that capitalism leads to
monopoly and oligopoly rather than competition. However, the proposal’is
theoretically viable if one.is pnepared to adopt the assumptions guaranteeing
the possibility and the optimality of competitive equilibria. But we saw
earlie’ that these equilibria would typically fail to exist in the prgsence of

_ economies of scale (increasing returns) which are likely to account for the

monopolies the socialist system wants to supplant as wasteful. Hence, it
was necessary to go beyond competitive market rules and find principles

, for the behavior of firms with increasing returns that would be neither

monopolistic nor competitive. ; %

Margmal cost pricing tumed out to be such a pnncnple Operatmg on this
pnncnple a firm is required (as in th world of perfect competition) to
treat prices parametrically—that is, nore its own effects on the market—
and to minimize the total cost of producing a given output. But unlike a
market firm, whether monopolistic or competitive, it must renounce the desire
to maximize profif; instead, it must brmg its output to a level where the
resulting marginal cost will just equal the prevallmg announced price.
Should this g}eate excess demand- or supply, the prige will be adjusted in
the proper direction just as in a competitive economy. For firms with
decreasing returns this behavior turns out to be equivalent to profit
maximization, but for firms with increasing retumns a deficit will be generated. -
In a socialist economy, this deficit could presumably be covered out Jof
profits generated by other firms or out of taxes.

However, even without socnallzmg the whole economy, marginal cost

, pricing could Be viewed as jncreasing the efficiency of the system. It was

T

-

advocated in this spirit by Hotelling in the Wnited States, in particular for
the railroads, in the mid-1930s. Of course, here too the problem of deficit
would have to be resolved, perhaps ti')rough a tax-sypported subsidy from the
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state. "After World War Il many* countries, both in Westem Europe and
in areas of the Third World, nationalized industries with INCreasing returns.
hence, the issue of appropriate pnung policies to be foltowed by nationalized
enterprises gained 1n importance. Margmal cost pricing. as well as other
miote complex pricing rules designed 10, minimize waste under these
conditions without mcumnj defiaits, have l)een tried in varous ¢ountries. .

. v
R

s 'DESIGNING ECONOMIC SYSTEMS

In my view,-the importante of the Hotelling-Lange-Lerner* ideas on
marginal cost pricing lies not in the specific contents of their proposals

\

which are open to a variety of technical and practical criticism. Rather, (f\’
they are important because they open a new path for economic dnalysls the \ ¥
- use of tools of theoretical analysis in exploring. in a normative spirit,
alternatives ta existing institutional &rrangements, .
These analytical explorations have shown that not all proposals for .
alternative economic systems are Utoplan Hayek and von Mises had ques: . -

tioned whether even theoretically a socialist economy could generate the
information required to .make 1t work. The Lange-Lerner solution and the
ensuing debate laid a foundation for the systematic study of whole classes
of resource" allocation mechanisms or systems. Instead of being a given,
the mechanism becomes the unknown of 1he problem. In this spirit, the
economist can view the problem as one ofdeslgmng a mechanism mdx:mxzmz,
certain social desiderata, such as efficiency. equity, and freedom—subject
to behavioral and information c¢onstraints.

This approach drffers from the traditional economic analysis which mostly
focuses on |deallzed“vcr510ns of systems that either exist or have existed
in the past. While the study of historically observed systems 1s essennal in
positive economics, more is needed for normarive purposes. Of course,
classical Welfdl'i economics is done in a normative spirit. pursuing the
desirable as distihct from the actual. However, much of traditional normative
economics deals with the desirability of SpCCIfIC actions, such as whether
to build a certain dam. or withthe choice of appropriate* levels of certain
control paraméters, such ay fGreign exchange rates or discount rates; this
might be called actfon-norfative economics. By cogtrast, in designing a new -
mechanismwe deal with the comparative desirability of alternative operating
rules and organizational structures including those that have never been, tried,
= this n '\n%ht be called system-normative economics.

As’is usual with Such dlstmcuons there are bordefline cases ‘that qudhfy

— e A

*There were. 01 LOUI\C precursors With I'q..lrd to the marl_m.xl Lostpring idea, credit is given
Dupuit whu propojed it in connection with the finanung of public works in 1844 Lindahl's

* proposal (1919) for resource allocation involving public goods was an important carly step p the  +
direcuion of desng.mng novel mechanisms s . .

.

. **By “‘idealized™ mun simplified for purposes of analysis rather than m.ldg ty appear betierahan
they are, .mhough the fatter type ot idealization 18 not rare [ , .

.
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under borh‘headings. Thus lowering import duties constitutes an adjustmént
of control parameters and qualifies in the action-normative sphere. But
bringing them down to zero level produces conditions f free trade and )
may be viewed as.a chagge in operating rules, that is, in the system-normative

- sphere.

4

‘modiﬁéd operational rules?

System-normative issues-are before us virtually all the time. Most
recently they have been conspicuous in the environmental domain. New
instituft®nal structures, such as environmental control'agéncies, have been
created, with operating rules that call for vastly increased sinformation
flow (impact statements) prior to decision making. j{_'?yplcally, such require-
ments~decrease the autonomy of individual units,’#oth public and private. -
In the past, important system changes occurred in the financial sector, - ,
again involving new organizational structures, sich as the Federal Reserve
System and the Federal Deposit Insurancé" Corporation, and radically
The preceding examples involve important but still vgry'pai'?ial system
changes, superimposed on existing structures and touching only selected*
sectors of the economy. But there are system models differing from existing

. reality in a manner that touches all sectors and virtually al{ dimensions of

2
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economic activity. The differences can be as far reaching as tose between -
medieval feudalism and nineteenth-century market capitalisin or as those
between socialism Swedish style and socialism Soviet style.

Cent'ril;lgz,atlon Versus Decont;allzaﬂon.

If one' is persuaded that designing alternative systems and mect_lar;isms
is_,ah important task for economics, there is a danger of designing “an
economic Utopia. It is pointless to postulate an omniscient and all-powerful
central authority. There are limits to enforceability of :rules. Information
Ttelevant to economic decision making is widely dispersed throughout the
economy, and its transmission between units is often costly or impossible, °
For these and other reasons, centralization of economic decisioh making may
be either infeasible or extremely wasteful. On this point, much debated “%
during the }930s,’ there 'was substantial agreement betwveen an advocaté of,
socialism (Lange) and an opponent (Hayek). In additio&nere may be -
preference for decentralization on ethical and_other noneconomic grourids',
such as civil liberties and the value of self-expression. On the other hand,’
it must be recognized that there are circumstances where centralizatiort is,
feasible and decentralization would result in inefficiency. Ifi any case, it is

of great importance to see whether economic systems designed to cope with -

various obstacles (such as externalities or increasing returns) are decentralized.
Naturally, whether a system qualifies as decentralized depends on the /

definition. In our context it seems reasonable to define decentralization

in,such a manner that a market system would qualify as decentralized. It is

essential, however, nok to identify decentralization with market meehanism,

. : . N E Y
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that is, there-should be room for nonmarket systems that are decentralized.
Hence, in situations where the competitive mechanlsm fails to operate
satisfactorily, one need not automatically resign oneself to the alternative
of centralization or inefficiency; there remains to be explored the third
possibility, a system which l§ both decentralized and efficient but decen-
tralized in a manner different’ from the compctmve mechanism or even any
market mechanlsm . .

In defining decentralization, it is convenient to distinguish two aspects:
(1) decentralization of authority and incentive structure and (2),|nf0rmauonal
decentralization.

With respect to authonty structure, decentralization means a high degree
of autonorhy in decision maklng by individual units—firms and households.
But if a unit is free to chgose among many alternative actions, the movements
of the economy as a whole can"be predlcted only if enough is known about
the behavioral laws or patterns underlylng choices made by the unit.
Classical gconomics has typically assumed maximization of profits and utilities
to achieve\;%havioral determinacy of its model. A system is usually designed
in the expectation that the economic units will behave in a specified way.
One must ask, however, whether given the rules of the system, this expected
behavior would-be consistent: with the known individual behavior patterns
as determined;by incentives to which they are known to.respond. If the
answer is affirmatives, we say the system is incentive-compatible.

On the informational side, it would not make sense to defjne (informa-
tional) decentralization as complete absence of communication. Qur definition
is inspired by (but n6t synonymous with!) the model of perfect competition

.and its informational adyantages discussed by Hayek. In a perfectly

competitive market an individual unit (firm, household) can make appropriate
«decisions as to output, consumption, or trade without any direct knowledge
concermng the other units’ technologles preferences, and so on—provided
it has reCelved the signals summanzmg the relevant lnformauon namely,
prices or aggregate excess demand or supply.

Our concept of informational decentralization tries to tapture this
attribute of a perfectly competitive market while abstracting from its other
properties. In particular, it is independent of the nature of signals exchanged
between. pamc:pants Ina perfect market, prices constitute suchmlgnals
In other economlc systems, quantity targets, or input-output matrices may
constitute the signals. Let us refer to the universe of signals available in a
system as its language. Informational decentralization is then defined relative
to that language. There are s&veral conditions that would qualify a system as
lnformatlonally decentralized. I shall confine myself to two, to which T glve

. what may seem somewhat strange labels, ‘“‘privacy”’-and ‘‘anonymity.”’

A system is said to be privacy-preserving if a unit is able to make
appropridte decisions having only that information about other units which has
been transmitted according to the operational rules of the system and without
using signals other than those of the system’s language. A system is called

L, 41
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‘anonymous f the umt receiving signals need not know the source of origin,

as for instance when all one knows.is thc uggreguw of bids made by others

to make deu;non.s without h‘mng__ to_find qut the Lhdrdtlerlhtlt\ of other.
units and without having to keep track of ** arC " as long as the
totality of signals received is known. On the ¢ . “‘other things'’ are
not always equal. In particular, systems dlttcr with regard to the size and
coiplexity of their languages and also the wrﬂplexm of decision rules
(algonthms). 1t may be advantageous to trade a degree of informational
decentralization for. r. S ller or less complex language or rules of behavior
The above defthition stresses the negative aspect of privacy—what one
need not know about others. The reverse of the coin is a positive feature,
namel)e, that a privacy-preserving system leads to decision-making where
“xctions pertaining to 4 given economic umt are based on that ur®’s signaling
and responses. This 1s good if we assume that a unit -is the best source
of information about itself. However, reliance on the unit as an exclusive
source of information about itself provides an opportunity for misrepresenta-
tion.* Hence the system is not likely to work well unless it is incentive-
compatible., - T
*  ldeally, the reward structure implicit jn the system should be such as’
to encourage behavior uorrespondmg to the true state of affairs within each
_unit. Thete has been a good deal of research recently in the area of
concoctmg such reward structures, but it appears that in many situations
this is impossibie. One is then faced with the choice of either condoning a
certain amount of misrepresentation and consequently sustaining a corre-
sponding loss of social welfare (as compared with ideal truthful” behavior
tequifed by the rules of the system), or sacnficing a degree of informational
decentralization by instituting audit and control systems designed to discourage
mlsrepresentauon The latter solution also 1nvolves social cost since it
requlres the diversion of resources into the control process; insofar as it
involves an snvasion of privacy of economic unit, it may also be viewed as
undesirable in terms of human.values. :
L e 3
Sb!ne System Designs

e

At thls pont it will be helpful to have some_jllustrations of **artificial™"
systems produced in the spirit of design. These systemg are often radically
differert from anything previously tried or observed, yett re not Utopian
Although far from ready for adoption in their present form hey constitute
potennally fnutful steps toward the discovery of better functioning economic
systems :

‘Askmg_ tor contnibutions tor « public good. such & police protection. & o Case in pomit, the
responses of indiyiduals are Ilkcl) to indicate a lower value than they actually place on the public
good . i

.
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The margina] cost pricing scheme for dealing with increasing returns
which ha§ been discussed above, is perhaps the simplest of the *"artificial "
systems. In modified form, it has already been applied by nationahzed enter-
prises in ceftain countries. However, marginal cost pricing rules are
difficult to implement because they lack incentive compatibility. To remedy
this difficulty, alternative” proposals have been made which preserve the
incentive of profit maximization. C

If profits are to be maximized under increasing returns, we cannot
require that firms treat prices as given parameters. If we did. we would
be back undera regime of perfect competition which, as seen above, will
lack equilibrium. But there is nothing sacred about the parametric price

_regime. One can substitute for it an arrangement under which a firm will

be facing’ not a given price to be paid.independently of the number of
units purchased, but rather a price schedule where'the unit price varies
with quantities purchased or sold according to a specific formula which takes
account of supply and demand and-is Cdlculdled S0 as to yield efficient
resource ‘allocation when firms maximize their proﬁts This is analogous
to the situation under monopoly where the firm also faces a schedule, the
demand curve. with prices varying according to quantitics sold. However,
under our “‘designed’’ system. the schedules faced by the firms are not the
same ones that would have been faced by a monopolist.

This type of system—a variant of which was proposed by Arrow and
Hurwicz—is very close to qualifying as informationally decentralized because
the schedules can be devised with only a minimum of technological
information on the part of system designers, and the firms themselves
follow rules that are pnvacy and anonymity, preserving. Also, there is less
difficulty with incentives because it is possnble to build some form of
profit-sharing into the system. However, there are other difficulties, including
the pOSSlblllly of maifunction when the-economy starts from a posmon far
removed ffom an equilibrium.

As another example of an “artificial’* system, Iet me mention a rather
different informationally decentralized mechanism which would tend to
converge to optimal resource allocations. This systeh, proposed by Hurwicz,
Radner, and Reiter, is called the B-process, where *“B’" stands for **bidding."”
The essence of the process is that individual buyers and sellers, both
firms and households, make bids which include the terms on which they are
willing to buy and sell. Under cetain rules and assumpuons specified by the
authors of this system, successive rounds of bids converge toward a final
Pareto-optimal solution, in which all' the mutually advantageous transactions
have been made and no one can be made better off without someone else
being made worse off. .

The B-process is informationally decentralized, preserving privacy and
anonymity. Its incentive propeities have not yet been studied thoroughly,
although it is clear that the system moves toward improvement &f the
participants’ position. A most important characteristic of the process is that it
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converges to optimality, even with increasing returns or indivisibilities,

L . ger . . . -
- where perfectly competitive equilibria might be nonoptimal or nonexisteift.

-

So far we have seen examples of processes designed to remedy the
weaknesses of the perfectly competitive process resulting from factors internal
.to an economic unit, such as increasing returns or indivisibilities. Similarly,
there are *‘artificial’’® systems designed to remedy difficulties due to’inter-
relations between economic' units. An instance of.this type of problem is
the financing of the production of a public good, that is, a good or service
where consumption by one person does not diminish its availability to others
_Examples are national defense and classical music radio stations. Under
ordinary market conditions there arises what is Enown as the free rider
problem—everyone trying to get the service supplied at the expense of
others. This leads to a misallocation of resources. Various remedies have
been proposed. The best-known of these is Lindahl’s, with payments based
on the declarations: of individuals as to the value of the public good to
themselves. This system is informationally decentralized. It is optimal if
the declarations of individuals accurately reflect their valuation of the public
good, but the incentive structure encourages misrepresentation. Other
schemes have been proposed. As an. example, in a system suggested by
Groves and Ledyard, participants indicate the desired level of public
services—knowing the formula that determines their own payments given
their own and others’ bids. At equilibrium, an optimal allocation results.
This and other processes | am familiar with satisfy the requirements of
informational decentralizationt but have other weaknesses: they are either
subject to manipulation or require some subsidization. '

Potentials and Limitations of System Designs :

By analyzing various alternative ;ystems we sometimes discoves that
optimality cannot be achieved, given realistic assumptions concerning
. individual incentives and the difficulties of transmitting information from
where it originates to where it is needed. Such results are megative, but
only in a formal sense. In fact, they should play as constructive a role in
"designing economic systems as the law of energy conservation does in
guiding the design of physical systems: they should make us aware of the
unavoidable trade-offs and so steer us away from unrealistic goals.

It may well be that no economic system can guarantee complete
efficidncy with decentralization and incentive compatibility in an economic
environment having externalities, indivisibilities, and public goods. If so, we are

L)

-, faced with a fundamental problem that has only recently begun to be

studied: How can one design a decentralized incentive-compatible §ystem
with the highest degree of efficiency? We have as yet litle idea as to the
““efficiency coefficient’” one can expect under the best feasible design, except
that it will be below 100 percent. Nor do we know how much could be gained
by abandoming the requirement of complete decentralization.
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In all such calculations, it is not enough to look at the system’s efficiency
in providing goods and services from resources utilized for production
" purposes, since every system also uses resources in its own operation. For
instance, the market system uses brokers while a centrally’ planned
system uses planners. Both types of persons constitute human resources
diverted ffom the production,of goods and services into the operation of *
the system. This, of course, does not make them socially useless, since.
no -mechanism will work without some use of resources to make it work.
Thus, to properly assess systems, one should use arier efficiency rating which
takes into account the fraction of social resources used to operate the
mechanism. Oné can think of such a net efficiency rating as a ratio, with
the economy’s net output in the numerator and the totality of resources used
, (both for production and for system operation) in the denominator.
, 1 Itis clearthat our analysis, although theoretical, deals to a considerable
extent with fadtors usually called institutional. These factors enter the analysis
in several ways. For example, they appear in connection with incentive
structures. Recent contributions to the study of incentives have been made. by
» Keren and Stiglitz who compared the performance of systems under which
labor is rewarded through a wage, on a piece rate basis, or through
rentlng Crimifial law enforcement has been studied in a similar manner,

>

X ' by examining the effects of mcett-’ve—or rather dlsmcenuve—-aspects
.. of different penal systems. - ) )
." © Institutional factors play an important part in our- concept of net

effic:ency since the cost of dperating a system and, in fact, its feasibility,

is crucially dependent tn legal and other institutions which determifie the flow

N 7 of information, the liability structure, the required intensity of enforcement

of rules, and so forth. One is ‘almost tempted to say that the ‘‘right

“institutional framework’ is our major unknown. In any case, once we are in

the aréa of system design, theory 15 needed for institutional analysis, and
"institutions constitute a ‘major element of the theoretical structure.

.. BROADENING HORIZONS

A general systematic st{ldy of economic systems is still a formidable
undenakmg, and we have made no more than a beginning. But a significant
broadening of our vision can already be discerned. An important body of
) recent literature is, for instance, devoted to thg performance of an economy
iy such as Yugoslavia where worker-managed enterprises predomlnate. A start

has been made in analyzing Soviet-type economies., And last, but not
* least, “‘general equilibrium’” models of capitalist economies are no longer

. confined to the perfectly competitive framework.
- .. Significant advances have been made in models of capltallst economies
with aspects of both mongpoly and oligopoly —Both statics and dynamics of
complete”f. systems containing sngnlﬁcant monopoly aspects have been

“complete™ if it takes into accoum the vanous indirect feedbacks; thus

a general equilifium model is complete in this sense, while partial equilibnum analysis is'not.
o ' 3 4 |
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studied by Negishi, Arrow, and Hahn. There 15 as yet no *“*complete’ "\odel
cotnprehensive enough to allow- for the unrestricted presence of oligopohes
The. latter 1s perhaps the next iteh on the economist's agenda, but the
difficulties faced are formudable. Partial equilibrium contnbutions in jihe
realm of ohgopoly with free entry have provnded"rmpoftant bwlding blocks
by Bamn, Sylos-Labim, and-Dewey. lmportant contributions have also come
from abstract game theory developments. CEE
Another avenue of progress 1nvolves noncompetitive behavior patterns
resulting from uncertainty concerning others” actions Such uncertainty,
together with transaction costs and monetary phenomena, has been used by
Benassy. Vanan, Hahn, and Fuha to define a “‘neo-Keynesian'" notion of
3 —effective demand. This newly defined effective demand may explain certain
aspects of involuntary unemployment— without abandoning the assumption of
rational behavior on the part of either entrepreneurs or workers. .
” . A more radical departure drops the assumption that economic unts try to
- maximze profits er satisfaction Instead, the assumption 1s that these units are
satisfied so long as they are above a certain “‘aspiration level’” but go
into action yhen falling below this level. Such behavipr s called *“satisficing. ™
+ and has been studied by Stmon, Radner, and Rothschild. — *

’

) MANAGING THE FUTURE ‘

> An important shortcoming of the competitive model which we have not
yet dealt with explicitly is its treatment of the future. The competitive
model is tnadequate as a basis for formulating policies to cope with cyclical
swings 1n unemployment and prices and issues of economic development
and growth. . -

Our major linkages to the future are (1) current decisions to invest in
plant and equipment “to produce goods and services in the future,
and (2) clrrent plans of firms and households to buy goods and services in
the.future. Many_of the problems of a competitive system\stﬁinmfrqm
mmscalculations about the relationships Between future supplies and démands
These problems could be handled within the competitive framework if for-all
goods and services there existed comprehensive futures markets similar to the
futures markets which do exist for many commodities. But such universal
futures Markets do not 1n fact exist. Hence the fesulting system does not
quahfy ﬁatmly competitive; it may be Ealled an incomplete market 'system.
In the absence of futures markets, investment decisions must be made on
the basis of expectations about future prices and demands, expectations
“which may turn out to be very inaccurate. Congequently, in such an
inconiplete market system, there 1s no basis for a.sseniné that decisions—taken
in the absence of comprehensive futures markets—will be either efficient or
optimal. ;

One theoretical .attempt to get around this difficulty is based on she
- assumption that buyers and sellers, observing the discrepancies between fneir

’
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predictions and their expenence will modify both their*forecast formulas and

decision principles so that in time their expectations will tend to be confirmed

by. subsequent experience. In niy view, this rational expectation hypothesis
requires such a long time perspective as to have at best limited applicability
to problems invol¥ing capital formation and cyclical fluctuations.

An alternative approach to dealing with the future is a system called
indicative planning which is practiced to some extent in France. Such
*““planning’’ involves exchanges of information concerning the intentions
and expectations of the various economic decision makers but includes no
commitments or coercion. In principle, it could lead to the elimmnation of
inconsistent expectations among the participants. Also, given the statements of
intentions and plans, one could calculate the likely forms and levels of
capital formation, simulating a complete futures Tarket. For instance,
should the extrapolations indicate excess supplies of future services generated
by the planned capital expansion, the expansion plans could be scaled
down until a prospective balance develops.

In my view, however, indicative planning fails as a substitute for the
absent futures markets. Statements of intentions are not as reliable as binding
contracts that would have been entered into if the futures markets existed.
Nor do | see any reason to think of the intention statements as mutually
self-enforcing. The resulting uncertainty would induce at least some partici-
pants to depart from stated intentions to protect themselves ~against the
consequences of just such a departure by others. What the indicative
planning system lacks is the element of guarantee.

t The provision of guarantees is faoss:'LbIe through various social
mechanisms, although perhaps at the cost of introducing a degree of
centralization, Guarantees offer still another approach to the problem of
managing the future—an approach still in its infancy as far s ‘research
and theory are concerned. In practice, however, such guarantees are familiar

 in forms such as home mortgage and student loan guarantees and even in

the New York City rescue operation. Particularly in times of economic
stress, there are many pressures for guarantees of many kinds and these
guarantees, once instituted, may persist even when the economic stress is

+  lessened. Examples are farm price parity, indexation of wages, and ceilings
on prices, wages, and interest rates. The debates that ensue usually center
on their admlmstratlve feasibility and .costs or their effects on income distri-
bution. A m&te fundamental issue is, To what extent can and should we
provide guarantees aginst the vicissitudes of the economic process given
the difficulty, 'of either controlling or predicting its path?

«
K of . .
\ J@, # #) #
t
In the foregoing survey, 1 have tried to show that the horizons of
' contemporary economic Malysis are by no means limited %o the abstract

perfectly competitive model, nor even to market-type phenomena. Economics

-
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has responded to criticisms of its simplistic theories by building into its
models such aspects of reality as uncertainty, time structure, externalities,
. economies of scale, sensitivity to incentives, and monopolistic or mani-

pulative behavior. N

I have emphasized the efficiency and opumallty aspects of economit.
systems, while neglecting the distributive aspects, primarily because my own
work has been in the former area. There has been recent analytical work
on the concepts of fairness and equity in economic systems and on the
extent to which a trade-off between fairness and efficiency may benavoid-
able. We have also become more aware of the importance #f income
distribution even in the perfectly competitive models. Developsfients in the
area of social welfare and choice functions have provided ecénomics with
natural tools for incorporating distributive value judgments ito normative
theory. In my view, however, the distributive aspects, although not ignored,
have not as yet been integrated into the genew\&aﬁn::wor of economic i
analysis to an extent comparable with efficiency aspel - \

That formal theoretical analysis has lagged behind economic reallty can
not be denied. But in the 1950s this lag was about 80 years; at present I
would estimate it at between five and ten years. The perfectly competitive
model is only a small, though technically important, part of the field.
Theoretical work is progressively intertwining theoretical postulates, empirical
observations, and institutional elements into one integrated structure amenable
to analytical treatment. At the same time, applied policy analysis, using
tools such as cost-benefit calculations and econometric models, makes
systematic ‘use of the ayailable theoretical tools. I optimistically expect the
methodologlca‘l"qﬁarrels based on schools of thought committed to particular
techniques or tools to pass into well- deserved oblivion. Economic analysis,
whi¢h in the past regarded as the only legitimate objects of study a few
traditional systems and the manipulation or policy patameters (such as the
rate of money growth) is moving toward a creative and imaginative role
in designing social mechanisms and institutions superior to those now existing.

Economics is far from having complete answers to our era’s complex
questions. We still lack satisfactory explanations for some observed. phen-
omena, and we often lack remedies—even when the disease has been
diagnosed. However, there has been more progress than we tend to claim*
in the present skeptical period, although perhaps less than we were inclined
to claim a decade ago. Progress in understanding is bound to lead to
sounder policy prescriptions, albeit with a greater admixture of humility. I
do not believe the students crowding oummics classes afe wasting
their time.

3
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A Resp"onse to
“Perspectives
on \Ecpnomics’f

R. A. Gordon

’ hY

In assessing Hurwicz’s paper, this respondent questions the relevance
of the author’s survey of recent developments in economic theory for pre- -
college economics teachers. Gordon suggests that in focusing on ‘conventional,
chiefly ncoclayssical theory Hurwicz hs.pmmed many areas of economics,
such as international economics, labor economics, and humnn capital,
which are of more immediate concern at the elementary and secondary level.

In conclusion, Gordon advocates more relevance in economic education with
more attention paid the coﬂﬂnyﬂy changing institutional setting.which
affects economic behavior. . 4 .

-
M

I am not sure why Professor Hurwicz has been asked to prepare the sort
of paper he has presented here at a conference on precollege économic educa-
tion. What puzzles me is how a survey of this sort will help in teaching econom-,
ics at the precollege level. I suspect a good many people at this conference can-
not understand some of the literature he discusses (I know I cannot), and what.
the teacher of precollege economics would be able to do with most of the
concepts and analytical tools he suryeys is beyond me. However, I shall try to
imeet him on his own ground and. comment briefly on his paper.

As one would expect from Professor Hurwicz, he has presented an
acute and perceptive survey of recent developments in and the present sylte
of conventional, chiefly neoclassical economic theory, particularly micro-
economic theory. But the paper has little or nothing to say about fecent
developments in a number of areas of economics—particularly in the applied
fields but also in some theoretical areas. Although he could not be expected to
cover the universe in a short paper, I regret to say that what he has covered
is likely to be less useful to teachers below the college level than what he has

L

#% R. A. Gordon is Professor of Economics at the Umversny of California, Berkeley.
. g
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_omitted. [ take the liberty to mention a few lmportént areas about which
Hurwicz has had little or nothing to say. H

Let me begin with the many facets of international econorhics, including
the forces that are changing the role of the United States in the world
economy, the dramatic/ﬁlcrcase n output in Western Europe and Japan,
the development of new theorjes and policies with respect to balance-of-"
payments equilibrium, and the/internal dynamics of the Third World.

-~ Hurwicz has also ignoret the field of labor economics, including the
rapidly growing literature on the dual labor market, developmernts in the
theory of collectwe bargaining, the internal dy namics of the unton movement,
and so on. )

The body of literature on human capital, spreadmg into the €conomics
not only of.education but also crime, marriage, health has not been considered,
despite its spectacular growth in recent years. ,

Another ignored field is search theory and what Edmund Phelps has
termed the micro foundations of macroeconomic theory.

I could mention other neglected areas, but 1 turn now 4o consider &n
issue ralsed in Huriwez’s paper. It is the issue with whichI dealt in my
Presidential Address before the American Economic Association at Dallas in
December 1975. The title of the address was ‘‘Rigor and Relevance in a
Changing Institutional Setting’’ (Gordon 1976). e ‘

Consider the first part of this title, *‘Rigor and Relevance.”” The

v literature covered by Hurwicz, especially that concerning microecgnomic

theory, is marked much more by rigor than by relevance. Certainly we want

. students in the schools to be taught to reason about economic problems with a

reasonable degree of rigor, but what we teach must be relevant to the
observable world if it is to mean anything to students. ® [&

~

The seéond part of my title was ‘‘in a Changing Institutional Setti
. It has long been true that economic theory does not pay enough attention\to
the institutional setting which conditions economic behavior. We cannet, f
example, explain inflationary trends since World ¢War II in this and other
countries wnthout trying to understand the institutional changes which have
been occurring. - . ’

_The institutional setting for economic behavior is contipually changmg
It is unfortunately true that the central core of economlg eory pays little

- attention. to how these changes affect the usefulness of d analyncal tools.

Even more important, conventional economics ‘doés not stdp to ask ‘why
these changes have occurred .and hoW the msutunona”r environment” will
change in the future. How did we get to where w’c are and -where are we
going? . - . AR

It seems to me that a more institutionally oriented economlcs that asks$
important and challepging quesnons might help to awaken the mterest of at
least high school students in the field of economlcs <o m o

\ ) 1 A "
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A Response - '

to “Perspectives ) a

on Economics” .

“
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Lawrence Senesh : .

M

In reviewing Hurwicz’s paper, this respondent focuses on how ““frontier
thinking"’ can be translated into precollege curriculum. Pinpointing
several of the economic concepts discussed by Hurwicz, Senesh first p?ovides

- a short explanation of the concept then gives examples of how the concepy
can be presented to precollege students through various dlassroom activities.
The response ends with Senesh’s plea that the economics profession encourage
more interchange between economic theorists and economic educators.

Professor Leonid Hurwicz in his paper, **Perspectives on Economics,”
presents some of the frontier thinking in economics. The purpose of ¢
his presentation is to challenge economic educators. This challenge is
long overdue since the teaching of economics faces the continuing threat of
obsolescence. The advancement of economic science is proceeding at a faster

" rate than the corresponding changes in curriculum. This may not be the

case, in universities where textbook writing has attracted some leading
theoreticians of the profession, but it is surely the case in the public schools.
where textbook writers in most cases have not had the analytical faculties to
translate frontier thinking into the classroom and relate new ideas to children’s
expenence * :

To read Hurwicz’s paper is not a honeymoon. The paper is difficult
fo réad. His style and flow of thoughts tax the endurance of the reader,
particularly that of this economic educator who volunteered to relate hlS
path-breaking ideas to the public school curriculum. =

For an economic educator, the greatest challenge in Professor Hurwicz’s
paper is his presentation of the building blocks of an economit system that
includes the, best of three worlds: the benefits of perfect competition, the

Lawrence Senesh is Professor of Economics at the University of Colorado.
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benefits of economies of scale, and the benefits o of neral equilibri‘um analysis.
These are treated in a unified systems framewotk rather than in an isolated

manner.
¥

SEARCHING FOR AN OPTIMAL ECONOMIC SYSTEM

According to Hurwicz, the search for an optimal economic 'system
involves the following questions an¢answers

A. What should we look*for in an optlmal economic system?
1. It should include an incentive system which relies not only on
. market-incentives but on other incentives generated within the
- firm independently of the market. o
2,. It should mcorporate social goals that reflect the value system of
the society and will provide a proper trade-off with efficiency.

|

'B. Ifa system must be modified to assure optimality;, what are the

- features we much watch? .
3. The system should maximize net efficiency (value of output
minus cost of private and public maintenance).
4.  The system should provide a decentralized information system to
protect individual freedom and information -from distortion or

coercion. o
e )
C. What are the: deficiencies and omlsswns of the market system that

require correction? ' ,
5. The system needs to minimize uncertamtles
* 6. The system needs to incorporate externalities in such a way that,

for example, the marginal damage to the environment is com-
mensurate with the margmal cost of preventing or correcting
environmental externalities.

7.~ The. system needs to equalize the costs and benefits of public
goods.

8.. The system needs to assure public benefits from the economles
of scale generated by big business.

These eight characteristics of an optimal economic system deserve
special notice_not only because they suggest ways of improving our own
econamic system but also because they present the- frontier thinking in
contemporary feconomic analysis. As such, they should be incorporated into
the economics curriculum in the classroom. A little imagination and thought-
fulness, as well as a basic understanding of the concepts involved, are
needed to integrate this frontier knowledge into classroom activities.

~

02

-




- .

~

4 .

APPLYING CONTEMPORARY THINKING TO
PRECOLLEGE cunnfcu:.um s

In the foIIowmg pages, T will summarize some of the point$ fnade by
Hurwicz and siiggest ways in which some of his ldeas.can-qucorporated mt?)
the curriculum. 3

»

R o
am v
.

Incentive Systems' ' .

may be needed.* ) v . v

>

A central component of -an optimal economic system is a design for
incentives that leads both labor and management to produce goods and
services at the lowest possible cost. The most powerful incentive in the
market is the expectation of profit. Within the business system, anew incentive
system which operates independently of the market must be constructed.
One reason for the need of the,new incentive system is the separation of
corporate management from ownership.

The separation of corporation management from ownership weakens
pr(;ﬁt incentive. Most business managers in medium- and large-sized firms are
engaged in what is called satisficing behavior. They satisfy their stockholders
with an adequate but less than ,optimal profit margin while they stimulate
their own egos with elegant offices, large supportive staffs, and other
prerequlsiles of their. positions. Since power and prestige tend to accompany
bigness, a corporate executive may expand production to a point well
beyond that of maximum efficiency and maximum profit. This behavior
leads to inefficiency. A new incentive structure that will stimulate managg-
ment to maximize profit and tame their ambition for bigness for its own sake

An incentive system independent of the market is necessary for the
labor force as well. Economists are now studying the ‘effectiveness of
different incentive schemes for labor and are trying to gauge the -relative
effedtiveness of various economic and noneconomic rewards such s,
wages, piece-rate payme'nts profit-sharing, and worker-managed enterprise.
They are also studying how developmg loyalty to tite eompany, as displayed
by Japanese workers, and openrfess of commumcatlon “between ganagement
and labor affect employee incentives.

The development of the incentive system within a firm produces great -
_problems? It is difficult to measure the potentialities of the labor force

members. Petentiality is a latent quality, hardly observable. In some cases,
a small incentive may result in high worker efficieficy. In other cases, a great
incentive program may bring, forth little teasurable result.”

'
[ ’
. ‘ t . *

a

Curriculum Appltcanon ' T .

To_apply this concept to the classroom students can study the
incentive systems of the Chicano, Native Amencan -and Anglo cultures. Baged
on this study, the class may discuss how these cultures affect the economjc
behavior of sindividuals in the cultures.

-,
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¥ Students can contrast how the incentive system works 1n a capitalistic
country such as the United States with its working in communist countries’
Discovering that the incentives within different communist countties vary
greatly, students may ask, What are the weaknesses and the strengths of these
incentives? and What do the state and/or the business management do to
correct weaknesses? . }

Students can investigate and &valuate incentives that encourage efﬁcw{c!
and productivity in businesses located in their own communities. Ways in
which incentives may be increased can be explored. =

Another classroom exercise can involve one clgsspin‘estabfishmg special
incentives to study a particular subject, while a conffof class studies the same
material without special incentives. Students can then compare the
effectiveness of the special incentives for learning and relate this comparison

. to the economic system. In the process of evaluating the results, the class may
find that the special incentivé system -works better with some individuals
in the experimental class than with others, and the class can discuss reasons
for this. 4 _ :

Students can have a panel on the following topic: How can the school
system build an incentive system that will stlmulate students to develop their
potewlltles? Tht? students may invite successful school alumni to tgl‘l about
incentives they gained from schdal which led to self-development, or threy can
invite successful blue- and white-collar workers to talk about their occupational
commitments and explain the forces that stimulated them to excellence.

A class can invite talented young people who participate in the various.
branches of the performing arts to find out what qualities pgople must have
to be motivated fox excellence 1n these fields. How do the environment or the .
qualities of these young people differ from those of students in the class?

. . g
Soclal Goals and Trade-Offs oo )

Econo;ﬁic efficiency may not always be com]patible with otﬁr géals our
society wants 1its economic system to accomplish. An optimal economic éystem
must find the most acceptable trade-offs between efficiency and other social
goals, as well as' the most acceptable tradé-fos between social goals which
may bein conflict. - o

There are séven social gozils our society wants to accomplish: economic
growth, economic stabihity, economic security, economic freedom, economic
justice, and a good quality of life. The seventh goal—the assurance of a mini-

_ mum,_standard of living—must be the rock bottom of all the other goals.

While any one society in different time periods or different societies
in any one time period. have different combinations of sogjal goals, an
optimat“social system must not use the guarantee of a minimum living stan-
dard as a trade-off for other social gogs. To achieve some of the
goals, change the emphasis among the goals, or incorporate new goals in th
*egonomic system, it may be necessary either to undertake small institution
adjgsvtmer:l,s or tg bulld new mechamisms or new organizational structures. ~

.
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*‘Action-normative®* economics deals with the desirability of specific actions
within the system. * *System-normative’’ economics deals with the construction
of new mechanisms and operatmg rules necessary to change theemphasis of the

_ goals or to incorporate new goals into the system.

Curriculum Application. : -

Students can discuss the meaning of ‘‘a minimum standard ofMiving”’ in
terms of food, clothing, shelter, and amenities. What do families need to
develop the potentialities of their members? The class can mtervnew welfare
workers, doctors, and nutritionists_to determine the presently accepted budgef
for a minimum, decent standard of- living. Students may investigate the
adequacy of the negative income tax assuring a minimum standard of living.
Mock congressional hearings can be held. Economists, political scientists,
sociologists, psychologists, or humanists may testify on behalf of or against
le%:slauon which would assure a decent standard of living for all American
famjlies.

A classroom dlscusswn on the question *‘What do we want our economic
system to-accomplish?’’ can be held, with random answers classified into the
six social goals listed earlier. Students may discuss how accomplishing some

. of these"poals can lessen economic efficiency. They can also discuss trade-
offs among the six goalS. The forces that shaped these goals and changed
their emphasis during history can also be examined. /-\

A class may investigate the differences among the goals of an impey-
fectly competitive market system, a perfectly competitive system, and a mixed
economic system such as ours. They may discover that through the political
process our society has identified social goals and demanded that market
decisions be modified to promote the general welfare. They may also discover
how difficult it is to coordinate different goals because of conflicts, such as
the conflict between economic growth and economic security, and they can
practice_trade-offs between the goals® Students may compare our economic
system with economic systems in developing countries where pnonues are
different because of differences in the structure of the sacial syStem and
differences in value preferences.

During the academic year, students can mvestlgatt; those political
demands which necessitate changes within the economic system and those
demands which would necessitate the development of new institutions te
accommodate the political demands. Students may discuss to what extent these
adjustments challenge the economic freedom of consumers, producers, and the
market which represents the foundation of the classical competitive system.
For exampl€; cope” with the problem of poeHution or to develop a
'comprehens::‘:@peugy may necessitate a considerable overhaul of
our existing market system. Students interested in hlstory may study the
differences between medieval feadalism and market capitatism and investigate
those forces which contributedto the decline of the former and the rise of
the later system. -’
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Maximizlné Net Efficiency

+

.. A principal purpose of any economic system is the production of goods
and services with the greatest efficiency i.e., producing the greatest output with
the smallest input. This production $yst€m must be assisted by an extensive
supporting system. .

Some supporting systems are operating within the business system These
systems mclude the advertising system, the marketing system, reward systems
to credltors and stockholders, and pnvate communications and transportation
systems. Other supporting systems operate within ‘the public sector They are
the judicial system, the law enforcement system, public transportation and
communication systems, -government sponsored and research systems, the
defense system,-the éducation and welfare system, and the consumer
protection system.

*  The cost of maintaining the. private and public supporting systems
determines the net efficlency of the economic system, since it must be
charged agamst., the value of goods and services produced. The difference
between the value of goods and servnces produced and the cost of maintaining
the supporting systems measures the net efficiency of the economic system.
The larger the net efﬁmency, the more closely.the economic system approaches '
the optimum level of operation. '

-

s

Curriculum Application. ) ’ :

To understand the importance of net efficiency, students may work out the
following problem.,

.

NET EFFICIENCY PROB

-

-Let us prgtend that theresis a labor force of 100 workers who are producing
TV sets.

) Model I*

Situation 1 '
Every person engaged in the production process produces six TV sets
a week. Seventy workers are engaged~in the production process and
30 are émplo}e\d in the supporting system. Total production: 420 TV
sets per week. . . .

Sltuanon 2
Every person engaged in the production process produces four TV sets
a week. Ninety workers are engaged in the producnon process -and
ten are employed in the supporting system «Total production: 360 TV ~
sets per week.

.
.

Dlscusswn Question:

— In which situation ts the (et effncnency greater" ¢

O
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. R Model II

e

Situation 1 e
Eveéry person engaged in the production process produces five TV sets
a week. Seventy workers are engaged in the production process and
30 are employed in the suppomng system Total production: 350

TV sets per week.

Y
3

Situation 2
Every person engaged in the production process produces four TV sets a
week. Ninety workers are engaged in the production pracess and ten
are engaged by the suppgprting system. Total production:-360 TV sets

per wé?k\

Discussion Question:
In which situation is the net efficiency greater?

Students in upper grades can study all four situations and disctiss the

,relationship between employment in the production system and in the support

system and examine how the efficiency of the workers affects net efﬁcnency»

To further their understanding of net efficiency, students can study why-a
new industry’ moving into-their town. decided to locate there. They may dis-
cover that the community’s supporting systems played an 1mp0nant role in the
company’s decision. T e

Advanced students may study the concept of zerq-based budgeting
'(ZBB), a tool for measuring the net efﬁcnenc«y of alternafive approaches to
programs administered by the government. , '

Working in small groups, students can examine ‘already existing tax-
supported programs, Such as education, parks, waterfront develogment and -
police forces Dealing with a single program, each graup can preparg, a
statement respondmg to the, following questions: What would happen if the
program were eliminated? How could you adjust the program if the budge;
were cut by half? What would be the consequenceés? What would you do if
the city,council increased your budget by 50 percent? How would you allocate
the budget among the different | phases of the program? After the committees
make their reports, the class can gstabhsh priorities among the four programs.

Upon completing the activity, senior high school studerfts should under:
take a study of their school system based op the principles of, ZBB. The
students can discuss how the ZBB approach enables govemment to mcrease
the net efficiency of the system. = ‘

To help lower grade students’ understand the concept of suppomn‘g
systems, a teacher can ask them to name the supporting systems that contnbute
to the functions of a corner grocery. 5

v
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The Need for Decentralizing Information

An optlmal economic system 1s one 1n which information is decentralized
Decentralization of economic information is necessary on ideglogical grounds
It establishes an environment for self-expression. When information comes
from a multitude of sources. the decentralization protects members of society
from coercion and economic messages from distortion. The competitive
systems based on decenttalized information 1n which information is forwarded
without commumecation between individuals Therefore the competitive
system, through the decentralized information s) stém. preserves privacy and
anonymity.

. Curriculum Applicatibn.

r
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To 1Hustrate the benefits of information decentralization, 4he class may be
divided 1nto two groups, One-group can study the commodny exXchange, the
other the stock exchange. Each group traces prevalhng market prices back to
the information provided by fhousands of individual buyers and sellers. The
class can then discuss why this decentralization is important for preserving
political freedom and how it leads to maximum consumer satisfaction. This
system can be compared to a system, as in the USSR and China, where
centralized planning takes place. The question, What is the source of
information that determines what to produce and at what price? could be-
explored. - ' o

Students may also investigate hot the information channel between the
higher and lower echelons of a business enterprise system operates. They
can examine the role of a stggestion box in furthering innovafian?

To make students aware that sometimes reliance on the market as an
exclusive source of information may be misleading, students can discuss the
followmg questions: Does the market price of natural gas reflect the true
situation of the energy crisis? Does the market price of steel or coal reflect
the true amount of production costs? Students may also discuss the difficulties
in establishing a welfare or subsndy program when the operation of the system
depends upon the accuracy of information authonnes receive from the welfare
recipient.

.

Minimizing Uncertainties .o

An economic system faces many uncertainties. Generaily speaking un-
certainties may be divided into two types. One type of uncertainty is
external to the system. War, earthquake, draught are examples of external
uncertainties.

The seéond type of unce\rtainty is generated by the economic system
itself. Firms and households must make decisions today that affect their
futures. Such decisions mvolve firms® plans to invest in new capital equipment
and plant-expansion or to troduce a new product, or a family’s decision
to sign a mortgage for a new home.

0 ) ,
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Since no one can predict the future avith absolute accuracy,‘economic
decisions made today and based on imperfect information about the future
. may result in an inefficient resource use in the future. A firm may decide
%o expand its plant size only to find that demand for its product is falling
a year from now. Ultimately it may decide not to introduce a new product only
to find afew years later that the product would have met an important consumer
demand. Cities needing loans to finance public services may in some cases.
find that lending institutions refuse to provide loans because they are
uncertain about the cities’ future ability to pay. Or, a community,.jn 2 referen-
dum, may refuse to approve a school bond issue to build new schools. A
very complex uncertainty arises when one economic agent does not know what
the other economic agent may do. For example, the development of a suburban
neighborhood may be stopped because the construction firm did not receive
accurate signals from the developers of the transportation system that wollld
connect the suburban development to the inner city: ,
- Economists are studying ways to lessen future tincertainties. One way- is
through private insurance which operates on the principle of sharing risks.
Another way is_to eliminate the sources of uncertainties through binding

decisions of authorities..Laws concerning the use of safety belts, air bags;—.

and speed limits reduce the source of uncertainties relating to the physical
hazards of death and disability. ,

Uncertainties may also bé lessened through the disclosure and
coordination of parties’ future intentions. This involves having the economic
agents come together to exchange information about their future intentions. In

- the example mentioned above, the suburban developers and the transportation
agents would come together to ¢xchange information abput their plans in an

effort to decrease uncertainty and increase efficiency. This coordinating ™

\

function we may call indicative planning.

There . are two forces which. undermine the operation of the private
insurance principle. One is moral hazard occuring when the insurer overex-
ploits the system. There is hardly any defense against such overexploitation.
Such exploitation is often based on misrepresentation of facts. The other under-
mining force is the maénitude of uncertainties, not well suited to spread the
risk, such as drought, earthquakes, or floods. In these cases public policy may.
play an important rolé in lessening th; uncertainties.

v

C: urriculum Application. ~ .

To explain the meaning of indicative planning, fiye students can play the *
"~ roles of candy producers, each wanting to prodiée’and sell a dif ferent kind of

‘candy. Each producer explains to the class the kind of candy he or she wants to
produce and the price at which.it will be sold. The class then tallies the total
demand for each kind of candy, and the producers readjust their plans, if
necessary, based on the indicated future demands In this way, planned demand
can be equated with planned supply. v

By way of contrast, the activity can be conducted without class discussion;

.59

L]




Q

ERIC

Aruitoxt provided by Eic:

so that-the producers base their futlire output decisions on guesses
about future demand. Once output levels are determined by this method,
a tally of demand can be taken. Students can then compare the inefficiencies
caused by guessing and uncertainty with the efficiencies generated when
indicative planming takes place. Also, students may act out the situation in
which the parties give one another misleading mformauon that only increases
uncertainty.

Dividing into five committees, the class may study the following problem:

How can the American family be_protected against the economic uncer-
tainties of unemployment and against the physical uncertainties of death of the
breadwmner, old age, and disability?

One committee can investigate how the uncertainties are mmgated by
individual efforts in proper nutrition, increasing eammg capacity through
education, or budgeting, saving, and private ipsurance programs. The second
committee may investigate how uncertainty is lessened through business
programs suclt as private pension plans and insurance programs. The third
committee may investigate how uncertaintjes are mitigated by government
programs such as social security. A fourth committee can collect statistical
data whlch measure the scope of uncertamues And a fifth committee can
in vestlgate how historical forces (such as longevnty, increasing dependence on

. cash income, inflationary trends and technology) aggravate uncertamty

To discover the uncertamnes the businessperson faces, students "may
interview business exécutives to find out the types of “uncertainties they
face and how they protect themselves against such ‘uncertainties. Students
can interview lawyers to find out how, excessive insurance claims can
jeopardize the operation of the insurance }mncnple '

The negative aspects of total remaval of uncertainties could be easily
acted out in the classroom during a science fair. After students have presented
their inventions and discussed their potential commercial applications, the

lass can discuss the related wish to incorporate some of these inventions
gn‘to the commercial system. What would ha with many of - these
innovations if there were no risk-takers in a world of uncertainty? And, what
would happen if the goverhment guaranteed a proflt to every producer"

- ' - -

Externalltles

In the market system, the price for goods and services must reflect the
cost of production. However, in the process of producing many “goods and
services, some costs generated are not included in the price.” Society
t$. They are called externalities singe they are external to
and its prices. A common example of the externality is

mills. The #foke produced in the process ‘6f making steel may generate
costs for the community in which the steel mill is located. These gosts may
take the form of medical bills for lung disease or Iaundry and pamtmg bills
resulting_from the preyalent smoke and soot. Smce these costs are Tarried

-~
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" by the community at large, the cost of producing steél in the market is
understated and so is the price of the steel. The result is misallocation
of resources. .

Hurwicz interprets the concept of externalities more broadly than it is
usually used He considers that New York City’s fiscal difficulties have been
caused by extern@l forces, such as national recession and immugration of low
income groups into the city. In an optimal economic system, externalities
must have a price attached This price must be paud either by the consumer;
as in the case of steel, or by the American society at large, as in the case
of the externalities causing New York City’s fiscal difficulties. "

Curriculum Application.

. To illustrate the problem of externalities, students can stirvey théit own
community and reportjon externalities that are causing environmrental
deteridrat®n. They may invite local political leaders and other speakers to
repott on the ways-the political system copes with extemalities affecting the
environment. They can discuss those externalities or additional costs to the
‘community which have been caused by forces outside of the commumty:
natural disaster, te impact of the immigration of people from rural areas, and
bankruptcy of local firms caused by the changing defense policy of the United
States. , )

The following chart ¢an be studied by the class:

Increasing Effluent Treatment or increasing
* Purity of the “Clear’*

7 ¥ \ )
Marginal Benefit Marginal Cost
6 (MB) X (MC)
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== -7 -*Reprinted _with permission from Economic Growth and Environmental Decay.
The Solution Becomes the Problem, by Paul W Barkley and David W,
Seckler, Harcourt Brate Jovanovnc/m_ Inc | New York, 1972, p. 104,
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The teacher may discuss the following case with the class. An industry
moves into a town _anZi causes great damage to the environment A negotiation
starts between city officials and the industry. The industry is willing to clean
up the environment. but there are certain questions to be decided:
Should the industry restore the environment to the same state it was in before
the industry moved 1n? Should the industry limit the cleanup to the point
that the cost will not exceed the benefit the community gains, since there is
a point beyond which the cost far exceeds the benefit? Should the industry
improve the environment toan optimal levelrand give some cash compensation
to the members of the community for the loss of the onginal state?

Public Goods

Another problem related to externalities involves what is often called the
*‘free nder’’ problem. As the name suggesis. this problem concerns those who
receive benefits from some kind of public good but do not pay their’share of
the costs. The free rider problem 1s usually associated with government
projects or other public undertakings. .

An example of the free rider problem may occur when a group of people
decide that they would like a neighborhood park in place of a junky, vacant
lot. They are in%effect proposing the creation of a public good—a free
public park open to all. If they go door-to-door asking for donations to build
the park, they are hkely toencounter the free rider problem. All the families in
the neighborhood may want the park. yet some may refuse to pay their
share. reasoning thatif théir neighbors all donate. the park will be buitt and
they will be able to use the park without paying anything themselves. Of
course, 1f enough people feel this way . the park wall not be built. This would
result 1n a less than efficient use of resources. since each family would have
been willing to pay for the parkif it had been a private rather than a public good.

‘

Curriculum Application.

Students can act out the problem of free riders 1n
- the following way. The class’ pretends it is a neighborhood. The local
neighborhood leader shows a photograph or drawing gf an empty. neglected
lot belonging to the city. The leader explains that the lot. in its present condi-
tion. threatens the health. safety. and beauty of the neighborhood. The
leader also points out that real estate pnces in the neighborhood have been
dccl@ngﬁ because of the crime that takes pldce around the lot. The neighbor-
hood decides it waqgts to make a park out of the lot.

Several student can play the roles of neighbors. There will be a retired
homeowner. a family with two small children. an old lady who feeds pigeons
in the eripty lot, a college student who will leave the neighborhood in-a
year, and a store owner whose store is located next to the lot. One of the
people will be chosen as the free rider. The others will be 1ssued $40.00 in
paper money . Students playing these roles describe how they feel bout the
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park and pledge a donation of from $1.00 to $10.00. The rest of the student’s
may then challenge the amount of each donation, giving reasons for their
challenges. The students can also distuss what can be done with the free
rider to insure that the park is built and that everyone shares fairly in the cost.

Students may also discuss how difficult it is to estimate the benefits people
receive from the public goods.

Public Benefits from Economies of Scale )

A perfectly competitive economic system is one in which there are large
numbers ‘of small producers, each producing a homogeneous prdduct using an
identical technology As a result of competition, no excessive profits are bemg
made by apy firm. Each firm makes only enough to pay the costs of labor,
management, rent, and interest on the capital investment. Since no excess
profit (competitive return over cost) is being.made, this system is the most
efficient economic system, providing the largest output at the lowest price.

In some industries, however, this ideal perfect competition—even if it
could exist in the real world—would not be the most efficient economic
system. There are industries, such as the auto industry, that are characterized
by economies of scale. For firms in these industries, the cost of producing each
additional unit of output declines over a wide range of output. Thus, the larger

_ the firm becomes, the .lower the cost of production. For example, a large

auto firm with its assembly lines, its highly specialized labor force, and its
technically advanced machines, can produce a car at a much lower cost than
a small firm that works on only one car at a time. Here, a few giant firms
dominate the industry New firms cannot enter, since they would be starting*
out as small firms and would never be able to compete with the large
firms. - .

Monopolies and oligopolies benefiting from ecoriomies of gcale (de-
creasing average Cost) may be more efficient than small competitive firms in
the same industry, yet they are inefficient in a special sense. It is tru¢’ that they
can produce a greager output at a lower cost than would. be possxble in a |
ctompetitiye situation with many small, high-cost producers."fhey are capable
of getting more outpuffwith the same input than two small firms. For this
reason, large firms with economies of scale can sell goods at a lower price
thart small firms.

However, monopolles and ollgopohes unlike competitive firms, can set
the price for their products far above the cost & productlon If the firms
were operatmg at a socially optimal level, they would be selling their
products at a price equal to the cost of producing the marginal or last unit
produced. Furthermore, they would choose the technology and other input
factots which would miinimize the productlon costs and the price. But the firm

" would suffer a loss, since the price would fall below average tqtal cost

RIC

of production. To preserve efficiency, then, the system must (a) preserve
advantages, of economies of scale so that the society can benefit from
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PRICE AND UNIT COSTS (DOLLARS)

economies of scale, and (b) subsidize the firm for its losses without encouraging
inefficiencies. Here the incentive structure plays a significant role. It must
stimulate the imperfect competitor to produce more rather than less by
utilizing efficiency potential fulll The benefit from the economies of scale
would promote public welfare. Fimally, (c) government may subsidize firms
for research and development, pushing down total averagg unit cost to the
price set at the optimal level where MC =

Curriculum Application. s I

High school students.may study grqphs of the monopohshc firm and fface
the relative social efficiency of monopoly pricing, average cost pricing, and
marginal cost pricing, as shown in the graph below. Students should be able to
identify the amount of the subsidy required to keep the firm‘in operation and
still insure efficient’use of reséurces. )

.
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In this graph, the unregulated monopolist would produée Qy, and sell it at Pm. The
regulated monopolist using average cost pricing would.produce A¢ and sell it at Pp. The still
more efficient marginal cost pricing for the regulated monopolist would result in Qp being
produced and sold at Pr. However, this would result in a loss to the firm, requiring a subsidy:
of the amount of the hatched area.
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General Equilibrium Models

. . .
Hurwicz suggests that the eight areas of study discussed above are of
_special importance in understanding how economic systems should be adapted
to achieve conditions of optimality and in designing new economlc arrange-
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ments for our own society. One way in which these concépts can be used by
economists is in modifying general equilibrium models of the economic
system. Only with such modifications can the full effects of alternative
policies be assessed. -

Economists afe-becoming highly aware that improvements in mac-
roeconomic analysis must be tied to a better understanding of microeconomics.

e two fields of etonomics have been largely separated in the past, mainly
because economists did not know how to build the total picturg of the economy
from the individual households and firms. As economists realize the i impor-
tance of integrating the two fields of study, they are returning to the tool of the
general equilibrium model.

A general equilibrium model of the econommet of equations
relating the prices, inputs, #d outputs of all resourtes, goods, and services
in the economy. The model shows that any change in the economy will be
felt in every other part of the system, even if it is.s0 slight that only economi
detect the change. In the general equilibrium yiew, the economic syste
a state of equilibrium, or rest, mightcorrespond\gaquietpond When a gebble
is dropped into the pond, waves that eventually reach every part of the
pond are generated. After a while, the pond will féturn to its quiet, or
equilibrium state. However, the pond will not-be quité the same; some reeds

" 'will have moved slightly because of the waves, and a lily pad or two wil

have been displaced. In much the same way, any economic event that disturbs
the equilibrium of the economic sys(‘ém ‘will be felt throughout the entire
system,

In theagy a general equilibrium model:should mclude, in mathematical
form, all the econ’omic reIationships in the system so that economists, can
predict, on the macroeconomic level, the results of microeconomic changes in

“ the ecSnomy. In practice, such a model would be much too complicated to

ever b!constructed Relationships are difficult to .identify and are constantly
changing. Yet such Jmodels can, in simpler forms, be helpful to economists
who attempt to ‘visualize how macroeconomics and microeconomigs are
related. e

Unfortumst general equilrbrium modmlhe perfect
competition model of the economy. Such Walrasian models named for the
French economist Leon Walras who first developed them, are based on
assumptions that do not reflect economic reality. Economists are familiar with

these assumptions as$ those required f@ perfect competition:
. L : .
a-" In all industries, the large number of buyers sellers prevént a
) single buyer or seller from affectmg the price, or quantity pro-

duced in the industry.

b. Al products of a particular kind are hcmogeneous. Thus, the only

. pbssible differentiating characteristit is price. .

% c. New ﬁfmg are free to enter the indusEry, and olq firms are frae to
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" <discussion, the teacher should introdute an imperfection that disturbs the |

" leave, at any time. There are no legel or technologlcal barriers.tb
2 entry. .
. d. No nonprice competition, such as advertising, exists.
s . Information on demand, prices, and producuop levels is available
to all_at zero cost.

-

The Walrasian°general equnllbrl)n models have had an mordmant effect

on economic thinking. Economists have reached logical conclusions based -

on the perfect competitive model while neglecting the economic realities of
the real but imperfect world in which we live. Students should become
aware that the economic system behaves with respect to equilibrium in any
of the following three ways: (1) the econgmic system may settle down belgw
the desnred equilibrium, resulting in unemp]oyed resources; (2) the economlc
system may settle down at an equnllbnum which reflects the social goals

" of the community, or (3) the economic system may never settle down, meaning

that activities may oscillate around the desired equilibrium but never remam
at the desired equilibrium point. - |

Hurwicz would like to develop a general equilibrivm model which would
include changes generated by all the components of the- social System:
imperfect competition as well as perfect, p;:ivate sector ag well as public
sector, and changes in the natural environment as well as in the man-made,
environment. Such an equilibrium model would be able to predict the
consequences of efforts toward an optimum econofnic system. These efforts
include:

improvement of incentive systems
coordimatiomof social goals
maximization|of net efficiency

equalization of costs and benefits of public goods
assurance of public benefits from economies of scale .
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It is Very lmponant that students develop a systems awareness of their
economic system. In thé lower grades, the teacher may initiate the following
discussion: Assuming that a fagtory moves into our neighborhood, bringing
with it 100 families, how will such a new external force affect our housing,
-educational, busingss, political, transportation, and cuttural systems" After the

Curriculum Application.

outcome. For example, the factory ism paper mill that smells bad. In the process
of discussion, students will discover that many components of the economic,
system do not respond to the market, and government policy will be necessary
to make the system work. ,

(‘ -¢,\J\0 help students gam insight into the| broad 1mpact of an econom'lqcvent a

.
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class can consider the situation arising when the government decides to produce
B-1 bombers. The total expenditures would be approximately 35 million
dollars. The main contract has been given to one giant corporatiomlocated in
California. The class can be divided into ten comflittees, each discussing the
impact of the pro_]ect upon one assigned area. ' ’

Committee | ean-discuss the impact of the project on the total anrplane
industry and airlines considering points such as the cost.of the factors of
production, price of airplanes, air fares of commercial airlines, and the
amount of savings needed for new investment in the airlines. Committee 2
can investigate the ifpact of the project on related industries such as rubber
tires, steel, glass, aluminum, copper, and alloys. Committee 3 can investigate
the ‘impact of the project on energy resources. Committee 4 can investigate ~
the impact &f the project on the demand for capital goods in the airplane
industry. Committee 5 can investigate the impact of the project on the
community where the industry is located in Jerms of size of population,y”,
demant for housmg and transporta$ion, retail trade, public investment, and
land use. .

Commmee 6 can investigate the impact of the pr0_|ect on other
communmes from which workers will be attxcted. Committee 7 can
investigate the impact of the project on gross national product an‘d the dis-
‘tribution of inconte. @ommittee 8 can investigate the impact of the project
on national priorities, externalities, distribution of 3ocial benefits, and net
efﬁcnency. Committée 9 can investigate the impact of the project on the
character of the competitive system. Committee 10 can investigate the impact
of the project on ‘resource allocauon to other great pQwers and gn the
developmg countries. .

s  After these reports, the students can discuss the importance of developing
such universal general equilibrium models for decision-making. They can be
helped to understand that if decision makers could see the broad consequences
of their decisions, perhaps many, costly failures could be avoided.

~  Hurwicz assures the: readefs of his paper that contemporary economists
are indeed breaking away from Walrasian models. Research is proceeding
in the afeas outlined in this paper and in other areas relating macro and micro
aspects of the economic system. It is hoped that general equilibrium views
of the economy will bene?t from thig_tesearch. The challenge to the future
is to ‘generalize the genera equilibriufn model.

«

’
e
- .

THE RELATIONSHIP BETWEEN ECONOMISTS AND
ECONOMIC EDUCATORS

Economists are indeed expanding the frontiers of knowledge in their

. discipline. It is the responsibility of the economic edutator to be aware of
< these new dimensions in economic science and to translate them into*€arning
experiences in the classroom. Only in this way will the teaching of economics
be made relewant to the lives of students and contribute to an understanding
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. of ‘economics that is the best and most advanced social science can provide.

. However, to discover frontier thinking and translate it into the classroom

is a painstaking and painful process. The economic educator cannot do this °

without entering into dialogue with the frontier thinker. As a result”’ of
thlS alliance, the frontier thinkeg many times discovers that *‘*knowing’

. “*ways of knowing’’ are two sides of the same coin and that from such an

alliance a clearer formylation of 1deas emerges. g

The economics profession should establish oppottunities for the
interaction Of “frohtier thinkers and economic educators. ThankgGod there
are many brilliant innovators in the professnon who are not only interested

in making their contribution known to their fellow frontier thinkers, but who
-have a keen desnre to put their ideas 1nto the public domam The economic,

profession must establish an information channel through “which the best
and most promising ideas are communicated to economic educators who then
relate the frontier thinking to the experience of youth and td-the concern of
society. This paper is such an anempt ‘

I am grateful to Professor Hurwicz for our dialogue, although most
of it took place over the wires between California and Colorado. At the
end of the conversations we both agreed that the dialogue should continue.
Our mutual interest 18 unique since he is interested-in furthering the frontiers
of knowledge while | am interested in relating frontier thinking to children’s
experiences. May the invisible hand bless all such partnerships.

The profession should promote such partnerships. The professnon sh(!!g
offer a helping hand to put advanced areas of knowledge into the ptibl
domain and spend less effort identifying economic understandings for
‘“‘minimum citizenship.”’ '
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Thegate'

of Economic
Literacy

_ W. Lee Hansen

/

+  Theauthor of this paper begins his survey of the state of economic literacy

/by first examining what is meant by the term ‘‘economic literacy.” He con-
cludes that there is no operational definition of economic literacy,and that lack,
plus the public’s seemingly apathetic attitude toward economics, has compli-
cated attempts to measure the population’s level of literacy.-Hansen then
reviews data from various efforts to measure economic literacy, including both
standardized tests and public opinion polling, to show that the genera} state of
economic kiowledge and understanding, among Americans appears; by any
‘standards, is.low., The paper concludes with an overview of the goals and
directions of the Joint Council on Economic Education’s Master Curriculum
Guide, focusing particularly on the Guide's attempt to ldendfy measurable
elements of economic understanding.

’

No one to my knowledge has ever asserted that the economic literacy of
the American population is particularly high. Nor has anyone concluded that
raising the level of economic literacy is an easy task. The acceptance of either
or both of these statements does not mean that we must be content with things as
they are. What we need to know is whether the literacy of Americans can be
increased and, if it can, how the task can be accomplished. This paper will
describe the state of economic literacy in America today and make,recommen-
dations about how to raise thislevel of literacy.

The opportunity to presest this paper is timely because never before have

. - we known so much and yet so little about Americans’ knowledge of economics.

-As sorted polling and survey organizations now provide a wealth of data
concerning pepple’s knpwledge and attitudes about economics and economic
issues. Whether the results indicate that people are reasonably knowledgeable -
remains unclear, Iarggly, it appeass, because little effort has been made to
interpret the available data.

.

W. Lee Hansen is Profegsor of Economics and of Educational Policy Studies and Féllow of the
Institute fof Research on Poverty at The Umversity of Wisconsin-Madison.
[
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While the stdte of Americans’ econonic knowledge is unclear, there is a
great concern over the popu.latlon s apparent 1gnorance about econonmics and
the American economic system At least' three major new efforts 10 raise
people’s economic hteracy have etherged in the past two )ears The Advertis-
ing Council 15 now in the midst of a huge program to educate people about
economics through a comprehensive advertising Lampaign, mass distribution
of abooklet on the American economy, and dissemination of other educanonal
matenals such as films. The Businesy Boundtable has for the past’year
" sponsored a series of advertisements «n Reader’s ngesr to inform* its readers
about our economic system. Recently the National Assoctation of Manufac-
turers announced a hmited campaign to tell the public about our economic
system and the role of government in that system What these etforts will come
to is difficult to predict. . . ‘

Amidst this flood of information and activity. 1t1s especially appropnate
APRibe. This paper addresses
these questlons The first part syl RToANTIdey about how economic
literacy is defined. The, StINEEEBCRGAN BB Lo N economic literacy is
likely to.be low. / : ' Bliteracy as best it
cap be measured R 10N dey k to sharpen our
conception of efpMEIEERNET: e fing o @mmendations

There s need Reracy with which
it would be possible ne the extent of
individuals’ economi rable though it
would be, to have an exa ant a definition

economics. Howev&'r’we woll
of economic literacy has observabi¥ .equences in people’s behavior and in
their beliefs about the economic system.

*  The term ‘‘economic hteracy’" probably crept into our vocabulary some-
time in the last decade or two, most likely in.connection with publication ofthe
1961 Report of the National Task Force on Economic Education (Econoinic
Educagion in the Schools 1961). The Report itself did not use this term, rather
it employed the phrase ‘y&nomic understanding" to refer to thg knowledge of
economics thought to be attainable and necessary for effective citizenship
by the average high school graduate. The Report Stressed the neéd for obtain-
Angan overall perspective-on the economig system and for applying a reasoned

- or rauonal approach in thinking about economic 1ssues. Above all, it empha-

S|zed the substantive knowledge of economics—the tools and concepts— that

had to be mastered to achieve economic understanding Some unspecified

blendnng of these three elements would reflect economic understanding, or
economic literacy. . > ;

-,
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Beyond the Task Force Report, one finds little help. Textbooks frequently
set forth their goals and objectives, but far too often these goals and objectives
are couched in nonmeasurable terms. This makes 1t difficult, 1f not impossible,
to know what the authors mean by *‘literacy.’’ Some texts state more specific
objectives, such as the development of students’ ability to be more effective
and critical readers of newspaper ajucles about economics. But the terms
“‘critical’” and ‘‘effective’” are not defined, so it 1s difficult for outsiders,
and perhaps even student readers. to know what these stated goals mean.

R In short. no existing definition appears to offer the promise of providing a
useful basis for measuring the population’s economic literacy. Although the
lack of a definition domes as no surprise, 1t 15 difficult to explajn. Perhaps
economists are, lazy, preferring to spend their ume on other things. Perhaps
economists have already attempted and given up on what appears to be a

* difficult task; traces of such efforts are reflected by the imprecise statements
found in most textbook introductions. It may be that the search for a reasonably
precise measure is foolish because of the unlikelihood of developing a metric

.. that would be useful once obtained. 1 amnot certain which of these éxplanations

. is most appropriate. It does seem clear that as educatorsswe should try todecide
whetl;efftg is worthwhile to try to define the concept of economic literacy
and to develop an operational measure of it.

. ’ EXPLAINING THE LEVEL OF ECONOMIC LITERACY

+ Coupled with our uncertainty about.the meaning of economic literacy is
the belief, backed by fragmentary evidence, that people’s knowledge of
econofhics is severely -limited. ‘Given the nature of our political, social, and
economic system with its heavy dependerce on individual decision making, we
must ask why greater progress has not been made 1n developing the economic
literacy of Americans so that they can grapple with economic issues at more
than the most elemental, intuitive level.

The answer, it seems, is that far greater attention has gone to the supply

> rather than the demand side of the market for economic knowledge and
* “understanding” A review of the work in economic education reveals that

» copsidetable effort has been des oted to inreasiné the number and quality of the
producers of economic education (teacﬂers),\ to improving the means of trans-
mitting economics (curriculum materials), and to giving the subject more
"appeal (teaching approaches). The underlying assumption is that once we
«discover the right *‘mix"” of factors and approaches, students and the public

will be éager to acquire economic literacy. There is, however, little evidence

"'to back this assymption. For example, though economics enfoliments have

. riseq, recently at the college level, most students never take an economics
course'in college. Those who do ¢nroll are often required to do so (perhaps for
a business administration degreg). An abundance of adult evening courses are
offered on a wide array of subjects and skills, but ,ecoﬁomics courses arée
relatively few in number. There i-hittle demand for economics news and
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reporting; how many newspapers | have reporters who even pretend to know
something about economics or write with any regularity on the subject? In
how much depth is economics news reported in newspapers, on radio, over

television? In short, it is conceivable that even with well-trained teachers, ~.

first-rate materials, exciting approaches, and increased exposure, economic
education might still suffer a lack of effectual demand. We may be at a stable,
long-run equilibrium right ‘now. ’

One source of the problem may stem from the very success of the'
economics profession over the past few decades. With the emergence of the

_Council of Economic Advisors and the placement of professional economists

in key policy-making positions roughout the pubixc and private sectors, more
and more Americans have come\to believe that the economy is in reasonably
good hands, notwithstanding recentevents. With more than enough economists
available to offer advice to governmrent officials and other decision makers,

. people wonder why they should. spend time trying to lehrn what is reportedly

a difficult and dul] subject. This view may have merit. doubt that most of
us, for example, are fully conversant in foreign affai'rs, we leave that to the
Secretary of State and the State DEpartment We recognize the fundamental
economic pnncxples of specialization and division of labor! !

) Another indication of weak demand for economics education is the
relatively low value communities seem to place on economics or soctal studies
courses in elementary and secondary schools. A recent Gallup poll (Gallup
Opinion Index, No. 119, May 1975), asked respondents to rank nine graduation
requirements for students not planning to attend college. Ranked as *‘very
important™* (over 85 percent so indicating) were reading, writing, arithmetica
and having-a salable skill. Knowing something about the, U.S. government
and U.S. history were ranked ‘‘very important’~by 68 and_ 75 percent
of the respondents. Knowing something about other nations and about
the humanities were checked as ‘‘very important’” by 49 and 33 percent.
Where economics fits into this array ds difficult to determine—it would
probably fall somewhere between the **government-history’” and “‘other
nations-humanities” requirements If this placement is carrect, parental
-and community demand for economics education is weak and seems to
indicate a jugdgment that the external benefits of economics instruction are
hmxted .

* Student demand also appears to be yeak. In part, this may reflect parent s
influence and their lack of effectuakdemand. But other forces also appear to be,
at'work. Studerts often believe the study of economics provides, few direct,
private benefits. The increased understanding of economics and economic
policies gained in conventional économics courses is thought to only indirectly
benefit the student in his/her personal life: Economic study that might provide
students more direct benefits, such as improved personal decision making, is

erally not viewed as economics by most economists. Perhaps this draws too
fine a distinction between economic education fog improved citizenship and
economic education for improved individual economic decision making. Yet,
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examination of high school- and college-level textbooks reveals a *‘citizen-
ship®” approach designed to prepare students'to understand the larger economic
issues. Almost no attention is glven to individual decision making. An example
of a book at the other extreme is Sylvia Porter's Monéy Book (Porter 1975)
written specifically to help individuals make more informed decisions about
how to allocate the§r resources and adapt to changing gconomic circumstances.

The voluntary purchases which kept this book on the best-seller list for more.

than eight months indicate the public considers it more valuable than typical
textbooks. F

The dlstmcuon—admlttedly a polarization—between so-called *‘citizen-
ship”’ economlcs, Fand **personal’’ economics bears further exploration. A%s-
sume for’a moment that economics as customarily taught focuses on effective
citizenship, meamng that the analysis concerns the large questions of efficiency
‘and equity, stability and growth, and the like. Students quickly note that
economics in this context has little direct connection with their lives or the kinds

of decisions they make and focuses more on decisions faced by business leaders |,

or govermnment officials with policy-making responsibilities. They also learn
that considerable nme and effort is required to master this knowle:ife that will
yield small future benefits to them’ So even though school resource costs are
provided by society to produce what we might think is a public
good-—economics understanding—the motivation for students to supply the
necessary effort to acquire this knowledge is Jow. Hence, we subsidize the
production of econontics instruction, but we by no means have full control over
the student’s input of intellectual effort. For this reason,we cannot be assured
that the desired output is forthcommg

Contrast this situation with one which emphasizes personal economic
decision making and provides stpdents dlrect apparent beneﬁts such 3s infor-
mation on career choice, alternative saving and investment opportunmes, and
personal budgeiing. The motivation to acquire this knowledge is usually sub-
stantially greater. Put into the language of economists, students see Iarge
private benefits relative to the resource costs they would incur anyway (given
compulsory school attendangg). . .

The dominant approach to economics teaching, as exemplified by cur-
riculum materials and the formal economics training of teachers, indicates the
root of the low demand problem. The effort and resources devoted to producing
economic literacy for effective citizenship are frustrated becaffs€ stidents
Prceive individual benefits & minimal. Although students aré likely to be
more receptive to personal economics because of the individual benefits, the'
suppliers’ interest in and ability to provide such instruction is limited.

What can be done about this situation? Should we try to emphasxze the
magmtude of the indirect benefits from effective cmzenshlp literacy so students
will be motivated to take greater advantage of these dea g opportunities? Or,
should we move the other way, by providing in onomlcs more personal

would increase if we could find that optimal but elusive mix in which the
’ s

-

C — o 3 -

- .

[

}

L

Vo

L d

e




,

Q

ERIC

Aruitoxt provided by Eic:

f

learning of personal decision making economics would be inextricably linked
with citizenship economics.

+How to strike some balance between these two types of hteracy is an

important 1ssue that most of us have not addressed The introduction of case
studies and current newspaper reports reflects a mogg away from the greater
formalism of a decade or two ago More important 1s the recent emergence of
secondary-level courses in personal and career economics which mark a sharp

. break with the past. However we do not know whether such courses actually

meet the personal decision making needs of students. nor do we know the extent
to which the content of such cosrses 1s linked to citizenship economics Clearly,
amajor tash for us 1s to explore the two kinds of economic literacy and the ways
the, affect the demand for economics. as well as the demand for something not
always viewed as economics.

Another important but overlooked force restricting effectual student de-
mand for either personal or citizenship economic education 1s the low level of
general literacy tn the general population. Unless students possess necessary
basic shills. they will experience considerable difficulty in learning economics

As far as 1 know, there has been'nq systematic study of what knowledge and

skills are prerequisite_ to achieving economic understanding. Despite this,
vartous skills seem essential. the ability to read. to reason. to perform simple
mathematical operations. to interpret graphs ang tables, and to comprehend
some basic knowledge about the social-political-economic systefi.

Until retently we have been largely 1gnorant of student abilities in these

"and other areas of learning. Recent data from the National ‘Assessment of

Educational Progress. an ongoing effort to appraise the extent of learning
among young people aged 9. 13. 17, and 26-35, sheds light on what students in
fact know or can demonstrate at these various ages.® The results deserve study
by economists and economic educators alke. For example. the studies show
that on the average young peopke read as well as the expetts had anucnpated
Their writing skills—by which they customarily demonstrate what they
ledrn—suffer from serious deficiencies. as recent news reports have indicated
The mathematual shills of students also leave much to be desired. particularly
in consumer math where young people had difficulty in tasks such as figuring
taxes or balancing a checkbook. Students’ knowledge in social studies and
citizenship was weak. as was their ability to réad and interpret graphs tables,
and maps.

This brief summary of data suggests that economics teaching cannot be

* made effective until the general level of literacy in other learning areas is

upgraded. This task is receiving growing attention by the general public and

_educators alike. Recent declines in student ability and achievement on national

SAT and ACT scores indicate that we may have to wait some time for the right
conditionts. Or we may want to think about placing econoemics more centrally in
the curriculym and using it as a base to develop z,cnual as well as économic
llteracy - ’ -

*See vanous ruponx of the National Assessment of quu.mon Progress from the Education
Commussien of the States, Denver, Colorado
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“"DATA ON THE ECONOMIC LITERACY OF THE
AMERICAN POPULATION

3

Even if we could a;gree on a definition of economic literacy. could we
measure it} In the absence of a definition. can we reach a judgment about the
extent of economic hteracy in the U.S. today? Is 1t possible to determine in
which areas of knowledge people display the greatest strengths and weah-
nesses? What can we infer from the existing data? )

One approach to assessing economic literacy 1s to examine the scores on
standardized tests 1n economics At least three such tests exist One’is the Test
of Economic Understanding (TEU) dévised for use at the precollege level.
another 15 the Test of Understanding College Economics (TUCE) Both instru- i
ments were designed to assist in evaluating the effectiveness of economick
instruction Implicitly or explicitly, they reflect some operational concept of
what is meant by economic literacy Another instrument. the College-Level
Examination Program (CLEP) test in economics. 1s designed to find qut
whether students hayeacquired thtough their own efforts. rather than through
college coyrses, sufficient Knowledge of economics to warrant receiving
college-level credit. :

All three examinations reflect the mastery of economics obtained through
rather conventional courses In economics. Although these tests have been
normed. the interpretation of the scores remains a question. Does literacy imply
“a score of 100 percent correct. 75 percent correct. 50 percent correct or
whatever” Or does hiteracy mean achies ing at least minimum scores on ail parts
of the exam_ irrespective of the overall score? Or should we discount the test
results, knowing that five years later the average student will have retained

* perhaps no more than half of what he/she learned? Regardless of how this

qtiestion is answered. we still do'not know whether mastery of a conventional
course. as reflected by these tests. provides a useful measure of what we might
want to call economic Iiteracy.

A related approach not yet developgd 1s found in the model of the already
mentioned National Asse¥sment of Educational PrOgress which attempts to
monitor student knowledge in a variety of subjects. Several problems arise. The
social sciences test includes little or no economics. 50 no conclusions can be
drawn until the number Qf economics questions 1s greatly expanded. In addi-
tion, the NAEP staff beh:.%\es the value of their assessment results 15 1n showing
what people know, net 1n trying to pass judgments about the,levels ot knowl-
edge demonstrated. Thus, efforts to use the NAEP results to measure economic
literacy would almost certainly be resisted by NAEP representatives. -

We must seek another approach. The most obvious 1s to review the results
of public gpinion,surveys in the hope of finding questions which indicate some
level-of ecogomic literacy This approach has both ady antages and disadvan-

“tages The noteworthy ads antage 15 that questions asked in opinion polls reflect

knowledge of changing real-world issues and problems rather than knowledge
people have learned from a formal course in economics. A review of the public

o
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opimoh surveys shows that they provide seven types of potentially useful
information. ‘ . a

1. Questigns of fact about which there can be no disagreement The only
question at 1ssue 15 the importance of these facts and tqwhat degree they reflect
the knowledge required for economic literacy. e )
* 2. Questions asking for assessments of the most important problems
.facing the economy. The answers reflect what is uppermost in
people's \minds, including concerns such as inflanon and unemploy ment
Howevergpeople reach their conclusions, the answers provide a measure of the
impact ofjeconomic forces on them. ]
estions asking for assessments about the future of the economy over
thg months or year. Because the accuracy of these judgments can be
determined later, 1t 1s possible to evaluate how well those polled understand the
working of the economic system. Of course, we mustremember that substantial
differences in judgment about th€ future course of the economy are held even
among professional economists.

4. Questions about what actions are necessary to deal with specific #
economic problems. In some cases no clear consensus view about appropriate
action exists among economists. In cases where a consensus view exists, we
can determine whether the respondents’ views agree with the conventional
wisdom. . '

5. Questions about how people would behave under certain specified
conditions. On the one hand such answers provide an indication of people’s
self-interest; there 1s nothing wrong with viewing economic literacy as includ-
ing an awareness of one’s self-interest On the other hand, such answers often
indicate how individuals may be swayed by considerations of public ingerest, as
for example, a presidential speech calling for individual sacrifices necessary for
the common good. .

- 6. Questions about people's priorities—'*what ought to be’" questions
which reflect value judgments.. ,

7. Qu‘esnons about people’s attitudes toward the economic system and its
effectiveness. Again, this is an evaluative type of question.

What can we learn about economic literacy from these seven types of
questions? Types 6 and 7 are less informative because they ask normative
questions. Type 2 1s somewhat ambiguous because responses may reflect either
or both positive and normative positions. This leaves us with types 1,3,4,and5
as having potential value 1n assessing economic literacy. Whether these will in
fact be.useful depends on the way questions are worded and on which alterna-
tive responses are gr:) ided. A brief summary of évidence fortypes 1,3, 4, and

5 folfows; we also Yook at type 7 because it provides some overall assessment.

Factual Knowledge (Question Type 1) :

5

_ That many Americans remain grossly ignorant of the most basic facts

about the economy 1s revealed by severalrecent polls. When asked to estimate
the average rate of profit after taxes on safes in American business, the median

. » . s
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response was 33 percent in early 1975, up from 28 percent a year or so earlier;
for oil companies the estimate was 61 percent, and for automo%s, 39

percent (ORC Public Qpinion Index, April 1975). In 1974 actual it rates
averaged 5.2 percent for the economy, 7.2 petcent for oil companies, and 1.9
-percent for automobile firms. The general public was faz off. The belief that
profit rates were so high undoubtedly led 55 percent of the public to state that
government should impose a limit on profit levels. College students did not do

. much better than the general public. In a 1975 poll, college students estimated

-

P N

rate of profit on sales for large national corporations as 45 percent (Gallup
Opinion Index, No. 123, September1975). When asked about the income tax
rate on corporate earning, they reported a 15 percent figure.

A 1973 poll revealed a widespread belief that the gains from increased
*productivity go primarily to stockholders and management as compared to
consumers and employers (Harris Survey, February 19, 1973). Thiss contrary
to the empirical evidence that productivity gains are widely dispersed a¢ross the
economy through increased wages, profits, and lower prices.

These are but several of the many examples which show how little our
future leaders—present college students—as well as the general public know
about the fundamental econontic facts. It is also interesting that th}pollers ask

about profit per dollar of sales rather than profit per dollar of capitjl invested;

this reveals their own lack of sophistication in economics! ~

Assessment of the Future State of the Econom} (Question Type 3)

» A question regularly asked is, ‘Do you think the economic situation in the
U.S. during the next six months will get better or worse?’* Similar questions
about future unemployment levels and price changes are also asked. Exactly
-what *‘better’’ or *‘worse’’ means is not made clear, but presumably these
terms reflect the areas of principal economic concern—prices and employ-

‘* ment. The @,«h which people’s assessments change is shown below.

- TABLE 1
. Economic Expectations - ”
Better ' Worse Stay " Ne
J Same ‘ Oglnlon
LATEST 42% 36% « 16% 6%
March 75 - 35 S0 12, 3y
Feb. '75 30 56 10+ 4
Nov. "74 . 16 7 10 3
Sept. 74 5 "69 ool 5
Aug.'74 . o3 68 15 4.

Gallup Opinion Index, No. 121 , July |§75, Princeton, New Jersey, Reprinted
with permission. ' :
; \

In general, these percentages seem to move in a leading indicator fashion. Even
more striking, though the breakdown is not $Q§;nted here, is the fact that as the
" . -
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overall percentage of people who report conditions changing from better to
worse or from worse to better, the college group is always in the vanguard
Moreover, the ‘‘no opinion’’ repory is always largest for the least educated.
While-perceptions of major economic problems show little difference by.
respondents’ level of schooling, expectation about future conditions do The
cause of this difference 15 not readily apparent. It may stem simply from
differences in the kind and amount of exposure to economic news through
radio; TV, newspapers, and perhaps the kinds of jobs these people hold. It
seems unlikely that economic education influences these results since most
people receive no exposure to economics instruction at any level of school
Thus, their’knowledge must originate from other. sources,

Analysis of Economic Problems and Issues (Question Type 4)

The ability of people to pinpoint causes of econgmic problems and suggest
remedies cannot be assessed easily through questionnaires; on the other hand,
no obvious alternative method exists for doing this. What can the polls tell us?

In late September 1974 people were asked to indicate the *‘chief cause of
inflaton.'” Since economists could not agree on the answer to'this question, itis
interesting to learn what the public thought just after the President’s lnﬂation‘/
Summit meeting. The_results are shown below:

°

Co . %

TABLE 2
Cause of Inflation
“*What. 1n your opinion. 1s the chiet cause of inflanon]™

Pric.  Poor Gov't Consumer Good Labor/ Excess

Wage Gov't  Over- Over of Wage  Bus Fuet Don't

Spiral PlanmngSpending Spending  People Demands Profits Prices Others Know

NATIONAL \ 260 12% 1% 8% 8% 6% 6% 5% 22% 18%

EDUCATION < )

* Collegt:{ 22 7 17 13 8 8 8 10 20 10
High School i 12 b 6 -9 & 6 4 24 18
Grade School 23 20 9 7 5 3 °5 1 17 ~25

Gallup Opimion Index. No. 113, November 1974. Princeton. New Jersey.
Reprinted with permission. v

# ' - N ‘

Several comments are tn order First, there is the obvious difficulty of
coding people’s responses. also whena rang’e of possible answers is listed. there *
is the problem of respondents having to live with a forced set of choices
Second. there 15 the question of how reasonable or unreasonable the responses
are. Twenty percent of the respondents gave more than one response even
though they were asked for a single response, but the range of answers does not
seem unreasonable. Thisd, thege are some dramatic différences in responses by
rg.?pondents' level of education. withggercent responding “*den’t know’" in-
versely related to level of education. Whether this: indicates that college-
educated or grade schookeducated individuals are more knowledgeable, I leave

4 ’
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- to you.-The college-educated group responded somewhat more specifically,
wtth a larger proportion.of their responses bemg ‘government overspending,’’
‘‘consumer overspending,”’ and *“fuel pnces nghtfr wrong, these answers
are more specific than the blanket response ‘‘poor government planning.””
. In the same poll people were asked, ‘‘How, in your opinion, should
inflation be dealt with?'’ The responses are shown below:
.- .; ) . N ! A
- : TABLE 3

) Dea(lng With Infiation .

**Hew, in your opinion. should inflation be dealt with?**
Wage/ Cut  Con- " Cut ~Gov’t. Wage °

Price Price Gov’t. sumers foreign control Wage
Con- Con- Spend- Spend Aid/ Buss Con- Don’t .

trols trols ing  Less exp0rts mees@ trols  Others Kn’ow

. . ~
-

- NATIONAL ~  13% 12% 8%, 8% -5% % 3% 23% 36%

' EDUCATION
College * 1 14 14 2 4 5 37 27 4
. High School 15 12 T\’ 4 3 .23 36
Grade School 12 7 . o2 1 17 50

Gallup Opzmpn index, No. 113 Novembe; 1974 . Princeton, New Jersey.
Reprinted with™permission.

o

In this instance responses were spread more equally across the various
. methods, fewer multiple responses occurred, and *‘don’t knew’’ responses
came from rpore than one-third of all respondents. Of the responses, 28 percent
qalled for price and/or wage controls which combined with “govemment
control of businesses’’ to yield a total of 32 percent
The ‘‘don’t know'’ responses to this question Meclined with increased
~ educational level, and alternatives to wage/price controls were much more
, likely to be considered by the college-level group. Only a month later (October
1975) whei people” werg”asked in a forced choice fo indicate whether
wage/price controls shoyld be put back into effect, 64 percent favored and 36
percent opposed (Gallup Opinion Index, No. 113, November 1974). Again,
opposition rose with educatipnal Tevel. _Obviously, no firm judgment can be -
made about these results without* introducing one’s owa value judgments, *
unless a consensus exnsted(lt did not) among economists about the advisability
.- of reimposing controls.
' Another opportunity for people to demonstrate their powers of economic
/ analysis came in an August 1975 poll when they were asked a hypothetical
question, . . .

.
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¥ . TABLE 4 _ -
. Political Candidates
- (*'If two candidates)_running for Congress from your district, had these two b

different vieWws, whichMandidate would you prefer?”” Respondents were handed
a card with these two positions: Candidate A—Candidate A says we should cut,

. government spending on social programs and try harder to balance the U s.* .
budget. Candidate B-—Candidate B says the government should spend more money ’ &
. to dreate employment and spur public buying.)
S f:‘, [
e Candidate Candidate Undecided
; o . ' A ' __B :
| “NATIONAL* . ., 42%. 46% 12% -
| . EDUCATION ,
, College 47 ’ 46 ° 7 B
i_- High School - 42 47 11 .
Grade School - 38 43 19
. Gallup Opinion Index, No. 124, Ottober 1975, Pnnceton New Jersey.’
Qtepnnted with permlssnon d N

»

! Becauge of the value judgments than can enter mto respondents responses,
Tesults from this question are not clearcut. Candidate A could be viewed as )
concerned with restraining mﬂat}nary forces, whereas Candidate B could be
viewed as concerned with reducing unemployment. But Candidate A also
S suggests value judgments about the size of government expenditure and “‘so- -
Tl . cial’’ programs; the idea of bal{nced budgets, as economists have long pointed
’ out, is not.essential for its own.sake. Similarly, Candidate B may point to
expanded roles for government programs. This means that any interpretation of
the public’s analysis of policy with respect to aggregate démand is ¢louded by
N - other consjderations which are not easily separable. .-

Sglt-Interest (Quesflon 4) .

Another type of quesuon asks peopel how they would respond to a
particular situation without segard to the favorablengess of the situation. The
+ results indicate the importance of self- Anterest in economic behavior. Whether
this self-interest evolves from one’s partigipation in the economy or through )
formal or informal study is not clear. . ?
Take the situation in which pfople are as d h0w theirautomobile use will
be affected by possible price increases of gaso lgp The data presented indicate
that, overall, people are sensitive to price changes. Because the results are not
presented by respondents’ educational level, we cafinot observe how different *
subgroups of the population respond. However, it is apparent that people see -
- themselves responding in reasonable ways. The table below is only one of
. several examples which illustrate this point.

a
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TABLE 5

-

Price of Gasoline

<,

- L
("If the price of gasoline were to go up (READ AMOUNT) a gallon. would you be

.

T likely to use your car as much as you do now. a little less often. or not at all?"")
. - " Price Rise Per Gatlon ' ’
g .. 20¢ 30¢ 40¢ 50¢
% % % Yo - %
. Use Car . R
- As Tuch as now 54 35 24 22, 22,
Little less often 34 32 25 15 11
Not less often ' 10 28 . 4] 48 46
~ _ Notatall I 37 8. - 13 17
Not sure 1 2 2 - 2 - 4,
. s . .
The Harris Su%e,), August 4, 1975. Copyright Chicago Tribune. Reprinted
with permission. e ’
4¥ - .
Attitud®3, (Question Type 7/ ‘

Because we focus heavily on cognifrve learning in our teaching, attitudes
receive less atiention‘even though they are an important part of the educational
experience. Attitudes reflect some ultimate judgment or evaluatlon they go
beyond the simple matter of value judgments. .

The nature of attitudes is reflected by questions asked recently’ on
Americans’ confidence in ‘‘the American economic system, free enterprise.’’
Over 40 percent of the respondents, as shown below, indicated some, very
little, or no confidence in the system.. R -

¢ : e
L— TABLE 6 ) .
v Confidence in American Ecojomic System
. ’ Great'.deal, Some, Very No
Ce , Quite alot  little, None Opinion
FmionaL , sa% P 4%
College background . 70 2 |
High school * : , -53 , 3 v
Grade schéol - 38 47 15 ,
* The Gallup'Poll July 10, 1975. Princeton, New Jersey Reprinted with
permission. °

Grade school educated respondents were least able or willing to offer an
‘opinion. Those expressing the most confidence were people with a college
> background and those with the least confidence’(about half as many) had the
lowest educ;uonal backgreund. One might argue, however, that the college
tramedg;oup gains the most fom the system and naturally ténds to favot it.

. Henéq; Self-interest clouds the determination of attitudes.

- 81 4
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Eco}omlc Literacy Data: goncluslons iy
- This effgrt to give the flavor of avallable data on economic llteracy offers
aboth r&ssaﬁ%ee and discomfort. It is reassuring to Know that people do seem
awate of many economic tssues and their conclusions about issues often make
sense. On the other hand, inadequate factual knowledge can sertously affect
many judgments people make On €cONOMIC 1SSUES. The conclusion is much thé
same as thatdentified at the begmnmg of this paper—overall there exists akind
of muddled understanding of economic issues, an understanding that must be
largely intuitive because of the limited exposure of People to any economics

d

. instruction. We cannqt say that most people are literate, but nenher can we

conclude that they are grossly illiterate. o

One other source of survey information, the National Sufvey on the '

American Economic System sponsored by the Advertising Council in 1975
requires brief mention. This survey went into muchgreater depth and employed

open-ended questions to a much greater degree than qther public opinion *

surveys. The scope of the questions was wide, covering the nature of economic
systems, thehqj&jipecnﬁc groups in the economy, the respondents’ view of
regulation, profits, dividends, etc. Finally, the results were presented n6t only

for the general population but also for special population groups (businessmen,

edycators, clergy, etc.) and were further tabulated by sex, age, race, education,
etc. The authors of the report conclude: »

-

Economic understanding of the American public is incémplete

and fragmentary. Few adults are highly knowledgeable and few

are totally uninformed. Most of the population discuss economic

. concepts in general, even vague, terms. Even the best educated
. groups and among those who are directly involved in the business
world\ there are deficiencies in information, albeit to a smaller.
degree than in others (National Survey on The American Economic
Sygtem, The Adveértising Council, New York, 1975). PR

..

The only caution I would add is that the Advertising Council survéy tends to
focus more on formal knowledge of the system than on what might be dorre if
particular situations. Other polls may bi more informative on the latter. In any
case, the conclusions about the level of economic hiteracy donot differ greatly

- 4 ' -

.

A NEW “TASK FORCE” REPORT

Important new work is underway thp“'ay lielp us geta ‘better grasp of the
elusive ‘‘economic literacy. ** Several years ago the Joint Council on onomic
Education decided the time had come to reappraise and refocus its efforts to

""improve ‘thé teaching of economics in the nation’s’ elementary and secondary

schools Not only had the Jomnt Council already completed * a ma_|0r “effort

.
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through its DEEP program, but it recognized that in the yeats since the 1961
Task Force Report changes had occurred in the discipline of economics, inthe *
economic problems rectiving attention, and in the appfoach taken by
gconomists to the teachipg of ecanomics. This led to the development of the .

" Master Curriculum Project whosg purpose is to give new impetus to the
tedching of precollege economics. ‘

. The firstand perhaps key element is’preparation of what amounts to a new
Task Force Report, a report that while building on the original report takes
account of what has been learned in the past 15 years and sets the-course for
economic education through the rest of the 1970s and into the 1980s. A central .
concem in this now ajmost completed report is defining-ecoriomic understand-
ing oreconomic literacy. The committee drafting this reporthas started with the
belief that people should be equipped to understand several broad classes of
economic jgsues and be able to reach judgments about the effects and/or_

- - advisabjlity of economic actions and policies. The committee also recognjzes
that these issues will be enfcountered by isolated. As an individual gains
experience, the-separate steps will gradually merge together into a single almost
instinctive process, With this app%oach, we think some of the mystery about -

*  what constitutes ;conomic understanding Wﬂl disappear. o
. ‘As a committee we have_ made.a special effort to identify the separate
. coihp’onen(s of economic understanding; w’call these the major elements. This -
step is essential because we know it is usually easier to learn and applz,a broad
concept if various steps in the reasoning process can be isolated. As an
- " individual gains experience, the separate steps willtgradually merge together
‘into asingle almost instinctive process. With this approach, we @’nk some of
the mystery about what callstitutes economic understandi’ng‘ will 'disappea.r_\
. “We have identified.six major elements of economic undérsta.nding. They

are as follows: ‘
' [ & o

’

1. Identifying the Issues: This calls for an ability to recé’gnize that many.
current issues have important economic dimensions ind consequences and that
it is importapt to distinguish between the positive and: normative aspectd. of *
these situations. ' LT

2. Practicing a Reasorted Approach. This represents a reworking of the
approach outlined in the 1961 Task Force Report; it calls for a systematic »
method in thinking about economic issues—one thatexamines the relationship .
between means and ends, the effédt of, alternative choices, the progess.of '
reaching one’s own judgment on issues, and so On. ’ .
. 3. Posses$ing an Overview of the Economic System ~This provides a broad
" framework which helps people sort economic issues ihto several .broad *
classes—the basic/econbmic problem of scarcity and choice, resource alloca-
tion and the distribution of income, and economic growth and stability-

Taken together, these three élements help move individuals to the poifit
where they can pﬁng nfore detailed information and knowledge to bear on

o . .

econonic issues; Y . ‘ -
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C 4. U)ﬁders«lumlulg the Busic Concepts, Including Economic Concepts unzi
Varwus Stamtu.ul Councepts. This element 15 ceittral to the framew ork beeause
+ we emphasize the need to conceqtrate on (eaehmg a himited number of impor-

. tant concepts and to help insure that students have a firm grasp of the'se
.concepts. We have selected 24 basic economig concepts and six Statistical
concepts. Some readers of our document will be pained to find familiar
concepts either omutted or given a less than first-rank prionty Others will note |
thatthe absence of some concepts reduces, the range of ecggomic 1ssues that can”
be addressed. Offsetting these critivisms is our beliet thatgve can identify the

, most powerful concepts and those which have the most unn"ersal applicabihty ,

By concentrating on these concepts we can achiéve the greatest return on the
resources invested in agonomic education. °

5. b\'nlung Crueria for Evaluating Economic Actions and Policies. This
element while oxerlappmg somewhat with the reasoned approach, prondes a
variety - of measuring sticks agamst whlch different economic actions and
‘policies can be evaluatéd—efficiency versus equity. growth versus stability.
(reedom'ofehofee versus secprity. and soon We recognize that ultimately any
judgments people makg will in part reflect their values, butwe hope that exphcn
attention to these \.l‘l(f’ﬁia will sharpen students’ abilities to analyze economic
issues and will highlight the role of their own values in this process.

6. Appl\ug the Elements of Economic Understunding. The real test of
economic understanding liegn the ability to combine all the elements listed:
.above. sothat actual ecgnomic jssues can be explored intelligently by individu-

~als in their various a€fivities and roles. We develop a categorization of Pews
repotts o‘eonomu ts$ues.and 1llustrate what concepts are most appropnate for
specific news reports within each category. We also indicate with 1||ugrat10ns
how all the elements can be_applied to sével specific economic issues We
believe students must be proyided considerable experience of this kind to
acquire facility in the most dlﬁﬁcul( of all thsks. putting all of one’s knowledge
to effective and practical usg. o
This report does no tempt, to re«.ast the elements of economic under-
. standingipto an operati§rfal measure or set of measyres for assessing economic
literacy . But the elements can be transformed without greateffort This requires
translating each element nfo a statement of expected stydent Lompetencws .
Here is how they might appear 4

- A
' Element 1. Students must be- able to dlstmgulsh ecqnomnc i -
issues, from other kinds of Issues » -
) 't Element 2 Students muet be able to lndICate the various steps
in-practicing a reasoned approaeh .
e, Elemeént 3. Students must be abletmdenufy thevbro,xd outfines
of the economu,s) stem and recognize the mterde’gendenmes inthe ¢ |

‘lbmﬁ
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: Element 4 Students must be able to Lorrectly amcuiate basnc <
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Element 5. Students must know the Criteria for evaluating
economic actions and policies and recognize 'the tradedffs which
they entail, e . '

. - Element 6. Students must-first be able.to apply* the various
eIements listed abgve to reach an understandmg of everyday
economic 1ssues and then be ableto make persoral judgments about
the issues. ) ' ﬁ~, -

Obviously, much work is needed to complete detalls of the testing proce-
dures and the specification of competency levels required to demonstrate
different degrees of economic literacy This work must also recognize that the
elements re flect various levels and kinds of cognitive learning, ranging thro‘ugh
most of Bloom's taxonomy&n.ce this .is done, the most effective ways of
teaching the elements of, economuc Tinderstandmg and the appropnate gr?de
placement of the thaterial must be worked out. Only in this way can we hope to
help student® develop the elements of economic understanding which witl
enable -them to move out into the world of work and advanced sehoolmg
reasonably well equipped. Thlsféompetency will be demonstrated by students’
ability to apply Element 6 to a vaneti of issues they face in the future.

: - “\
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" 'WHERE'DO WE GO FROM HERE?

9

v R »
Because there is so much we do notknow, it seems wise to forego any long

"lust of recommendations and to indicate instead the major areas of ignorance and
concern. We hope others will be stimulated to try to fill these knowledge gaps.

v

‘. . What s an t’ppropriate definition of economic literacy?

When wé mention economic Ilteracy or gconomie understandmg, ‘what do
we mean? Exactly what knowledge and skills are we concerned about helpmg
pezo‘ple develop s0 they can thipk about and actv\elhgently on economic
_issues? Qur forthcommg JCEE report goes farther, I believe, than any prior
~“effort in identifying the component elements of the concept of economic
understanding and in suggestiing how these elementggan be broughy together for
the achievefnent of greater economic literacy. Whéther we h ve provided
“gnough detail in, our applications arfd whether there are enough different
applications is a major concern. The work of the curriculum develepment
groups should highlight any deficiencies and give us a chance t6 make approp-
riate revisions. In the meantime, there is no reason why others should not
_devote time and effort to the task of defining what we are trying to producg
through economics instruction.

>

’

R How useful are existing measures? ,

N fact we ‘have no tnstruments which purport to measure ecoriomic

literacy.\The standardized tests measure tzgn pes of achievement but how
( - - .
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. there really 3¢ deficient demand fo%ubjeu then all efforts.fo impggye the

4

closely these achievements reflect what nlrght be called economic hiteracy 1s not
* clear. The data from public 6pimion polls have never been sorted out and

analyzed with any care to determine what Kinds of knowledge and attitudes

they reflect. Only recently have more probing surveys of people’s economic

knowledge been undertaken These have yet 1o be evaluated Much work must

be done to determine how to make effective use of data 4 hich already exist and
. aré collected’ regularly A

. 4 7 ,
Can we devise an effective measure of economc literacy’

0

What is the likelihood oftrén;lating a defimtion of economic literacy into
operational terms which will allow us to measure the behaviors exhibited by
«~People and reach someJudgment about their levels of economic lrteracy”’ Inour
JEEE report we have not developed such a measure or measures, but this doés
not mean that the task-i is ‘possrble On the other hand, it will not be eagy to
develop measuring instruments to reflect what 15 ultrmately a rather subtle
mental process. ¢ -

¢

P .

> What explains the low level of econon'u"c literacy?

What accounts for the low leved of economic literacy among people who
shave.had some exposure to economics? Is, it the subject, or a belief that
.. economic literacy 1s not of great importance or valye?’ F am pamcularly
mtngued by the possibility that the latter explanation 1s the most 1mponant If

» supply-side capablity of economic ton. will mrssthe marlE' This ests
that hle links between the so- called cmze‘nshlp economics’” and * perSOnal
economics'’ deserve much more attention 21 A

Second what*accounts for the low lexél of lrteracy ?mong—those with
exposure to economcs? Is 1t be;,ause their general literacy 1s low, Because
informal education received via mass media 1s 50, weak, or because
have made quick benefit-cost calculations which indicate there are better ways ‘{
to spend their time? Agamn. we knowy almost nothing about the nonformal

' methods of economic instruction and the way in which these methods: might

help to overcome the resistance of potennal economic educatrdn consumers
. . Vool L4

-
.

“L What are the. links between general and economic ltteracy’

’

Our effon to set forth the elements of economic understandmg, combined* -
_with the data from _the.National AssesSment studhes, suggests that general
.lrteracy and economic hteracy go hand in hand By e 1 refer not
merely to the ability.to read and write but rathéY to the whole range of basic
_skHls. The-usual practice 1n schools has been té dcvelop the gengral literacy of

. ‘'students and then to introduce economics. Instead, perhaps both krnds
knowledge,md skills should be de\eloged .sim tdneously It might even be
possrble 1o test thls h)pothesrs b) comparing y€hools 1n ,which economrcs
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introduced intQ the cumculum in the early grades with those where 1t comes
.much later. )

%
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Finding answers to these ah’ﬁcult 'questions poses a stern challenge-for
economists, economic educators. and teachess of economics in the nation’s
schools. We must bggin seeking the answers |mmedlately because a clearer
vision of our task lséssehnal if we hope to increase the effectiveness of our
efforts to_raise the economic llterm) of our youth and and e\emuall) all

Americans., . .
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A Response S S
to “The State -
of Economic _
Literacy” - ° e Co ‘

¢ [

Leonard Silk . !
s ~ 0 -

~

Reacting to Hanisen’s conc}usaon that there is no operational definition of
+ economic literacy, this resporident suggests that perhaps such a definition is
nearly imposgjble—that differing points of view may make ,one.man’s
“‘economic literacy’’ another’s ‘“‘economic illiteracy.” Silk wonders, as-does
. Hansen, whether the public’s lack of greater economic literacy is not basedona
“dedision to leave econg to the experts. But the respondent helieves
economic educators should not give up on efforts to increase literacy, and he
apfilauds attempts to find better ways to increase studepts’ inlterest in ahd -
understandlng of economics. N .

.
.
Y -

It is rather, remarkable, as Professor Hansen points out, that after scores
and scores of textbooks have been written, ‘an endless. list of $beeches and

conferences on economic education have been held, and several campaigns
have been faunched by various groups to stamp out economic illiteracy, po

useful definition of economic Jjteracy appears to exist. “Is the term “‘economié *

Ilteracy merely geliche; deSigned to‘serve some ideological purpose? Indged,
some business groups, such as the Advertising'Council, the Busiriess Rognd-
table and‘*the Natjonal Association of Manuficturers, do appear to associate
*‘economic Itteracy with fairly s& ific dootrines and beliefs of .which they
Japprove and ‘economic |Ihteracy" thvh.o(siof which they disapprove. It
afraid that, once we get do/wn below the level of punely statistical facts,’one
man’s économic literacy is another man’s Hliteracy. . .
Even at the factual IeveI there are occasions for gtsagreement Professor
Hansen correztly notes that the pubhc opinion pollers commonly ask about

" profit per dollar of sales rather; than profit per dollar of capital investéd. In fact

business spokesmen exposmg the public’s economic ignorance about proﬁgs
alse generally use figures anroﬁt per dollar of sales, aIthough this is a

P .

'Leonard Silk is a member of the Edntorml Board of The New York Times T.e
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thisleading concept that varies enormously from industry to industry A de-
fensegproducer, using little capital of hus own, may have a very slim profit on
sales but a very large return on his own invested capital. A retail chain may have(
a low proﬁt?on_sales but a much bigger profit on invested capitat than some
manufacturer with a much higher profit on sales Similarly. groups trying to
drive home the importance of higher profits may,employ time senes to show
falling profits that end at the bottom of a recession, with profits turming up this
. year. probably by 23,percent or more, | shall be interested to see how quickly
4 those business groups or securities industry associations who have used such
pessimistic profits serjes will shift fo the new terminal date for profits
Nope of this. | nto add. 1s to imply that | think measures of profits or
explanations of the rglg of profits in a capitahist.system are merely matters of
self-interest and brase¥ opinion. | am only trying to warn against the misuse of
economic data or concepts. wheth€ in the name of further economic literacy or
soirie other worthy cause. That misuse is by no means limitegd to business; for
their own purposes, labor, agriculture. and even the political leaders of our
governmentor other.govefnments also sometimes bend data or princjples tosuit
their purposes. | probably do mysetf—for which I gravely apologize. though |
' do 1nsist my sins are unconsciouy and therefore all the harder for me to correct

Putting aside for the ‘mome t what etonomicliteracy 1s, Professor Hansen
next asks what explains the publidsKick of greater economic literacy? Well, he
knows a bad situation when he sees one. and | think he is nght to g%with the
answer to this ill-defined but obviously deplorable state of public ignorance |

He reasonably suggests that perhaps, the public has made the sensible
decision to leave economics to the experts. But the public is justifi bly upset
when the experts fall to fighting among themselves qncf when, even worse, the
state of thé:economy geis badly fouled up, and the experts (some of ‘Q‘(:m are
partly responsible for having caused the foul-up) go on fighting about how to

y cure it. If any group's performance is bad. it loses legitimacy. This is true for
: 6 economists Just as it 1s for corporations or governments or labor unions or afy
other nstitution. Butno group likes to hear this about itself. And every scien-,

tific groupms'lsts that its failures are creative and its internal quarrels are always

! “at the frontier of knowledge: behind the front lirfes, there s, presumably, pedce
and good order. Economiists agree aboutan infipitely larger proportion of things
thar} they disagree-about.. Perhaps. but I really wonder whether this applies, on
important issues, 'to such ecqn’omists as Friedrich voil \‘Hayek and Gunnar.
Myrdal, Nobel prize-wirners both, or Alan Greenspan and Gardner Ackléy,

- Presidential economic advisers both. Recently in Congressional testimony Mr.
Ackley called the Ford Administration's macroegonomic proposiq'ons for cur-

ing unemployment and inflation ‘‘simply fraudulent ec()nomi;." As my

.
f

-

colleague, Edwin L. Dale, has reported, Mr.-Greenspanfor his part thinks the

economic models employed by economists*like Mr. Ackley “*don’t—and
- can't—reflect this sort of thing”that is. the perverse effect of fiscal and

moneiary policies designed to raise employmént and output faster.
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” Since a national Prgiden'ial campaign is likely to be fought this year over
precnsely the issues of unemployment and inflation and how best to get the
economy back tosull productlon and by when, it1s dlfflult to put it mildly, for
the voting pubhc t.entrust the’ resolutionr of such issues to the experts,
especially such bitterly sed experts. The division of labor, which works
reasonably well when it cpmes to pin-makers and paleographers, just does not
solve the problem in political andsocial economics.

-

Professor Hansen makes the useful point that the trouble may be not on the
supply side of economics instruction but on the demand side. The public wants
to read Sylvia Porter but not Paul Samuelson. To be sure, Professor
Samuelson’s sales are still well’ahead of Miss Porter’s, but that presumabI) 1sa
consequence of the high regard in which Mr Samuelson’s book 1s held by many
of his féllow economists, with their captive student‘fﬁopulanons rather than of
voluntary consumer demand itself. Possibly economists do give needlessly
short shrift to consumer or personal economics; there are plenty of rich cases,
which can be used to illuminate microeconomics. But I do not think economists
should really be in the business of telling you which life insurance policies to
buy, or for that matter wha toothpaste to use, where to spend your summey or
winter vacations, what to drink apres-ski or apres tenms, or similar matters -
involving choice and uncértainty, the bailiwick not only of economics but
- practically everything else

I am-glad, nevertheless, that my own Wednesday column runs on the
business and financial pages of the newspaper, when l‘dlSLOUFSC about difficult
matters of economic analy sis and policy, [ can be pretty ‘sure those readers with
desperately serious interests in the stock and bond markets as well as their own
businesses, will see the relevance of what I am writing about—and I try to give
them a clue myself, if it is not obvious. It is also pleasant from time to time to
write for the Week in Review or Magazine or Op-ed page, but | suspgct such
economic pieces have less real impact. Editonials, however, are another matter.
Theis art is one of preachment and persuasion, and I guspect it is the political-
social-moral gontent of the positions expressed, rather than their economic-
logical rigor, that sways reac'fers _to support an economig policy posmon—lf
anything does. .

Professor Hanser does not sound wildly: opumlsnc about the chances of )
improving econoric literacy soon, although he s mvoh ed in playing the ganie
and, I am sure, doing his best I agree, with, him.on both counts. It is really
difficult te understand why it is so hard for most people todearn economics in
Jore than the most superficial sense, but it is. : have spent more years than Llike”

o rémember in economics journalism and economcs education, as well as in
government, and I would have to confess-that | thmk the “level. of public
economic literacy or understanding 1s no tigher than when I began "Does this
mean that | have had a wasted hfe'ﬂ"hope not. | fear that it 3s essennally the”
same in every hard field, every day’a new world is.bgrn, every day you face a
new public, everyday Sisyphus starts rolling the stone up the mountain again. If .
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you do not like this mountain, find another ..

Soletus, by all means, have anew Fask Force Report Letus, as Professor
Hans::n suggests do a better job of identifying the key economic 15sues, use a
better reasoned approach, give students a blindingly clear overview of the
economic system, teach them the basic economic concepts, improve their
command of statistical facts, grve them means of applying critena fot evaluat-
ing the 1mpact of economic actions and pohcies and experience in applying
these concepts to the 1ssues they find presented in newspapers or on radio and
television, Let us do the same for President Ford and for Mr Greenspan, as well
as for our wives or husbands, and for the Ad\emsmsz Counctil The Reader’s
Digest, the N.AM.. and the A.F.L.-C 1 0., the milk producers, Lockheed
Aircraft, and everyone else. And let us, as Professor Hansen bnllantly pro-
poses, make evergone more literate as a prior condition to their becoming mpre
economically literate. -

Do I have.a better answer, sbme secret up my sleeve? At this level of
generality,_certainly not. I think the jetter answers are to be found in the
s[)eufics——better understanding on ond’s own part, then better articles, better
books, better lectures, deeper concern abeut the real issues themselves not
\somethmg called ""1ssues’ ma\aguer more abstract sense. [ am sure there also

> are better ways of reaching students, and getting them to teach themselves, and
teach you. But thatis not my area of professional competence. [ used to enjoy
«teaching, ahd watching da&n breaking, but that, is a magic that cannot be
- ’*generahzed into formulas. The main thing, I believe, is canng oneself—caring
about the subject mafter and the 1mp0rtame of Lommumuatmg it to someone.
One does 1t because 1t is fun, because it is a living, and because one gets
somethmg back from an audience or readers when it works—and because it~
helps solve a serious social problem, when 1t does.
I am glad Professor Hansen any all of you are still involved in this cause
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Part Ill Issues in Economic Education

8 .
Research in Economic Education at the Precollege
Level—George G. Dawson .. .
p "Response—Denms J. Weidenaar
Response—Ropert J. Staaf » : ) ) /
Econgmic Education for Ethnic Minorities—James A. Banks -
Response—Frank W. Gery .
Response—June V. Gilliard - T
" " Male-Female Differences in Precollege Economic : ) *
Education—Helen F. Ladd\ ‘ 8 - .
. .
s -
v iR
\ .
N h ~
49 . .
% » % -
- ' /




sddgag

el At

-

O

. Education at

- o

-“

esearch in ,
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the Precollege ,

- - Level * .

George G. Dawson
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This paper is based on the author’s survey of 791 studies relating to precollege
economic education. To classify the studies, the author uses three categories:
Type 1, simple fact-finding projects; Type II, more complex evaluation studies
including statistical analysis; and Type III, experimental studies involving
_ researcher control. Focusing primarily on Type Ul and Type 11l stydies, the -’
author discusses research findings relating to both the elementary and the
secondary level. From the findings, the author makes recommendations for
future research and curriculum development in economic education at the
precollege level. » )

" 4 . \
Although one study dates back to 1914, research in the teaching of
tconomics in elementary and secondary schoois 1s a relatively recent phenom®
non. Only four studies devoted exclusively to the elemeéntary level were

completed before the 1960s. While little was done at the secondary Ievel before _

1920, there was a surge of interest in the 1930s (with at least 94 studies

comple_ted in that decade) and again in the 1950s. However, itis during the past |

15 years that most studies have been made. Probably the growth of the Joint

Council on Economic Education’s network of affiliated economic educatién -

councils and centers largely accounts for this development.
As of August 1973, at least 791 studies relating to precollege economic
educauon have been completed or are in progress. Most (541) deal with the

secondary level exclusively. Ab6ut 100 deal with the eIen’]entary school Ie:;lp/

while some 64 cover both elementary and secondary education. Another gr:
of about 82 studies combine some aspect of secondary economics educa!ion

3 George Dawson is Acting Dean and Professor of Economics at Empire State Collcge Stat¢
University of New York. Old Westbury. New York
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. with college or teacher educatton inthat subject The quantttatne 1mp0rtance of
' each group is below: .. :

“
[}

«

- . Elementary level gply — 13 percent
Elementary and secondary combined — 8 percent
Secondary level only — 68 percent - - .
r " Secondary with higher education — 11 percent )

. - - ...CLASSIFICATION OF STUDIES

. - Incompiling a card file-on these studies, the term “research’ was broadly

. .defined by this writer. The studies range from informal efforts involving little
, more than ‘nose-counting'’ to highly structured projects using the most sophis-

ticated techniques of statistical analysis. Our purpose was not to quibble gbout
what should be classified as research and what should not, but tq identify any =+

. study that might in some way add to our knewledge about the teaching of a

_economi¢s. The studies could be categorlzed in many ways—fq@xample

topic, subject matter, grade level, geographtc area, or research technique
employed. However, for this paper the studtes have been classified into three
types.. g : ‘

. Type I studies are fairly simple fact-finding projects, requiring little or no
statistical analysis beyond the computatton of percentages or tanks. Data onthe
number of schools in a particular state or region offeringeconomics, surveys on

) . the economics training of teachers responsxble for economics courses, and lists *

/ ) of materials used to teach gconomics are among the studies which have been
‘Cassified a§ Type 1. &
Type II studies are more sophtst?cated in design and in the - type of
'~‘ statistical analysis reqhired. In a Type I stydy the l'esearcher might, apél

knowledge as measured by a standardized economics test, or'the researﬁl‘kr

might help develop and evaluate a new program ot set of thaterials. Sg:me Type

- II studies attempt to find out-how much pupils in a given area already know

about economics and how therr knowlgdge compares with that of some other _
pupil populatlon Some sort of statistical sigmficance test is often mcluded

’ Type 11 studies are characterizéd by more rigor and better mvestlgator

control than Type {1 studles Hithough no clear line separates the two. In Type

[T studies researchers do not merely accept an existing situation and evaluate or

) ’ analyze 1t; they exercnse strong control, by setting up an_experimient and

' establlshmg conditions for study. Researchers do not simply design a meansof

. studymg, analyzing, and eyaluatmg an establtshed situation, but agtually

_-mahipulate a learning enviranment so, that subjects conform to their preestab-

A, +" lished research scheme. This category mcludes studies mvolvmg a controlled

. ) experiment in which the researcher attempts to isolate partictlar variables and.
determine their effect on pupil learning, as wh.en one group of pupils uses 2
“ programméd textbook while a control group uses aregular text. Type 111 studids

N
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" often require a more complex research design and more sophisticated statistical ~ #
= ..tw.bmques than Type 11 studies, but this is not necessarily the case.

K ’$tatrsucally, 24 percent 8t the studies.have been categorized as Typel, 52 ,
percent as Type II, and 24 percent as Type [II. Not everyone will agree on the
categories to which particular studies have been assigned. In certain tespects,

/ the categorizations are arbitrary | béeause some studies have characteristics of all N
three types. Nevertheless, [ found the categories useful 1n determimng which ’

. . . . - -, v

. studies to include in this paper. \ -

The breakdown of the studies’ sponsorship is as follows. doctoral
s’tudres——24~percem masters theses—25 percent, all other—S51 percent. Jt 1s
rnterestrng)q motc that mqss’studres were not done to earn the researcher a
higher dgg“re }nstead mﬁ&twere sp(}nﬁred by persons or groups mterested-m
learning niore about the” teachrng ©f economics at the precollege lgvel to
strengthen their own efforts or the efforts of others in the field. The **all other’” N

.. category, then "Includes college professors precollege teachers or adminis-
trators, university research bureaus, the Joint Council on Economic Education
and its affiliates, and such well-known organizations as Educational Testing
Service, Opinion Research Corporatron and The Psychological Corporation.
Part of the studies reported in this paper can be found in pubhcgtrons such 5
. as,The Journal of Business Educanon, Social Science Record American ..
Economic Review, Soeml Educatron, The Journal of Economic Education,
Child Development, Journal of Experimental Educanon, Journal of Educa-
_ tional Research, American Behavioral Sciennst, Jo,urnal of Social Psycholog)
", Elementary School Journal, Educational Leadership, Tite Journal of Con-.
sumer Affairs, The American Economist, Educational F. orum, and Quarterly
T journaT of Economics. Many however, are unpubhshed theses, papers, and
‘~geports.* v
T R)ppﬂrposes of this paper. less attention has beest given Type | studies
thanfstudres in the other categones, Although many Type I'studies are valuable )
and” pra?mig useful mformatron to economic educzmom specialists,. potenual ‘
supporters of the economi¢ educatron movement most ofteht ask forth md of -
data resulnng from the ev aluatron projects classified as\Iype ll “dnd Type I1L
They waiit to know how effective previous economic - education efforts have.
beeny Thus, this paper stresses the Type 11 and Type Il studies which make up,
aboul 76 percent of the total, 3
. 1scusern of reported studies is divided .into eIementary and; secondary, .
I0vel research. About 64 of all the indexed studresjoct:s on both elementary and
secondary levels, but at least 44 percent ofthese are simple Téct -finding surveys )
(Type I studies)*confined to one state or Iocahty Another 30 percent ofthese .. ‘ .
eIementary/secondary studies are Type II, but many“of these deal with the
“teachi g of asingle topic, such as consumer econonucs or cdnservation, and are; *
of little general interest. The remarnrng 18 perccnt are Type 11l studies, and

*®

”

/.

*For a comprehens$ive list. see George G Dawson. Researeh m E( onomic Educanon. A Bibliog-
raphy (New:York. NYU Center for Ecoﬁpmlc Educatlon 1969) wuth 1970, 1971, and 1972
supplements The author also has a card fife on rrofe recent studies. 0 . 4
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those of more gem,t'a] tnte“rest are reported 1n“either’ thg elemcntary or the

£ secondary section of\this paper. -~ . o . ‘
LT e.\ - ¢ . .
T RESEARCH AT THE ELEMENTARY SCHOdL'lEVEL‘

- Aside from one study published in 1942 and thiree in the 1950s, all research
. atthe elementary level hasibeen done during the past 15 years Most6f itcan be |
: categonzed as Type 1l or T\pe 111 research Thus, one of the great needs at the ‘
- elementary level s for T)peh fact-finding studies. It is impossible even to make
) ““educated guess'’ as to the number or percentage of schools which provide
e " some sort of economics instfuction for elementary puplls Yet, evaluation
studies show that elenentary ¢ ildren can learn some E)asxc economic concepts
+ and that economics projects cdn be enjoyable experiences which enrich the

. . —elementary ‘curriculum.,

ﬁesearch andinys

oy T ’ g' Although there has been conSIdembly less research at the elementary
' school level than at the secendary, there are _some important ﬁndmgs which
cmerg)rbm the studles whichrhave been conducted The ﬁndtngs whichs seem "

...smast germane for econpm?cs education are discussed below.
i . “e A N ¥

_ . Chtldreh can learn some basic economic facts arﬁLcoﬂeepts Co

o “This conclusno@ was flrst established by*Gffmey L. Darrin (195&) in the

. date 1950s. Darnn evaluated pupil learning of 28 topids included in the cur-
p rtculumfrom'kmdergartcn through snxth grade and found that 19 of those topics

' . were suyceessfully taught in all grades.” William Jefferds (1966), on the other

X oL hand, dd nqt, find that pupils using the* economics materials deVeloped by’

n g Lawrence Senesh were effective, but teacher preparation ®may have been a
factor Foote and others (I967) usmg different evaluation techmques with

. puplls in the Montclalr New Jersey school system concluded that the Senesh
matcnass wcre effgrave with lementary pupils whose teachers had been - .
Wtramed naheir use. Robinson (1 63) established that some economic concepts. '

! can even be taught 1o children i kindergarten Four yeats later, Sol Spears

(1962) completed é study purpottmg to' prove that ﬁrst g,mders Lan Ieam

-~ these chlldren regardles$ of the e odologl used S -
T '4 Not, sattsﬁed thh thetr prcde essors’ work, pamculdrly with the test -

State Untvérs:iy produced a better test for pnmary children; its use 'confirmed
- thgt childgen can’Igarn some df the e¢onomic cgncepts found in the Senesh
o " material, Building on. the work of oth s, Donald Davison and John Kilgore,, °
. ,-@y ' t(1971b) created the Primary Test, af Econ\omu Understanding for use din gqt"ades

N
L t¥vo and three. Prehmmary work with st dgam conﬁrmed the ability of N
oy \.‘\ Q“ . . ’ X X ;
. T ‘_ ' - . . ‘ - f ¢
. . Fy , L. -y . . .,
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chlldren to learn certain economic coneepts in grades two and three (Davison
and Kilgore 1971a). - :
Any remaining doubts appear to have been remo»ed by a complex evalua- ‘
uon study made by the Joint Council on Economic Education during the .
1972-73 sctool year—a study involving 75 classrooms in 24 communities 1n iy
vagious parts of the Umted States (Dawson and Davison 1973). Résedrch -
involving children 1n upper elementary.grades (tour, five, ‘fnd s1x) also showed
that economic copcepts can be learned. This has been contirmed by The . /
Hdustrial Relations Cen@ the University of Chicago (Rader. et al.. "
Rader et al 1967). Sulkih and Friedman (1969). Richard L Wing (1967) oot )
Marilyn Kounlsk) (1974). and the Jomt-Counul {Dawson and Davispn 1973) ? ;
i%
Older children learn more than younger children. . - ;
Itis'not surprising to find that—other things being equal—the limher the .t
grade level the better the understgnding of the topic. This was established by
Darnn (1958) as well as several other researchers The relatlonshlp between
economic knowledge and pupll grade lev el was the focal point of a study made
by Richard B McKenzie (1969). and the study confirmed the generahzanon
that older children learn more , . S

Teachers trained in economi¢ education are more effective
than ynirained teachers. ?

The Foote study (1967) suggested that teachers given special {raming_ﬁ)
teaching economics at the elementary level were more effettive than those not
" receiving traiming, however. poor «ontrols and an atypical research design
precludes using this study alone to establish the point. The best evidence of the
generalization was provided by the Jomnt Council’s study (Dawson and Davison
1973).of the impact of workshop training on participating teachers and on the _
pupils of those teachers Using 34 experimental and 45 closely matched control
teachers and involving some 2.000 pupils, the Joint Council study established ,
that the pupils of teachers who attended economic education workshopsindeed
performed significantly better on standardized economics tests (pretest-posttest
design) than' did the pupils of teachers who had not atiended workshops.

There isa relanonship berween pupil soc Joez onomic
9 background and economic understandmg

McKenzie (1969) found that children of professnonals did better on his
ecarfomics test than did the children of nonprofessionals. That children of
higher sacioeconomic background know more and learn more was also estab- \
lished by Spears (1967). Davison and Kilgore (1971a, 1971b), the Industrial .
Relations Cénter-(Rader et al.. n.d.. Rader ef al 1967), Sulkin and Friedman

(1969), and the Joint Council on Economic Education (Dawson and Davnson
1973). . : ‘

(‘ oy
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Sex is not significant in elementary students’
' learning of economcs.

Studies at the college level frequentl» show that (for some mysterious
reason) women do not learn as much as men In the college introductory
economics courst—other thl@gsﬁeld equal This does not seem 1o be the case
in the elementary grades. Girls do as well as boys 1n most cases

A variety of methods and materials can be used with equal effect

B.J. Dooley (1968) compared fourth graders being taught by the lecture
method with an experimental class using the simulation game Marker There
was no significant difference between the gain 'scores of the two groups,
although the children enjoyed the game more_than the conventional mode of
instruction. Dennis Lupher and Kenneth Light (1971) tested sixth graders using*
a television serjes, “*Adventure. Economics,”’ and control classes learning
economics by different means.*The mean score of the experimental group (a

**posttest only " design was used) was higher than that of the control classes but
was significant only, at the .10 level. Three computer based games for sixth
graders developed by Richard Wing and others (1967) proved to be as effective
as’com entional classroom nstruction. Item analyses, however, revealed that
some things were learned better by the expenhental group while others were-
learned better by the control groups -

‘ .

w
-

Pupil academic and readmg abilines are important factors.

- . As expécted, many studles haye shown that students who score
sngmﬁcantl) higher on standardized intelligence or academic ability tests (sich
asthe Flanagan Test of Generul Ability) and who achieve high scores on reading
tests earn higher gain scores in economics (Wing 1967, Davison and Kilgore

* 19714 and W971b; Rader et al., n.d., Rader et al. 1967, Sulkin and Frledman
1969; Lupher and nght 1971, Dawson and Davmon 1973) . A

- ~ &
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Pupils retain some of their dearnings, at least for a year.

What elementary pupils learn 1n economics lessons is not immediately
forgotten. Some evidence of this was obtained in the Joint Council study
(Dawson and Davison 1973), but the hypothesis was tested under highly
controlled conditions by Rader und others at the Umversity of Chicago (Rader
etal., n.d.; Rader 1967). Pupils exposed to economics instruction not only re-
Jtained what they had learned (with some, loss) for abouf a year, but did better

» than control pupils in future economics lgssons. Much more research needs to

be done onthis, particularly to see how much 1s retained after two or more years. / )

!

’ .
* Mazuuration gay be a factor in economic knowledge.

McKenzie (1969). and Rader (1967) have established that there is a
relationship between grade level and abiity to learn economics. One of Rader’s

-
s
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studies (1967) suggested that maturation alone may affect test performance: s
possible that by simply maturing, pupils who have not been exposed-to formal
economics instruction will do bettey on.the posttest than on the pretest after a
period of several months. However, further research 1s needed to confirm this
If the matufng affect ts confirmed. researchers will need to account for
maturation 1n theig tgsting programs. For example, if it 1s found that children
can gain three points on a standardized test without having had economics
nstruction over a per’uod of, say, six months. then an absolute gain of seven
points ought to be reduced to four This would give a more realistic measure of
the impact made by mstruction.

7

Relating economics to student needs apd-interests

o /,.' vields positive results.
I

Man‘y ’tc’:achers assert that this proposition is self-evident, but little
. / controlled research has been done to test it. Kourilsky (1974) opined that the
¥ pupils participating 1n her **muni-society ™’ did better than the controi students
4 because of the “*need to know " factor. The pupils had to learn many economic
gconcepts fo function successfully in a highly competitive classroom economy

.
1

. Elementary school teachers learn economics just as well when
. economics gstruction is combined with pedagogy as
they do-tn “‘pure’’ economic courses. ’

.

The Joint Council study (Dawson and Davison 1973) showed,that teache
attending a workshop in which teaching techniques. were combined with
economic theory Jearned as sch, as measured by a standardized economics test,
as did teachers in workshops which provided separate treatment of methodol-
ogy and economfc principles. This has also been established by Loren Gufféy
and Charmayne Cullom (1973) in studies conductgd at the State College of
Arkansas in Conway Further support 1s provided by Dennis O'Toole and Ann
Coates (1974) in an experiment undertaken at Virginia Commonwealth Univer-
sity. . *

b-‘

4

Economics |s not adequately treated in most.elementary school *
o social studies textbooks, and the reading levels in most !

books are too high.
&

: Although textbooks have improved greatly over the years, many remain
deficient in terms of economics coverage, and many contain gross etrors. This
"was established by Davison, Kilgore, and Sgontz (1973). Research by C.
Kenneth Murray (1975) showed that the reaidability level of textbooks designed

. for grades four, five, and six is seventh to eighth grade and that third-grade
materials have a grade level-readibility of 3.9. .
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Conclusions and Recommendations-—Elementary.

. Research and evaluation at-the elementary school level answer many -

questionsibut raise many others. The implications of the work done thus far
N .
-seem to b as follows ;

® Additignal fact-finding studies are needed to determine the extent to which
econo‘n‘iécs is taught in elementary schools, what concepts are covered, ,
what materials are used, and how well prepared the teathegs are.

® Children from kindergarten through grade six can learn some important
economic concepts. Tests«exist to measure economic knowledge at the
elementary level. Schools can and showld include economics in the elemen-
tary curriculum because it can be taught, successfully. Prete,stin'g and
posttesting should be undertaken, however. C

3
~

® Other thirigs being equal, pupils at higher grade levels can | arn more than
those at 1ower levels. There 1s a need Yo determine not onl \the kinds of
concepts that can be unerstood at each level, but the extent to which each
comitept-can be developed at each- grade level. For example, how much
more can the avérage fifth grader learn about demagad theory than the
‘average third grader?

® Teachers who are given special training.iq)economlc education witl proba-
bly get bettet results than peers who are not trained. We do not know,
however, how much training is needed, Nor do we know to what extent the

,  training sthd include *‘pure’’ economics as opposed to educational

methods. ,

-® A relationship between socioeconomic background and abulity ‘to learn
economics has been established. Existing tests' or new tests should be
normed to provide data on variolis socigeconomic levels. We need to find -
ways to compensate for the disgdvantage which socioeconomic backgropnd
causes childien. _ ’ / ,

» 3

® Because sex dogs r?o}' usuglly show up as significant in research at the
elementary level, there is no need to consider difference’s based solely upon
sex in.plann?ng ecqnfolmi,efs' programs for elementary school childrén. Re-
search is needed, fowever, to determing if boys and girls have different,
topical interésts Foreexample, are boys more interested in the labor market
while girls are more concerned about consumer edpczition? If this proves to

be the case, te chcr/s might undertake, to eliminate these g'rfferences.. .

® Because many me (lOdS‘ and materials have been found to be effective,
teachers shayild fel free to explore a wide variety of techniques. Research
should continue,/however, to see if some methods have a greater tesidual

impf;ét. agd?se péore interest, result in greater.(or lesser) costs, and so on.

Lodd e K . A C ‘
® Academic ability and intelligence, as well as reading ability, are important
/ /; l, : .
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variables. Teachers should take these differences nto account when plan-
ning economics activities, but this does not imply rigid stereotyping of
pupils. Special materials might be developed for low-achieving pupuls.

, Further research is needed to determine just how much children at various
ability levels can learn and what methdds and matenals work best.

® Alhough it has been established that economics instruction does have a
_— lasting effect, we do not know just how much is retained for varying time .
periods. ln particular, we do not knaw how much is remembered after one

year, nor do we know if particular methods or materials have longer-lasting !
effects. -

¢ While maturation appears 10 be a factor, we need more controlled research
, and experimentation to find out just how 1mportant this 1s. Holding every-
' ‘thing else constant (if possible). we should try to determine the impact of
- maturation on test change scores with students at various grade levels and
witlr pupils of dlft‘enng abllmes and backgrounds PR

- ® The fragmentary evndcnce that, motl\ganon enhances Iearmng 15 not strong '
enough to be convmcmg We need to know just what sort of motivational '
rdevices have the greatest, effect on chyldren of varyingsexes; backgrounds,

and abilities. .

In providing econorhics instruction for elementary school teachers a .
teacher trainees, better results will be obtained Lt this is combined wi

. instruction in how to teach economics'in the schools, o This implies that'the
instruction be provided by someone trained both in economics and educa- .' -
tion or by teams of economists and educators who are W||Img 1o work 4

together in harmony.
N ‘

® Textbogks and other matenials used in elementary schools must.be continu- |

ally scrutinized and evaluated”in terms of their economic content and

. reading level. Publishers should be apprised of deficiencies, and economic

. ‘ education centers and councils should offer their services to assure-proper

N economics coverage in forthcoming materials. Teachers should be given
special training in the use of the existing matenals

® Research and evaluauon should be built into every economic education
o ' Jprogram. EXisting tests need to be reviewed continually and reviged or \
updated from time to time; Reading spccmhsts as welk as economlsts g
educators, and psychometncnans should be involved in test development,
evaluation, and interpretation Because soitie existing tests were designed
»  for evaluating particular programs and/or matenals, they should be used
with caution.

.
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/f RESEARCH AT THE SECONDARY SCHOOL LEVEL -

.3 ., There have been nearly 550 studies dealing specifically apd for all practi-
' . cal purposes exclusively with the secondary ‘level.' Twenty-six percent of the
secondary -level research studies are Type I, 57 percent Type 11, and 17 percent
¢ TypelIL Doctoral research studies account for 26 percent of the titles, while 33
y i ¢ -percent ate master theses. Overwhelmmgly,“lhe secondary studies have been
l . confined to a single stafe, eity, area, or schoolt This report concentrates on
H those which seem to be typicdl, deal with a fairly large population, have been
g w:dely rephcated or employ an mterestmg research technique.
\gr Research Findings .
| ’ Among the ﬁndmgs emergmg from research done at the secondary level,
the following seem particularl§ relevan to fUture pIannmg for economics
*education in precollege settmgs

High~school economics courses are effective in
- increast'ng economic understanding. ..

This concIusnon was gstablished by Bach and Saunders (1965), Dawson
and Berhstein (1967), Moyer and Paden (1968), and by gountless other§ Most .
researchegs used the Test of Economic Understanding (T.E U.) published*by
Seignce Research Associates .in 963, but other instruments have yielded
sinfilar results. In most cases, overall pretest and posttest scores have been .
: used. Gain scores usually prove to be statstically’ Significant Unfdftunately,
few yesearchers have made item-analysgs. Thus, whﬂe there is vast evidence
that an overall gain in economic knowledge results from a high school
economics course, there is little evidence indicating whj“ch facts apd concepts
i ?,are learned and which are not.

1,

College economics students who had high school economics
. . may have afi’ advantage over those who did not study
. ' ecqnomlcs in high school.

.

=

Dawson and Bernstein (I967) foung that students in introductory co)lege

. courses who had taken high school economics did significantly bettér on both
the pretest andthe posttest of the T.E.U. than did students not having taken high

« school economics. However, the college. courses greatly narrowved the gap
between the two groups. Using a smaller sample, but taking additional vari-

. ables into ‘account, Moyer and Paden (1968) basically ¢onfirmed this. Phillip
Saunders (1970), using an additional test, the Test of Understanding in College

* . Econgmics (TUCE) and more sophisticattd statistical "analyses, provided
° further evidence in 1970 of the, Dawsdn Bernstein clalm However, not-all
studies have confirmed the aSsemon that’ taking high_school economics is an
)advantage for college economics students. In their report, Palmer, Romer, and *
Carliner (1976) contend% that high school economics does not affect sollege °

L4
.




performance The safest concIusnon 15 ‘thaNng.schooI econpmics can havean
effect, but i is unwise td assume. that it will.

’
... - -

High school economics does have a lasting impagt, at least for
many spudents and for certain types of~economic knowledge.

Saunders (1970) found that high school courses affect performance onjthe
“‘recognition and understanding’" items of the TUCE but appear to havg no
lasting impact ‘on +he **simple apphcauon or ‘'complex apphcanon q es-
tions Like earlier researchers, however, Saunders did not consider the nature
of the economics courses taken by the students— a weakness he achnowledged.
- In a British study, Lumsden (1970) did consider the nature of the high school
course taken Testing-4,700 stadents in 34 British umversities with an instru- .
ment similar to‘the TUCE, Lumsden found a relanonshlp between students’
performances in thejr high school courses and their scores on the TUCExlike
Test’of Economics Comprehentsion (TEC). The higher the high school grade,
> the higher the score on the TEC. The elapsgd time between taking the secondary
course and the college course did not significantly affect performance There.
was some evidence that students taklng ‘A-level " high school economics were -
superior inseconomics knowiedge’to those taking the lower "'O- level."* Al-
though 1t wili not, be easy, we need to make similar disfinctions 1n the United
States, . &

€

- . . \ . )
Students learn more when economics is related to their interests.

. This point was established for secondary students by James B. Nelson®
(1971) in a doctoral study and in an earlier thesis by Ruth Healey (1967). The
finding appears to apply to all levels Koumlsk) s (1974) work.confirmed the
finding at the elementary level, and the works of Guffey and Culjom (1973) and
O’Todle and Coates (1974) cdncluded the same peint with college students and
tea.chers . , )

Using good materzals smdents can learn sgme economics—but they
will learn even more if :thezr teachers have been specidlly trained .
. - in the materials’ use.

.

In evaluating Pméburgh $ Developmental Economic Education Project
(DEEP) Saunders (1968) found that specially prepared materials can be effec-
tive evenif teachers are untrained in their use. Students learn more, however,
when teachers are trained In a study involving dlfferent _materials. Andrew

“Nappi (1971) conﬁrmed thls " A~ .

LY ’ »* -
Econormics can be taught successfuily by integrating it with other

e subjects in the hzgh schod curriculum.
L]

Dociman (1970), in the Lockport New York school system, conducted a
five- year expenment involving 600 students 1n cmzenshlp business,

R ?5,1'035'
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homemakmg’zundanu industrial arts, and \ocanonal education Even after
ne year the students had learned some basic economics. A consistent policy of
essing economics in the various courses raised mean scores each year
Emerson(l970) inthe Winneconne, Wisconsin school system, confirmed that
econoniics ¢an be taught in industrial arts courses Jaeckel (1969) established
that 1} can be taught 1n bookkeeping courses, and Keith Miller ( 1970) showed
that the American,problems courses in Redding, California increased economic
understanding. Miller mamtdmed however, that more was learned in a sepa-
rate economics course Highsmith (1974) found a problems of democracy
course effective 1n teaching some economics, but Boddy and Tocco (1974)
assert that Flenida’s Americanism $ Communista course did not 1mprove
econoniic understanding and that the social studies curriculum was not con-
tributing to the developnient of economic understanding among Florida high
school seniors. Roland Jones® (1971) study concluded that the Delaware busi-
ness curricula were not providing adequate economics instruction. The reason-
able conclusion ts that while economics can be taught 1n other courses. it 1s not
safe to assume it will be. !

. - . ®

A vartety_of methods can be used to teach Mgh school economics
. ' s

Kounlsky's (1972) **adversary instructional model™” proved as effective -
as conventional methods (albeit not more -effective) 1n 1mproving economic
understandmg and it increased Student performame on a critical thinking test
Karen Cohen (1970) showed that the Consumer Game is useful in teaching
poorly mumated seventh graders consumer education LO"LCP[S and tHat 1t can
improve behavior and attendance. Morton and Rézny (1971)®f Homewood-
Flossmoor High School n lHinois found that teaching in teams and using
techmques such as sluts plays, films. programmed materials, simulations, and

'small group sessions were effective 1n raising economic understanding Ina

.Larefully controlled study. William Denton and others (1974) found television

" and programmed instruetion to be effegtive

)
.
Smdaﬁ attitudes and opintons can be affected
. L]
¢ by evonomics mstruction. ‘-

.
i

.Donald Dowd ¢(n.d ) de\ eloped an attitudg assessment test and found 1t
possible to measure opimons and attitddes toward various economic issues
Sorensen (1967) found conservative students superior 1n economic understand-

_ing, a phenomenon also distovered among college students (Luker 1970; Scott

and Rothman 1975). While the “before and after’” research on attitudes and
optnions has been done largely at the college levels it seems reasonable to
assume that 1f euonomlus courses can change college students’ opinions. they
¢an similarly affect the views of high school pupils More research 15 needed
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Teachers wh() have received inservice trtuning in economic
education are more effective than untrdined teacherss -

« Highsmith'(1974) established this. as did Andigw Napp1 (1971). Becker,
Helmberger, and Thompson (1975). in one of the fews systematic efforts to
evaluate the lasting effects of a DEEP project, showed that teacher training
makes a difference and suggested that **slippage’* will occur tn schools which
lose trained teachers, Their findings seem to indicate that 1t 15 not enough to
launch a DEEP-like program and assume that the momentum will continue.
Probably some sort of continuing support, refersher programs for teachers, and
efforts to keep the host school up to date are necessary. Teacher training also
improves pupil performance in the world of wdrk economic education acgord-
ing to aresearch team led by William Luker (1974) in Denton, Texas. Further-
more, the pupils of the trained teachess have significantly better attitudes
toward nonprofessional work modes. .

Sex may or may not be s:gmf tcant in economic learning at the
htgh schooi level.

K

In college-leve] introductory economics courses, males usually do better
than females; other things being equal. Some researchers assert this 1s also true
at the high school level, but others have found no significant differénce between
the test performances of males and females. Male superionty was found in the
Bach-Saunders study (1965) but not in the Dawson-Bernstein study (1967), or
those of James B. Nelson (1971) and A. Dennis Gentry (1969). Males and
femaleb sometimes have different attitudes, however. Luker (1974) found that

females had more positive attitudes toward nonproféssional work mgdes than

did males Inathree-year study of college freshmen, Dawson (1966) found that
fémales were far more mcln\ed than males to change their opinjons, and at least
one other’ researcher has noted this phenomenon

4

’ s

- ~ .“—\
There:is a relationship between pupiI age and ability’ to learn.

Students achieve higher scores on standardized tests.as they advance from

lower to higher grades This has been established by-the norm data obtained for i

the Joint Council’s Test ‘vf Understanding In Personal Economics and the
Junior High School Test of Economics, Ref&arch is.needed, however, to learn
what concepts can bc taught at what .grade levels and with what kinds of

-
LA

h IS
Class size and school size may be factors

in student learning. of economics.
. .

Class size and school size may have an effect on-economics learning, but
the evidence is too sparse to draw a firm conclusion. A study by Gentry (1969)
and a report by Dennis Weidenaar (1972) ‘are suggestive. -
4 R .
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Scholastic ability, grade point average, socioeconomic level,
and-esfollment in an academic as opposed to a vocational
program may affect student learning of economics. c LoD

. . Students rating hlgh in the frst three factors listed, and being 1n academic -
as opposed to vocational programs, usually do better in economics than those’
rating low or being in vocational courses Many studies hdve suggested this.
Hunt (1968) for example, found that students with high scores on intelligence -
tests and high ranks in their classes do better in economics than students with
lower scores and lower ranks. Linda Alexander (1969) is one of the tesearchers
who has found socioeconomic level significant nd

Ve
. ~ .

High school social studies textbooks have improved
but are‘ still deficient in economics coverage. ' g .

o The Joint Council's study of junior and senior high schgol social studies -
textbooks (Watson et al. 1973) found materials better now than they were ten

v years ago, but many érrors can still be detected and some textbooks are grossly *

inadequate in economics coverage.

»

- -~ . Conclusions and Recommendations—Secondary :

e High school courses are generally effective in mcreasmg economic
knowledge and understanding, but we need to know more about the nature
of the courses, the materials and methods used, and thesspecific facts and
concepts being successfully taught. Furthermore, the old TEU needs to be

. v revised and brought up to date with c\mpletely new norm data.

e College students who had high school economics may have an advantage
over classmates without the same background, but this advantage ought not
be assumed. Colleges might consider setting up special sections for stu-
dents who had economics‘in high schools if a good pretest (such as the
TUCE or a hybrid TUCE) shows that those students did learn a substantial
amount of the matenial usually included in the mtroductory principles
course. A

]
’ .

J ® High school economics does have a lasting impact but probably not atthe

. v higher levels of compréhension. Colleges should administer pretests to all
incoming economics students and make 1tem analyses so that the students .
can be assigned to homogeneous .sections on the basis of their existing
knowledge and understanding. ‘

o Students will generally learn more if economics is related to personal needs
\ ' and interests. This does not'mean that every course should be confined to
c consumer education, but it doe§ mean that the analytical tools of economics
should be applied to such conerns as-a-student’s career choice. The Center\ -
. for Business and Economic Education at Empire State College has prepared
l _ a paper on methods of doing this. ) -
' ~ ?
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. Good economics matenals can increase student understandmg but these
" materials wnII beeven more effective if teachers are given special training 1in
{ their use orkshop directors should consider methods of integrating the
- maferials désigned for student use with the economics instruction they
. pfovnde for teachers. This has been done successfully at the workshops .
v conductedfy the lowalCouncnl on Econorgc Educati iy

® Ecoénonfics can be taught by mtegratmg it into other high school subjects.
. Workshops are needed to show teachers how to incorporate econamics into
history. political science, geography. sociology, mathematics, home
. ", economics, and business courses. Also negded are materials along the hnes
> of those developed by the Joint Councnl to help incorporate economics into
American hnstory £ :

-

®  Many teachmg methods can be successful Continuing resgarch s needed to
determine whether a given teaching technique has a greater residual impact,
works better with a particular type of student, is more,popular with stu-
dents, or involves aa lower cost.

.

‘e We know that student attitudes and opinions can be changed and can be
measured, but we have hardly scratched the surface in finding out whay
effect hlgh school courses have on, student opinions. .

® Special inservice teacher training is effective, but we need to.know how
tong this lasts, how much (if any) “'refresher’* work is needed ‘and what
sort of tralmng works Best. g -’

-

® The importance, of sex’on economic Igarning at the h|gh school level is a
matter of dlspu(e This variabie should be consideréd in all between male.

” and female'interests. Recent studies made by Scholastic Magaztne suggest
N that boys and girls have different interests and aspnranons, and it may be
{that this factor rather than sex, per se, accounts for dnfferences in perfor-

, mance on economic tests. ’ ’

~ ¢ s 5

& We know that as secondary school. students‘mature they are able to learn

more e¢onomics.  We need better norm data on standardized tests, with
. breakdowns by age, sex, academic ability, reading levels, socioeconomic
background, and geographical area, such as that provided by the current _
Junior High School Test of Economics. - s ’ .

- - M
‘

® Then, much more research must be done to find out just what students of 7

P

. varying backgrounds and abilities can Jearn at each grade Ieivel .

»

® ' School $ize and class size are probably not very important factors in
economics “léarning, but future research” might’ include” these
vanables-—c;mtrolhng for.all other variables.before arriving at conclu-
sions. . et

(o Lo

.
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- ® As-expected, scholastic ability, socioeconomic level, and grade point
averages are important variables in pupil learning of edWnomics.
i " . - i . . . 0 . *
e Ongoing evaluations of social studies materials, high s¢hool economics
textbooks, and business education materials should be made. Economic
educators need to know what sort of materials are available to teachers’and
. o what strengths and weaknessesithose materials-have.

e Finally, there 1s a dire need for an operational, observable measure of ©
. . . o - &
economic literacy applicable to people at various age levels. r ?

- E A -

M »

Although a great many of the studies made at the precollege level are of
» little value,'some excellent research work has been done, and many important -
questions have been answered. For one thing, we know we are not wasiing our .
time in trying to improve €conomic litericy at_the precollege l¢ve17Children
andadolescents candearh some important economic facts and concepts How- .
* ever, we nged to kn(ﬂ_v how we can improve our .performag\ce and how we can
ificrease the benefits while lowering the costs. Every economic education ‘
project orprogram should include 8ngoing evaluation and resewrch. Research +
and evaluation efforts should be widely reported, not only at the end of aproject '
period but from the planning stage onward. One of our greatest needs as
economic educqtbrs'is to keep one another informed of the research and
evaluation that is being planned, in progress, or completed’ ' o

.
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- A Response L -
to “Research -

in Economic Y
‘Education at the _ // C
Precollege Lo

Level” o .‘
Derinis J. Weidenaar

This response to Dawson’s research review focuses_on the implications to
be drawn from his findings. The respondent concludes that the same factors
which stimulated economic education research in the past—factors such as the
1961 Task Force Report, curriculum projects, growth of the Joint Councily and
the emergence wf professional econdmic educators—can also be expected to
foster productive research in the future. Weidenaar suggests another type of
research, Type IV, also be encouraged. This research wopld be conducted by

s “‘economic education economists’’ and would be distinguished by its use of.

\

tools and approaches unique to eéQEo;nim.

\ : ' .

George Dawson's research review is an appropriate starting point for
assessing where ‘we have been, where we should have been, and where we
should go in precollege economic education. In responding to the review [

would like tofirst deal with Dawson’sdefjnition of research as *“studies ranging
from very informal efforts involving little more than ‘nose-counting’ to highly

structured projects using the most sophistiséted techniques of statistical

analysis.”” This is less exact than the dictionary definition of research which is
“‘an investigation or examination aimed at the discovery and interpretation of
facts, revision of accepted theories or laws in the light of new facts, or practical
application of such new or revised theories of laws.”’

From Dawson’s definition, he proceeds to classify three types-of research
facéording tothe experimental design and 'statistical analysis which have been

Dennis J. Weidenaar is Director, Purdue Center on Economic Education and Associate Professor
of Economics, Purdue Universiy, West Lafayette, Indiana, ~
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used. What Dawson ha§' designated as Type | research, simple fact finding
projects with little statistical analysis, actually compnses the first step in a
research p}ogram. Thys, Type | reséarch i “both essential and by 1tself,
incomplete. Type 11 research, as identified by Dawson, borders on what has
come to be known as *"cabual empiricism,™ “e‘mpiricnsm” being the prattice
of relying pn observation and experimentation. “(,:asual" implies that such ob-
servation is undertaken by chance rather than as the result of a carefully planned
: experiment. Type Il1 research, then, includes Type I research, plus the applica-
¢ tion of appropriate experimental dqsig'n and analyss, .

By forcing Dawson's resea;ch review through these three sieves, I sug-
gest, as Dawson does, that’ we 'nteed more Type I and Type IIl research.
However, Type Il 15 less needed since it serves litfle putpose other than

. providing practice in initiating questionable research projects. .
~ Itis also important in considering research in economic education that we
pay our respects to those educators wifo were concerned about the business of
. . educational research many years bef'orp most of us. For example, Geraldine
Clifford (1973) in her history of the impact of research on teaching draws
a number of conclusions appropriate 1o economics education research.
She suggests that few researchers know the history of education research in
. ) general, but she thinks it crucial that every researcher understand the continuity

. of the education research movement. Although acknowledging that educational
research in general does not reflect a umfying learning theory, Clifford main-
;s tains that research designed to affect educatior?al priorities is hard,[pf‘?gndre. In
view of this, she finds it unfortunate that the “implications’;’sect\ion of research

teports is élmost always}the researcher’s weakest section? . ’

.

“ 0

- SOME IMPLICATIONS OF DAWSON’S REVIEW FINDINGS

Having completed these remarks, I would like to suggest some generaliza-
tions that can be drawn from Dawsbn's findings, Dawson found that at the
elementary leve] virtually no research was undestaken prior to the 1960s and
that the bulk of secondary work also occurred after that time. Why? Dawson
doeg not speculate but my hypotheses are that there was no overt attenipt to

‘e include economics in the curriculum at the elementary level before then, there
were ng researchers having either traiging or interest’in economics at the time,
no motivation for suc earch existd. no existing organizations were willing
to provide support, and no jbn instruments were available. )

Obviously something happened after 1960. Among the events having an

: impact were the publication of the 1961 Task Force Report on Economic
Education and the growth and strengthening of the Joint Council on Economic
Education with 1ts encouragement and support for research. The arrival of new.

~3ocial studies emphasizing carefully con'structed programs designed by social
science disciplinarians also had arrimpact as did the emergence of a groyp of
educators and economists who saw career possibilities in economic educzztion

N
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. Finally, by providing an outlet for economic education research, the Journal of b S}Z
Economic Education added some respectability to research endeavors. e “’: .
From these and other events of the last two decades, several kinds of NN

factors that stimulated research can be identified. The creation of new cur-~

riculum projects which needed researchers and evaluators was important. The

development of new evaluation instruments also helped. Increased professional T,

rewards for econogxe education research and an organizatiopal framework for ~ ¢ |

sharing research findings afso provided stimuli. It is reasonable that the same J

factors which encouraged research in the past can also stimulate research in the
X future.

.
I .

RESEARCH BY ECONOMIC EDUCATION ECONOMISTS: TYPE IV~

What I have said assumes that where we have been is where we want tg ga.
I am not convinced, however, that more of the same, without some qualltatlve . .
change, is necessarily better. It appears to me that economic educators havea -
comparatlve advantdge in research—an advantage that is thus far-unexploited. .
Most of the research described by George Dawson has, been done by -
economic educationists who are concerned with the effectiveness.of com-
municating knowledge. There has been little research by economlc education .
-“' 2 ecgnomists. Suck. research would reflect the peculiar tooks and approaches °
unique to economics. Thus, in line with Dawson’s nomenclature I would label
this type of research Type IV. While there are few=examples of Type 1V
sesearch, An Economic Theory of Ledrning by Richard B. McKenzie and
Robert Staaf (1974) represents an important thrust in,this direction,
Ll ) ‘ . \ T . ) . N
Based on Dawson’s review and my own biases, I believe research in
precollege economics education should move in‘the following directions: ?

»

¢« ®  More Type I research. Possible questions for exploration include:  What
are the requirements nationwide for secondary economics teachers" and for
elementary social studies teachers? What is the nature of the self-con- .
tained high school economics course? What is tht},economic content of

secondary problems of democracy and American’government courses?
A% .. -and What do we'know about college social studies professors?

- . . e More concern with the findings of general educational research.
-, L2
® 'Strategies'to’inplement more Type 1l research,

®  Programs g&ypcpurage Typé IV research. -
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Robert J. Staaf R _
T . . C ) . < -
. After eqmmending Dawson on preparing a useful and readable paper ) '
this’resporident directs his comments to the conference as a whoje. Staaf *
first questions the use of the word “neéd” in.most paper titles and asks why" -
the word **demand’’ was not used instead. He then explores the opportunity
', cost of economic literacy to the student) Because the optimal level of s
" economic literacy has not been established, Staaf believes it is risky-to assume .o
that more economics education is needed, particularly if it means students

receive less instruction in other skills.and djsciplines. The respondent then
discusses the .opportunity cost of ecoriomic literacy to society and questions

i~

whether incréased literacy among the general population is the public goodit is v
. sometimes claited to be. -
.z - /o ’ ) N .

Allhough I have been asked to discuss George Dawson’s paper, [ should

inform™the reader that I do not intend to confine my remarks ta this paper.
Instead 1 will raise issues which do not seem. .to_have been covered in any ’
of the conference papers. Dr. Dawson has dGfié an extensive survey of the
research in the area of precollege economics educauon His survey covers 54
research papers from 1914 to 1975. The Typel, 11, andIlI taxonomy developed
..on research sophistication, ghchotomned by elementary and secondary
education, is useful,.and Dawson presents his conclusions and recommenda-
tions in a brief, readgble fashion. . Jhe paper is in a sense beyond comment in
terms of the central task assigned.

. In regard’to other issues, let me first comment on the.title of this con-, :
ference and some of the titles of papers presented: Most of the conference

Robert J Staaf is Associate Professor of Economics and Research Assagate in the. Center !
for the Study of Public Choice at Virgima Polytechnic Institute and State™~mversity,
Blacksburg, Virginia.
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papers have the word “need or “needed" n the title and ‘a- congpicuous *

absence of the word **demand(s).’" Anyone who had read-Professors Alchmn
and Allen's microeconomucs textbook would suspéct the substande of, papers
with “needs“ in the tttIe (Alchian and Allen |969) As AlcRian and Allen point
out, the word **need"" s often used by poItttcmns and b\‘:

the opportunity costs of thesé *‘needs.™ ‘As they rightly state, .'the law of
demand 1s a denial of the idea of ‘ngeds’ ** (Alchian and Allen 1969, p: 75).

crats to disguise _

- Because the distinction between ‘‘need’’ and *‘demand’’ seems to me to be -

I3

such a fundamental prmCthe of economics, | am amazed at the use of
“*heéd’’ in this conference, except that the occasior 1s being funded by a -
fairly sizeable bureaucracy. .

The word ‘‘need’’ implies we are currently below some opnmum amount .
of "économic hteracy. What 1s the damand for economic Ilt‘Crdcy and what
price is invz\l}ed" The current state of the literature, such as represented by .
the average articlein the.lournal of Economic Ec{ucanon or the papers surveyed
by Dawson. suggests there is- little **economics’” of economic education.
Whether or not this state 15 an optimum s for you to decide.’! am going to
focus my remarks on the opportumty costs to students and. somety of
economic I|teracy or economic tlliteracy w1thout trytng to suggest ont state is
preferable to ttte other N . ) o

]

o<

<

THE OPPORTUNITY COST OF-ECONOMIC LITERACY
: " . s TO THE STUDENT

Recent vbork on what is commonly called an ‘‘economic theory of
learning"" uses basic consumer theory to argue that increased economic literacy
may jnvolve an opportunity cost to the student in terms of sacrificed knowledge
in other fields such as hterature, math, history, and/or leisure (McKendie and
Staaf 1975; Freiden and Staaf 1973; Staaf 1972). This must be so since all
individuals confront a time constraint and a state of technology which does
not permit *‘instant learmng.’* The.opportunity cost of economic literacy, of
course, depends on the degree ofsy ‘({mplementartty or substifutability of 2,
this type of knowledge with other
proficient in more than one field suggest substitutability or gains from speciali-
zation at some level. This issue of substitutabihty or complementarity is
to some extent an empirical one.” The papers surveyed by Dawson have
generally failed to recogmze this potential opportunity cost, and thud it is

'1gn0red in specifying models. The opportunity cost notion is not a serious

problem when students are given the freedom, within limits to choose’
curricula. If students are given the nght to choose curricula. as most college

students are, they alone must evaluate the opportunity cost involved in their

choices.
However, elementaty and secondary students seldom have the nght to
choose the subject matter they will learn The choice process 1s usually made

-~

¥ 'for the student by some centralized deciston-making body involved with

1
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| . as economics into the curriculum? Some may argue that I am advocating a .
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currictilum dcvelopment at the State Baard of Educauon level, and a lak of - - ”
opportunity cost recognmon at thig levél is evidenced by “*needed curriculum
reform.”’ But why is economic IqteraCy needed more than other sorfs. of-
hteracy" Are we willing to. pay one gnit of math’for two umt&of economics?

What is the exchange rate? Who fixes the-prives? These are sogge of the |

" .questions ot dealt with in théresearch swveyed by Dawson. ° » . &

Because. of ‘the centralization in our publlc school system, the issue of

opportum(y cost is crucial. Some Ssual evidenoe on recent perfofmance,
trends in public education lepd support to the argument that the opportunity
cost of curricular reform is high. Popular newspaper accounts report that
verbal and méth Scholastic Aptitude Test scores among high school semors
are declmmg. remedial readjng and writing courses for collége freshmen are o
increasing, and 20- percent of the U.S. adult population is now classified
\as illiterate; according to a U.s. Office of Education report €ntitled Adulr
Perfarmance Level, less than one-half the nation’s populanon between ages
18-65 is really proficient in red!;)g, writing, computation, an‘d problem

solving skllg (Northcutt 1975) .
Consnder the opportunity cost of economic educauon to studengs at
the precollege level in terms of theirelder counterparts in college How can,
one say that precollege children enjoy. need, or demahd economic educatfﬁn
when for the most part the principles of economics course at the college ,
level is a required course and therefore not voluntarily chosen? Most
economyists would, of course, not be in. favor of dropping the reqylrement N
.constraint to find out the revealed demand for economics education. Why is it
that a child given the choice to read something from Samuel L.. Clemens
. or from Paul A. Samuelson will choose the former? It is true that with
sifficient coercion I can perhaps- mduce a child to read the ldtter. But if the |
child perceives the price of reading Clemens to be lower, will not ﬁe/she @ad .
more"
Are the basic ghree Rs in danger of ’becommg extinct? thpute thes
skills is economics going to be learned? How much of the decline in the ¥ -
_thrée Re is due to curriculpm reform and the introduction of subjécts such

® i

“*need’’ for economic tllugracy. I do not know what the optirnal lgvel of
economic literacy or illiteracy is, but I do not think we should. off
with the assumption that more economics education is needed. o

What about the supply side of prowdmg economic Ilteracy" Since
Proféssor Banks has taken the opportunity to polemicize 'the publlc sciodl
system, I feel_I am entitled to a similar polemical right. Banks ites

v

Martin’ Camoy as-saying: . o o
School; help conviricé or rehxforce children in behewng
that the system is basically Sound and the role they are allocated ,
is the proper one for them to play Through suc ?/“colont tion” r )
the society avoids having to red:strtbute the incteases in nattonal | "




product-and reduces, the necessity for direct repression of the
populace (Carnoy 4974, p 13) . 4T ¢

Carnoy as well*as Samuel Bowles and Herbert Gintis represent what
appears to be a growing movement. gspecially n th?ﬂd of eduuat‘on Their
principle thesis is that the capitalists control the schools to prov de a docile
and subserytent labor force. Their solution is the elimination of priv ate prop«.rt)
and capitalism to be feplaced by democratic soctalist institutiogge~(Bowles
and Gintis 1976). Ironjcally they blame the public school system, a®emocratic
socialist’ institution., as bging the bedfellow of capitalists. It 1s also ironic that
capitahsts should chebse a democratic socialist organization to efficiently
indoctrinate the magses. Let me raise a counter argument o Professor Banks.

How.can Yeachers, as part of the educationdl bureaucracy, be expectgd
to instruct children 1n the efficiency ur'gume?lts of free-trade and competition
when their own behavior, as represented by the National Education Association
and American Federation of Teachers, follows merchaptalist practices, such as

 teacher certification, lobby ing against voucher systemy. lobbying against aid to
private schools, lobbying for increased state and federgl funding, and lobbying
for consolidation—all activities which enhance thelr monopoly position This
behavior of maintaining and extendmg monopoly rights is, of course, rational
whether the orgamizatiofi be a private or public monopolist. But fiow do
teachers instruct children on the margimal productivity theory OLlhe labor-
leisure model when their saldries are largely independent of efforts or achieve-
ments 1n the classroom and dependent on how long one lives (call it experience)
dnd how many degrees one aCuu.mulates How can tcachers lnstmgtfhlldren on
price system when their consumers (students and parents) re denied a
market to choose their services. The public school system is not a system
of free enterpnise! . .

*%¢ This.is not to say that economics 1s snmply an exposition of the free
erfferprise sy stem, although the theory of exchange 18 an mtegral component. ‘
Economic theory has increasingly been applied to areas too numerous to
n;ennon As a student of public choige, 1 fully appreciate the apphcauon of
micfoeconomics to a subject matter usually called political sciehce. Perhaps
teachers should become informed in publicchoice and economics of bureau-
cracy models rather than the market system, a system from which they are
isolated except for their role as consumers. .

. THE OPPOATUNITY. COST OF ECONOMIC LITERACY TO SOCIETY

N
- Professor Hansen™s discussion of * ‘cu‘tiLenship economics”” and **persqQnal
- economics’’ is iMteresting. Tn some sensg, this distinction 1s one of public
good versus-private good. Consider Friedrich A. Hayek’s discussion of a
pamcuiar type of knowledbe whlch ls In one sense a private’ good and in
anotber a public good. ‘

. -

. but*if’linle reflection will show that there is beyond question ..
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a body of very important but unorganized knowledge which cannot
.. possibly be called Scientific in the sense of knowledge of general
i rules: the knowledge of the particular circumstances of time and
place. It is with respect to this that practically every individual
‘ o " has some advantage over'all others bectuse he possesses unique ¥
- information of which benefygial use yight be made, but of which
use can be-made only if the decisions depending on it are left
- 16 him or are made with lus active cooperation . . . . The -t
. shipper who earns his living from using otherwise empry or half ‘
filled journeys of tramp-steamers, or the estate agent whose whole
knowledge is almost exclusively one of temporary opportunities, or
the arbitrageur who gains frem local differences of commodity
prices=are all performing emmenllv wuseful funcnons based on*® ‘
special knowledge of circumstances of the fleeting momem not g
known'to others (Hayek 1948, p. 80). |

v

Nbéte that this knowledge of time and place is of value because of its .
umqueness not because of jts publicness. To the extent such knowledge is ‘
implemented through market activities, a public good is generated in ‘
the form of pecuniary extemalities to consumers. Individuals do not have to |

. be raised on exchange theory, comparanve advantage or national income |
accounts for this sort of knowledge to generate a public good.
Consider Hanserr’s illustration of the popular iisconception conceming
corporate profits rates. Should we invest resources into brmgmg'the popular
* view of profit rates into line with the actual rate? Would this effect ,
k market behavior? I think not! Markets work because people behave as
they do, not because of their formal economic training t behave economically.
. In'this sense all economic theory |\s’ad hoc. Suppose most students answenng
- a question on demand respond by saying that the quantity demanded
increases when prige increases. Such responses may be taken to mean that .
these students\arjhterate in economics, but do,they behave in an illiterate
fashlon'7 ) . -
Hayek's example of time and place knowledge illustrates the relationship
between acquiring kriowledge for private gain and acquiring knowledge to .-
provide a public good. However, economists and economic teachers are ill-

) equipped to pr(;zllde this part of knowledge as evidenced by the fact, that
most economists draw théir income from the publit trough sather than the

. market. In a sense it is because the market works as efficiently as it does that .
] the teaching of economics as a private good (personal econmics) is not

- very effecuve* . .
7

. ‘There may be allocauve social benefits as discussed by T W Schultz. ""Higher Education. The >
Equity-Efficiency Quandry. IDA Economic Papers, Arhington, Virgima. March 1973,
However, 1t would appear thdt the external benefits are inframarginal and thus not Pareto™
rclevant eXternaliuies just as Hayek's ime and place ?nowledgc 1 Pareto irrelevant. With regard

' to answers on economic tests, we should perhaps be more responsive 1o revealed preference 1 S
(behawor) answers than simply the right answer.

< eRiC 113 ‘ -

Aruitoxt provided by Eic: -

. Ay




Aruitoxt provided by Eic

? .

The other argument supporting the need for economic literacy is that it
promotes good citizenship. Briefly stated, this argument contends that
economic literacy generates “exiernal benefits by improving governmental -
policy decisions. As Hansen has stated, economic literacy in this regard can
be considered a public.good. As' with all public good arguments, the
problem of free nders leads to a lesy than optimal provision or an underinvest-

- ment of the public good. It is also presumably the rationale for taxing

students and taxpayer$ in the form of colrsg requirements and tax dollars to
support economic hteracy. But what levgl of support is optimal? For
example, 1f we raised economic literacy for aft ehglble voters to the level of
Professor Hurwicz's pdper, we might consume_ almost the entire Gross ’
National Product. .Moreover, from my viewpoint, we would be worse off -
even beyond the necessary fall i our standard of living.

‘Richard McKenzie has explored the good citizenghip argument from="
the perspectlve of Anthony Down’s work on rational ignorance  His findings
raise serious questions concerning the valldlty of the gbod citizenship
argument, and further research along these lines seemfﬁ«\arranted (see
.McKenzie and Staif 1975, chapter 6; McKenzie 1976: McKénzie 1975).

Suppose one contedes to the assumption that economic literaey is a
public good. Does this imply everyone should possess ecofiomic knowledge?
The citizenship argument presumably rests on voting for certain policy
issues. Economic lteracy per 'se is not the public good, rather it~is the
behavior or services (voting) that is lmphed by this literacy. Consnder by
analogy the classic lighthouse example What is desired is the provnsnon of
one highthouse, not a lighthouse for every individual It is the services of the
lighthouse, not the lighthouse itself, which is a pubhc good. From an
efficiency viewpoint, it is nor desirable to have competing lighthouses.

Because economusts arg fond of assuming beneficent dlctators, I shall
take the occasion to do so here. Since economic literacy requlres resources
and since this hteracy can be considered a public good, the optimal amount”
of economuc literacy 15 to have one benef:cent dictator literate in economics.
Some of you may object by pointing out the.difficulty of devising an incentive
structure which will keep the dictator benevolent 1n economic matters [ have
a fundamentally different objection. Economics as a social science is not
scientific as Hayek and Knight have discussed in considerable detail (Hayek
1948, Kmght 1956). Hayek seems correct in his assessment that:

The ecanomic problem of society 1s thus not nze}el)' a problem of *
. “how to allocate ‘given’" resources—if. &zven " is taken to mean
. giventoa smgle mind which deliberately solves the problem set by
- ‘these “‘data.’’.It ts rather a problem of how'to secure the best use
of resources known to any of the members of society, for ends

whose relanve importance only these individuals know *Or, to put \

it briefly, it is a problem of the wilization of knowledge which is
- not given to anyone in its totalty (Hayek 1948, pp. 77- 78).
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* I am not willing to tu;a/over to a beneficent dictator Ii\t;rate in economics

my right to choose, or-the right of oth¥rs to choose, even if they\ire illiterate ;
*/in economics. To quote John Maynard Keynes, **.}. . but, soon or late, it is o

ideas, nod vested interesfs, which are: dangerous for good or Syil”’ (Keynes . ¢

1935). ‘ .. . . ..

One might say | have created a straw man. Th point,] wishrto stress is that
the rays (services) eminating.from a li s¢ are fundamentally different
than the services that are suppose 0 eminate frqm a public good called
economic literacy. The adage ,0f laying economists end to end and never- v
reachipg a conclusiop suggesfs that there is no common economic literacy
but rather competing economiy, literacies. This. would seem especially true as
one moves from positive econpmics to ‘the normative economics implied in_
policy issues.”Thus, the pure lic good analogy of ec%'nomic literacy . °
would seem to imply an exactitude or scientificness that simply does not
prevail in economics. Anyone who claims oth®wise_(which I su‘sbect would
be mostly economists) should be willing to subject imself?ﬁerself to a -
beneficent dictator, economically Iiterate of course, if the pfoper incentive :
> " scheme can be found. ) ' R
#®" Perhaps the comEZ/ni*on of ideas and the competition of .egonomic ,
literates within the difcipline, as well as with other literates in otier T
disciplines, provide a check on our capacity for good or evil. To aréue
that economic literaey is a public good suggests a need for public provision
and monopolization of certain efonomic literates or certain economic ideas.
There may well be more than enough competition through private demands for
. economic literacy (see Sﬁglqr 1976 and Brofenbrenner 1976). After all,
- ., Adam Smith wrote (andgpany people read his works) without the aid of
N public subsidies. Some rnz;ven argue that it has been all down hill since 1776. '
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Economic _ -
Education ‘ e 0
for Ethnic : :
Minorities - : ‘

James A. Banks

& - -
« Focusing on the problems and questions related to the economic
- - education of ethnic minority groups, the author of this paper begins by °
defining ethnic and ethnic minority groups and highlighting the intergroup and
, intragroup differences amonk them. After discussing the major social,
- economic, and political problems which mirority ethnic groups face, Banks -
details the difficulties involved in trying to design economic education pro-

. grams which will meet the needs of such a highly diverse population. He then
describes the ways in which the school has historically responded to ethnic
minorities and ends with a proposal for some reforms which need-to take
place in economic education specifically and citizenship education generally if
our educational system is to help ethnic minority children learn to effectively
but humanely participate in needed political and social reforms.

Thismpaper' explorés some of the problems and questions related to
economic education for ethnic minorities. I am particularly concerned about the
|mphcat|ons of my dnscusswn for curriculum reform and development. I will
define the pdpulation which is the subject of this paper and d|scuss sonie of the
major social, economic, and political problems which minority groups have in
.American society. The ways in which the school has historically responded to

‘the unique problems of these groups will then be examiped. anélly, I will .

propose some reforms which need to take place for economic education,
and cmzenqhqﬁ’ducanon in general, fo more sensitively and accurately reﬂect
the unique problems of minority groups in-the United States. ’

" DEFINING ETHNIC AND ETHNIC MINORITY GROUPS .

It is important to clearly define the groups that are the major subject
of this paper. Slnce an ethnic mmorlty group is a “kind of ethnic group,

« , James A. Banks 1s Professor of Educationt at the Umiversity (ﬁ&ﬁ:@gtﬁp.ﬁ@ttle.
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defining ,‘ethipic group’ will prove useful. While no single defmmon of an
ethnic group is accepted by all social scientists, the definition formulated by
the National Council for the Social Studies Task Force on Ethnic Studies
Curriculum Guidelines is helpful and thorough This Task Force defines an
ethnic group as a group which has all of t}‘e following characteristics:

a)  Its origins preceded the.creation of a nation state or were
‘ external to the nation state, e.g., immigrant groups or Native
Americans. N

P

b) Itisaninvoluntary group, although individual identification
with the group may be optional.

¢) It has an ancestral tradition and its members share a sense
- of peoplehgod and an interdependence of fate.

d) It has some distinguishing value orientations, behavioral
patterns, and interests (often political and economic).

 e)' The group’s existence has an influence, in many cases
substanual on the lives of its members.

f)  Membership in the group is influenced both by how members . .
. define themselves and by how they are -defined by others .
National Council for the Social Sfudies Task Force on Ethnic
. -Studies Curriculum Guidelines 1976, pp. 9-10\)

Using this definition, Irish Amencans Itahan Amerlcans “and Polish Amen-

Q

ERIC

Aruitoxt provided by Eic:

cafi§, as well as Anglo-Saxon Protestants are classified as ethnic groups.
An ethnic minority group is a specific type of ethnic group. While it
has all the characteristics of an ethnic group delineated above, it can be dis-
tinguished from an ethnic group \bccause it is characterized by several
unique attributes. It has unique physical 2 and/or cultural.characteristics Wthh
enable individuals belongmg to dominant ethnic groups to easily identify its'
members and thus treat them in a discriminatory way (Banks 1975b). Because
they are frequently victims of discrimination and institutiondlized racism,
ethnic minorities tend to be highly concentrated in the lower socioeconomic
strata of society and are usually able to exercise littte polifical’and economic

“power. Ethnic minorities also tend to "be numerical minorities wnthm’ a society

and to make up only a small proportion of the population. n 1970,
the non-White ethnic minorities in the United States made up about 15 percent
of the national population.

The major ethnic minority groups within the United States are Afro-
Americans, Mexican Americans, Jewish Americans, Puerto Rican Americans,
Asian Americans (including Japanese Americans, Chinese Americans, and
Filipino Americans), Native Americans, Cuban Americans, and Native
Hawaiians. There are also significant numbers of other ethnic minority.
groups within the United States, such as Korean Americans, Samoan

1285 -
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Americans, and the most recent,.imﬁligrant group, Vietnamese Americans.
Selected demographic characteristics of these groups are found in Table 1.

.

TABLE 1*** -

. Seb graphic, | and Empt ch of Ethnic Minorlty .~ «
Groups in mo Unmd States*

Puerto N

o
Afro-  American Japanese  Chinese  Filipine  Mexitan  Cuban Rican Native
Americans  Indians  Americans Americans Americsns Americas Americans Americans Hawslians

Total Number .’.’.69.8!5 763 594 438 124 43} 583 3w 4,532 438 $43 600 1429 196 9958

Peroent of Total H% % Ve 2% 2% ki3 A3 % 8%

Population
(203 211.926)

Mean income of $3.766 $3636 $6 277 $5 597 94 934 $3 96% $4.495 4132 56 683
those 25 and over v

Median school years 98 98 125 123 122 31 [[I ] - %7 121
completed for those P e
25 years and over . N .

Percent of those 8% 10% 9% 25% 245 6% 1% 6% (NAY**
employed, 16 and over,

who are peofessional.

technical. and kindred ‘ -

wotkers

L »

*Perceng oPthose 9% 9% 6% 2% 5% 0% . % 2 6% (NA®

employed. 16 and over 4
who are laborers except 0 - .
-

{arm
-

* This table 1s based on data reported in Buruuonhc Census Subsect Reports. E:Ium Groups 7 vofs (Washington #
DC US Govemment Pnnting Office 1973
** Data not availabie
*** Repanted  with ;rrms\non from James A Banks Im( hing Strategies for Ethnu Sn«lm (Bton Allyn andt
Bacon 1975) pp 14-15 Copynght © 1975 by Allya and Bacon I °, °
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PROBLEMS AND CHARACTERISTICS OF AMERICAN
ETHNIC MINORITY GROUPS, -

The above list of major ethnic minority groups within the United States =
suggests an enormous range of cultural, physical, social, and economic
characteristics both within and among these groups. Théy have widely Varying
racial and physical characteristics. Jewish Americans are Caucasians and are
usually considered Caucasians by outside ethnic groups. The Umted States
Census classifies Cuban Americans and Mexican Americans as White.
Sociologically, however, I believe these two group share many characteristics
with groups such as Filipino Americans and other ton-Whate ethnic minorities,
and can be considered ‘non-White’” groups from a sodiological perspective.\
"Cuban Americans, as well as Puerio Rican Americans, are actually multiracial
groups because these groups have members whOoa;e considered *‘Black’” and
“‘White’* by most Americans. These groups’ also gonsist of many members
who are hues between these two extremes. Most native born United States
citizens whose first language is English and who have any known Black
African ancestry are considered ‘‘Black™ or **Afro-American,”” regardless of

their skin color or physical characteristics.
¥ . R . \
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The different racial characteristics which exist within and betweer/various

minority groups have affected and continue to affect the life chances and

experiences of ethnic groups as well as the life chances and experiences of
individuals within these groups. In general, the more an ethnic group’s
racial charactegistics approach those of the Anglo- -Saxon 1deah%ed NO{dlC
norm, the greater are its chances to gain access to American social, economn
and political institutions. This is as true for individual members 0fetlm:c group
as it is for ethnic groups as wholes.

Especially prior to the Black Revolt of the 1960s and particularly in the
South, those Blacks with Caucasian physical characteristics were permitted
much moresocial and economic mobility than those who Iooked ‘“Afncan’’”’
In most states in the Deep South during the 1940s and 1950s, ethmc
groups were. conveniently classified for school purposes into two tnajor
“‘racial’’ groups, ‘'Black’’ and ‘‘White.’* These states did nof choose to run
more than two school systems. I think it is significant that al} ethnic groups
in these communitigs were considered **White'’ for school purposes except
Blacks. This practice made a tremendous statement.to Blacks and.to all other

ethnic groups. It also reinforced the Southern caste system that is so ably

described by John Dollard (1937). s

My analysis of the role of race and racial characterlsucs in shaping the "~

experiences of ethnic groups is not meant to suggest that non-Black ethnic
groups have. not been victimized by “discrimination and institutionalized
racisin in the United States. No student of éthnicity in America would make
such a claim. However, because of the nature of institutionalized racism in
America, the perceived different ““racial” charattensucs of different ethnic
groups have caused theif experiences within Amencan sogiety, as well as their
seIf -perceptions and identities, to vary. For example"’ the racism which
Japanese Americans experience in contemporary Amencan society tends to be
more subtle than that experienced by_most Blacks. Thls is caused, in part,
-by the different socioeconomic and cultural characteristics of members of the
two grqups, but the difference in racial ¢haracteristics is also an important

variable. :The different racial chdracteristics found both within and between ®

ethnic minority groups is one of the major variables which makes each of
lhell‘ expenences unique. , -

L4

a1

Socioeconomic Characteristics of Minority Groups

There are many other differences within and among the various ethnic
mmonty groups within the United States. Many of these relate to their cultures,
values, histories, seIf-percepuons and current expenences However, most
pertinent to this discussion is the‘varymg socioeconomic status of groups.
These exist withir:different ethnic groups as well as among them. ‘Jewish
Americans and Japanese Americans have extremely high median educational
levels. Their median income status also compares favorably with members of
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the dominant ethnic groups within American Society. However, there are
extremely poor Jewish Americans and Japanese Americans who are confined
largely to ethnic enclaves. Lov(er class me'Fbers of these {;’?(')ups tend to be
invisible Americars. .

' The median educational and economic levels of minority groups, such as
Blacks, Native Americans, and Puerto Rican Américans, are considerably
" below the mednan?’for Whites. A recent report published by the National

H

worsening. Accord;ng to the report: .

Urban League indicates’ that the economic status of Blacks is bleak and 1\

The proporuon of mtddle income Blacks is dropping and .
21 percent of all black families can now be classified as middle
income compared with 25 percent in 1973. . . . The gap
_between black family income and whise family ingome remgins
. - wide. The Urban Léague places blaéckincome at 56 percent’of

. whiteandthe U.S. Census [places itlay 58 percent (Welsing 1975,
<o p. 268) i
These kinds of data indicate that improvements in the social, economic, and
political status of low-income minority groups which began during the civil

social and economic conditions are steadily worsening. ' ®

/ Y { )
.- CURRICULAR IMPLICATIONS OF INTERGROUP AND
o , ’ - INTRAGROUP DIFFERENCES . .

’ ‘ve discussed some of the.major differences within and between ethnic

minority groups at considerable length because 1 think it is extremely impor-
tant for curriculum developers to keep these kinds of “differences in mind
when trying to design curriculunf materials consistent with the unique needs
of these groups. The enormous differences within and among these diverse
groups suggest how exceedingly difficult it is to design curriculum materials

- and programs to meet-their unique needs. The kind of economic education
experiences needed by Jewish American: students in New York Clty might
differ in some important ways from the kinds of economic education
programs needed by Filipino American students in Seattle. Economic educa-
" tiop expenences ‘which are very beneficial for low- mcome Jewish Americap
students might be inappropriate for high-income Jewish American students.
The kinds of economic education experiences needed by specific groups of
ethnic minorities might be influenced by their socioeconomic status, tegion,
level of assnmllatlon current experiences, and history.

_ All students, mcludmg all groups of ethnic minority students, have some
generalized intellectual and affective needs that can be satisfied by a sound
comprehensive program in economic edcation. However, some minority
students, because of their unique experiences in this society, have some
special needs that are not met by 'universalistic approaches. Their differerices
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rights movement of the 1960s have abruptly ended and that their 'general.
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offenimply the selection of uaique concepts, teaching strategies, materials, and
exaihples. Reuent and emerging research suggests that some minorityyouths
may need to experience somewhat different ‘teaching styles in order to reach
max:mum achievement levels (Ramirez and Castafieda~1974). These rather
unique teaching styles are not usually favored by the schools. The special
needs of ethnic minonty groups are complex, diverse, and dsfficult to specify
When educational programs gre deslgned for ethmc minorities, curnc-
ulum developers frequently conceptuahize them as a hompgeneous group with
a set of stereotypic needs. Often\these needs are a figment of the

. developer’s 1magination and*reflect his/her sterotypic conceptions of ethnic

minorities. Some wrters, for example, have suggested that all Black
children should be taught to read with Black English readers and that all
. Mexican American students should be taught in Spanish when they enter
school. Despite the benign intent of these kinds of curricular proposals, they
may be as detrimental to many highly assimilated Blacks and Mexican
children as are the damaging practices they are designed to replace.

Despite the above caveats, and | hope the reader will keep them foremost
in mind, I am going to identify some specific needs of one large
«culturally diverse group of ethmic niinorities which share some salient
characteristics. g will focus on low-income members of ethnic minority
_ groups who are hlghly visible and who are easy victims of discrimination
" because of their distinct racial, ethnic, and socioecomomic charactensncs
This group includes large numbers (but by no means all members) of Afro-
Americans, Native Americans, Puerto Rican Americans, Mexican Amencanst
Chinese’Americans and Filipino Amencans. 1 am focusing on the uniqte
needs of this ggoup because of the seriousness of their plight in American
society. The members of this group shdre these characteristics: they are near
the bottom of the socioeconomic ladder, are politically and psychologically
alienated, aré victims of our political and economic system, and are charac-
terized by low levels of structural and cultural assimilation (Gordon 1964).

THE SCHOOL AND ETHNIC MINORITIES

Before discussing the ways in which the curriculum should be changed
to more adequately reflect the economuc, social, and political experiences of
oppressed ethnic minority groups, we need to examine the kind of economic
education which minonity students are currently expenencing in the schools.
However, it is necdssary to discuss how the school relates in general to
ethnic minorities and to describe economic education practices within that
broader context. Economic education is a part of the total schivol curriculum
and cannot be adequately analyzed or understood, as a separate and distinct
partof the. school. We can understand the nature of economiceducation only by
examining the major role of the school in American society. -

Histoncally, the school curriculum has been designed pnmanly to rein-
force the status quo, to legitimize th(\ positions of those in power, to per-
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petuate and reinforce social class stratification, to make students politically *
passive, and to perpetuate myths about lower class and mipority groups in
order t0 make them coment with their immoral social conditions. Writes
Carnoy, *‘Schools . . . help convince or reinforce children in believing that
the system is basically sound and the role they are allocated is the proper one
for them to play. Through such ‘colonization,” the society avoids having to
redistribute the increases in national product and reduces the necessity for
direct repre%snon of the populace’’ (Carnoy 1974, p. 13).
_ Inthe United States, as in most other nations, only a few individuals are
able to experience substantial social class and economic mobility. To a great
* extent, individuals are provided opportunities to experience social class and
_ economic mobility on the basis of how similar they are, culturally and racially,
“ to those groups and individuals who exercise substantial power within society.
White Anglo—Saxon male Protestants with money are probably the most
* valued persons in the United States. They are the *‘ideal’’ group. Other
groups and individuals are often judged on the basis of their similarity to
them (Sizemore 1972, pp. 141-68).

An important goal of the common school is to train lower class minor-
ity youths so that they will inculcate the.dominant values, beliefsy, myths, and
ideologies of the social and economic systems and accept their economic and
social fates as deserved. Angther major goal of the, school is to make these
youths into a *‘lower, ‘laboring class which [is] docile and controllable, and
which adhere[s] sufficiently fo the values and myths of the [dominant society]
that it [is]) not liKely to question its place in society’” (Dickeman 1973, §. 6).
Carnoy* wntes msnghtfully about the role of the Amencan school:

v

Rather than butldmg mdependence and self-reliance among the
poor in America, schools ane used to ensure, as much as possible
and apparently with some success; that those in the worst
economic posi itions do not rebel against the system which represses
“them and tdentlf ies with leaders who would work withint the
framework of action set by the dominant [group). Schooling as a
colonial institution attempts to make children fit certain molds,
to shape them to perform predetermined roles and tasks based
< on their social class (Camoy 1974, pp- 18-19).

Powerful groups determine the formiulation and dissemination of knowledge
just as they determine economic and political policy. Mos\ of the knowledge
which becomes institutionalized within society, and consekuentlyawnhm the
curriculum, is designed to support the status quo, to legitimize the positions
of thosé’in-power, and to make citizens passive producers and consumers
who are_content with their social conditions. Thus,.that knowledge which is
perpetuated in the common schools frequently reflects the norms, values, and

(%

*For further support of Camoy’s position see Michael B. Katz, Class, Bureaucracy and Schools:
The Hiusion of Educational Change in America, expanded edition, New York: Praeger, 1975.

.
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goals of the. powerful groups 1n society, it often validates -and degitimizes the

beliefs, ideologles and myths, su¢h as racism, which are useful for powertul
groups and detrimental to powerless minorities.

-

Economlc Education: Current Practices

The economic knowfedge which s perpetuated in the common schools,
like other forms of disciplinary knowledge. tends to reinforce the basic
beliefs about our economic system and 1s primarily designed to make
students complacent citizens zind docile producers and consumers. Students
(are rarely encouraged to quesnon some of the basic assumptions and pracuces
of our econdmic system or to seriously examine how it 5ystematlcally
discriminates against powerless minority groups and perpetuates economic
inequality. Rarely, for example do economic educatiorr materials encourage
students to examine the relationship between economics and political power
in this nation. Political policy in Amenca, as the recent political scandals
have made clear, is heavily influenced by the major corporations whlch
dominate American economic life (Mills 1956). .
+  The school currictlum also tends to be Anglo-Aerican centric and
monoethnic, and to present most events, situations, and concepts primarily
from Anglo-American perspectives. In a popular elementary social studies
program which has a strong economic education component, one primary grade
lesson is designed to inculcate positive attitudes toward volunteerism and
volunteer work. The students initially read a text selection and’ hear their
teacher read a story which glorifies the virtues of volunteer work. To reinforce
the values of the series’ authors, the studenté are then givelra worksgeet which
pictures numerous kinds of volunteer _]ObS The student is reguired to
check which of the volunteer jobs he/she would like to have. . .

This lesson is very Anglo-centric and middle class . biased. Many

minonties are-socialized within communities where the concept of volunteer

Q
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work is foreign. Their environment is characterized by a daily struggle for
survival; the concept of volunteer work is alien to this environment. Poor
people usually work for basic needs, such as food, clothin'g, and shelter!

This type of lesson may force the lower class ethnic minority child to”

feel alienated in school and ashamed of his/her ethnic culture and fantily
background. While the concept of volunteerism is foreign to many lower class
minorities, the concepts of mutual help and cooperation are not since mutual
help in many, ethnic communities’ is necessary for survival. To be more
ethmcally sensitive, this lesson should allow and encourage the students to
explore alternative attitudes and perceptions of \golunteensm and to explore
how and why this concept differs among ethnic cultares.

. The monoethnic. idealistic, and mythical nature of much econotnic
education is frequently mamfested in eonsumer education lessons and
exercises. Students are taught to increase the goods and services which they

can buy with their limited income through practices such as buying meat by

-
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the serving “rather than bysthe pound and by ‘‘shopping hard.™* However, "
in- the ethnic enclaves where the meat is often spoiled or twice the price of
meat in other areas of the city, it may be irrelevant wiether it is bought by the

p serving or by the pound or whether the ‘individdal *‘shops hard.; The

most important -question is how the consumers can obtain the political )
power needed ‘to get jobs for which they qualify and consumer rights .
which other citizens often enjdy. . o

Students frequently learn that ‘‘price is a measure of the relative scarcity .

and need for goods, services, or resources.”’ While this statement has a degree

of validity, it is,often an incomplete explanation of prices in ethnic neighbor-
hoods-or withi lower class communities. Frequently in these communities
consumer goods are sold at very high prices because the consumers are
unable to exercise consumer rights which can be exercised by. citizens .in,
more affluent communities.- Because of price fixing in the community, the
consumer might not be able to *‘shop hard.. More importanitly, pecause of
established norms and practices among businesspersons in many etlknic )
communities, therconsumers are often regarded and treated with contempt

and hostility. . .

L] ° [

Implications for Retglr;‘m in Econohric Education :

13

Educatiéna]j?stitutié@ need to clarify their philosophical positions re- |
garding the <ducation of ethnic minorities; especially those who have*
distinctive ethnic characteristics. Historically, the school has forcibly
assimilated i'mmigrants and minorities into the Anglo-American culture and
reinforced and perpetuated dominant,ideologies in American society.

Forced assimilation has historically been the goal of public educatipn
in the United States for both European immigrants and non-White ethnic
groups, The history of Indian education makes this dramatically clear (Fuchs
arid Havighurst 1973). It is imperative that the school reexamine its assinila-

* tionist philosophy in light of contemporary needs and social forces. Many
ethnic groups are seriously questioning whether total assimilation s the best
goal for their youths, and feel strongly, that &thnic youth§,néed to develop a
* sense of ethriic pride and retain important aspects of their cultures. This prob-
lem is compounded by the fact that because most individuals ‘andﬁgroups *
- who shape major, public policy in industry and government do not enibrace
an ethnically or racially pluralistic philosophy, they exclude from full societal
participation people who are culturally and racially unjike themselves. Thus,
if minority students do not attain the knowledge, skills, and abilities that are
part of our universalistic Anglo- American culture, their opportunitiesfor social N
and economic mobility will be severely limited. . .
‘How can the school resolve this dilemma? We' can conceptualize the -
sociocultural environment of minority youths as biethnic, consisting of both
their ethnic community and the Anglo-American éthnic society (see Eigure 1). -

132 ' :
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- ' Figure1 ] "

>

The Soclp%ultural Environment of Ethnic Minority Youths

3

-

i e
—~  The ethnic minority youth functions within two socioethnic environments, that of
his or her ethnic subsociety and that of the dominant ethnic group, Angio-
Americans. The circles labeled A through F represent ethnic minority subsocieties.
The circle labeled G represents the dominant ethnic soclety. The school should
‘heip ethnic minority children tearn to function successtully within their own ethnic
v society. It shouid help Anglo-Americans to learn to function In all of these ethnic
subsocieties and present them with cultural apd ethnic alternatives.
o

b -

. While these two societies have many coﬁlmonalit{es, ‘each constitutes a °
.- unique whole, and has systems of distinctive values, norms, languages, and
institutions. Each ‘also requires a distinctive set of skills to function within it
successfully. An individual might be able to function effectively within his or
) her ethnic community and poorly within the universalistic culture. The con-
.a verse might also be.true. ) ’ ~

Conceptualizing the sociocultural énvironment of minority youths as
biethnic is an ideal-type notion. In reality, ‘these societal mili&:x share, .
many characteristics and are not as distinct as is-often asserted by cultural
pluralists (Banks 1976). Also, many minority youths, especially upwardly - ..
mobile ones,have few or no°ethnic. gultural traits and -are socialized and
function_primarily within Anglo-American communities. An-Afro-American
or a Mexican-American can be as Anglo-Saxon as an English-American.
However, ideal-type constructs can help us to conceptudlize a problem,
-even though they vary somewhat with reality. By viewing the sociocultural
_environment of minority youths as biethnic, we can formulatea philosophically
-sofind position regarding, their economic and general education. Howeyer,
inedoing so, we should always keep the limitations of our conceptual framework

in mind. 1
X

2 /
; "*1.»;523 | T e

Vi

20
P~

~

~

A )

%]




GOALS OF ECONOMIC EDUCATIONI FOR MINORITIES -

The major goal of economic educatlon for ethnic minority youths should
be to help them to attain the kpowledge, attitudes, and skills needed to
maxtmize their economigc, social, and polmcal‘ options. It should present
them economic and social alternatives and help them acquire the under-
standings and skills they need to function effEétlver within their own ethnic
cultures and within the unp/ersahsnc ¢ulture. To function adequately within
their ethnic community and to maximize their, chances for economic and social
mobility, Black lnner-Clty children need to know how economics and politics
are related in the inner-city as well as how they are related on Wall St@gt

However, in the process of helping minority youths learn how to suc-
cessfully function within the dominant Society, we should not violate their
ethnic cultures in the process nor force them to undergo a process of self-
alienation. We should not force ethnic youths to reject their identities and
experiences, as’ we so frequently do, in order to learn to function within a
culture which is, in many ways, alien to them. Self-denial and self-rejection
are too big a price to.pay foreconomic and social mobility.

The expenences and cultures of ethqlc minority youths should be
accepted as valid and made a legitimate part of the curriculum. Components .
of the unlversallstlc culture should be present&d as alternatives and as other
ways of being, actmg' and feeling which r‘mnonty youths will need to
master to function effectively beyond their ethnic communities. a2

In a ‘perceptive and seminal paper, David Apter suggests that individual$
within highly modernized societies, desplte assimilationist beliefs.to the
contrary,* psychologically need strong ethnic or primordial attachments and
will insist on holding-on to them (Apter 1975). The assimilationist insists
that pnmordlal attachments are fleeting and disappear within a modernized
democratic state (Banks 1975a). Apter argues that this is not and cannot be the
case. As he points out, individuals are qlﬁlé);apable of multiple identities
and of functioning effectively within their own ethnic communities as well as
within the universalistic culture. They can have ethnic allegiances as well
as allegiance to the natienal democratic ethos.. Nathan Glazer, extending
Apter’s argument, suggests that we should educate students so that they will
become **universalized primordialists,”” individuals who are able to funcnon
effectlvely within their primordial (or particularisti¢) culture as weII as within
the universalistic culture (Glazer 1975).: .

~ It is necessary but not sufficient for the school to help minoriy children
acqunre ¢he skills which they need to attain economic and social moblhty and,
function successfully within the universalistic.culture. It should also help

*Aptef calls these beliefs the **assimilatiomst falfacy ** For an opposing view on this question
" see Orlando Patterson, **Ethnicaty and the Phuralist Fallacy,”” Change, March, 1975, pp. 10-11.
Reactions to Patterson’s essay by a number of social scientists are found sn **On Ethnicity and”
Cultural Pluralism,’* Change, Summer, 1975, pp. 4-7, ff 70-72 These reactions essentially
support Apter’s argument. .
€
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equip them with the skms atmudes and abilities needed_to atthin power so
that they can effectively participate in reforming social, economic, and
political systems. We.will perpetuate the status quo if we merely acculturate
students to fit into the Anglo-Saxon fmold. They must acquire both the
skills and the commitment needed to engage in radical social change if we
are ever going to create a society in which individuals and groups can
-freely participate without regard {o their ethnicity, sex, or social class.

Multiethnic Interéiséiplinary Approaches to Economic Education

The school curriculum, and the economic .components within it, should
be based on a multiethnic model (see Fug,ure 2) in which students view
and study events and concepts, such as scarcny productlon and consumptlgn,
from the perspectives of many different ethnic and social dlass groups. When
.aconcept such as work is studied, the students can explore vdrious perspectives ' *
of work within different ethnic communities. The students could research
these kmdsgof questions: ‘ '

»

“ How is work regarded in Black niner -city communntnes" Why?

How are the perceptions of work wnthm Black mnér-cnty communities
similar and ifferent from perceptions of work among Chicano field
workers in the Southwest? Why?

3 .

\,
L]

Figure 2 J
Studylng Econooics from Multiethnic Perspectives

- ~ 7 '
3 N Mexican rican . R

, . ‘}‘/ .-,y ,

Anglo-American Chinese American

GOODS AND
SERVICES

GOODS AND

SERVICES ¢
- B Afro-American ,
* /pino Ametican . ’ 5

e

\ . J{uerto;Rlcunénerican : ", .

" ’ Native American
/ Anglo-American :
!

v N . R o N .
» »

MODEL A N MODEL B - v

.

ANGLO-AMERICAN CENTRIC MODEL .o MULTIETHNIC MODEL - .

O
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Economic events, concepts. and principles are most often viewed in the schools Pdnﬂﬂly from Anglo-American perspectives
(MODEL AY. Students should view economic events, concepts and principles (rom the perspectives of diverse racial and
ethnic groups (MODEL B). This figure is adapted from James A. Banks, “*Ethaic Studi!'! as 2 Process of Curriculam Reform,'”
Social Education, February, 1976, )
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What factors determine a people’s attitudes toward work?

-

How does work and the perceptions toward it differ in Black lower class
and Black middle class communities? Why do these differences exist?

#  When studying econorhic concepts, such as work, scarcity, production,”
- and consumption, from the perspectives of different ethnic groups, students
should keep in mind the variants of ethnicity discussed earlier in this paper.
Among theg are social class, educational level, level of iflentification with
ethnic group, region, and history The students should understand that ethnic
< groups are not monolith groups and higher status members of an ethaic group
tend to* have attitudes and perceptions which are quite different from their
lower class counterparts. This results largely from therr high levels of
cultural assimilation. e e,
However, within ethnic communities which’ af€ charactefized by low
levels of assimilation and low socioeconomic status, students are likely to find
“strong ethnic cultural characteristics and will be able. to make valid generaliza-
tions about the attitudes and perceptions of these segments of ethnic groups.
Ethnic literature, songs, language, and dances can be used”to effectively
teach about ethnic attitudes towards many economic concepts, su¢h as work
and poverty The students might also find that ethnic cultural chanacteristics
strongly influence not only atuitudes and perceptions of work but the ways in
which different ethnic groups consume goods-and services. = g
"Effective economic education experiences for ethnic minority studdnts
should also. help them view ecopomic’ problems from various disciplinary
perspectives as well as from multiethnic perspectives. The.egonomic.problems
e which ethnic mirtorities experience cannot be adequately understood and acted
" upon by merely looking at them from an economic perspective. Problems,
such as poverty, consumer exploitation, and job glienation,-have moral, legal,
geographical, sociological, historical, and political ramifications (see Figure
3. . : ' ’
, —
i 5 . \ . &
Economic Education and Citizenship Education

. " . o e
- . Effective gc@ education must be mmcately related to poh;‘cal and
citizenship educalion. A major goal of an effective curriculu ethnic

minorities is to help them to «develop a sense of political efficdcy and the

skills needed to influence the political system. Such skills: are absolutely: .

neceéssary 'forwtht;m to obtain their consumer-rights and to become productive
citizens of the nation state. The economic component of the<common school
curriculum, tike all other disciplines, should coniribute to the political and
Minority students, as well as other studlents,-can studiqusly learn about the
nature of a complex econamic system, the way 1t should work, and what their
* rights are within it However, unjess they can exercise the political power
needed to create the condifions necessary for them toﬂﬂolltain their consumer,
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Figure 3

~

A Multiethnic Interdisciplinary Model for. Teaching
Economic Concepts and Probfems - .

-

Puerto Rican American Anglo-American
[ “ N

Sociological
Aspects

Chinese American Afro-American

Economic coticepts and problems should be studied using'a multiethnic interdisciplinary
approach.’In this approach, students examine the concepts'and problems from the perspec-
tives of variods ethnic, interest, an’qﬁsocial class groups as well as from diverse disciplinary
perspectived, This figure is adapted from James A, Banks, ““Ethnic Studies as’a Process of
Curriculum Reform,” Social Education,” February, 1976, and from Geneva Gay and James
A. Banks, *“Teaching the American Revolution: A Mulflethnic Approach,” Social Education,
Vol 39 (November/December, 1975), p. 462. 4

rights, their sophisp’gaied knowledge about economic concepts and principles
might lead to a dead end. In the final analysis, those of us in precollege”
education are concerned primarily about educating reflective and humane
citizens whb have political efficacy and the knowledge and skills needed
to influence public policy. Knowledge which does not help students develop
a greater sense of personal and political efficacy has a questionable role in the
curriculum of the nation’s common schools. Economic concepts and principles
which are a part of the precollgge curriculum should help'individuals become

- more effective citizens of the nation state.
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. Value Inquiry and Citizenship Education . '

While multiethnic interdisciplinary knowledge is necessary to enable
students to become reflective political activists, it is not sufficient. To exercise

" power in ways which are consistent with human dignity and other American
Creed values, the social actor must be -able to identify, clarify, and Justify
his/her moral decisions. Value education should be an integral part of a
curriculum designed to help students to develop decision-making and social
action skills. Economic issues, such as world hunger and poverty, poverty
within our own nation, and consumer exploitation, raise comphcated moral
and ethical issues which students should be helped to deal with ratonally
and reflectively. '

° Teachers should help students explore the moral and ethical dimensions
of economic problems and issues by helping them develop a method (or pro-
ces)s) for deriving, clarifying, ahd justifying their moral decisions. i number
of*valuing techniques and strategies are available to help curriculum

"developers and teachers design value component$ of economic education
programs. The major abproaches, which have been conceptualizéd and sum-

. marized by Superka, Johnson, and Ahrens, are presented in Figure 4. I have

developed a value inquiry model, which can be <classified as a clarification

model, that is described:in detail elsewhere (Banks with Clegg 1973; Banks
1975b). ’ . )
Historically, the major goal of the school has been (and is) to perpetuate’

-and reinforce the status quo and to make students passive censumers and

docile workers. The economic education components, like other aspects of the

school curriculum, have reinforced and, to a large extent, continue to reinforce

. the dominant beliefs, myths, and ideologies about our economic system.

Current economic components of social studies programs may be characterized
as monoethnic, idealistic, mythical, and Anglo-American centric.
Alternative goals for the economic education of ethnic minorities should

be set. They include: ! - ‘“ ~ '

-~ L Helping ethnic minority youths t( learn how to function effectively
within their ethnic cultures and within the univerbalistic culture, to

become ingNathan Glazer’s words, ‘‘universalized primordialists.”’

“* e " Helping minority youths to'learn to view economic problems #d issues

. from multiethnic interdisciplinary perspectives.

®  Helping ethnic minority youths to acquiré the sm derstanding, and

commitment needed to attain power so that they can, through effective

and humane political action, help to reform our political and economic

> systems -and, conseqhently, make them more responsive to the humamr
» . Wondition. ' .

.
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) Overview of Typology of Values-Education-A
®
R Examphes of Materials
Approached”  Purposes Methods Title
Inculcation To msull‘bf interna]ize modeling. positive and Human Values Series
certain values 1n stu. negative reinforcement. - f
~ N dents rocking. nagging. ma-

,  To change the values of mpulating alterna- Coronado Plan
students so they more uves, provtding n- Teacher s Guides
nearly reflect certain complete or brased data,
desired values games and simulations, -

rote playing. discovery
learning
Moral To help students develop  moral dilemma episodes First Things Values
Develop more ph rea-  with small-group
soning paltems based on a2 discussion relatively “Teaching Strate
» hygher set of values structured and gies for Moral
To urge students to discuss  argumentative Dilemmas**
RN - the reasons for their value
chotces and positions. pot ¥ ’
merely to share with others, .. .
. but to foster change 1n . .
Kad the stages of reasomng
of students
- Analysis To help students use logre  structired fational Public Issues Sertes
. g cal thinking and scienti discussion that demands
fic investigation to application of °
decide values issues and reasons as well as evi Analvsis of Public
questions dence, testing pon- Issues Program
To help students use 1a- ciples. analyzing amalo- Values Education
. tional, analytical pro- gous cases, debate,
cesses tn nterrelating | research »
. and conceptualizing their
values . . )
—~ Clanfication To help students become  role-playing games, Decisions and
aware of and identify their  Simulanons contnved Outcomes
. own yalues and those of of real value-laden Values and Teaching
ol situations. 10 depth .
. N To Jelp students communi-  self-analysis exercises. Values Clarification
, ! catf openly and honestly  sensitvity activities,
, ¢ with others about their sout of-class activi- Values in Action
- ties small group
v help students use both  discussion . Sgholastic Contact

‘rationaf thinking and
emotional awareness to
exarmine their personal
feelings. values, and

’ behavior pattemns

., e .
Those purposes listed for
analysis and clanfi

<ation

To provide students with
opportunities for personal
and soctal action based oo
their Yalues

To encourage students 10~

social 1nteractive béings.
not fully autonomous. but

social system

-

view themselves as personal

“ members of a community of

cries
A Probe tnto Values

»

the methods histed for
analysis and clanfi Social Action
cation as well as - .
tion projects within the
school angd commumty
and skill practice tn
group organizing and
interpersonal relations

t

-
Finding Community

Developers

Blanchette
et al (1970)

Bensley (1974

Kohlberg and .
Seclman (1970)

Galbraith and
Jotes (1979

Oliver and
Newmann
(1967-72)

Shaver and
Larkins (1973)

Metcalf (1971)

Gelatt et af (1973)
Raths e1 al (1966)
Simon er ¢l (1972)
Shaftel and Shaftel
Goodykooniz (1968)
Church (1973)

<
Jones ¢1971)
Newmann (1972

<

» I

.

% *Repnnted with permission from Values Edmnon Sourcebook Concepiual Approaches Materials Analyses. and an Annotated
Bibliography . by Douglas Superka et al , Boulder, Colorado Social Science Eddcation Consortium. Ing . 1976, pp 4 5
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A Response '
to “Economic ‘
‘Education for

Ethnic Minorities”

Frank W. Gery

In responst to Banks’ paper, this writer suggests that attention also be given
to gifted students. To attract gifted secondary students to the study of
economics, the respondent describés a teaching model—the Empirical
Hypothesis Testing (EHT) inodel—which-was developed and has been tested at
summer instltutes for gifted students. Using the model, students learn mac-
roeconomic’theory and microeconomlc applications through self-designed ex-
periments involving social data, computers, and the multiple linear regression
technique. The author discusses student, teacher, and equipment problems in
implementing the EHT model in the regular high school setting and suggests
ways of overcoming such dimcultles .

.

<

The conference organizers suggested that in my response to_Professor
Banks’ paper mlght reflecton the problems of teaching economics to the gifted
student. I am happy to follow this suggestion for two reasons. First, I am not
- well qualified by training or experience to critically evaluate the Banks’ model
for teaching economics to ethnic minorities. Second, for the gifted student I
would propose a teaching design which is in sharp contrast to the one proposed
by Banks. By establishing this counerpoint, we may launch a discussioh about
the appropriateness of the teaching design to the existential situation of the
particular student. g

At the outset I would suggest that both the Banks’ model and the one I
propose are.consistent with the current vogue of teachmg social studies by the
mqunry method. BanKs makes a plea for a “*value .inquiry’’ model in which

*‘teachers help students explore the moral arfd ethical dimensions of économic
problems.’’ He argues that teachers must teach economics from a multiethnic

.

. interdisciplinary perspective, recognizing the *‘two cultures’’ in which ethnic *

minorities live, move, and have their being.

Frapk W Gery 18 Professor Economics at.St Olaf College, Northficld, Minnesota.
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With regard to the gifted student, my own plea is for a teaching mode
which confronts his or her own existential situation. Gifted students may be
defined as young persons who demonstrate both an intellectual capacity—be it
verbal, mathematical, or artisuic—well beyond their peers and a maturity in
pragmatlc expression of this ability. Unfortunately, there are otten 1diosyn-
cratic behavioral manifestations 1n other aspects of such students’ personalities
that are misunderstood by teachers and derided by peers. Among these are the
desire for solitude and the need for room to **experiment’ mdependently To
this student, social studies education, indeed any classroom- oriented educa-
tional program, is often boring or trivial. .

In my judgment, the most important need of such a student s to be given
the opportunity to pursue task-oriented projects largely determined by the
student but with teacher-established guidelines and hmits. In this way the
creative urge and individual capacity of the student can be developed within a

, " framework mutually established by the student and the presumdbly more
expenenced and knowledgeable teacher. Other students, although bright and
alert, may thnive better in a chmate which is more 5tructured aud involves more
interaction with pther students.

The model shall propose 1s called the “Empmcal Hypothesis Testing™’
(EHT) model, and is intended to attract the gifted student with high verbal and
math capabilities to the science of economics. I do not believe that the
**Empirical Hypothesis Testing’* model necessarily competes with the Banks’
multiethnic value 10quiry model. Indeed, I would suggest that they are com-
plementary and that it is not a question of **either/or’” but rather **both/and."’

™

1

- “

THE EMPIRICAL HYPOTHESIS TESTING (EHT)"MGDEL
Background Project R

. Thirteen Years ago, when I first considered submitting a prosposal to NSF
for a summer institute in economics for gifted high school students,ﬁmnde\red
the question, What 1s there about the natural and physical sciences that seems to
attract gifted young people? The answer seemed to be: self- designed experi-
ments using the raw materials and the laboratory apparatus of the sciences.
Presuming the accuracy of the answer, there came a second question, Are there
elements in eqgnomics analogous to the appﬂmus materials, and experiments of
the sciences? The answer here seemed to be thﬁl such mateylals consist of social
data and the Iaboratory apparatus of calculators and computers. The controlled
expenmental method seemed to be most closely represented by the multiple
linear regression technique.

Thuys,' in our first proposal to NSF, as well as in later ones, we included
major units in EHT. From the early years until now wehave utilized other
teaching models such as panel discussions, debates, expert witness, ‘‘presiden-
tial commissions,”” economic gaming. But in spite of all’ the dirty work,
frustrations, and time consumption (or maybe because of these thmgs) the one/
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unit which repeatedly scores highest on student evaluations is EHT. Further, it
seems to be the most rewarding, enriching, and intellectually challenging.

E

Q

The EHT teaching mode is based on two premises: (1) the same things
which attract gifted students to the sciences can be expected to attract them'to
economics, and (2) gifted students do not need a tegher in the conventional
sense. The main problem is for the teacher to *‘getout of their way,"" or better,
‘‘help them make their own way." )

Current EHT Feaching Model* -

We use EHT in two steps: (1) as a teaching tool in the regular mac-
roeconomic theory unit, and (2) as a custom- made mdmduallzed hypothesns

testing project. -

Stage I: 7‘eaching Macroeconomic Theory

\

In outline form, here are the steps we follow*

1. Organize the class into teams of two or three members each. We find
this advisable so that a weak member can be remforced by the more perceptive
students. . ~

2. Collect data and estimate a simple' consumption and simple invest-
ment function. Althodgh data banks have been set up for later work, there is
some advantage for-students to collect and’input their own data.

3. Hand in an interpretive report of findings. Comparative results of
appropriate parameters are put on the blackboard and_become the basis for
discussion of marginal propensity to consume, multlpller. interest elasticity,
induced investment, and the like. ~

4. Reestimate equations adding one or more plausible independent
variables. ‘(optional)-

The first stage enables the class as a whole to complete a project involving
both the statistical and econontic implications of working through a hypothesis
about consumption and investment functions, and it gives them a comfortable
feeling, i.e., economic analysis with data has some merit and is something a -
nowice can do. .

Parenthetically, we also utilize this first stage as a teaching model for our
beginning courses in economics for freshmen and sophomores at St. Olaf
College. Logically, a similar strategy could be used to teach demand functions
in microeconomics, if the teacher is willing to deal with the identification
problem. We have _found that computer gaming, where competitive and
oligopoly markets are simulated, works better for both gifted high school and
beginning college students. :

~

Stage 2: Individualized EHT : .

We start individualized EHT projects by grouping students according.to
snmllar topical interests; then we gradually get them to hone a simple hypothesis

*Exhibits and explanatory matertals on the EHT model are available upon request from Professor

Gery.
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statement, collect data, and so forth through the rest of the procedure, which
culminates in a research report. B .

We encourage students to do cross section type projects and thereby avoid
the problem of serial correlation. However, we do not avoid the problem of
multicollinearity. We help them guard ‘against this and the hidden variable
problem by checking out their *‘experiment’’ just prior to the computer runs to
catch the most blatant oversights.

Thus far, I have skipped over the necessity of teaching some elementary
statistics and regresgion analysis to these novices. 1t should be kept in ming that
while these students have rarely.had any formal high school economics, they do
have a reasonably good background in mathematics. My colleague,
Carlson, and I have prepared a multiple regression ‘‘cookbosk.’ WHen com-
bined with two to three hours of classroom instruction, the book help$ students
develop a minimal understanding of the requisite statistical concegfts.

_ Ower the years, there have beerst number of scoffers' and\ skeptics,
including some peer panel reviewers at NSF, who have said EHT could not be
done with high school novices. But we have the evidence that it canand is being
done with gifted students. In replacing the conventional lecture-discussion
method of teaching macro theory with our approach, we found that students
showed no significant difference in cognitive learning but their interest level
rose considergbly. Although we minimize the teaching of formal theory, the
pre- and post- TUCE difference averages over six points improvement, whichis
two points better than the national average for undergraduates taking the basic
college economics course. There may be even greater improvement in the
affective domain since the summer institute students gain a firsthand impres-

sion of the benefits and limitations of the scientific €conomics study.
- ‘-

TRANSFERABILITY OF EHT TO HIGH SCHOOL SETTINGS

As I see it, there are three problems in developing EHT units for gifted
students in high school: the students, the teachers, the *‘equipment.’’ The last is
probably the easiest to deal with. Most schools now have their own interagtive
computers using BASIC or some other simple language. A variety of statistical

" software packages containing a multiple linear regression routine are available.

We have one at"St. Olaf called SODAS (Saint Olaf Data Analysis System)
which could be made available to any high school at nominal charge.

The next most difficult problem is identifying and collecting the most
gifted social studies students. Fortunately EHT can be broadened to include
socioeconomic and political science subjects. %t is ‘quite possible to
siphon off the top five to ten percent of all-s istudies students in a
giver) high school and put them in a special class. Oy, outof a given class the
teacher may jdentify the top students who ¢an be encouraged to do EHT as a
term project, probably in lieu of other featherbedding assignments. -

The most difficult problem is likely to be with social studies teachers who

are unprepared to handle EHT units, Two solutions'come to mind. The sogial®
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studies teacher can team with a mathematics teacher familiar with regression*
Yechniques and; fogether have.a special class for gifted students. Or future
inservice training institutes for social studies teachers might well stress EHT.

These institutes should probably be a mixjure of economic content and multiple
regression methodology. Teacher participants would run through their own

EHT projects and then be expected to direct several gifted students i in similar,
* projeécts during the ensuing school year.

In conclusion, it should be noted that EHT is a labor-intensive teaching
function. It shares this attribute with many other special purpose teaching
models, including, I suspect, the one proposed by Professor Banks for ethnic
mindrities. Fortunately, both. hardware and software are now available to
reduce the labor input to manageable proportions.

My, plea is to do all else that needs to be done, including the Banks’ or
some alternative model for confronting the existential situation of ethnic
minorities, but do not ignore the glfted students. Let us put them in the

economics *‘laboratory”’ where they can share the joys and frustrations of being
social scientists firsthand. -

Ry
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A Response B o
to “Economic s S
“Education for . ' ' S
Ethnic Minorities” ——

. - \ i '
w1, June V. Gilliard ‘ ) .

Two aspects of the Banks paper are examined in this response. First,
the respondent explores some of the assumptions underlying Banks’ stated
goal for economic education—helping youth attain the knowledge, attitudes,
and skills needed to maximize their economic, social, and political options.
Gilliard contends that although this is a worthy goal, it assumes a range of -
alternatives which are in fact not available to minority youth. Second,, i ¢ °
Gilliard suggests that too often economic education programs Which 4 are |

o designed for minority youth are ineffective because they do not account for ! ’ ”
current pressures in the school setting such as the “back to basics” and ™ -
accountability movements. She believes these schogl realities, plus cultural
differences, must be attendéd to if economic education programs are to_ be
effective with mlnority students

t

< B

In my response to Dr. Banks' paper, I should like rto (1) makeé several
observations regarding what he has stated as the goal of economic education R
. for ethnic and racial mmormes and (2y comment briefly on several Problems :
currently confrontmg elementary and secondary. schools and the implications
of these for programs in economic educatiom. I have chosens&:; focus :niy
remarks for the most part on those groups Banks. describes’a “‘powerless
minorities.”” In many of our urban centers the “power'less mijiorities’’
constitute a majority of the school population. Why!efa <onsiderable
amount of time, effort, and money have been expenﬁeq tosdevelop
educational materials and progfams for these groups, man'y of thes new_ .
materials and programs have proved equally (and in seme mstancgs, moré)

- e %

- meffectnve than those they were designed.to replace. .o u::): .
. RAPA
June V. Gilliard 1s a Curriculum Specmhsl with the Joint Councul on Economlc qucaugp,-
New York. . - , »
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THE GOAL OF ECONOMIC EDUCATION

‘Banks states that the major goal of economic education: for minority
youth should be to help them to attain the knowledge, attitudes, and skills
needed to maximize their economic, social, and political options. 1 have no
quarrel with this statement. In fact, if the goal were achieved, 1 would say
the economic educators had done’an excellent job indeed. It is imperative
to note, however, that underlying the goal statement is an assumption that
there exists a range of economic, social, and political alternatives from which
members of ethnic and racial minorities are free to choose. -

As Banks notes, despite what appeared to be the broadening of economic

and political options in the 1960s,. recent studies indicate that alternatives

available to certain racial and ethnic miriorities have tended to disappear in -

the first half of the 1970s. Herbert Hill, the National Labor Director of the
NAACP was recently quoted in The New York Times as saying, ‘‘In every
category of measurément—unemployment rates, duration of joblessness, in
earnings and in labor force entry of young workers—the Black community is
being forced back into patterns that were commonplace during the Great
Depression of the 1930s” (‘‘NAACP Report™’ 1976). The condition Mr. Hill
describes cannot be totally attributed to the general economic decline. Rather,
it is largely a consequence of discriminatory practices which now, as in the
past, have been a decisive factor in determining income levels for various
groups within American society. _

Programs designed for youth from low-income minorities have generally
been based on one of two assumptions—that the source of academic failure
lay in the culture of the client group or in the éducational processes utilized
by the school. Educators have tended to operate under the notion that certain
cultural manifestations of minorities presented the major barrier to their social,
economic, and political advancement. Thus, life-styles, values, and percep-
tions of low-income groups would have to be altered before they could compete

on an equal footing with members of the dominant society. Entrenched in -

this view is the belief that the educational system has the capacity to effect
social change. - . -

There are those who contend; however, that those features of minority
culture which set it"apart from the dominant culture constitute a necessary
and realistic adaptation to the hardships and deprivations that result from
economic and political exploitation. Thus only elimination of the latter will
effect change in significant aspects of the culture of low-status groups (Flude
1974). '

.. Elimination of discrimination will require more than providing for what is

presently perceived as the educational needs of minorities. 1t requires change
in the perceptions and manifested values of members of the majority popula-
tion. To the extent that one’s perceptions and values are shaped.by what one
learns in scfiool, this change constitutes a major educational task.

From the perspective of ‘many minority youth (and adults), education

.11247 _ -
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suffers from a ‘‘credibility gap’’—a gap far more extensive than educators
* realize. With regard to the education of ethnic minosities, Vine Deloria,
.author of Custer Died For Your Sins, states:

A

The ethnic student, be he or she at college or priniary level,
absorbs his or her experience at the same rate and in the same
manner whether those experiences are in the ¢lassroom or on the
streets. In doing so they demand a new criterion of truth, and
spot stalking horses and hypocrises farebetter than we do. When
teaching, we often present them with our beliefs and suffer rejec-
tion when they consider them as possible interpretations among a
number of possible interpretations (Deloria 1973, p. 135).

H If we are to satisfy the criterion of truth about which Mr. Deloria speaks,

. programs in economic education must reflect the reality of the world in which
we live. This means more than simply recogmzing that in all societies
there is a general“discrepancy between how the economic systém operates
in theosy and how it operates in practice—between ‘‘the way it is’’ and the
*‘the ‘way it is supposed to be.”’ It also means recognizing the fact that ‘‘the
reality of the system ' for some groups is not always reality for others in
society. -

CURRENT SCHOOL PROBLEMS AND ECONOMIC EDUCATION —

A major aspect of the Jproblem mvolved in providing for the economic
education of minorities is that neither economic education nor the teaching
of minority youth occur in isolation from other aspects of the school. Con-
sequently, in our concern for meeting the needs of minorities we must also
be concerned with the institutional arrangements through which these needs
are to be satisfied.

Currently schools are under considerable pressure to ** get back to basics’’

e., the teaching of the 3 R’s and oral communication skills. If one looks
closely at educational issues raised by parents of minority youth, it becomes
apparent that the intensity of the demand for teaching basic skills is no

.

.

N less (and in some communities may even be greater) among minorities than

among the majority group in the society. s

Concomitant with the ‘‘back-to-basics’’ movement is the demand that
schools be held accountable for what students learn or fail to léarn. This
mcludes learning outcomes not only in the basic skills but learning outcomes
in all instructional areas. TIncreasingly, schools are finding it necessary to
redefine instructional programs in terms of relatively SpelelC behavxoral .
outgomes.

A third problem facing most schools 1s one commonly referred to as the
““crowded curriculum.’’ Over the years schools have tended to respond to
demands for curriculum change by increasing course requirements or adding
‘new elective studies. The expansion into new areas of study in most instances

- A
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has taken place without a comparable decrease in traditional offerings
These and similar problems will have, considerable effect on thevdegree
which programs in economic education can or will be implemented ¢n the
schools. No matter how accurate the assessment of needs or the excellence
of program design, unless the programs are implemented and used in 3e
manner intended, real outcomes 1 economic education for mirorities wAll
not change. We must be cogmzant of the fact that those whose interest we
_wish toserve-may have other interests to which they have assigned higher
prionty. To the extent we are able to design programs which serve multiple

~needs and interests, we increase the probability that such programs will

be used in the school. Thus, if we are to provide programs which serve the
interests of both the prime chent group (students from ethnic and racial
minorities) and the schools, we need (1) to design programs Which serve not
only the objectives of economic education but also basic skills objectives,
(2) to explore means by which economic education can be incorporated into
existing school curricula, and (3) to state as $pecifically as possible the goals
and objectivesto be accomplishe J

If we are to succeed in our efforts we will need to design programs which
incorporate minority cultures and are attentive to individual interests and
teaching “styles. Providing for the economic education needs of minorities
“involves not only identifying needs in knowledge, skills, and attitudes, but
also 1denufying curricular and instructional alternatives through which these
may be acquired. It may well be’ that the latter will prove the more difficult
task. . »
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Part IV- Applying Economic Education’

Needed Materials in Precollege Econ_pr;lic
> - Educauon—James E. Davis
Response——]ames 0. Hodges ‘
Response—Suzanne W. I;Ie{burn s

Curre’n"t/mid Future Needs for Teacher Training in- -
Eonomic Educauon—James A. Mackey, Allen D. Glenn,
and Darrell R. Lewis

: Response—Harns L. Dante

Response——Lawrence Senesh o N

Needs for Evaluauon in Economic Edumuon—John c. Soper
Response—Phillip Saunders

Response—Jacqueline Kosecoff ’
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‘Male-Female'

Differences

. in Precollege

Economic
Education

»

Helen F. Ladd

Noting that economics'is a profession dominated by males, the author of
this paper examines the reasons for this situation. Ladd first reviews the
research concerning male-female differences in ability to learn economics and
concludes that there are no sex-based.learning differences relevant for
economics. However, she does believe that factors such as parents’ and
teachers’ perception that economic study is more appropriate for males than
females does discourage women from going into the field. To acquire more
data on these factors, the author recommends that three research projects be
undertaken to examine the exposure of girls to precollege economics, the
characteristics of secondary economics teachers, and the sex bias in
economics curriculum materials. Ladd concludes by suggesting five specific
actions for increasing the number of women in the economics profession.

-
N .

The economics profession is dominated by males. According to thé 1970
Census, women accourit for only 12 percent of all economists and 14 percent of
those economists teaching at colleges and universities (U.S. Department of
Commerce 1973). In addition, far fewer women than men are currently traiping
to become economists. A 1973 study of 57 major American economics depart-

ments found that women constitute only 12 percent of full-time Ph.D. candi- ,
—dates, 14 percent of full-time M.A. candidates, and. 15 percent of senior

economics majors (Strober 1975, p. 92). In light of this, the American Econo-
mic Association has resolved that ‘. . . to redress the Pfesent low representa-
tion of women in the_economics profession, the Association shall actively

’

Helen F Ladd is Assistant Professor of Economics at Wellesley College, Wellesley, Mas-
sachusetts Dr. Laddeexpresses. .apprcclauon to W Lee Hansen. Carolyn S. Bell, and Mary Jo
Bain for their critiques of this paper.
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encourage the study of economics by women at all levels of education®’
(Committee on the Status of Women 1973, p. 1053). Most of the guidelines
for action proposed in response to this resolution by the American Economic ’

.+ Association Committee on the Status of Women in the Economics Profession

Aruitoxt provided by Eic:

(CSWEP) relate to the college or graduate level. From CSWEP reports and
from questions in a major CSWEP survey, however, it 1s clear that the
Committee believes increasing precollege training in economics for women
is es'§entia| for achieving the goal of increased female representation in the
economics profession. ! . .
This, combined with the more general concern of economusts, business
leaders, economic educators, and foundations with raising the level of
economic literacy of the American public, both male and~female, provides
impetus for research nto male-female differences in the learning of economics
at the precollege level. Research is needed to determine the nature and
extent of barriers.to the learning of economics by young women at the
precollege leve}, and if the barners exist, to develop appropriate strategies to
counter them.

_The first section of this paper inquires whether women are any less able
than mien to learn economics at the precollege level. The second section
presents three hypothesized sex-based interest and attitude differences
relevant for economic learmng. Section three proposes a research agenda, and
the fourth section concludes with suggestions for increasing the quantity and
quality of economics for women at the precollege level. -

THE ECONOMIC LEARNING ABILITY OF WOMEN

" Are there differences between males and fema*hich make it possible
for one sex tonleam economics more easily than the other? As a female
economist and as a teacher of ecopomics at a liberal arts college for women,

I believe young women are able to learn econdmics just as easily and well -

as young men. This does not mean that all-young women do in fact learn
economics as well as men, only that they are capable of doing so. .
The literature on sex-based differentials in learning, as summarized by
Eleanor Emmons Maccoby and Cadrol Nagy Jacklin, appears to support my
basic belief that there are no sex-based learhing differences relevant for
economics (Maccoby and Jacklin 1974). With respect to overall intellectual
ability, Maccoby and Jacklin conclude that empirical studies show no
consistent evidence of differential intellectual ability of cognitive style* and
that **a sex difference in'the effects of learning and teaching environments
probably does not [exist] (Maccoby and Jacklin 1974, p. 75). Possibly these-
findings are too general to apply to economic leagning which_may require
certain specific abilities. Although Maccoby and Jacklin review no studies

*Maccoby and Jackhin recognize the distincyyan between tests of ability and tests of achievement.
but stnce the distinction becomes blurreda practice. they analyze the two Kinds of data jointly
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relating to economic learning, they summarize other studies examining
possible sgx-based differentials in a variety of abilities such as verbal,
quantitive, and analytic skills. The pertinence of this research depends on

-determining the specific skills most useful to understanding economics at the

precollege level. Analytic ability and concept mastery are often assumed to be
the two skills most required for economic learning. Recent studies find no
significant sex difference in either skill. Hence, Maccoby and Jacklin
conclude that the belief that boys are more *‘analytic’* and that girls.are better
at rote learning and simple repgtitive tasks does not appear to be true
and believe that previous research purporting the analytic superiority of boys
was too narrowly confined to visual spatial skills. Consequently, no sex-
related ability differences relevant’ for economic learning are implied.

. If economics at the precollege level requires more quantitative ability
than verbal ability (a debatable issue), however, some differential learning
ability for economics may exist. Evidence suggests that boys may have an
advantage in quantitative skills and girls in verbal skills. The studies measuring
quantitative skills are not clearcut, however, in part because it s difficult to
control for visual spatial skills. The results of the quantitative ability studies
vary by sample and by nature of the test, leading Maccoby and Jacklin
to conclude that ‘‘the magnitude of the sex differences varies greatly from
one population to another and is probably not so great.as the difference
in spatial ability’* (Maccoby and Jacklin 1974, p. 352; see also Garrpn 1970).

What, if any, are the policy implications of these research findings? To
the extent that the studies show no difference n learning ability relevant
for economics, there is clearly no basis for policy. However, if future studies
provide evidence of differences in the ability of boys and girls to leamn
economics, these differences are not likely to be relevant for policy for at least
tWO reasons. T

First, these studies generally focus on differences between means, with
the nwll hypothesis that the mean learning ability of boys is no different from
the mean learning ability of girls. But means are only one summary measure of
an entire distribution of learning abilities and they may not be very- useful
in deciding how to change the nature of instruction. To illustrate, assume
that the variation in girls’ quantitative abilities is the same as the variation
in boys’ abilities. Figure 1 portrays the two different distributions on the
assumption, consistent with the Maccoby.and Jacklin findings, that the
means differ by .5 standard deviations.* 7 -

Now consider an economic education policy directed toward 95. percent
of the young men. Provided the two distributions are normal as drawn,
this policy would be directed at learning abilities between 1.96 standard
deviations below and_1.96 standard deviations above the male mean. The
shaded area under the female distribution represents the percent of the young

*The authors cite three studies with large samples dealing with quantitative ability. The first

shows boys' math scores are 66 standard deviations higher than girls' at the 12th-grade level, the
second siows no sex differences, andthe-third shows boys witha 2 standard deviation supenonty.
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women who would be reached. Normal distribution tables show that this
includes 92 percent of the young women.* Hence, a policy.based on male
quantitative abilities will reach a substantial portion of the women, even with
+  the mean difference reportea by Maccoby and Jacklin. The point is that
- emphasis on means ignores the substantial overlap in tbé two distributions.
’ The above analysis overstates the effect of quantitative ability differences.
Maccoby and Jacklin report that the variation, in quantitative ability (as
‘measured by the standard deviation) is up to IS or 16 percent higher for males . .
1 than for females (Macc'oby and Jacklin 1974, p. 119). The effect of this is
, to increase the percentage of young women affected by the male-directed
policy to 95 percent.** Hence, even in the case of quantitative abilities,
where the strongest evidence of differential ability has been found, the
magnitudes are insyfﬁcient as a basis for policy even on the assumption that
quantitative ability is more important than some of the other abilities for r
economic understanding.
As mentioned above, studies do show that boys excel in spatial ability.
If we ignore the overlapping distributions (by assuming unrealistically, for
example, that all boys are identical and-all females identical), does this imply -
that girls and boys should be taught in different ways? Should boys, for
_example, be taught more by graphical methods and girls more by descriptive
and intuitive methods? A recent review paper by Robert Glaser, summarized by
- Maccoby and Jacklin, fourd no evidence that individuals learn better if in-
‘ structional programs are aimed at their area of strength (Glaser 1972). In fact
© *Let M mand £ be the average quantitative ability of boys and girls respectively and'S§ che
standard deviation of the two distnbutions. Then the interval that includes 95% of the male
’ abilities goes from (MM —1.965) to (Fm +196S). This is equivalent to the interval (£

- 1.46Sm) to (""f .465) expressed in terms of the female mean Using normal distributton
tgbles, the arca urkler the female distribution over this interval 15 .92 (= 4279 + .4931).

.

. **In this case, we have the interval (K £ + .55 -—1.96 (1.198p) o (Ff+.55¢+ 196(1.15)Sp)  »
that simplifies to (Ff — 1,755 to( I 4 2.75Sf) where S¢is the standard deviation of the female
ability distribution. Referring to’the normal distribution table. we find the area under the female

distribution over the interval to be .95 (= 4599 + .4970).

-
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argues Glaser, educators should not draw only on children’s strong skiils but .
should focus on utilizing all skills. When this teaching philosophy is combined
with realistic overlapping ability distributions for males and females, 1t is
difficult to argue for differential treatment based on ability differentials for
young women and young men in precollege economics. *

OTHER REASONS FOR DIFFERENTIAL
ECONOMIC LEARNING BY SEX h

™
Studies of learning differences in economics, as reported by George.
Dawson elsewhere in this volume, indicate that girls learn economecs equally
as well as boys in the elementary grades. At the high school level, the,
findings are mixed. Dawson cites the Bach-Saunders study in support of the
male superiority thesis and studies by Dawson-Bernstein, James B. Nelson,
and A. Dennis Gentry in support of the no-difference hypothesis. .
Two recent studies investigating male-female learning differences in the
college-level introductory course deserve mention. In a 1974 note in the
Journal of Economic Education, Rendigs Fels and Ben Bolch state emphatical-
ly that “‘[we] now know beyond a reasonabie doubt that performance in ele-
mentary college economics is sex linked’’ (Fels and Bolch 1974, p. 64). They
base this on a summary of previous college-level studies supporting this
conclusion, a brief criticism of two studies finding no sex-linked differences,
and their own empirical investigation using a néw test administered to
students who had just completed the introductory economics course at
Vanderbilt University. Controlling for age, previous exposure to quantitative
methods, previous exposure to calculus, ability as measurgd by verbal and
quantitative SAT scores, and achievement as measured by grade point average,
Fels and Bolch find a 3% point mean difference between men and women on
a 100 point test, with thé coefficient statistically significant at the .05
level. From this they conclude that men have a comparative advantage in
elementary ecbnomics and women a comparative disadvantage.
‘This finding has been qualified by John J. Siegfried and Stephen H.
Strand in 3 secent unpublished study (Siegfried and Strand 1975). Using a
sample of 153 Vanderbiit University students from the spring 1975 semester
and a test instrument targeted at the nditerial covered in the course, the
,authors conclude that women’ Jearn the same amount as men during the
instricfional period of the introductory course, where learning is measured by
the percentage of the gap in economic understanding closed by the introductory
course.* Although the learning of women students in the introductory course
*The measure used by Skgfncd and Strand 1s (posttest - pmtest)/(lOO - pretest) where 100 1s the
" maximum possible score, pretest refers to the score the student recerved on the test the first day of*
clasges and posttest to the score the student received after the course. Unfortunately. the aythors
give no yustificaon for preferring this definition of learning to the absolute measure, change in test
score Yet when thty include the pretest score as an independent vanable with final score as

the dependent vanable (a specification derived from the measure of learning, change in test score).
the coefficient of the sex variable again becomes statistically sigmificant 1n one of the regressions.
kY -
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appears to be as high as the learning of men in the same course, the
authors argue that women end: uf) at a lower level, as in the Fels and
Bolch study, because they start the course at a lower level of economic
understanding.

Thus, in the course of clarifying the meaning of the coefficients of sex
variables in studies at the college level, the Siegfried and Strand study
emphasizes the male-female differences in exposure to economics at the
precollege level. A logical next step is to determine whether their finding
hat women start out the college level intraductory course with less knowledge
of economcs than men carries over to high school seniors in general. The
assumption underlying th remainder of this paper is that it does.”

. Several explanations for differential male/female exposure to economics®
at the precollege -level may be hypothesized. The first hypothesis is that
the study of economics is perceived by parents, teachers, and counselors to be
more appropriate for males than for females. Although the male domination
of the profession undoubtedly reinforces this vigw by providing few female
role models, the perceived subject matter of economics is also likely to bean

~important determinant of the sex stereotyping of the discipline. Girls, accord-
ing to the traditional view, are not interested in business, finance, and' the
““ympersonal” workings of the economic system; instead they tend to be °
interested in peopleroiented fields like English and history. That economic,
concepts are, or can be, applied to a wide range of situations including both
personal and social decision making s generally not undetstood by the non-
economist. Instead economics is often assumed to be closely related to
business, a proﬁession until recently reserved prtmarily for males..Why should
young women submit {hemselves to studying the * ‘dismal science’” when they
are not interested in markets and other impefsonz{l\gconomic institutions and
when they perceive its lack of relevance to them given the future foles
available to women in the economic system? . ‘

The perceived difficulty of economics resulting from its quantitative
analytic approach may be a second reason why precoll*rgirls shy away from
the field. Evidence shows that girls have a higher tendency to avoid
quantitative courses than do boys, reflecting factors_such as parental and
teacher advice and perhaps fear of quantitative subjects since girls “‘are not
good at mathematics.”” For example, only eight percent of the women
applicants to the University of Calkifornia at Berkeley in 1972 had taken four
years of high school matheinatics, ‘in contrast to 57 percent of tht men
applicants (Sells:}974). At Wesleyan University, approximately S0 percent of  »
the male undergradgtes in the classes of 1974 and 1975 elected at least one

*Unlike some other discblines. economics knowledge at the tigh school level is not generally
tested natronally. 1n afecent study dealing in part with social studies knowledge, however, 1t was
found that ‘¢ . 62% of the males. comparedfo 54% of the females, undérstood that the
govemment recetves the largest portion of its revenues from tncome tax At this same age, more .’
males (55% comparedto 48% of the females) understood the term monopoly’’ (InaV S Mullin,
Educanonal Achievement and Sex D:sc'nm‘mauoh. Denver, CO Education Commisston of the
States, n.d.). °
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mathematics course prior to graduation in.comparison to 32 percent of the
women (Wesleyan Department of Institutional Research 1975).

This tendency for girls to minimize their study of mathematics potentially
has both a direct and an indirect implication for precollege economics.First,
to. the extent that economics is perceived as quantitative, it also falls into the
category of courses o be avoided. Second, the weaker quantitative and
analytic background of high school women rﬁay render the study of economics
more difficult for them than for their male counterparts. '

A third possible reason why young women may have less economic
knowledge than young men just finishing high school 1s that female economics
students may learn less than male students in the classroom because of sex
bias in either teacher attitudes or materials. While the Siegfried and Strand
findings of equal economic leaming by men and women in the ‘college-level
introductory course suggests this may not be a factor at Vanderbilt University,
its potential significance at tHe precollege level should not be minimized. If
economics teachers give the impression that economigs is an inappropriate
course for female students or if teachers or texts repeatedly use examples
demonstrating insensitivity to the feelings, attitudes, and interests of female
students, jt is reasonable to suppose that female students will dislike the
course and will learn less than the male students.

A RESEARCH AGENDA ¢

Considering the evidence described in the. first section, we must con-
clude that it would probably be a waste of resources to study further the
question. of whether girls can,learn economics as well as boys at the precoliege
level. The evidence suggests either that girls are as able as boys to learn
economics or, {f they are not, that the differences are foo small to be relevant
for educational Policy. The need for additidhal research is demonstrated in
section two, and arises in large part from the Siegfried and Strand finding
at the college level shat the female studenfs have lower initial levels of
economic understanding than do the male studerts. Research is needed to
determine the general validity: of ‘the Siegfried and Strand findingand the -
importance of each of the three explanations offered here for lower female
economic understanding at the precollege level. ) :

As-a first'step, I propose the folldwing fact-finding research projects.'

1. Exposure of Girls to Economics at the Precollege Level. Childrer}

~*are exposed to economics and economic roles in a variety of ways, only one of

- and will not be further discussed here.

Q

which is formal classroom eaching. At the elementary school level, if a
teacher teaches ecnomic concepts all his/her students are exposed. Thus,
the extent of formal exposure of girls at the elementary level is inseparable
from the mofé general issue of the extent of economic teaching at this level

What about the more subtle ways in which children athe elementary
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level learn about the economic system and the different economic roles for
men and.women? When and how do children form their perceptions of these
roles? What effect,-for example,, do elementary school texts, story books, and
teacher attifudés have on the formation of children’s ideas about economic man
and economic woman? Are women presented realistically? Is the work women
do presented as productive (see Maccia et al. 1975; Key 1975; Frazier and
Sadler 1973)?

The high school level differs from the elementary in that often economics
courses or the courses in which.gconomic analysis plays a part are elective.
To what extent do gitls take these courses compared to boys? Does limited
mathematics background inhibit girls from taking economics at the precollege
level?* Survey evidence gathered by CSWEP on professional women
economists shows that both the fathers and mothers of female economists are
better educated than the parents of male economists (Strober 1975). Do these
and other socioeconomic differences exist between boys and girls electing
economics at the high school level? Mere generally, are certain groups of girls
more likely than others to be exposed to economics, -both inside and outside
the classroom? What socioecoriomic differences account for this?

2. Characteristics of High School Economics Teachers. High school
economics teachers ahd the social science teachers who provide instruction
i econonics play--an~impertant-sole. in shaping student -attitudes toward
economics. What proportion of these teachers are female? If economics at
the high- schqol level is taught ‘extlusively by ‘men, while other sqcial
sciences are- mainly faught by women, does this reinforce the view that
economics is a ma\le-oriented fiefd? To what extent do the attitudes and
training of economics teachers condition them to indicate that this is a male-
dominated field? In addition, how does the training of female economics
teachers compare with that of their male counterparts?

3. Sex Bias and Sex Role Stereotyping in Teacher Attitudes and
Materials. Sex bias in both teacher attitudes and materials is a potentially

__powerful force_in turning girls away from the study of economics. What do
we know é\)out':t_his? Do teachers of ‘economics at the precollege level believe- ©

that women are less able in economics than men? Do they believe that
economics is more useful to men than women? How does this affect examples
and illustrations used in classroom teaching? How does it affect the teacher’s
expectations regarding student performance? - .
- It#significant to note that the criteria set forth by the American Eco-
nomic Association Textbook Study Committee in 1960 and criteria used in
subsequent studies to evaluate elementary and secondary school textbooks

-

*The American Economic Association CSWEP found that professional women economists had
strong mathematics backgrounds, as evidenced 1n part by their 3.4 mean year of mathematics in
high school. CSWEP concludes that this **is an ifiportant finding for it supports those who observe
that the absence of a strong matyematics background can inhibit women who might otherwise

choose to major in economics’* ‘(Strober 1975, p. 95). '
A Y

- ot
- : <

12158

» Nr




and materials include no referenee to sex bias (see the Davis paper in this

+ volume). Does the male orientation of the discipfine affect the content of the
materials? Is this the result of male dominance within the profession? Or 1s it the .
result of the different economic roles assigned to men and women by society?
What is the best way to 1dent1fy the nature of possnble sex bias in these
materals?*

As a second step, I propose detailed exploration of the three hypothesized

*explanations presented in section two. Are the explanations valid? Is one more

powerful than the others in determining the relative level of female

- economic understanding? These and other questions need to be «answered

before we can determine the most effective way to increase female economic
understanding at the precollege level.

PROPOUSED REMEDIES

If the explanations suggested above are valid, the following actions or
remedies appear desirable.

¢  More women are needed throughout the economics profession. As the
number and visibility of women in the profession increases, the notion
that economics is for men only will be weakened This is obviously a
large task, but one to which the American Economic Association
Committee on the Status of Women in the Economics Profession
(CSWEDP) is already devoting substantial energy.

More women should be encouraged to become economics teachers at
the precollege level. This might be achieved by additional counseling
during teacher training programs to counter possible student teachers’
views that economics is for men only. In addition, training of all pre-
college economics teachers should mclude exposure to the work of
female economists. ] .
" Economics materials must be purged of all sex bias. All new materials_
should be explicitly;evaluated for their sex bias. In addition, sex
role sterotyping _sh()ti]d be avoided. This does not mean that facts and
figures on such things as the male-female composition of the labor force
should not be presented. To the contrary, it is important for girls and
bdys both to appreciate the extent of occupational segregation and

*There are two separate issues here the treatment of women and sexist language and examples. For
a study of the treatment of women n history tektbooks, see Janice Law Trecher, **Women in
U S~History High School Textbooks,"" in Women in Educanon. Elizabeth Steiner Maccia et al.,
eds Asan‘example of the type of sex bias in language and examples to be avoided, consider the

“ following quotation from a college textbook. "*The “fit’ between the money supply and the
cost of hvmg exists, but 1t is rather loose and a bit baggy. Like a 36C liberated woman,
things tend to iggle around quite abit”* (Lawrence S. Rutter and William L. Silber, Principles of
Money. Banking, and Financtal Markets, New Vork Basic Books, 1974, p. 200) '
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discrimination against women. Examples and analysis, however,.should
emphasize that both sexes are capable of filling all economic roles.

e  Female students must be encoutaged to take quantitative and concep-
tually oriented courses.. This reqbites positive dction on the part of
guidance counselors and advisors to“counter, the resistence of girls to
quantitative abstract thinking. . -

e  We must interest more women in yonomicsﬂ.at, the Prgcollege level.
In pait, this involves increasing the demand of all students, parents,

and school boards for economics at the' precollege level a5 discussed ~

by W. Lee Hansen in his paper within this volume. One possibility
is to increase the material in economics courses on househgld decision
making in order to personalize economics to a greater dégree. Whether
Z or not:such a policy is desirabﬁ needs further investigation but, in any
case, “personzil economics’’ should nog be directed: specifically at
women. It would clearly be counte sductive to have students
perceive that ‘‘personal economics’ is for girls and more traditional ,
economics is for boys. ) i

'

It would be undesirable, however, to respond to what we think are girls’
particular integests in an attempt to attract girls to economics. Girls, as
individuals, have differing interests as do individual boys, but the differences
within each sex almost certainly dominate differences acrass sexes. These’
differences suggest the need for variety in topics and examples in econonfics

of theseinterest differences across sexes is t¢ 'help teachers elimihate such
differences‘in the future. 0 .
One sex-related interest difference may require special atttiry'én,
however. 1f girls shy away from economics because they perceive it to be
business related, positive action may be required to attract them to €conomics.
As a first step, parents, teachers, guidance counselors, and students need a
better understanding of the discipline of economics. The use of economic
tools and concepts such as scardity, opportunity cost, and cost-benefit analysis,
in a wide range of situations, inc'luding both personal and social decision
making, needs to be stressed. In addition, economics’ relevance to the average
cifizen as well as to the financial or business manager requires more emphasis
d elaboration. This educational protess about the nature of economics,
whilé important for both boys and, girls, may be particularly relevant for
girls who have the greater initial resistance to. economics because of its
perceived business orientation.

|
courses for both boys and girls. The only regson for investigating the nature \
'
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Needed
Materials in
Precollege
Economic
Education®

. James E. Davis-

\ [

- In addressing current needs iff economic curriculum materials develop-
ment, the author begins by reviewing past analyses and evaluations of precol-
lege materials. In conducting his own analysis of recently published economic
materials (in¢luding audiovisual materials, games and simulationspgridl text,
materials), the author considers both the content and pedagogy of the materi-
als. Among hls conclusions, Davis finds that the treatment of economics con-
ceptsand generallzations, while improved since the 1961 Task Force Report, is
still inadequiate and that most precollege economics materials are unimagina-
tive in teadﬁlng/leamlng configurations. From his review, the author recom-
mends several development considerations.

“Dad, is it true that the big bosses of the Bicentennial are Exxon and
Gulf?"’ (sevenyyear-old son). *“Daddy, why do I have to learn all the names of
the rivers in Colorado?’’ (seventh-grade daughter)f **Jim, why is it that school
administrators| (principals) become jealous when one junior high school in a
district jnstalls a new program and another ont doesn’t?’’ (wife who teaches
seventh/grade social studies). These are the kinds of questions I am asked
during‘etypical evening in the’ Davis household.’

The first question frightens me. My soh obviously has been watchjng some
of the ads and programs on telewsmn and has an image that Exxon and Gjif run
the Bicentennial. If | say no ‘to h|s question, I'll have to come up with some
evidence to support the negatwe re,sponse—agd I don’t have much ewdence
thatjould satisfy a seven-year-old. If I say yes, I might be correct. The second
question disgusts me. There are major tivers in, Colorado. They have vital
functions such as providing drinking water for Denver, irrigation water for

., James Davis 15 A\ssociatc Director, Social Science Education Consortium, Inc.. Boylder, Colorade.
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agriculture in the Southwest, and electricity for Los’Angeles ButI don'tkpow
why my daughter has to learn all the names. I'd prefer she learn something
about how rivers are used: The third question puzzles me. Although I've beenin
the business of {rying to foster educational change for eighf years, the query is a

new one to me. Doés administrative jealousy help or hinder educational
" improvement? I don't know. *

In areal sense the *‘typical’ " questions each relate, or sho late, to this
conference. The first question has to do with a child’s image of t rld—the
corporate world and 1its role in society. The second has to do with tiie nature of
the social studies curriculum—what 1t 1s, what it ought to be. The third queshon
has to do with the process of change in education— how_ it happens, how lt
should happen, what effects result from change

« The questions and issues alsg relat.e to my assigned task for this
conference—to assess precollege curriculum development needs. To address
_ this topic and its related issues, I will first review some of the past evaluations of
economics surriculum materials. Then I will offer my’own assessment of some
recently published materials. After my assessment I will conclude by posing
some difficult questions and takmg a look into future potenualLl_qs,_fp
economic educatlon . \‘ /*

v

v 5

PAST ANALYSES AND EVALUATIONS OF
. ECONOMICS CURRICULUM MATERIALS

American Economics Assoc:ation Textbaok Study Committee
RS

In 1959 and 1960 a Textbook Study Committee of the American
EconBmics Association examined secondary-level textbooks in economics,
social problems, and Umited States history. The criteria for analysis were as
follows. ' )

»

1. The principal objettive of high school education in economics
should be good citizenship, not the preparatlon of studentis for a
college major in economics.

2. Economics is a social science and emphasls should be placed
on the interdependence of decision-makers and the operation of
economic systems, not on the solution of problems of the ma'l
“vidual. o

3. <The economic ypderstanding sought should concern vital mat-
ters, not trivia; an% the coverage of these shauld be balanced,
including (as examples) macro- and microeconomucs, the genera-
Tion of change in a system as well as its statis operation, and
international as well as doniestuc problems.

4. The approach 1o economic matters should be essentially .
analytical, though larded heavily with factual and descriptive
_materigl on economic institutions and their developmgnt.’ ’

165
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5. The namre of value judgments should be explained; whenever
relevant they should be identified; and the role they play in shaping
« €conomic system, policies, and controversies Should be clearly
stated. Controversial issues should not be avoided, but used to
stimulate interfest and 1o distinguish between facts, value fitdg"
ments, and impartial analysis as these apply to vital matters.
' 6. Factual and analytical errors should be kept to a minimum

(Economics in the Schools 1963, p. viii).

The Committee's conclusions reflect a rather sad situation:

It is the Committee’s considered opimon that the high school
stu dep(s whose knowledge of economics has been acquired through
- courses circumscribed by the textbooks principally used in the
three social studies courses (including economics) would be quite
“. unprepared to cope understandingly with most problems of
economic public policy ( Economics in the Schools 1963, p. ix).

The following broad generalizations were set forth by the Committee:

1. Most texts are oriented around the individual.
2. Significant topics are omitted; others recelve umvaramed
attention. .

\
"y

Routine description dominates,analysis. .

3
4. Value judgments are seldom identified or examined.”

S. - Presentations are marred.by some errors of fact and analysis.
6. Some redeeming features exist. [The Committee felt that,
given the above cniticisms, a student wpuld on the whole be better
off by having read the texts. At least the studeat would have some’
minimum understanding of economics and would be able to com-
municate more effectivgly.] (Economics’in the Schools 1963, p.
ix-xii). " ’ ¢ .

Townshend-Zeliner Study

In a paper presented at the Joint Council on Economic Education’s (JCEE),”

., session of American Economic Association, (AEA) annual meeting in De-

. cember 1969, Norman Townshed-Zellner reported on his analyses of 12 post-

1963 economics texts used in the Los Angeles metropolitan area. Supplemen-

y tary text materials were omitted so the analysis would be comparable with the

1959-60 texts analyzed by the Texxbook Study Committee. The comparison is .

- shown in Table 1.
The Townshend-Zellner analysis used the same categories as the Textbook
Study Committee. His conclus‘nons are somewhat more encouraging than those
of the Commmee .

» Compared to this [the 1963 report] bleak picture of def iciency, we
evaluated roughly half of the current twelve texts as being adequate

168 &

Q . -

CERIC “, 159

v

©
'

"




»

in nine of the 1en criteria. In the remaining criterion, namely, the
appropriate degree of emphasis on ahalysis relative to description,
we felt that all twelve texts met the standard of at least margtnal
adequacy (Townshend Zellner 1969, p. 26). -

) TABLE"1 )

Evalugtion of Twelve Current Texts On.the Basis of Criteria Used in the
- AEA Textbook Report

- Evaluation

¢

Eight Twelve
Criteria 1959-60 Current
.ot i Texts Texts

Ade- | Inade-| Ade- | Inaded
quate | quate | quate | quate

A. .Coverage : — .
-1. Treatment of aggregative 0 8 6 6
economics and the problems
instability -

-2. Role of government .

. “Treatment of growth and change

——

. Treatment of the insatiability of
human wants and the scarcity of
resources to satisfy them

il‘reatmem of economics as a
social science omitting emphasis
on the solution of problems of
the individual (as consumer or |
producer)

A-6. Avondance of disproportionate
attention to individual topics

*[B. "Role of analysis vs. description
C. Quality and competence of analysis

D. Concern with system-orientation and
system content *

E.  Value judgments and contr?)versy . 5
—/— *
a.  No precise figure given, but implication was givenzthat all texts were
- inadequate.
+ b. 4 Note, hawever, ‘*‘We entered the specific dlsclalmer that appro-
" priate emphasis on analysis did not imply that all books evidenced ’
adequate analysis. To try to be analytical-is one thing, to succeed

another” (Townshend-Zellner 1969, p 26) :

"

ame
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, It is important to note that the Townshend-Zellner analysis extended the
minimum criteria used by the Textbook Study Committee, although discipline
content remained the main Loncem. The three classifications of *‘extended>-
criteria were: ) !

. . . 1]
1. Further specﬁ?cation of minimum criteria; example: tht
is the author’s focus in the text’s opening and closing
emphasis? (Townshend-Zellner 1969, p. 38). .

. 2. Other-than-miriimum -criterions_ Jeconomics based:;.
Example: is any effort made 1o treat the interrelations of *
economics with other social sciences and other areas of
study? (Townshend Zellner 1969, p. 39).

3. Other-than-minimum criterion; not “economics-based;
Example: Are chapter lengths appropriate for assignment
units? (Townshend- ZeIIner 1969, p. 42).

P

[N

The report concludes that as a whole *‘we have a reasonable number of
acceptable ones fhigh school economics texts]"” (Townshend-Zellner 1969, p.
44). This conclusion probably certifies some positive impatt of the National
Task Force Report as well as the influence of college textbook writers who
entered the precollege field (Economlc Education i in the Schools 1963).

.

' 1973 Social Studies Materials Evaluations, Grades 1-12

In 1971 and 1972the Joint Council on Economic Educanon (JCEEY, with
financial support from the Sears Roebuck Foundation, undertook the
examination of the economics content of social studies textbooks, grades 1-12.
The Council formed four committees to analyze the materials by grade level
clusters: ' -

. Elementary, grades 1-6; analysis of ten textbook series

published in 1968 or later.

2. Junior high, grades 7-9; analysis of 39 textbooks published

in 1968 or later:

3. High school, grades 10-12; analysis of ten civics or govern
" ment texts, two problems of democracy series and one problems of

democracy text, six geography texts, two anthropology texts, two

sociology texts, and three sets of national curriculum project materials

» in geography, anthropology, and sociology published since 1968.

4. High,school, grades 11 and 12; analysis of nine warld and
" ten U.S. history texts published since 1967. - »

”

The commuttees found they could not possnbly analyze all the materials
available within the grade clusters. Therefore, they selected materials on the
basis of recent pubhcatlon datés and extent of use' based on representative
samples of school districté?

Analysis criteria were symilar for each committee. Although the books
were not judged against the detalled outline of the National Task Force Report,

\mlﬁg
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the Report was used as a general guideline. Specifically. each committee
analyzed the text materials on the basis of the following questions:

. What concepts, generalizatiéns and principles are

treated? -
2. Are the concepts important and treated in an analytical .
. manner? N
- - 3. ls.the order of the ecofiomic content systematic’ .

4. Are the economic concepls, generalizations and principles
defined, stated or explained accurately?
.5. How undersiandable and interesting is the treatment

o of economics for the intended audience? i
6. How useful are the teaching aids? (O'Neill 1973, p. 12).”

It should be stressed that the purpose of the analyses was to examine the
treatment of the economics in the textbooks. Criticisms concerning the -
treatment of economics should not be generalized to the treatment of the other
disciplines (history, sociology, etc.). 0 '
* Thereporton the evaluation of elementary texts statéd that there'was more
coverage and to some degree more systematic treatmént of economics than
_ what had existed in previous editions. This was especially true for texts at the
primary level, grades 1-3. At the intermediate level, grades 4-6, there was less
coverage. There was a: lack of disciplihe structure throughout the texts;
. similarly, there was inadequate treatment of the market syStem: In all the
elementary ‘matenals examined, inadequate or inaccurate definitions and errors
of analysis were apparent. These inadequacies related to concepts such as
goods; services, resources, money, capital, demand, supply, and income
(Davison, Kilgore, and Sgontz 1973). -
The general shortcomings of all the elementary textbook series included:

N (a) the absence of a well-developed economic model, illustrating
4 the basic concepts, fundamental relationships among concepts, .
and a pattern of spiral development: (b) the lack of a new content
. Y, framework in which concepts can be meaningfully presented in
terms~of the experience and developmental stage of the learner: .
- * <or (¢) the continted use of conventional co;éem without sufficient . :
restructuring or reinterpretation o}” this content to fit the newer
demands for -conceptual development as well as demands for ;
"inqui{y’,’ learning processes (Davison, Kilgore, -and Sg’omz”
* 1973, p. 60). .

\ . s
. Thirty-nine junior high textbooks were analyzed in four, categories—
United Statés history (22), civics and government (6), urban problems and
the city (3), and werld history and cultures, world, geography, and area
studies (8). The assessment of the: U.S. history texts indicated that there was
uneven, Or no, treatment of economics in the books, that the economic content

_ discussed was oversimplified, and that there was little relationship between .
% i N
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what’was presented* in thé texts and the National Task Force Report.
(It should be noted here that some of the history texts analyzed for
junior high level were actudlly written for the high school level.) Only one
of six civics and government textbooks analyzed had a systematic treatment of
economics. Just one of three urban problems books had any identifiable
economics content, althoughsthere was some focus.in the texts on resources,
especially natural resources. In the world history and world cultures books
there seemed to Jbe considerable attention to economics. However, in all these
books there was a lack of systematic treatmént of the discipline as well as an
- inadequacy of clarification and explanation.
* . The junior high school committee, assuming that analyzing textbooks
can- give an indication of the natyre of the economics taught, stated,
" ‘... most junior high school studems will not attain a satisfactory level of
economic understanding’® (Watson et a} 1973, p. 43). The committee’s
. ﬁnal conclusion merits quotation. .

Most dnscouragmg of all is the economic content found in the

- “‘new’ books, some of which are the frmt of the prestigious
national social studies projects. fhese books are excellent texts
in many ways and are, on balance, superior to what went before
them. They will probably be widely used during the next decade
(Watson et al. 1973, . P- 42). . ‘

‘ The high school committee that analyzed nonhistory text materials
-~ added criteria to its analysis that focused on the quality of the material's
stated objectives. Using the Bloom Taxonomy, the committee concluded
that Tost objectives in most ‘materials were rhetorical and at the lowest
level of the taxonomy (memory). The notable exceptions to this conclusion

were the national social studies curriculum projects analyzed. *
. Concering the economics content of the materials, the committee's
. dist of criticisms was similar to that of the other committees—Ilack of
analysis, lack of conscious treatment of economics (implying that there was
: opponumty in the materials for déaling with economics), errors of fact and
" omission, misapplication of concepts, and lack of systematic organization
. ' of economics content. The committee also pointed out that much of the
content was bland-and issueless. With regret the committee concluded (as

= had the AEA Textbook Study Committee in. 1963).

. the high school students whose ’c.;rowledge of economics
has been acquirgd through courses circumscribed by the textbooks
principally used in the three social studles courses (government,
» problems of democracy, and geography) would be quite unpre-

pared to .cope understandably with most problems of gconomic
publlc pollcy (Weidenaar et al. 1973, p. 28).

4

-

' "@ committee that examined high school workd and U. S hlstory
textbooks observed that there had been a great. improvement in the attempts
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' Elémentary Mater{l%)s Evaluation, 1975
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‘

to include economics in the texts. In addition to the criticisms which the
other high school committee made, the world and U.S. histery committee
was very concerned that students would not have the opportunity to use
(economic) analysis to examine problems in an histoncal context and to relate-
such analysis to contemporary problems. Another drawback to the materials
analyzed was the lack of narrative to help either students or teachers
comprehend a structure of ecomomics or the fundamental concepts of the
discipline (O’Neill 1973). .

L

In 1975 two 5f the onginal elementary evaluation committee members
(with another coauthor) published an updated report of five elementary
textbook series. Four of the five series had been published since the 1973
report. The authors’ anialysis showed that the treatment of economics was not as
high quality as the treatment in the texts reviewed for the 1973 report. As found
in the 1973 report, the best treatment of economics was at the primary devel
(grade’s 1-3). The criticisms were Somewhat similar to the earlier report—lack
of structure, lack of clarity of definition,-no discussion of relationshigs among

. concepts, too much description, and no analysis.

Interestingly, the 1975 report showed a serious concern about pedagogy.
The text series were analyzed based onh three general areas: objectlves,
suggested activities, and evaluation methods. Although critical of the quality of '
dbjectives stated in most of the texts (including the sationale or lack of rationale

* for selecting objectives), the analysts offered some positive comments related

-

to the suggested activities, indicating that there has been considerable
improvement in this area over earlier elementary series. The analysts found all
the series woefully lacking in the area of student evaluation techniques
(Davison et al. 1975).

Two seties, The Taba Program in Social Sc:ence published by, Addlson-
Wesley Publishing Company, and OQur Working World, written by Lawrence
Senesh and published by Science Research Associates, were not includedin the
elementary committge’s analydis. My judgment of these two series, based on
the Committee’s criteria, indicates that if they had been included in the survey
the resulting conclusions with respect to the treatment of economics and
associated pedagogy would have, been considerably more positive.
Audlovlsual Materials Evaluatlon )

To update an earliecrgport, the JCEE's Audiovisual Matenals Evaluation
Committee reviewed 251 films, filmstrips, and transparencies in 1972. (In a
1969 repoyt the commttee had recommend;Q\g)nly\ten percent of apptoximately
1,000 items reviewed as useful for economic education.) Using the National
Task Forcé Report as a general guideline, a committee of ten professionals in
economics, nomic education, and social studies education reviewed the
materials a‘{gc:pproved 107 of the 251 reviewed. ~ * .
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The analysis showed: (1) a preponderance of materials for the upper
grades, (2) no contribution of new materials for grades 4-8 since a previous
report (1969), and (3) serious underrepresentation of matenals 1n some of the
more teachable conceptual areas for grades K-3. Table 2 shows the percentage
distribution by grade level and general topic of the commutteeggrecent findings.

-

. TABLE 2
1972 JCEE Committee Evaluation of Audlovisual Materials in Economics

Distribution of ltems Recommended by 'Topic and Grade Level

K-3 3-8 9-12
General Nature of Economics % %  100%
B.  Markets, Prices and Resource Allocation 36 16 47
come Determination, Stabilization and 6 16 78
Growth ’
Role of Government and Economic i1 11 78
Institutions .
International Economics, - -, - 100
Com;'irative Economic Systems and s, - 4

Economjc History

“ (Kromsh 1972, p. 7)

Commenting that 65 percent of the acceptable output was confined to grades
9-12, the committee stated, ‘‘Despite more than 20 years of experience
proving the centrary, producers of audiovisual materials in economic education
appear to be of the opinton that economic analysts cannot be successfully
incorporated into the work of the earliest grades in school (Kromsh 1972,p.7).

Comments on Prevlous Materials Evaluations .

In previots materials evaluation studies, the evaluators’ prime concern
was the quality of content treatment in/the products. Even though the report
titles indicate that the analysts evaluated teaching strategies, little of this type
evaluation is actually reported. One of my concerns abqut the analyses is
their lack of emphasis on pedagogy—a consideration of the author’s view
of the discipline, of society, and of education; the relationships among
learning objectives, content, instructional theory, and teaching strategies;
conditions that relate to learning; and evaluation. (Note: These general
categories closely parallel the categories of the Curriculum Materials Analysis
System (CMAS) developed by the staff of the Socnal Science Education
Consortium in 1967 ang revised in 1971.)

We have known for somé y€ars in education that teaching involves
much more than just presentation of content. Most of us would agree that

¢
]
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“the content of what is to be taught is important, perhaps the most important
ingredientin teachmg-ieammg situations. However, vital critenia in evaluating
materials are left out when short shrift is given an author’s view (rationale);
what we want students to learn, feel, and do (objectives); how facts,
concepts, generalizations are to be learned (instructional theory and teaching
strategies), under what conditions learning 1s to take place (antecedent
conditions); and whether learning did take place and how students and’
teachers viewed the experience (evaluation). If we learned one important
thing in the curriculum matenals development movement of the sixties, it
was that we needed to become much more concerned and knowledgeable
as developers about schools, kids, teachers, and teaching. Hopefully, if the
opportumty comes to develop new economics materials, we will be wnllmg
to draw on the knowledge of those developers who have wisdom to share.

Beyond these general concerns, | have some specific reservations about
each of the past analyses. For example the AEA textbook committee paid
almost no attention 1o pedagogy However, the committee did place some
emphasis on whether the author explamned the natre of value judgments -
presented 1n the economic texts (i.e. th¢author’s rationale). The overriding
concern about tfe quality of content treatment ‘was probably appropiiate 15
years ago Economics was becommg more a subject of study in the precollege
curricitlum than ever before and economists had a stake in judging how the
disciphine -was handled. In my judgment, however, evaluation of current _
textbooks based solely on treatment of content is inappropriate today.

The Townshend-Zellner report which extended the textbook committee’s
cnteria did show two pedagogical concerns. First the author pointed out that
“‘monolithic- academic ogientation’” of the high school texts judged

“‘acceptable’” would benefit only the more capable students and would be
ineffective for the below-average, slow-reading, culturally dlsadvantaged
student (Townshend-Zellmrer 1969, p. 67). .

- The JCEE committees were asked to assess the understandablhty and
interest of the economics presented, as well as the usefulness of the teaching
aids. Pedagogical concerns were addressed in varying degrees. The 1973,
elementary textbook commmee expressed a concern with' the lack of treatment
of economics at the intermediate grade level (grades 4-6) and called for pro-
viding content help for teachers at all levels 1 text guides. The 1975
elementary committee did a LVQry thorough job in analyzing teaching strategies
Unfortunately, the commitice found the five eIementary series void of sound
pedagogy. : £

While the junior high committee encouraged “developers to provide
content assistance for teachers, it offered little in the wdy of analysis or
critique of the materials’ pedagogy. except to state concern about the
sequencing of econofnics content.

The high school commuttee that examined texts in government, problems
of democracy, geography ., sociology, and anthropology was very concerned
about the level or quality of learning objectives (law-level memory to

s

ERI!

Aruitoxt provided by Eic:




Q

ERIC 12

Aruitoxt provided by Eic:

-

higher-level analysis). However, the commattee found that most materials
reviewed contained mostly lower-level learning objectives. Other kinds of
pé‘dagogiéal concerns were not examined in depth by the committee. The
high school commitiee that analyzed history texts focusedgn inquiry-oriented
materials. Although the committee did not define any particular inquiry
strategy, 1t was concerned with students being abte to define problems,
hypothesize, and draw conclusions. The committee’s conclusion that inquiry
provides the greatest potential for teaching economics clearly points to
possible new developmental directions. -

The audiovisual materials committee did express a concern that available
materials had-not reached *‘the full potential of instructional technology'”
(Kromish 1972, p. 11). The committee bemoaned the structure of most of the
materials that presumed a traditional classroom with students in a passive
leaming role.

Naving completed this review of published evaluations on social studies
and economics curriculum materials, let us turn our attention to assessing
more recently published materials for teaching precollege economics.

ANALYSIS AND EVALUATION OF RECENTLY -
PUBLISHED MATERIALS .

In garly November 1975 | wrote letters to 26 publishers of economics
materials, naming the economics matenals | wished to review. In addition, [
visited over 50 publishers of social studies materials dliring the annual National
Council for the Social Studies (NCSS) meetings in Atlanta 1n Jate November
1975 In response to my request to'review economics materials at the
NCSS meeting. 1 received some interesting comments from publishers.
**Oh, you want some of eur stuff on consumerism."" (No, T didn't.) “‘Let me
see. we have some new material on career education that is related to
economics.’” (It wasn't.) **We didn't bring our text with us, but we'll be
happy to send yoya copy.”' (Theydid.) **We have ane book out. but it doesn’t
have a teacher's guide."" (It didn't.)

My cutoff date for accepting review materials was January 1, 1976.
Materials arnving after that date are not included in the report that follows.
Many materials, especially simulations and games, were already available in
the Resotirce and Demonstratiop Cen;ter of theaSocial Science Education
Consortium Three categories of economics materials were exarmned—.
aidiovisual materials, games and simulations, and text matefals (including
basic economics texts and su&plementary print materiats). It 1s fairly safe to
assume that the materigls Rviewed here are representative of what 1s
.available, especially in li§1t of previous reviews.

~

Evaluation kof Audlovlsdal Materials oo

Twenty-two filmstnip and filmloop series were examined. Using criteria
similar to those of the audiovisual materials committee (see Table 2), Ijudged




¢
nine of these series to be acceptable, mostly on thé basis of content treatment.
The distribution by topic and grade level of the nine series is shown in 3
, below. Note the addition, of one new category, "Current Economic Pro s’
(e.g. economics and ecology).
~

. TABLE 3
1976 Davis Evaluation of Audiovisual Materials

v

!

Distributibn of Number of Items Recommended by
Topic and Grade Level

— K3 48 " 912
A1
A.  General Nature of Economics - 1 1
B. Markets, Prices, and Resouree Allocation - - 2
C. Income Determination, Stabilization, * - . 2
and Growth ’
D. Role of Government and Economic - - 1
Institutions ) i
. E. International Economics ) - - - .
4 *,
Comparative Economics Systems:and - - 1
Economic History )
\ G. Current Economic Problems (e.g. ecology . . |

- and economics) ;

° - P . ¢

Thret comments should be made concerning my review. First, 1 found
nothing availablt for the early elementary level and only three items (one of
which was acceptable) for grades 4-8. Second, many of the items 1 judged to .
be appropriate for grades 9-12 did not have statements indicating the
appropriate level; a few had statements indicating they were appropriate for
either junior or senior high, Third, orly three ittems on the acceptable list

« , hadteacher materials that could be donsidered useful pedagogically.

“

Evaluation of Games and Simulations - - /

In the past ten years many persons and groups have undertaken the T

- development of role-plays, simulations, simulation/games, and games aimed
at enhancing learning: In large part these learning activities have been
developed for the social studies classroom. Proponents claim simulation-type
activities-( 1) relate directly to student interest, (2) focus on the real social world
and its problems, (3) involve the student directly and activelif in thelearning
process, and (4) enable students to better organize their own experiences
(i.e. learn more).

- ’
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Since the use of simulations and games is relauvely new;’ research
results are mixed. However, there are some mdlcauons that simulations
and games can be effective in learning of facts, concept development,
development of sympathetic understanding of social problems, and develop-
ment of positive attitudes toward subject matter and toward school (Chapman,
Davis, and Meier 1974)

. Economics was one of the first content areas in which simulation and
. game development “took place. The literature is full of early reports on
simulated production situations and market operations. Recently there has been

" considérable development of more complex simulations and gameg'involving a
variety of economic activities (€.g. one simulation involved purchasing factors

of producuon, choosing among production alternatives, marketing, and
creatirfig a‘money system). Also, some attention has been given the develop-

ment of simulations and games on social problems, many having economic

implic@s. .

TABLE 4
Dlstrlbutlon of Economics Simulations and'Games .
B , by Topic and Grade Level® .
. K3 46 79 1012
A.  General Nature of Economics . 1 8 3 4
B.  Markets, Prices, and Resource Allocation 1 4 3 15
1 L)
€. Income Determination, Stabilization, L - - 3
and Growth .
D. Role of Government and Economic - 1.1 4
Institutions -
- E. International Economics ' oL 2 7

F. . Comparative Economic Systems and - - - -
Economic History y

Current EcdnomicProbIems(e.g.ecol(;gy . 1. I .' 3

, and economil:s) .
) " Column Totals 2 15 10 38
. Percentage Dlstrlbuuon by Grade Level 3.1 . 23.1 154 58.4
“Grand Total 65

*In prepanng this table the following sources of information were used: Lewis and Wentworth,*
Games and Simulations for Teaching Economlcs Zuckerman and Hom, The Guide to Simula- ,

tions/Games for Education and Training. Stadskiev, Hand ok of Stmulation Gaming in Social

Education, Saaal Studies Curriculum Materials Data Boo Socml Science Education Consor-

tium,.Inc. y -

. bl
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Table 4 shows the distribution by general topic area and grade level of
65 noncomputer simulations and games that purport to focus on economics
content. In developing the table there was no attempt to assess the contept
quahty of a game or simulation, and games or simula?lons dealing with .
personal finance, the stock market, and business management were not
included. The topic categones are the same as those used 1n evaluating audio- ‘
wisual matenials, includipg the economic problems category ’
Over halfghe available games have been developed for the senior high
school level. grades 10-12. (Seven games. evaluated as appropriate for either
junior or senior hugh. were placed 1n the senior high category to avoid double
counting.) Even if some of the grade 10-12 games are appropriate for grades 7-
9, it appears the jumor high and middle school Jevels have not had much
attention from game developers. Very few learning.simulations and games
. have been developed for grades !-3 in economics or any other subject area
. A substanti2l percentage (35.4 percent) of the available games focus on
markets. prices, and resource allocation. Strikingly, there are no games which
had a predominant focus on other economic systems or on economic history
This observation is underscored by Zuckerman and Horn:

) w)  We have notced that there are no listed simulation games which deal
' ) with any economic system other than the now-mythical American
free-enterprise system. There i1s no opportunity to study socialist
economics, communist economucs,” managed economies, let alone the
New Industrial State in which we ¢urrently reside (Zuckerman and Horn
1973, p. 161).
[ L
- Also, 1t should be noted that most simulations and games in economics arg
fairly complex and involve knowledge of or learning about many concepts Or
decision making based on considerable information generated during the game
. or simulation. What seems to be lacking are simulations that focus on one or
two concepts (e.g. utility, trade, opportunity cost). Zuckerman'and Horn single
out one gam% to underscore this point:

Wheat Market is recommended for us elegance, 1t deals with a .
single concept, cost determmnation through supply/demand forces, y
and causes players.to understand the concept in their bones

instéad of just fiddling around with words (Zuckerman and Horn

1973, p. 161). . '

One last point regarding simulations and games relates to the predominant
focus 1n many economics games on wealth accumulation as a primary goal
Zuckerman and Horn state the criticism quite well. . . A

They [economics simulations and games] can be criticized in
that the accumulation of wealth is considered to be the mono-

¥ - - .
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maniacial goal of all players . . . . Interested simulation users
might wish to explore the consequences 1o the modelled economic
. systerwif the players are hgered the opportunity to pursue more
enlightened goals. Does the économy depend upon greed and pack-
rat success or can people and productivity form a mutually J
respecting relationship? (Zuckerman and Hom 1973, p. 161). . !

!
.

Evalaation of Print Materials Y .

: Eig}lteen commercially pubwed sets of cumculum'mateﬁals (textbooks,
. paperback. series, and supplementary pnnt materials) were reviewed. Five
sets were published between 1966 and 1971, twoin 1973, seven n 1974, three
in 1975, and one in 1976. Twelve sets of the materials were designed
for a semester or longer; the other six sefs varied in recommended classroom
- use time from two to nine weeks. Seven of the materials sets reviewed
included components other than a textbook (paperback or hardcover) and a
simple teachig guide; such components included associated audiovisual
materialsk imulations or games, a separate rationale statemegt, and a detailed
teacher’s guide. _ .
2 * The Content criteria | used for review were similar to those used by ,
the JCEE commmees In general 1 was concerned about the adequacy of
treatment of the €conomics content. Judgment was made on the basis of only ,
. the economics content included. For example, if a set of materials focused,
on markets [ considered only whether the matendis’ treatment of markets was
systematic, analytical, accurate, and understandable. Because of the nature of .
the materials examined, | was less concerried about coverage than either the
AEA Textbook Committee or Norman Townshend-Zellner.
.~ Going beyond the earlier materials evaluations (with perhaps the excep-
tion of the 1975 e]ementary;textbook committeey, a second set of critéria was
applied to tge pedagogy used by the author or developer. Bid the author
state.a rationale (i.e. the author's position tegarding the nature of economics,
nature of society, etc.)? Were general and specific instructional objecnves
stated? Wag-there evidence that the adthor developed or adopted an overall
instructionl theory and specific teaching strategiés? Were materials provided
for assessing course/unit outcomes? Finally, I assesséd whether there was any
evidence that the materials had been field-tested....
My majn goal inevaluating pedagogy was not to md assess- .
ment of the guality of the rationale and objectives, th®nstructional theory and
" teaching st ategies, and evaluation. It was simply to determine if the author/
developer had attended to pedagogy. (Some materials analysts would be
, appalled at merely asking about the existence of pedagogy! Time did not pernut
. thé extensive analysis required to pubhsh individual analyses of each materials
- pacKage.) It should be noted that the general categories | used in evaluation are
tiiose fourid in the Social Science Education Consortium's Curriculum
Materials Analysis System apd those used in the SSEC’s Social Studies Cur-
" riculum Materials Data Book analyses. \ . k ‘

i3
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Table 5 shoys my assessment of the 18 sets of curriculim matenals by
grade level cIusters according to the three assessment categories. *

ndE  TABLES

Davls Assessment of 18 Sets of Economics Curriculum Materials
, by Grade Level Cluster

. Grade Level Cluster
Criteria 4-6 7-9 10 - 12

4 - A' l" A l B A l
Treatment of Economics Content - syste- 3 0|8 3
matic, analytical, accurate, under-

standable k '

v

-Pedagogical Considerations - existence of
author Tational, instructional objec-
tives, mstru@ior\al theory and
teaching strategies, assessment B'E“S

. . 1N
Yy Evidence of Materials Field Test

"\

_ *Adequateqto meet cntena (A)

**Inadequate to meet criteria (I)
N

+ It is not surpriding that about two-thirds of the materials sets wer¢

' developed for the senior high level, grades 10-12. Historically, economics,
if itistaughtatall, is taught a the sefrior high level, usuallym the twelfth grade.
One set of materials for a one-semester course was written for the ninth-grade
level. This set could probably not be used below that grade level. The other two
sets for the upper elementary level (grades 4-6) is about what might be expected
given schools’ proclivity for adopting and §taying with one elementary social
studies senes rather than making extensive use of sypplementary materials.

‘In terms of the materials content, 1 found fge treatment of economtcs
to be adequate in 15 of 18 cdses, although in many cases “there was no attempt
to cover_the mdny .aspects of the discipline. Those materials' that did not
‘measure up had a common problem—too much stress, o\ trivial description.
One text purported to teach economics analytically, but merely described
some institutional’ arrangements in rather’vague generalities. Another text =
concentrated on what I call “‘what ares’ (existing” institutions, markets,
mduéirtes) and ‘‘who are§" (bankers, stockbrokers, businesspersons) in.a
context "of promoting free enterprise. And one materials set had some
interesting activities that mtght enable students to do some analysisbut had very
little substantive economics content for'students to use in doing the activities.

“Many of the materials’ referred to the National, Task Force Report as a,
basis for selecting and orgamzmg content. In only two cases was there a
conscious attempyby authors to have students examine the assumYPttons of -
the UsS. ecom;mtc system and share their own beliefs and attitudes about
the goals Sf=the-American economy. :
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. Only eig@l of 18 set:t of matenialsscoutd pasy muster in peddgogy—five
of seven for grades 4-9, three of eight for grades 10- 12."A common fault was
. the"jnade_quacy of the teacher materials Most’co‘ntalg,ed‘a\\ ery short content’
. gy'efiviev.g., follo ed\by’sthe answers to the text discussion queltions, followed \
by test questions that usually demanded student recall. These matenals seem
to meto invite ateaching strategy I ¢all ER®—lecture. read, recite. regurgitate.
"~ “¢Those materials judged acceptable vaned considerably. 1 suspect some
pragtitioners might find them unacceptable The text guide for one materials
set included a thoughtful ratipnale. some very specific student learning oBjec-
tives, and some good exam questions tied to the objectives However, in this
guide there were no teaching suggestions. Fwo matenials sets had explicitly
« stated rationales for both content selection and choice of nstructional
theory There were detailed teachers’ guides included with the two sets
which stated objectives, detailed student activities, and outhined evaluation
plans. One of the two,sets included a separate book ©n the teaching
strategies and methods to be employed in the course. Interestingly, there was
more congideration of pedagogy in the materials for lower grades than those
for the senior high le st of the elementary materials are highly activity
oriented and require considerable explanation of teabhing strategies. °
" Inthe past few years state legislatures, as well as many school districts,
have mandated that publishers give evidence that curnculum materials have
, been field-tested before "the materials are purchased It is discomforting, >
but not surprising, to learn that omly five of 18 sets of matenals reviewed
showed evidence of any field tesing 1 did not go beyond the publishers’
stateménts that matenals ws,ne field gsted, 50 I do not know the nature of the

field testing. .. . . L
. u/ - . .
Evaluatioh ConcluSions

P
.

There are seven\major conclusions concerning existing materials for
teaching_precoHege economics. -4
, 1. The National Task Force Report has had a significant impact on the
development of economics materials at the precollege level. The Report
has probably been responsible for both the quantity of materials
developed in the past ten years and the content organization of the
mgteﬁals. Unfortunately, it is also likely th% the Report and the college
textbook model have been responsible for the many tomes Which . :
‘ exist for teaching economic-'s at the sentor high level.
2 Relatively more materzals exist for teaching economics at the senior )
high level than for other levels. This 1s the case fot all types'of'economics
4 materials ) .
) 3. Treatment of economics concepts and gm&liza’tions in precollege
' social studies textbooks at all levels is generally inadequate, Inade-
quacies include the lack of systematic treatment of economics content,
. lacK “of definitiofs, naccurate use of content; and authors’ failure to .
take "advantage of opportunities to include disciplinary content.

‘-

\
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4. With the exception of a few sets of materials, resources for teaching ‘
economics at the precollege level are mostly unexciting, unimaginative,
and uncreative tn teachiog/learning configurations. Moreovgr, there is
Jittle evidence to mduate that materials have been thoughtfully field-
tested with the client groups forswhich they were intended.
5*. The treatment of the discipline of economics in precoliege curricu-
lum materials has improved considerably since the publicanon of the
AEA textbook committee report.
6. Some confusion exists with respect to the appropriate level at Wthh
many precollege economics materials are to be used. This s especmlly
true at the junior and semor high school levels. . x'
7. " There 1s a lack of treatment in existing materials of some economics
vontent/probiém areas. These include:
a. anaWsns of patterns of “the reasons for U.S. income dlstrlbut}on
. % b. analysis of assumptions and values underlymg the U ,S economic
system. 4
analysis-of third world economies Vis-a-vis developed econoriues .
problems related to economic™ discrimination, especially wlth\ -
regard to women. blacks, and Chicanos. g
problems’related to economic powerof labor unions, Iarge firms,
conglomerates,-and ‘muitinational . \ .
, probléms related to the role of regulatory agencxes
analysis* of other econemic systems. including- other way$ of
thinking about resource allocation (e.g. Byddhist economics).
problems or controversy withm the dns%lphne regarding the
current policy lssu? concerning inflation and unemployment.
problems related to the power or lack of power of the indtvidual .
. ‘ operating. in' the' econbmy .
In the past ten or 15 years many economjpts have become concerned aboyt
these areas of intérest. These conc&ms (e.g. maldistriBution of ‘indome,
discrimination, questiontng of values underlying the gperation -of the U.S ‘
economy) are expressed l‘-"rgequently in popular joumals and news magazines
and are potennally exciting areas of study for ‘precollege" students Theil
omission may reflect the problem of translating **cutting edge’ knowledge
into curnculum. Or the omission’ may reflect an unwillingness on the part of
materials developers and/or pubhshers to ‘address controversiak issues at the
precollege level. Whatever the reasop. the issues are not being addressed

¢

in existing pregollege economics materials. . - . .

.
- * d

. RECOMMENDATIONS FOR FUTURE PRECOLLEGE ~ ' °
‘ ., ECONOMICS MATERIALS . .

Now, let me ‘share with you my ldeahzed imagc about precollege -
economics materials five years from now. In my imagination there would exist
for economics teachers at all levels of precollege, education (and-hogefully, at -

. . - A : no T
. \ . . .
I U |

L) . . b “~ .
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, sthe cbllege3 level t00) a variety of materials which are soldly groundéd in the
Hiscipline: create interesting and exciting learning sitvations, address sensitive
e and ‘provocative problems and issues; omit stereotypin§ and labeling; ask
"\ students to examine, probe, and clarify their own values, those of others, and
*  those dominant in, our society:-and help students develop skills of analysis.
interpersonai, refations, and action takipg. ' :
Let me be more specific by presenting some recommendations 1n the

) order of impdrtance | think necessary to begin improving Qf)eachlng of
o . {.

- -
-

precoliege economics. g
- ® It s récommended that materials developers. when thinking about
: new matefials, review existing materials for viable “‘nuggets.”’ The
« -4 & review would include the examination of some of the Developmental
; Economig *Education Project (DEEP) matenals that have. not had wide
~ circylation, a look at the Kazanjian Foundation Award (now. called the
- .lnterha’tjonal Paper Award) ideas. -and-a consideration of some ideas

. from economics curriculum matenials. that were developed but not
‘published. Givenr the progress in ecogomics curriculum materials
. . development during t " past ten yeats, it would not séem appropriate
' to récommend that oneTarge.nationaI curriculum matenials development

. project be fygded. Rather, it may be more appropriate to support a
number of els and projects for a reasonable developmental time
period. Such projects'should have more Timited goals than some of the
projects of the 1960s: they would build upon existing 1deas that have
been partially: developed Also. they should take advantage of the
extensivelevelopmentat expertise now existing. v

~ . .
- In line with the JCEE textbook evalaation Lommittees’ finding that
- . economics lacks systematic treatment at all levels of social studies
materials.it1s r'écommepded t}‘znheMasteJ Curricylum Guide program,

sponsored by the JCEE and ghaired by Professor Lee Hansen. receive

wide circulation and expcSure in the education commu'nity. The

s proposed Guide can prodrde a good first, step toward the development
»of more viable precollege economics curriculum materials. When
+ complete, the Guide will include a conceptual framework iilustrating
: economjcs content and analytical processes and an out‘Iine indicating

2 * grade placement for economics concepts and generahzations. -
. “ 'y Attention should bé paid to the work of Lawrence Segesh-and -
I Suzanne Helbum (Helburn 1974; Senesh 1968). Both.Helburn and
/ ) Senesh,. who have spent .much of their professional lives developing
2 L precollege curriculum materials, have designed conceptual structures of

. : -+ the discipline of economics. Thetr curriculum matenials reflect the use
e of the structures in arggnizing cumriculum content. * "« - .

- - Bt M :
 Anothér mportant document, The Nanqngl Gouncil for the Social

: used when considering economtcs cumculum matenals develofrnent.

. . . - . -~
. . -

. A . ~
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. | _ L e

S
4 ’ -

-
.
-

“

v . ¥
. The Guidelines. including mne major sections and a checklist for
assessing the current status of a curriculum, present a besic‘ rationale
for the social studies and focus recommendations on four major kinds
of social studies goals: knowledge, abilities. valuing. and social partici-
y pation (**Social Studies Curriculum Guidelines™ 1971, pp. 853-69).
. ° Economics curriculum materials should be developed for students ages
» - ) 12-15. This recommendation is based on the following gentention3: )
' Students in this age group can fearn econofics. L 7
Students of this age group are conggrned about current national/
-~ ~ - =~ ~world events, B .
There is a lack .of ali kinds of curriculum matenals specifically
° designed for this age grotip. ) . )
S - The @pparent confusion’ regarding appropriate use'levels of junior
¢ - i . and;seniot high maerials demands that more attention be paid
, A

o

ST . . ¢to this age group. ° ",

! .- Given the trend toward ‘organization of middle schools and_the -
_accompanying :,coﬁsiderations of curriculum, there'is &n
ake_a significant cgrricular impact at this ro.

4

) - opportunity to
¢ : level. ‘ ' o

4 - -

_ . . -

o It rqcon:}:ended that ‘néw peoRZe:—‘-economists. educationists, and -
A - perhaps other social scientists—with fresh ideas and approaches to

curriculum materials development.-This Js not to say that the **old hands™
' s curricijum matenals development. This not to say that the *‘old hands’"
. should not betincluded; it is to say that new blood and old may make f(ff

.a more vital prod?ct. - v

v

e For e'lergemary schoot level (students age 6-1 1), it is recommended that
7 ~+ research be undertaken to discover whi_cﬁ ecoftomic Conceéts can be
Yearned by this age group with relative efficlency. It is i'qcommended .
. thai economics materials appr’opriate for incorparation in a variety of
RS _elementary ‘curriculum plans be designed. One promising practice for
the elementary school, is the work ‘currently 'lgei_n‘g'done. by Marilyn
Kourilsky. In Beyond Simulation itis claimegihat students who partici--
. pate 1n the-mini-society (economy) perform better cognitivgly\and‘ have a ~=
’ Better attitude toward school and toward their peers than students who - -
) do’not patticipate (lgourilsigy 1974). - . 7 o -

. . . A - .

] Although there: are a number of senior high materials which are adequate e

) -+ content, much improvement of the pedagbgical aspects of curriculum .

metenals is needed at this level. These improvements .might include: - .

; R —developing and testing audiovisual*mdterials that can be @sed . "- -,
“y .. o flexbly in a vaniety.of learning situations. .",

: —developing and festing ‘simulations that are ie"ss complex than X

oo . those extant. The simul ight focus On learning single

- . S
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‘ concepts such as utrlrty exchange, gams from trade, aItema-
. tivecost. . '
' —developing and testing short curriculum uﬁrts perhaps dealing
with cuitent economic problems, designed to engage students
acuvely in thé Iearnmg process. -

. e - :

Any,matenals.developed shouId be carefully ﬁeld tested under con-

-

trolled conditions and test resalts should be made accessible to users angd~

potential users of the matenaIS .

Regardmg content that is not now addressed. it is recommended that

developers consider the existing gaps previeusly identified, especrally
Athe gap concerning econontic _efficacy of individuals. Now is not thc

ume for the discipline to refreat from difficult and sensitive issues or
> Problems. .

=

Ea

. # e

.

In some education and publishing circles the so- called “dismal scrence
is not very popular. New education buzz words such’ as* ‘‘values,’
» “‘career,”’ ‘“‘law-related " **consumer,’” and- **basic skills’® stir much
more interest. Perhaps we should.ayoid the term *‘economics’’ _in
discussing new materials we develop. ﬁowever I don thave a new buzz.

word to suggest e

. H
»

¥
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:REMAINING QU NS .-

The recommendatrons. if qmplemented Would certainly enable us to

’ -~
’

make some solid improvements in precollege egpnomrc education - Yet )here

are’some remaining questions that puzz.le me. I'll list them Jbelow, and hepe
they will heIp the conference drscussron

o

. 4

O

' . -
«* N d

- - »

-

L Should the federal gdvernment support curricalum materials

development in’precollege science education, especrally social science
tducation? T ' (

2. What is the implication of the mandates to teach, *ifre¢ enterprise?’ '«
What is-really happemng tith these mandates? s
3. - It seems there will be competitior.in the cur"nCqunLrom those who
ar¢ pressing for consumer and career education, How do we deal with®
this prbblem? Join, resist, co-opt, or ignore them?

“ What are some ways to popularize the teachlng of e
we need some “1mage makers?"’ * .

5. My recent discussions with commercial publrshers indicate thereﬂs

'aretrenchmgto hardback basic texts a la the **back to hasics”’ movement.

What implications’does this have for preceQege ec omrcs cumculum
materials deveIopment" .

Y 4 -

o Mgz -k
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: " . = IMAGESOF POTENTIALITY
Joe . 4 ‘ :

In. thigy paper 1 have shared my analysis and evaluation of they
status Of precollege ecomomics curmnculurh materials development 1 have”
also taken the nisk of offering a riumber of recommendations—all of which
I behieve would enablézy.s to make my 1mage of cérriculum materals a reality
But there are more 1ssygs 1n economic education than the problem of needed
curriertym materials dBelopment. 1 want to dream a bit about some other
1mages Yof “thé future Please join me. The process is called developing
1mages df potentiality (Fox. Lippatt. and' Schindler-Rainman 1973) Looking

*“five years into the future of economic education. my 1mages are: )

: —economics_considered by school administrators, supervisors. and
X ) - teachers as an importapt, integral part of the curriculum—not an i

’e add on, supplement, or subject any outside speaker can handle.

’ —-tg:achers rehishing rather than fearing the teaching of €conomics .

// “ . —state legislators Aaving ceased and desisted from mandating courses

- - on"‘The American Evcengmy.“ **The Free Enterprise System,”’ i

¢ . and the like. * ‘v . " . :

—a smooth-working, ‘Follaborati\e' commumnication/dissemination

-t " system that foffers good will and-puts materials and ideas into
the hands of those who will-use them. ’
. _—teacher educators having demonjtrated that preparing teachgrs toteach
the sqcral sciences. including-economics, is an important part of the
. « curriculum 1n tegcher educatidn institutions. » N
e e . —econemics professors._as well as dther professors in the social
% ' ! scjences, usihg a new variety of teaghing-learning configurations
PR that eXcité students' (some of whom will be teachers), create
S e ., greater-student autonomy’. .use % wider 'range éf\resources, and
: * " develop sore ‘understanding and concern for the.applications of
bt eqbnom}f and social science knowledge. * <, % w.
—Jhe profession of ec‘onomiés vewarding rather than punishing, praising
. . _, rather tha?ti‘c‘izing. and supporting rather t.han decrying those
i -, who would"take the professional risk: to engage in development,
teacher 'training. andgesearch in ecanpmic education.

/

-

? »

. opportunity/ie- make the imagey’a reality. .
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AUDIOVISUAL MATERIALS ANALYZED BY DAvVIS

At Issue: Inflation, Schloat Publishers, Inc.
Darwinism & Economxc L:fe Multi-Media Productions Inc. -

- »

- Economic Mylhs Economu‘ Realjties, Eye Gate Pubhshers

Economucs, Doubleday Mulumedia

Economics and the American Dream, Newsweek, Inc
" Economics and thé Future, Doubleday Mulumedia )

Economics and the Global Society, N::wswcek. Inc

Our Produtuve Resources, DoubledayiMuitnmedla .

Taxes! Taxes! Taxes!, MQuhf-Media Productjons Inc

. PRINT MATERIALS ANALYZED BY DAVIS 9

~

i

. Basie Econgmics, The Instrycto? Publicatidns, fnc. LIAN - .

Beyond Simulation: The M- -Society Approach To Instruction in E('onomu's and Other Social
Sciences, Educationa} Resource Assocnatcs lnc : B

-~ Cemparative Econgrmic Systems An Inqwry Approach Holt..Rinehart and Wmsth. Inc.
e Economic Life in, Modern Amenca Amencan Book gompany .
. Economu' Man, Benefic Press . q "’ ‘
Economics: An AElyncal Approach. New Editiqn. Ginn_and Company 3 1-
. Economics From The Consumer’s Perspecnive. Sciende Research Asséciatds o
Ecomttucs in Actidn, The Mdcmillan Compény - .
ECO.{IOMICS in .;'ociery. Addison-Wesley Publishing Company
Economics. The Science of Common Sénse. Southwestern Pubhshing Company
Elememary School Economtcs I and Il. The Allied Educatlon Council * ° W
-,./’Elemems of Economlcs Thc Macmillan Company .
Life. on Paradise Island, Scott Foresthan and Company , -
Our American Economy, founh ediion. Harcourt. Brace and World, lnc
Supeﬁzeroes of Macroecgnomtqs Follett Pﬁbhshmg Company { ¢
M

The American Economy Analysis. Issues, Principles. Houghton |ffhn Company

\

»

g ' RE%ERENcEs : -

CHAPMAN, KATHERINE! Jases E, Davlis. AND ANDREA MUER. Simulaton Gantes n Socuzl
Studxes What Do Wel(now Bouldcr.C& Sodial Science EducauonConsomum Inc- 1974,

DAvison, DO‘{ALD G &1 AL Economucs in Soaal Studes Textbooks. An Evaluation” of the
Economics and the Teaching Slralegles in Soctal Studies Textbooks, Elemdmrtry (Grades

o Ty B4

MC g . v . )
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1-6), lowa City, 1A, Bureau of Business and Economic Research, College of Business
Admimstration. The University of lowa, 1975 . .

» DavisoN, DoXawp G . JO;HNQH KILGORE, AND LAkry G SGonTz_Economics in Social

¢ Studies Textbooks, An Evaluation of the Economics and the Teachmg\Slraleg:es n

Social Studies Textbooks, Elementary (Grades 1-6). New York. NY Joint ‘Council on
Economic Education, 1973 .

Economic Education in the Sghools. A Report of the Natonal Task Force on Economic
Education. New York, NY. Commuttee for Economic Development, 1961

**Economugs i the Schools. A Report by a Special Textbook Commuttee on Economic Education
of the AmericansEconomuc \Association ™ American Economic Review. 531, Pant 2.

Supplement (March 1963) vinxu -

Fox, ROBERT S , RonALD LIPPITT, gD Eva SCHINDLER-RaINMAN Towards A Humane Sociery
Images of Potennality Faurf A. NTL Learning Resources Corporation, Inc , 1973

HELBURN, SUZANNE ET aL. Economi for Soctery Strategy and Methods Palo Alto, CA Addison-
Wesley Publishing Company. 1974. —

KOURILSKY, MARILYN. Beyond Simulanon. The Mim-Soeiety Approach to Instruction in
Economics and Other Soctal Sciences Los Angeles, CA Educational Resourcgs Associates?
Inc., 1974.

KRONISH, SIDNEY J Audipvisual Materials for Teaching Economics Report of the Augiovisual
Materials Evaluagion Commtee New YorksNY. Joint Council on Economie Education,
. 1972 ° _
Lewts, DaRReLL, R anD DonaLD WENTWORTH, (ames and Stmulatiogg for Teaching Economics
New York. NY. Joint Cotincil on Egonomic Education. 1971

LR

_O'Newt, Jauges B. Economics in Social Stiudies Teftbooks An Evaluation of the Econo
the Teaching Strategies in 11th and /‘:.’lh Grade U S and World History Textboo
_York, NY. Joint Council on Economic Education. 1973.

SENESH, LAWRENCE. Organizing A Curriculum Around Social Science Concepts Boulder, (;O
Socl Science Education Consostium,Inc , 1968 ‘

“*Social Studies Cum.culum Guidelines.”* Social Educanion, 358 (Decémt;er' 1971) 853-69

- Social Studies_Curriculum Materials Daia Book Boulder, CO Social Science Educadc'Q )
Consortpm, Inc . 1971 to present - \ *

3 -
STADSKLEY. Ron. Handbook of Simuianon Garming 1a Socigl Educanon. Part 2 Directory
o &mvcmty. Ak Institute of Higher Education Research and Services, The Umiversity of
labama, 1975 . . ’

TOWNSHEND-ZELLNER, NORMAN wl}y Epwin R Carr A«New Look®at the High Schdol
Economics Teus Fullerton, CA. Califormia State College Center for Economic Education,

1969 v ‘ Cos, . .o

. Watsox, GEORGE G . JR ET AL. Economics 1n' Social Studie? Textbooks An Evaluation of
the Economics and the “Teachifig Strategies in Social Studies Textbooks, Junior High

School (Grddes 7-9) New York, NY. Jomnt Council on Ecenomlc‘Educatlnon.’:l‘J?S

WEIDENAAR, Dennis J ET ALY Economics 1n Social Studres Textbooks An ‘Evaluanon of the
Economics and the Teaching Strategies i Social Studies Textbooks, High School (Grades
10-12) New York, NY Tint Council on Econemic Educauog. 1973. s

and Traming  Lexington, MA  Information Resources, Inc . 1973
.

ZUEKERMAN, DAVID'W AxD RoBeRT E HORN. The Guideo SimulationsiGames$ for Ed/cau'op
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A Response , . .
to “Needed '
Materials

in Precollege
Econonfic
Edycation”

EN

James O. Hodges

¢
. 4 -
P

K JIn this response, the author focuses on Davis’ conclusien that the treat-
ment of economics concepts and generalizations in social studies textbooks
is generally inadequate. After reviewing various theories concerning the stages
of conceptual development and the forees which influence such development,
Hodges emphasizes the necessity for examining our understanding of con-
ceptual development and the crucial role of ‘varied educational experiences
in building a sufficiently elaborate image of concepts and generalizations
to enable individuals to elfectively participate in economic decision making,
The paper ends with récommendations to materials developers for improving
the conceptual development dimension of economic curf'\iculum materials.

- . 1 ~

e ¢

While all of Dr. Davis' conclusjons and recommendations are noteworthy,
I am egpectally ‘conceméq by and in agreement with his cdnclusion that the
treatment of ec’dridr_nics concepts and generalizations in social studies textbooks -
is generally inadequate. Based on my. experience as an elementary social
studies methods teacher, I applaud his recommendation that research be under- .
taken to discover which economics conce"plts ‘can be Jearned with relative
effxciency by elementary school children. This response will exterd the
discussion of the appropriateness of certain economics concepts by presénting
“some thoughts about the relationship between levels of canceptiial develop-
ment and **economic understanding.’* The following questions are intended

to identify some of the basic concerns. Y }

1. Is econorics re.placing' history in the mind of e:ie_'me'mary and |
secondary school children as a subject that gfust be memorized and regurgitated
at designated times? S ) C e

James O Hodges 1s Assistant Prgé:soﬁ;.*ofr Elcmcmary Educatiog. Virgima Commonwealth
Universify. Richmond, Virgimia. . ’
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2. Does the ability to select a response from amongp‘t"gfﬁ or fivg
_possibiliues on a multiple chéice test demonstrate a depth of understandipg
about economics that 1s essential for the achivement of & democratic
society? .
_3. Have all the millions of dollars and hours of effort which have
been poured into economic editcation resulted in a sigmficantly better level
of economic understanding among the citizenry than would have been

achieved without this expenditure? -
- . \
' .The first question brings to mund a recent editonal in [nstructor magazine

in which a mother asked for an gxplanation of concepts (Thompson, 1975)
She recounted Row. after an imtial introduction to concepts“at a PTA
meeting, she asked her son to tell her a concept he had learned i the
“new social’studies.”” The boy gave this some thought and finally
responded 1n a soméwhat mechamistic fasﬁion. A comrhunity is a group of
people organized around common purposes.'* | would anticipate that this boy
would do well on-a test of economic understanding for his grade level The

~ .mother was concerned, ,as | am, about. transfer She also asked if ttle new
social studies- was based on research about conceps children understand. |
think this 15 a question that fieeds to be raised at this conference.

The substance of thf remainder of my response may be ‘‘old hat"
for most of you, byt the conference papers | received before I left Richmond
did not lead me to believe that the topic of conceptual.development would

-be specifically discussed during thi conference. This,would be unfortunate
' gince one of our major.concefns is that students learn certain concepts and
generahzations from the discipline’ of economics and be able to use them as
analytical tools to understand and function in the social environmen{ What1
perceive as *‘aceded research™’ in this area may already exist: howeVver, many
of the majgnals available for teaching economics to elementary chijldren do
not reflect sufficient uti}'zanoﬂ of some currently popular theories about
conceptual d¢velopment! : e

. . 4

i

STAGES OF CONCEPTUAL DEVELOPMENT

It seems desirable-to consider two different kinds of conceptual develop-
ment models—models depicting stages conceptual development and models
wdescribing forges shich influence ton eptual development. For the' former

¢ . .

.

Herbiert Klausmeier has'deyelaped a meaningful way of thinking about

« ¢oncepts ang conceptual develo sijent. He l}a’s sugg\ested thata concept is both a

. mental <onstruct held by the Andividual and_ an idéntifiable public entity
.(K‘ausmeler 1975). Individuals develop mental constructs ‘or images of 4
conceph as a resyly of thr experiences in the social and physical environ< -
meant; inblgdwg : ,c,ﬁntc S mside‘the school classroom. The public entity
of a concept 1s the Sanizediiiformation corresponding to the word Itis very
zlose to the meantdg that Wo&kslsappear in‘a dictionary. I find it useful to think

12 ) ‘
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of the public entity as that part of a concept which enables one individual ina
particular language group to communicate effectively with another individual
inthe same group by using the word symbol for the concept. On the other hand,
the mental image is the product of an ongoing synthesizing of the individual's
experiences related* to a particular concept. oo k
The Taba Program in Social Science makes frequent use of the 1deas
of coficept attainment and concept development (Tanabe and Durkin 1973).
Concept attainment is the process involved in‘acquiring the common word
meanings of the concept. I take this to mean acquiring the public entity as
described by Klausmeier. Concept development 1s the process of enlarging
the dimensions of the concept. This can be thought of as adding to or altering
the mental 'image .or. in education jargon, reorganizing the cognitive
structure. These distinctions would seem important to economics educators
who are concerned with the level of understanding of economics cgncepts
andwg€neralizations held by the collective citizenry. :
Some additional Insight into levels of uhderstanding is providéd by
Klapsmeier as he describes levels of concept attainment. He has identfﬁed
four levels: (1) the concrete level, which is inferred *‘when an individual
recognizes an object that has been encountered on a prior occasion’’; (2) the,
identity level, which 15 inferred **when the individual recognizes an object
as the same one previously encountered when ,[He object is observed from
a different physical perspective or sensed in a different modality™’; (3) the
classificatory levelr which 1s inferred **when the individual responds to ag
least two ‘different examples of the same class of. objects, events, or actions
asequivalent’"; and (4) the formal level, which is inferred **when the individual
can give the name of the concept. can, define the-coneept in terms of its -
defining attributes, and can différentiate byfween examples an§ nonexamples
in terms of the*defining attnbutes’’ (Klausmeier 1975, pp. 45-1 18y%
Klausmeier further states, **Concepts ledrned at the classificatory and
formal levels can be used in generalizing to new instances, ‘cognizing
supraordinate-subordinate relations, cognizing cause-and-effect and other
relations among concepts, and in solving problems'* (Klausmeer 1975, p. 52).
Itis the processes that occur at the latter two levéls that seem important n
trying to.determine the level of ecoriomic understanding. o
With this perspective, it seems_appropriate to think about both concept-
attainment and concept development and to envision concept attainment as a
~small and generally early step in concept developmgnt. Concept attainment
“oracquiring the public entity is essential for economic understanding; however,
developing an elaborate mental construct of a concept may-be what we have
in r’ninq:w'hen we talk abdut’the need for economic literacy. If we
accept the challenge of developing mental images in addition to transmitting
'public emities (definitions), then thought must be given to and research
conducted on the most effective experiences children have in their social .
world and in the formal educational process to accomplish this end.

L
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' FORCES INFLUENCING CONCEPTUAL DEVELOPMENT
Some msnght into forces which influence the de\elopﬁwnt of ‘mental
age may be gained by considering a social psychological model Donald
A rley has described how svcial interaction with the famuly, school,
peer Jgroups, work groups. and exposure 10 mass’ ‘media influence an
idual’s beliefs, attitudes, and values about himseltf and his world
erley 1973). Drawing heavily on the work of Weatherley and Lawrence
Senesh, | have provided elsewhere 4 similar interpretation of the socialization
process (Hodges 1973). There 15 an abundance-of hteruture related to this

process. : .

The essence of those distussions as it relates to thns point1s that the mental
images or concepts aequnred by edch indR1dual are partially the result of the
many sociahzing influences which are encountered by existing 1n a social
world. Since the social world includes the economic wor)d, many of these
experiences contribute to the development of%oth economic conceptions and
misconceptions. Stated another way, through his/her experiences in the real
world, an individual's cogmtive structure 1s continually added to, modified,
and reorganized. This apphes to both children and adults

“ Expanding on Bruner’s hypothesis that *“any subject can be taught
effectively 1n some intellectually honest form to any child at any stage of
development (Bruner 1960, p. 33), it 1s,my contention that children, as a
_part of the process of interacting in an economuc world, begm to develop
mental 1mages of economic concepts almost from birth An image ‘begins
“with an il expenence, and €ach additional experience which is associated ‘
‘with a previous one becomes part of an expanded 1mage. A good deal of
conceptual development may be attributed to maturation in an experience-
rich social world. ' .

Concepts will develop without economic education programs however
misconceptions about economics may be propomonateI) greater By the same
token, much of the learnyng we aitribute to classroom instruction may actually
be tne result -of a chuld’s experiences in the real world. It may be that ~
we are not doing niuch more than providing concocted categories,”or '
concepts, with which a child can group his expenences and share with us
a part of what he has learned 1n the real world—a necessary function of
education.

This notion may help to explam some of the research findings. related .
to acquisition of knowledge about economics Older children”have usually
had an opportunity to have more economics-related expeniences which can be |
brought to school learning experiences than younger children Children from \
more affluent socioeconomic, environaments ha\ e probably had mare exposure \‘
to and Interaction in encounters contributing to the expansion of economics
concepts and generalizations Children who demonstrate high academic ability
may have had more viLafious expenenees which contribute to the development

QLOHOHML\ concepts than children .of bwer academuc ability Children who

» -
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read a great deal ‘may reasonably be expected to have more economics

related experiences than nonreaders. With every example, there will be

exceptions. In addition, we should not overlodk the role of the learner in his
. “encounters with the environment, partiGilarly the extent to which the learner
is physically and/or mentally active in the encounter. Learning by dping
would tend*to generate &n image that is quite different from one acquired
while listening to a lecture.

If we accept the above line of reasoning, then one task of economics -
educators- would be to attempt a more realistic appraisal or evaluation of
each child’s level of conceptualization. Thig is a large order. The alternative
is to continue as we are. Under present conditions 1t is quite likely that we
speng considerable time and effort attemptin® to develop, images which
children already have: Even more disturbing is the likelihood that we often
try to teach concepts to children who have %o previous related experignces
which would enable them to build the expected images. Such efforts
would surely tetd to discourage and alienate the child who is deficient in ?
the necessary previous experiences. . Cy \

Fhe demand for .individualizing instruction seems to be increasing, but
the difficulties of providing for individualized learning seem almost pro-
hibitive. Nevertheless, greater attention must be given to the uniqueness of
each individual. This includes, recognizing that each child enters the classroom
with a cognitive structure created from hundreds of experiences, with many
of these experiences being similar to experiences of his classmates but with

any more uniquely his or hers. In today’s_,typical.elex:nenta:y‘schoqls‘ it

is also_ very likely that :within a single classroom there will be several
/ groups of chi)iren with vastly different experiences which are the result of

"being a par{of different socioeconomic, cyltural, and ethnicwcommunities.
The term **cGmmunity’" as ‘used here refers to the various geographic aregs .. e
served by the school. Each community ‘will provide opportunities for differeny »-* +
kinds of learning experiences. Because the opportunities for d\e\(eloping
economic concepts wilt differ in each community, children from one
community will have some shared images that are different from images held
by childrén from other communities. I planning to individualize learning, the
teacher must consider these many differences. The curriculum developer must
do much more toward making available to teachers materials designed fo
expand the mental images of each child. It would be impossible to provide a
different curricylum for each child; however, a variety of activities whic'h'pro-i‘
vide options for individual studenss or groups of students can be created:

AR

T PROVIDING EDUCATIONAL EXPERIéNCES

. If we direct our efforts tdward creating and disseminating activities -
designed to facilitate the develdpment of elaborate and sophisticated mental
images of economic concepts and generalizahons, thén we may want to

A ,
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'cor'i‘s_i"('i'cr {wo models .1 behew’ are useful. Edgar Dale uses a pictorial
N :d_evyxgge;ggh;ch h& calls the "*Cone of Expenence’’ to show the possible
, . < vanety of lgining experiences and the progression of learning expenences
) from direct ‘expenenges where the student learns primarily by doing, to
“highly abstract learning expeniences where the rdle of the student is primartly
_one’of. unlockirig symbolization. Dale further groups these experiences 1nto
three levels—the enactive, the acomg. and the symbohc—whrch are sinular to

L 's.  the three modes of learning suggested by Bruner (Dale 1969) )
tr Another useful way of considering learning activities has been presentgpd
by Jack Fraenkel (1973),He 1dentified types of learning activities as those
.Q . involving ‘behav19%5’,:(3:3&;:1_{{5915..,q;c‘ggnbmg). products (exaniple a map) and
expeniences (exdmple? %fi'sntlhg*:ﬁ:"f&ctmﬁﬁﬂe further identifies certain
. functions served y learungractivities. e Tntake of information (¢xample:
reading pamphlets), the orgamzation of thformatior (example: summarizing).
demgnstratﬁg‘ what has been learned (example: reporting). and creating or

* iproducing an original product (example: writing an essay).

L find these models useful in suggesting. ways of thinking about
educational expenences. At the same’ time | recognize that those who have
worked diligently 1n developing economics materials have generally demon-
strated the need for providing a variety of .educational experiences. What |

- ¢ . hope to bring before this confgrence s the pecessity" for exaining our
- understanding of conceptual development and the crucial role of varied
educational expgnences 1n building a sufficieritly elaborate image of concepts

and generaljzations-to €nable individitals to effectively participate in.economic
decision making. What | am arguing against is. the kind of approach that
sometimes appears in matenials for elementary children where a2 word is

N definad and a few exarhples are provided. then an assurhption is made that a
- ShildTas at‘:qtigred a‘concept 1f he can respond 1n the appropriate wdy on a

. multiple-choice test.  * .- =7 ‘
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Vo e R SOME:THOUGHTS ON TESTING FOR. o
o R ECONOMIC UNDERSTANDING . . «
= /?_\‘ At)thgs tmfe. 1 would Iike to again fais€ the question about the level of
W learning hat.1s necessary to do well on a test of ecqnomic understanding.It
. . may be’that most materials developed to teach economigs do a fair job of

_transmitung public entities of concepts but ate not sufficienfly successful
i’ inexpanding mental tmages of concepts Do<economic educators really know

if the ability to select the appropniate respons/eyon'a ‘Hultiple choice test ’

¢ ms_u;es that the student has achieved the desired, level of economig competence?

- I suggest that 1t 1, misleading Fo,tal’k about teaching.a doncept or learning
' _a concept as _rhoqgh: it is a gogl to be achievgd and then accepted as
complete, Concept attainment’ may be quickly ﬁcéomplished by presenting
a cl.uld‘wnlg a*defimtion and examples in an appsoprnate sequence; however}
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expanding the. mgntal image ‘of a concept is a never-ending process.
The question is,how much is enough to know about scarcity, or inter-
dependence, or resourcelallocation. Research is needed to help us know how
elaborate the images must be to functign efficiently and effectively in our
® economic world. ‘ .

’»
¥
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e RECOMMENDATIONS =~ - '.

Coming back to the topic of needed curriculum matenals development
- ca . . . C L X) - ’
- and considering the perspectives presented in this response, the following

recommendatiops are offered.  ’

[1

®- .Research should be undertaken to determine the specific materia)s that
are actually being used to teach économic concepts and generaliz,atioﬁs
in the elementary schools. L ..
®  Materials should be designed"which will.sipplement existing materials, .
. ingluding textbook series, to provide a variety .of experiences that are
purposely planned to develop elaborate images of economies concepts
and generalizations. ' . ° R :
. Each activity.selected foe the purpose of increasing economic under-
standing should be crftically’ e¥aluated in terms, of its potential for
- exp'arﬁing the conceptual image of the leatner, and a\ixplananon should
be provided as to how the activity will accomplish this purposé\é )
(] A guide should be prepared for téacriers which would explain tonceptual
iricoas development and provide examplesfof strategies that aid 1n both concépt
) attaintfient and concept development. The role of both proce"sses in .
developing eco'nomip understanding should be clarified.
. Explorations into approaches which could provide image-building >
expeniences at very “early stages in a;child’s” cognifive developinent *
should be undertaken. A special effort should be made to suggest way$

L of providing enriechment experiences for children 1n communities having_"

generalizations. * N . .

. Conceptual development should not be considered strictly in terms of

. cognitive growth, but attention should be directed simultaneously toward

the affective component. Activities should be selected not only for their

\/"" effectivéness in developing more elaborate mental imag%s but also for

. théir éffectivendss in developing positive attitudes toward participation

in“economic decision maKing. 1 .

° ®  Economic congepts that are appropriate for inclusion an the curriculum

““at vatious grade levels should be' identified, attribatés or definings -
charactefistics of each'concept should be specified, and a number of

;gpropnate examf)‘iés of each concept should be provided. .

linfited opportinuties for developing appropriate economics concepts and
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©_A Response
: to “Needed ' -
. Materials in .
Precollege
Economic
Education”

Suzanne W. Helburn

While concurring with most of Davis’ conclusions and recommendations,
~this respondent suggests that Davis’ own analysis of economic curriculum
‘haterials suffers from some of the same shortcomings as earlier analysis
efforts. To remedy these problems, Helburn recommends the use of analysis
criteria such as that found in the Curriculum Materials Analysis System. In the
second part of her response the respondent reviews findings and experiences of
materials developers of the 1960s and 70s and emphasizes the importance of
drawing on their work in new development efforts. Helburn concludes with the
recommendation that any funding committed to new materials development
should include provisions for the full and effective installation of the matéials

.lnto g_he classroom. L

- N
s

The first ;‘)an of these comments are reactions to the Davis paper, mainly
to extend his discussion of procedures for evaluating curriculum materials.
I will suggest an alternative evaluation procedure which is particularly useful .
in analyzing teaching systems. The second part of this paper summarizes ’
accomplishments to date in economics materials development, accomplish-
“ments which represent a major breékthrough in teaching economics to students
and teachers and in preparing teachers to teach economics. Although these
' curriculum packages have flaws and do not satisfy every need, they should
be the bas:s for any new curriculum development efforts. The final section
of the paper offers recommendations about needed research and development
I believe that our efforts at economic education reform are fragmented because
of the tendericy to treat research, materials development, evaluationy teacher

Suzanne W. Helburn 15 Assistant Dean of Social Sciences and Professor of Economics at the ,
University of Colorado, Denver. :
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training, and diffusion as separate and unrelated realms. 1n fact, curriculum
reform necessarjly requires a_holistic approach which includes all of these
components. a-"‘ . ) B
° ¢ : .

REACTIONS TO THE DAVIS PAPER

I agree with most of Davis’ conclusions and recommendations. His
emphasis on the need for curriculum work at the junior high school levelis -
correct, in my opimon. In addition, it seems important to provide materials
for ethmic minonties and other relatively disadvantaged groups, and these
matenals should truly reflect economic conditions and opportunmes for these
groups. , . N

Ialso share Davis' disappointment with the evaluations of materials in
most of the studies he summarizes and agree with him that generally,
these Teviews focus unduly on content. This is because the criteria" were™ | . °

pd

- originally designed to analyze ' textbooks rather than teaching Systems or

curriculum packages. The one dlmensnonal criteria renders them inadequate o - .
the task of amalyzing the new cutriculum materials. The use of these »

- criteria, focusing as they do on only the content dimension, actually hides
the innovative features of the.new materials. They cannot describe, let alone
evaluate, the other dimensions which have been designed into the programs. '
The evaluatlons do give us information about content gaps in grade level
coverage and content coverage; but they do not evalyate the materials in terms
of more complex questions of curriculum development therefore, they da not
permit a complete evaluation of the’state of the art. -

The Davis evaluation of recent products suffers from some, of the- same ¢
problems as the earlier studies. It over aggregaes the data, giving only gros$,
information about the materials. We have no description of the charactefistics
of the materials, no basis for making conclusnon about the relative merit
“of the materials no way to identify the unique characteristics of curricular
packages which should be widely imitated.

It is significant that we have not been provided with a complete blbllog- -
raphy of student and teacher materials in.economic education. Furthermore,
in the research bnbhographnes provided for this conference there is very little
reference to the ction research and formative evaluation accomplished on
curriculum projects which created these innovative approaches. Are we about
to reinvent the wheel?.Or, worse still, -wifl we reenter the dark ages of
dependence on textbook approaches to teaching economics in. the public
schools just when these exciting approaches to economlcs education have been
, discovered? o ¢ ‘ ’

It is important to assess the state of the art because any new efforts

- in curriculum and materials development should build on what has gone before.
Furthermore, projects should be directed by people who will make use of
existing knowledge. . g ) /

,

e 195
N

- o ] ) ¢




‘THE CMAS APPROACH TO CURRICULUM ANALYSIS

An appropnate analysis criteria for teachmg/leammg matenals created 1n
the 1970s should jnclude a means of evaluatiig all major categories of
curriculum design: -

v

) 1:  rationale and objectives
2. antecedent conditions (nature of teachers, students ,

qlassréoms, schiools, communities) T
content, both affective and cogmtive _ ‘
underlying instructional and learning theories
basic teaching strategy and methqds
procedures for evaluating student progress

. incentivks (motivation system) for student learning
* teacher training

s

P NAL B W

) program evaluation -

The Social Science Education Consortium (SSEC) has createsm:ioes
use such™an instrument. It is the Curnculum Materials Analysis System,
CMAS (Morrissett et al. 19715. The system was desigagg to analyze the
national curriculum projects of the 1960s. The Social Science Education

Corisortium's Social Studies C urriculum Materials Data Book gives product

description's of currently available materials based on a shortened version of

\\3 ~the:CMAS (SSEC I971)

.

WHAT WE HAVE LEARNED:
A CURRICULUM DEVELOPER’'S PERSPECTIVE

The next steps in economic education research and development should
be Based on accomplishments to date. This requires that the economic educa-
tion movement consciously and wholeheartedly _;om the general reform
movement in social studies education. The curriculum matenals n social
‘studie$ created in the 1960s and 1970s are more than merely. materials. They
represent the progress to date in bringing John Dewey’s and Jean Piaget's
prescriptions for educational reform to fruttion in social studies.

In the earlier part of this century, Dewey applhied the scientific method to,
educational practice and invented progressive education. This 1s education
based on experience and on the progressiv e development of what is expenenced
by the learner into a fuller, richer, and mofe orgamzed form of knowledge .
(Dewey 1938).

= Piaget, in a recent monograph for the United Nations, summarizes 'the .
purpose of his life work and what he _considers to be the proper goals

Lo of education. Educatlon should be directed **to the fall development of the .
" human personahty and to the strengthening of respect for human rights and
fundamental freedoms '* This requires the development of a substitute for

Al -

]:C ' . 1911’96




]

traditional schooling which is fundamentally action oriented, an educatior
which will build 1nthe learner **a questionning mind and a dynamic moral
conscience’” (Piaget 1972, pp. 91-92).

The work of bringing to fruition John Dewey’s and Jean Piaget's dreams
has been going on for 60 years. The social science curriculum projects bf
the 1960s have helped to make the dream concrete They created the
necessary structures and materials ‘whichi permit us to pracuce progressive
education. This 1s a major accomplishment, and wehave really only just begun'
What have we accomplished?

First, what “was attempted and to a large extent created are curriculum
programs which are wntegrated wholes. These curriculum packages requlre

. carefully delineated learning objectives, including objectives to ralse

" students’ cogmtive, moral, emotiofial, and social levels of
functioning;.
content choices based on p0werful conceptual and analyucal struc-
tures of knowledge and on a sampling of facts, cases, and events
which illustrate parts of the structure and expand student experience. |
appropriate sequencing and spiraling of appropnate size learning
activities; o :
rotation of learning activities 1nto learnable steps to permit ass1m|la-
tion and accommodation to new knowledge:
design of effective learning experiences which require active st:idztnt
involvement and allow them to acquire and practice necess lis
to use and extehd their knowledge, to clanf y and bu|ld their system of
beliefs.
design of powerful learning experiences— activities which motivate
students to learn, which are interesting and captivating because they
work simultaneously on the achievement of multiple objectives;
the use of systematlcf andscontinual feedback to students’on their
leammg progress; )

" the development of the materials for all this: and

the trdining and inspiring of teachers to change their behavior and
their functions in the classroom—to move away from lecturing and
controlling toward managing, dlagnosmg adapting, inventing,
inspiring, and caring.

It is not easy to construct.such a system. The Taba and Senesh materials
were 20-year projects. Dewey himself recognized the difficulty of de51gn|ng
materials for progressive education dnd predicted that this would be the major
stumbling block (Dewey 1938) But this 1s work worthy of the greatest minds.
Nicholas Helburn describes '‘the process and its effect on the professional
geographers who gave their time to the work in the High School Geograghy
Project: . ’

-To dream and sort and discuss and reject and modify and write
and rewrite and trv and watch and recast and rewrite and redream

-
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* and resort, and discuss again”. . takés months, nof weeks. .
Another way of saying it might be that we were taking academic

- geographers and asking them to learn about high school soctal

- . Studies and the best gf the science and art of pedagogy \and»}then
. _ ‘combine their new learning with a few important ideas and skills ‘

. from their specialty in geography. It takes time to learn and mix

_ the skills, 1o conceiye, grow and bring forth imaginative activities

for the classroom (Helqu 1970, p. 35). g 7

Second, and reIated to the first point, developing a complex system
not only takes time, it is a systems. design: probl‘em requiring what educators
call action re§earch—coni|nual refinement of objectives, materials, strategies,
evaluation instruments as researchers leam from tnahuse of matenals more
about what students can and want to learn. These are legitimate research
procedures, requiring the most objective observation possible within the budget
- constraints of the projects. But usually, they are not. experimental designs.

Third, these curricular package§ once completed, are part of a bigger
system. Their jmpact depends on implémefitation—teacher training | at all .
levels, marketifg of the products, and installation into the classroom.
. Fourth, ‘the curriculum packages are also teacher training packages., Over . )
a period of ten years'since 1966 we have learhed how to introduce thesé new
approaches to tedchers. We teach the teachers using the materials. Through '
delngnstration followed by debriefing of exemplary activities, the teachers -
graduﬁlly learn the nature of the curriculum and the Specifics of teaching 4 .
methods. Then they steach lessons and debrief this .experiénce. it is my .
experience in NSF -sponsored summer - workshops that these methods do inspire
teachers Usually itisupto the‘curnculum materialsto do the rést. We count
on the student-and teacher materials and the experrence\of the activities to J
-increase the teacher’s knowledge of the content and of the teaching methods.

shoutd work. After all, it is not so different from our university

experience. We all know that the best way to learn a new field i§"to get the .
- right bodks and then tedch a cotirse on the subject’. . .

i " . ~ . .
.. »

-

h

-

. 4 >

X RECOMMENDATIONS - -

. «  Curriculum desrgn research evaluation, teacher trainigg, diffusion—
are parts of a whole system. tneconomics jargon, they are stages of production.
What we need in the field is more vertical integration, hopefully without 1its
monopohsuc implications. For the plain fact is this. the recent curriculum
. reforms have not had much impact. They have not been successfully
installed in many schools. Is this because they are bad? useless? We don’t '~

krnow. Most of them have never been evaluated in a summative evaluation

afSZr the materials have been publrshed Publishers cannot afford the .
dissemination efforts of tea\rer awareness, orientation, and training that tfése
’ .- ‘ : e N
Q

O
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* programs rtequire. The materials are no, visible to the potential user,
the feachers and administrators who adopt textbooks. Finally, the markets for
these products are relatively small except at the elementary level. and they are
fragments here and there. It is easier for a sales force to sell elementary math,
especially 1f thé publisher has been successfully selling elementary math for
years. v
This leads to my final recom ndation. Once a funding agency commits
itself to curriculum design it ought to commit itself to the whole protess:
summative evaluation. work with publishers, teacher training."and ‘sg on
~ 1 am not trying to say that all funds should go to one er two big projects lam
not sure 1t 1s worth 1t. Economic educators should follow their own interests,
but we would be more cost effective if we«could find ways to work together on,

the best of what we have created and to go on from there.
4

-

n .
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Current and Future X
* - Needs for Teacher
— Training in ’
; Economic’ Education ,

James A. Mackey,
Allen D. Glenn, : : \ ‘ 7 .o
and . . ' . . B
‘Darrell R. Lewis ~ T

o
’ A

In the first section of this paper, the authors focus on past and-current _ . \
trends in the economic education training of precollege teachers. They con- ‘
clude that while economics education has come of age in the 1970s, a lack of ’ -
coordinated efforts between economists and educators as well as wide variation )
In certification reguirements contribute to inadequate training of many

o elementary and secondary teachers who teach economics. The Raper’s second

‘ section reviews resedrch on teacher training in economics gducation and rele- .-~
vant literature on general teacher training. Demonstrated conclusions about =~

F . effective components of teacher training programs, such as the impoitance of

e + + feedback and trained student teacher supervisors, are discussed. The authors

., conclude the paper with 13 recommendatiohs for improving teachertrainingin
+ economic education; recommendations emphasize research needs as well as
preservice and inservice training program Deeds.

o -
. . Ina [966 report, the Advisory Seminar to the California State Department, .

of Ed_‘uca'tion reached the following conclusion: ‘ .

RN

e

* If we are to achieve siiccess in economic education throughout
« the United States, we must naw focus on the economics preparation -
of future téachers in’our schools. Local school systems and stdte
departments of education, no matter how well motivated, and how X
well supplied with texts, curriculum materials, and consultirg’ . -
. economists, simply cannot move forward in economic education
without a substantially increased supply of teachers, adequately
prepared in economics through both pre-service and inservice -

James A¢Mackey and Allen D. Giegnn are Associate Professors of Socal Studies Education at the
University of Minnesoia, and Dartell R Lewis 1s Professor and Associate Dean of the College of
Education at the same university.
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training in the colleges (Advisory Seminar to the Calffo#nia‘State
Department of Education 1966, p. 1). , . .

»
'

Ten years have passed since the Advisory Sﬁlinar suggested that teacher
preparation be the focus of economic education. Iri the decade since that
influential report was issued, economic education has moved ahead ina variety
of areas related to teacher education. Many new mat jals and curriculum

. programs have been developed and implemented in” the schools; many
thousands of teachers have been trained and retrained. What is the status of
these efforts as it j’elates to current and future needs for teacher training in
"economic education today? Are the California guidelines still relevantin 19767
Where are the needed areas for rengwed focus and how might we best proceed?
This paper addresses these questions by examining past and current teacher
training in economic education, reviewing and synthesizing relevant researoh
literature in teacher education, and proposing a set of recommendations for
future teacher training in economic education. i

\g PAST AND CURRENT TEACHER TRAINING IN
\ “—  ECONOMIC EDUCATION - = .

Practicing teachers’ conception of economics and how it should be tatight
is based on their academic course work in the social sciences and the type of
pedagogical training they receive. In fact, the current status of economic

- educdtion in the schools can be largely attributed to hisforical trends in these
two ayeas of teacher education.

Histo cal‘Developments in Social Studies and Economic Ed;.lcatlon

e teaching of economics in the public school has"been a part* of both
social Studies curriculum and teacher training since the 1916 Committee on
Social Studies recommended its inclusion tn minth-grade curricula. However,
only after the formation of the Joint Council on Economic Education in 1949

did economic education make sigmificant progress in becoming an integral part

of social studies curriculum and teacher training programs. Over the past 25

years, the Joint Council on Economic Education, in collaboration with other ™

national professional groups and its network of state councils and university
centers, has made notable gains in the acceptance and improvement of

' economics teaching in elementary and secondary schools across the nation.

. The most recent curricular and philosophical trend in social studies to
.dramatically impact teacher education in economics was the *‘new social
studies” movement which emerged in the early 1960s. Stimulated by large
federal grants, teams of scholars from the disciplines, colleges of education,
and public schools were formed to develop.classr(;om materials that would
reflect current thinking in the social sciences and education. The development
process was massive in scope and its effects are still a dominant influence in
social studies turriculum design and teacher training.
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The Process of Education by Jerome’ Bruner was the catalyst, for the
movement. By€arning the basic structure of a discipline, Bruner and his
supporters believed that the learner could learn how things related and, as a
consequence, make more sense out of the world. He proposed to reform

" curriculum by allowing the best minds in a discipline to develop materials for

use- by the beginning student, thus bringing *‘the fruits of scholarship and
wisdom, to the student’” (Bruner 1962, p. 19). Bruner's philosophy, coupled
with a strong desire by other educators, academics, and the general public to
improve American education, ushered in an era of curriculum reform unprec-
edented,in American educational history.. ;-

Economic education was very much a part of this new social studies

movement. Utilizing the expertise of the Joint Council on Economic Education
and professors of-economics, a national task force was formed to answegr the
question, What economic concepts should be taught in the schools? Drawfﬁg‘on
the Council’s work, a mgjor report, Economic Education in the Schools (1961),
was written' by the-National Task Force on Economic Education, and several
research studies were begun to determine how much economics both students
and teachers knew. - ,

From this effort in the early 1960s, two calls for reform emerged. First, a
call went forth for the develppment of Dew curticulum materials for teaching
etonomics in the new social studies. These materials were to focus on'the
structure of the disgjpline and its ways of iniuiry and were to be integrative with
the total curriculum. Second, guidelines for teacher training were solicited.
Both recommendations were offeréd" with the belief that better economic

understanding would be achieved by students if better materials and better

trained teachers were available.

In addition to the large federal thrust in &)th materials development and
inservice teacher training during the*1960s, the Joint Council inaugurated and
significantly expanded its nationa} Developmental Economic Educatian Pro-

gram (DEEP). From 3ll these activities in social studies and economic educa-

- tion many new curricula adopted economics, many new materials for teaching

’

Q

economics were developed, and many thousands of inservice social studies
teachers were trained (and retrained) in both the understanding of econtomics
and the use of the new materials. Significant progress and accomplishments
were attained (Beckeret al, 1975; Grobman 1970; Maher 1969; Psychological
Corporation 1970). .

¥ ltis equally important, however, to recognize ‘what failed to emerge
during the 1960s and early 1970s. Although guidelines for teacher training were
solicited and thousands of teachers were exposed to inservice programs in
economic education, few exemplary syllabi from theseprograms currently exist
and little evaluatiop of such training has been undertaken (Dawson 1975b;
Lewis and Orvis 1971). Only d few recent studies have systematically
addressed the classroom. effectiveness of selected inservice teacher training
programs in economic education (Bach and Saunders 1965; Becker et al. 1975..
Girgis and MacDowell 1972-73; Dawson and Davison 1973, Highsmith 1974;
Luker et al. 1974; Maher 1969;- Nappi 1971; O’Toole and Coates~1974;

. ,,. . 202 j\
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Saunders 1964): No systematic research and minimal effort have been directed -
to the preservice (undergraduate) training of teachers in economic education

Coilege Preparation.for Teaching Economics ’

A significant exdeption to the general preservice trav@f@fort in the
196Us was the rgport 4nd set of recommendation® by the Advisory Seminar to
the California State’ Department of Education (1966) concerning preservice
preparation for teaching economics. .

N . The overall guidelines of the report can be summarized*in the following
three categories of récommendations: :

- 1. For all teachfrs, K-12, a basic three-semester-hour course in
. economics stressing €conomic ‘reasoning, basic concepts and
models, and iapplicauons to problem and policy situations; also

a *‘classroom faboratory’’ course in teaching economics.

2. For all sgcial studies teachers in grades 7-12, a three-course
sequéncein e,conomics with nine semester hogrs'total.

: a. The Basi¢ course with laboratory 3 semester hour
tr.  Contrasting Economic Systems . 3 semester hours
> ¢. An elective, preferably an advanced problms

course 3 semester hours
\ ' "

; i N .
3. For teachers of grade 12, seven one-semester €COnOMICs COUrses, a
* minor in économics with 21 semester hours total. - ’
i

a. The basic cou;se with laboratory ) .3 semester hours

1 b. Contrasting Economic Systems ° , 3 semester hours

. e. Quanti:tative Methods : 3 semester hours
- f. Twoglectives i economic problems . 6 semester hours .

The California recommendations were tnique in’several respects. <,Fir'st,

4he report suggested that all K-12 teachers take'a basic economics course and a

practical laboratory. Second, teachers, in grades 7-12 were also to take a

. three-coursé sequence in economics. Third, the report recommended that

teachers at the twelfth-grade level who wanted to teach an econorics course be

required to have at least a minor in economics. The document further advised

‘that economics prafessors become more inyolved in training. Since 19696, the

. California propospls have served as benchmarks for training téachers in

_ economiceducatign, and westrongly recomnmend thei'r renewed review by'both
economic and sogial studies educatars. .

Certification Programs in Economics’

.

How well are most teacher training programs meeting the California *
. Advisory Seminar recommendations today? A brief review of typical training
and certification processes across the nation provides information. Individuals
PR ) L A3
' o oy
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seeking to.teach economics in the public schools must first meet graduauon
requirements established by a college ar university and thel® certification
requiremeds of a particular state. -

To be certified to teach economics, an jndividual generally follows one of
two routes. If attending a smiall publie msmu;lon or private cbljege; a person
typically selects an academic major in economics and completes all the re-
quirements for the major. In addition, the.candidate completes course work in
education which usually includes one’course in basic pedagogical skills, usu-
ally a general methods course for all teacher training majors.

The culmination of education requirements is a student teaching expert-
ence. A preservice teacher teaches in his or her area of expertise under the
supervision of a cooperating teacher and a ollege supervisor. Coliege super-
visors seldom have backgrounds in economics .or social studies. Only in rare
instances do persons interested in teachmg economics receive special training
in teaching economics. . .

The training of a precollege economics teacher in a larger institution
differs only slightly frod that in-a smaller institution. Usually, a student does
not complete ‘an academic major in economics but instead enters a school of
education and becomes g social studies major. As a social studies major the
student may concentrate on economics hut will alsotake additional cdurse work
in the other Social sciences. Specific courses in the teaching of social studies are
typically included in the education course work, but few institutions offer an
undergraduate course in the teaching of egconomics. As in the smaller institu-
tions, the final component of the undergraduate’s training is the student teach-
ing experience. While the student teacher from a larger institution is more likely
to have a college supervisor tramed in the teaching of $otial stu?esﬁhe
supervisor’s area of expertise may not be economics. - -

Regardless of the type of undergraduate training, the bulk of a student’s
course work—usually two-thirds to three-fourths—is taken in eademic de- .
partments. In the case of economics, only slight differences exist between the
course work of the liberal arts majb( and that of the education major. In this
respect, both the liberal arts professor and the education, professor share in a

. teacher’s preparation. “ ’

Asurvey of 1,300 colleges an ities re,cently conductgd by George
Dawson and the Joint C'Gﬁncxl (Daws¥8 1975b) provides more specxflc data on
the training of teachers in economics. The survey found that 73 percent of all
secondary school social studles majors and 32 percent oi?ﬂ/lememary eddca-
tion majors must take at least one course in economics? It also fourg‘ at 73‘ A
percent of the reporting schooTs claimed to offer ‘*some sort of instru -
methods for teaching economics at the precollege level. However, this in§truc-
tion was nearly always incorporated in a more general melhods course;New
methods courses devoted exclusxvely or even heawly the teachmg of economlcs
were reported. - s >

In another recent survey, Weidenaar ( I975)' fou_nd that over two-thirds of
all college and university social studies educators have hady fewer than two

'
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_“courses 1n college-level economics, over one-fifth have neyer had a course in

economics. Among respondents hav ing taken a course in eConomics, over half
. took- the ‘course more than 12 years agb. ! .

The Weidenaar study also showed that the vast majority of college and
university social studles educators had never, either as a student or as a
professor, attended any special program to lncrease their’ understanding of
eco@mlcs Few social studies educators hqd ever Looperated with an
ecohemist 1n - jornt teaching or-research project. It 15 encouraging to note.
however, thata full 40 percent of the respondents felt there is a *‘great need’” for
further economics education for college and univ ersity social studies educators
and another 53 percent felt that ‘‘some need"" exists, Almost 90 percent

i

expressed interest 1n attending a program designed to increase their understand- )

ing of economics (Weidenaar 1975).

"~ Upon graduating from a particular institution with a teaching degree or
credits to meet certification, an individual may apply for certification from a
state department of-education. This procedure 1s ‘usually pro forma, and the

individual 1s certified for a psecific period of ime to teach social studies at the’

secondary level or to teach at the elementary level Only nominal certification
requirements in economucs are ty pically mandated by most state depanments of
education. In 1972, 39 states required no courses 1n economics for high school’
social studies teachers and 46 states required no economies for elementary
teachers (Dawson 1972). . - > .

Unfortunately. the above data suggest that many of our training programs
are not yet meeting,even the mimimal recommendations of the Californiareport
Despite increasing progress in economic education, insufficient teacher prep-
aration 1n economics 1s still a critical-bottleneck. Recent surveys have found
that only about half the nation’s 60,000 social studies_teachers have ever
undertaken formal study of econemics and that no more than 50 percent of all
prospective teachers take a course 1n‘economics, if they do, 1t is only ohe such
course (Dawson 1972). Apparently the California guidelines have had limited
impact in the past ten years.

Several important conclusions may be drawn from our brief feview of past
developments and current efforts 1n the trammg of teachers in economic
edacation. First, and most 1mportant, economi¢ education in the 1970s has
come of age. Economusts and educators have together sought to clarify the basic

" concepts of econom:cs and to develop materials that are academically and

pedagogically sound. Major new curricula and materials have been developed.
Thousands of inservice teachers Have been trained in economics and in the use
of these new curricula and materials. However, observation of teacher trammg

*- tneconomi¢ education today indicatgs that much remains to be accomplished

~

’
Implementation of the California gundéhnes for college preparauon for
» teaching economics has béen llmlted~at@bé§t If the Califdrnia guidelines are
not realistic goals, alternative gundehnes are. not avallable

Few truly cooperauve and coordinated efforts between educato:s and

.
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economlst§ m prepanng undergraduates' to teach precollege economics
currently exist at most colléges and universities. < N

Certification requirements for economics vary widely from state to state,”
but requirements for certificatior are generally low.

Many newly certified social studies and elementary teachers (and teacher
trainers) are still not adequately prepared in academic economics courses.

Most pedagoglcal training economics teachers receive at the undergraduate
levels focused on the general teaching act,not on specific strategles forthe
teaching of economics.

Most teacher trainees (and trainers) still do ot receive adequate trammg n
the practical - -applications ‘of basnc economic'concepts.

Economists and educators have yet to develop and share exemplary course
syllabi directed to the pedagogical traifiing of precollege teachers in”
economic,education.” . . -

IMPROVING THE EFFéCTIVENESS OF TEACHER TRAINING
*IN ECONOMIC EDUCATION

James Boswell remembers Samuel Johnson saying that he could recnte
word-for-word an entire chapter of the book, The Natural Histary of Ireland.
The chapter was entitled **Concerning Snakes."’ Given encouragement, John-
son recited, ‘‘There are no snakes to be.found in the whole of Ireland.”’

Until recently it was possible to explore very nearly the whole of the
literature on teacher education and, like Ireland, not find much. Little more tharr
discordant bits of wisdom, maxims, and exhortations of the *‘win one for the
Gipper variety’” were available. Specific téacher traiping efforts in eC0n0mlC
education have focused on teaching teachers more economics. Little attention
has been directed to strategies forimproving the pedagogy of teacher training in
economic education. For example, there 1s not a single study of the effective-
ness of teacher training and its various ﬁedagogy in economic education at the .
preservice levél (Dawson 1975b; Lewis and Orvis 1971). Thus, it is imperative
that we examine the general literature on teacher education to learn how to
better prepare teachers in economic education. :

3

hesearch Conclusions on Training Teachers
in Economlcs Education

N

The task,of all teacher education is to develop programs which prepare
tcachers to fagilitate maximum student learning. According to Good, Biddle,
and Brophy, students learn best when the teacher displays the followmg
charactenstlcs ¢ A ,

-

clanfy variability in teaching methods, curricula and/or media,
enthusiasm; task-oriented andfor business-like behavior; indirect-
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ness (questioning rather than lecturing, frequent use of praise and

frequent pupil-to-pupil interaction); student opportunity to learn
the material; teacher use of structuring comments; and multiple
levels of questions or cogniti\;e discourse (as opposed to heavy
concentration at one level of discourse) (f]ood. Biddle, and Brophy
1975, p. 58). - ' ;

Teacher education programs should focus on teaching these effective ""moves”’
to future teachers. ‘

. Duringthe 1960s, three studies reviewing the strengths and weaknesses of
teacher education programs (Collrer 1964; Wilk, Edson, and Wu 1967,
Denemark and Macdonald 1967) all found a scarcity of available research.
These reviewers attributed the desultory results to several factors: the existence
of only a few experimental studies, a lack of genéral theoretical perspectives,
and most importantly, the staggering complexity, of teaching. Pack and Tucker
illustrate the latter point with this statement. .

!

.. Teacher education involves many factors which interact simul-
" taneously: thepupils’ aptitudes, interest, readiness and attitudes
toward learning; their parents’ and their:.subcultures’ attitudes
toward schooling; the administrative policies and the interpersonal
» organization of the schools; similar characteristics the teacher-
training institutions; the individual, personal characteristics of the
teachers; these, and even more factors are constantly at work in the
real settings we too briefly sum up with the simple sounding phrase,

» ““teacher education’® (Peck and Tucker 1973, p. 942).

s ‘.

While the research documenting the impact of teacher education programs
1s still far from definitive, reviews do show that the direction of resgarch since
1965 is encouraging and positive findings are beginning'to emerge. Although i
mgch of the territory of teacher educatid? is still unexplofed, at least researchers
have begun to develop reliable maps. '

- The remainder of this section will briefly summarize the resear¢h conclu-
sions from studies which have attempted to assess the effectiveness of teacher
education prograns. These are drawn from those areas that seem most germane

" to the improvement of teacher-training programs in economic education. They,

have been condensed primarily from the three gecent reviews of the teacher
education literature (Peck and Tucker 1973; Dunkin and Biddle 1974; Good, |
Biddle, and Brophy 1975), The Peck and Tucker reviggy is the best available
review of such teacher ‘édu&&tion research and was the most important source
for this section. ‘.

.
- t

Teachers fend fo be more effective when teacher behaviors
s are precisely stated in training exercises.

This conclusion results from research done on programs using an *‘instruc-
tional systems.’ approach, an approach which recognizes the complexity of

S0
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teaching and attempts to bréak the act into éomponent parts. Eachis viewed asa
skill and taught additively in the teacher education program as a precisely
defined teaching competency. Most programs using instrultional systems em-
ploy some variation of the foIIowmg goal -centered modeh g

. Feedback Model

Objectives Entry ) __; | Instructional |- Performance
| Behavior rocedures Assessment

Instructional systems models have at’ lést four basic'underlining assumpthns
- Advocates maintain that teaching skills can be identified, described, taught,
and measured (Patrick 1973). )

Research on this strategy has produced generally positive results. It shows
that student teachets who are given clearly defined objectives in instruction
systems training are able to ¢stablish a learning set in their pupils that leads te
greater achieveme the set established by student teachers trained in
traditional programs Furthermore, these teachers are judged by their pupils to

" be more effective teachers. Students trained with instructional systems seem
also better able to modify their instructional behavior. The technique is most
effective when used for a considerable length of time (Peck and Tucker 1973).

Most recent attempts at teacher education programs based on the instruc,

" tional systems approach fall under the rubric of **Competency Based Teacher
Educatign.’* CBTE-is ‘‘an attempt to link empirically* founded gheory with
practice, to demonstrate the connection between achievement of desired conse-
quences and the mastery of particular teaching competencies’’ (Patnck I973
p-2). | :

Competency models attempt to reduce the number of disérganized goals
that characterize most teacher education programs and demand more precise
definitions of the skills necessary for effective teaching. CBTE models seem lo
conceptualize teachers as technicians whose 1mpact onstudent learning will Be
increased if they have a more precise instructional map to guide their teaching.
The function of CBTE is to instill in teachers workable cognitive maps of
teaching.

~ L
Feedback to teachers about their performance tends to ‘
increase their mastery of teaching skills. : ‘

Whnle feedback about the student teacher’s performance has always been
central to feacher education programs, such feedback has typically been unsys-
tematic and poorly'structured. However, recent research has established that to
be effective the feedback process'must possess specific characteristics, it must
focus on concrete teaching behaviors, be given in terms teachers can under-
stand, create a tension for-change in the teacher, and involve low risk. In

L]
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addition, reupmnts nyust mee aclear picture of what their behavior should look
. like and be allowed 10’ make a public commitment to the desyred model

- .

(Tuckman 1976). _ ... " .
Researchers have also found that 1mmedlate feedback is more potent than

’ delayed feedback (Heinnch and McKeegan 1969) Feedback that involves
- supervisors and peers 1s more effectine thdn solitary self-confrontation When a
carefully strugtured mstrumem is used, pupil feedback tends to be more effec-

tive than conferences with a sup\.rwsor (Tuckmdn and Oliver 1968)

'

N

« .
- Using svstems of. Classroom Interaction analvs:s tends 1o cause

.. teachers 1o engage in a Mder variety of teaching behavior.

. 4
. Slgce at least the begmmngs of the Progressive Education movement,

teacher educators have\exhoned teachers to cteate better classroom climates
This tradition has resulted 1n a large number of instruments to measure class-
room interaction. Without exception these instruments *‘are designed for use
in hive observation, ask the observer to make judgments for time intervals and
provide a single facet of judgmental categones” (Dunkin and Biddle 1974,
p- 362). > s . :

- Classroom analysis measures generally generate two klnds of findings—a _
general score indicating the **warmth’” of the classroom and individual scores
for separate categories in the instrument. ijlcal categones are teacher praise,
teacher acceptance of pupil ideas, teacher criticrsm, and teacher/pupll talk
(Dunkin and- Biddle 1974). ' ;
N Classroom analysis measures have been widely used in teachér training to

. encourage teachers to use a wider variety of ‘‘moves’’ and t employ more

- **indirect methods’’ n their teaching. Several studies (Amidon 1970; Bondi

1970, Finske 1967) show that teachers trained lwassroom analysis do adopt

more indirect styles than teachers who dre nof taught these systems. The

research indicates that teachers trained with classroom analysis measures use

significantly more praise and less criticism in their teaching, employ a more
conversational style; are more accepting and m&better use of student ideas,

and, mostimportantly, are more aware of their classroom behavior and able to

employ a wider variety of “*moves.'’ Also teachers trained with classroom

analysis are tated as more effective teachers by their supervisors (Peck and

" * < Tucker 1973).

&

Teachers trainduNyith micfoteaching techniques display.
. a more desirable pallé¥n of teaching behavior than
. teachers trained in more traditional curricula and
) instryction progranms. )

Microteaching is a training technique in which *‘a scaled down teaching

encounter in class size and class time is established’’ (Allen 1966, p. 1). Most
‘microteaching systems involve four parts: (1) the teacher develops a lesson to
‘ teach a Skl" (2) the five- to ten-minute lesson is taught to a small number of

«

Y

4

‘




students; (3) the teacher and a supervisor analyze a videotape of the lesson; and’
(4) a refined version of the lesson is retaught to another group of students
(Kallenbach and Gall 1969).

Despite the many exaggerated claims that have been made for microteach- -
ing and the many sins committed in its name, research shows that it can be an
effective tactic. Téachers trained with microteaching show a generally higher
level of competencé\(han similar trainees in traditional programs (Allen and
Fortune 1966; Cooper and Stroud 1967). They are better able to determine
student readiness, motivate students, and evaluate pupil comments (Emmer and
Millett 1968). Mlcroteachmg students are better equipped to ask divergent
quesnons, probe more, lecture less, and obtain more pupil talk in their class-
room (Davis and Smoot I969) They are also given high effectiveness ratings
by their pupils (Limbacher |969) )

ficnve involvement in the teachmg-leammg process leads to more
mastery of skills than giving theoretical training
before firsthand exposure. - .

-

Gettmg studems into a live classroom at the onset of their professnonal
training does not seém a very dramatic prescription. Unfortunately, itis a tactic
that i§ pragticed too infrequently. The first acquamtance most teachers have
with the public school is their student teachmg experiencg which genErally
_occurs at thte conclusion of their training program.

‘While systematic research on the _subject is in ifs mfancy, evidence
suggests that early experiential experiences are beneficihl. In the most. com-"
_prehensive, carefully defined'study of early experience, students were shown to
"be fairer, more dgmocratic, responsive, understanding, conﬂdent and’ sys-
tematic in their teachmg than were students in a control group. They were more
indirect in their teaching and better able to elicit self*] mmated activity m their
pupils (Sandefur 1970). !

Active involvement seems also to encourage the developmem of deeper
career commitments and more dentocratic teaching styles in presg ice teachers
(Clothier and Lawson 1969; Veldman et al. I970) In another early, experience
study, students were shown to have more mastery of basic teaching Skills such

. as pupil evaluation, motivation, and object\ves clarification (E,,mmer 1970).

. \
Expllcu training in human relations tends to develop more-
empathetic understanding in teachers. .

v

-
\
Human relations programs attempt to train teachers o x’ecogmze Judge
and modify their assumptions about children which might affect their teaching
pgrformance. Most human relations programs emphasize experiences that
cause teacher trainees to analyze their values assumptions and, interpersonal
" skill§ in live social context—elther pubhc school classrooms Or reahsucally L,
simulatéd laboratories. . ;

Although research that tries to assess efforts aimed at altering people’s
values is difficult and controversial, the research on human rela‘_tions"prog‘rams
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generally supports the proposition that training expenences improves both the

teacher’s view of the students and the students’ relatiopal skills (Peck and

Tucker 1973). Specific research shows that even brief trainifig sessions can

. raiseteachers’ empathy level from unresponsiveness to a high level of sensitiv-

ity to pupils’ needs and feelings (Bierman et al. 1968). Techniques such as

soclodrama and sensttivity training have been effectively employed to increase

teacher empathy (Dysart 1953; Gregg 1969, Lee 1970). Teachers trained with

human relations techmques feel their work_performance and self-estee
. crease as a result of the experience. In addition, these teachers have a better.
understanding of classroom dy namics and report a higher level of pupil satisfac-
tion (Peck and Tucker 1973) Emerging from the human relations literature is o
the conclusion that to graduate teachers with highly developed empathy skills, A
. 1tis essential that teacher education programs explicitly model the desired skills

in their own classroom and laborftory training procedures.

- The student teaching experience is more effective when
. supervisors are trained to work with beginners.

Student teaching is the linchpin of €very teacher training program in
Amenca. Although there are hundreds of *“models” for student teaching, there ’
1s a conspicuous lack of empirical evtdence as to what constitutes an effective -
student teaching expenence

There is, however, considerable evidence documenting the negative ef-
fects which some student teachmg may produce. For example, student teachers
seem to gain little in self-appraisal skills (Dumas 1969) They also tend to be
more authoritanan and less pupil centered after the practice teaching experi-

) ence (Gewinner 1968, Muuss 1969, Jacobs 1966; Hoy 1967). Student teachers
appear to respond negatively to the press and frustration of the classroogn and

. begin to adopt more pragmatic, restrictive solutions toward teaching problems

. (Tannacone 1963). ]

The generally negative nature of thé findings, nevertheless, does show

4 some rays of hope. Recent research suggests that an effective internship needs
", tobe carefully orchestrated because the immediate, total immersion into full
classroom responsibility overwhelms'most neophytes. A careful progression’
from tutoring to working with small groups, to total classroom responsibility
should be eniployed tohelpteachers be less controlling and more pupil-centered

(Walberg et al. 1968). In addition, because student teachers seem to rather

uncnitically emulate the model provided by their supervisors, pl4cing interns

with cooperatmg teachers whose attitudes toward students are superior to the

intemns’ seems to promote a growth in interns’ attitudes (Scott and Bnnkley .

1960):-¢ - ) - " e - :

. The most important revelation from the research is simple. When intems
» are placed with sapetvising teachers who have been selected for their compe-
tencé and subsequently trained in the specific skills necessary for supervisin
beginners, the interns” display a significant increase in their skills and tech-
niques (Perrodin‘ 1961; Bradtmueller 1964). L.
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In summary,,.oyr brief review of the research literature on teacher educa-
tion i_fndicates the rather primitive state of the art. However, it seems that at least
+, the “gross. perimeters of needed reseéarch and development areas have beeg
drawn. Most importanfly, the smal! body of literature confirms thrat the effec-
tiveness of teacher training can be increased when insttuctional programs are
based on reséarch findings. - ) :
Developers of téacher education programs who sgek to base their training

on educational research should kegp some rather simple prescriptions in mind.

- Define teaching as a total 'mstructio;ﬂial process. )
- ) Bredk the teaching: proce‘ss‘ into, ma;)ageable components. .
. -Determine specific and understgndaﬁle objectives for each of the parts.
Cdrgmur.licateithese %bje_ctive‘s; éleariy to teachers in training.
‘P'rovide, the kfécher tra_iriegs with practice, feedbacknadamethods to

analyze their teaching.=
_‘Give"e'xplicit attention and teacher, training in hiuman relations and values
_.clarification.” e

* Model in training the skills the teacher trainees are to use fh subsequent
classroom training:. 2 ’

’ N Develop carefully trained supervisors to advise teachers in training.

R

E

RECOMMENDATIONS FOR IMPROVING TEACHER TRAINING
' "~ IN ECONOMIC EDUCATION .

From®our review of past and current developmental efforts for preparing
teachers in econgmic education, several research and training needs for
economic educatibn are evident. These are summarized below as recommenda-
tions for improving teacher training in economic educatian.

L]

Research Needs . !

Many research studies in teacher and economic education are not useful
because they are global in-otientation or based on field surveys, inadequate
samples, and poor research designs. Economic education should encourage the
production"ofpmore definitive information about effective teacher behavior.
Such efforts should promote experimental research that utilizes classroom
settings, multiple outcome measures, carefully selected samples, and robust
experinféntal designs.“Above all, these inquiries must focus on research ques-
tions that'are .directly concerned with improving teacher education in
economits. Specifically, we recommend that organizational effort take the
following directions. NEEEN '

- -

. . ’ . S, 2 Eorsl
¢  Determine the impact fhat courses in economics have on effective
. . L4
. economics teaching. ' .

Q .

“or
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While it seems reasonable, to assumethat the more economics course work
teachers take, the more effective their teaching will’be, there is little evidenceto
document this assemon While numerous attempts have been made to identify )
and organize the structure of econpmics and te make knowledge more - -
access:ble for teachers, there s little evidence that kno‘sg more economics
makes one a better economics teacher. <
Research documentmg the different effects that subject l\nowledge hason’
teaching economics fieeds to be conducted. For example, are there plateaus of”
learning in economncs" If so, what are they and what imiplications do they have‘_
for rationalhizing K- 12 cumculum and teacher education? Does a basic.introduc-"
tory course in economics provide sufficient *‘perspigtive™” on the dlsc1plme"
Must an elementary teacher (or even a secondary social studies teacher) ‘‘ac-~
quire’’ this perspective before. attemptmg classroom translation? e
.
A ~
® _ Conceptualize and lransmit to teachers in trammg programs knowledge )
about the-nature of children’s economic thinking. - ~

3 4

Other social sciences; “notably poligical science, have ?zcumulated alarge “x

body of knowledge relating to how children come to Kiow and’ think "about
social phenonfena. At present there is little informatjon about the growth of
economic imagination. Regsearch that studies this process could  answer funda-
mental questions about how childrén come to.hold particular economic views
and how their thmkmg changes over time. The inclusion of ﬁndmgs from '
“*economic socialization’* could *help teachers plan, -develop, and teach
economic edpcation programs much moré effectively.
® . Explore the socialization of teachers to determing what trammg
.+ experiences result in high professional cominitment to gachmg
. economics.

Teacher education in economics must seek ways of increasing teachers’
commitment to teaching during their t}aining Among the most potentially ~
exciting strategies ‘available are those of professional socialization. While the J,
medical and legal professions have amassed considerable knowledge about the

. effects of their training programs on profess:onal commitment, few studies in

educational training,and none in the social studies or economic education have
been conducted. An analysis of Studies in other professions could provide
mterestmg hypotheses about the processes which mxght strengthen cdmmit-
ment to the téacher role.” .

~

®  Develop recurming research and pati’qnal assessments for teacher and -~
.
’ student knowledge and for teacher trgining in economlcs

As in all fields of educauon there is need for a systematic_national - .
assessment of teacher and student knowledge in economic education. Simi-
larly, we fieed current profiles of the training backgrounds in economics amornig
the nation’s teachers. Although some regional and institutional studies ha_vc

’. . ‘ - a - X ,(’ . LD
ot - ’ - ) 3
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" been tonducted, no systematic pational isn\ndy has been attempted. If we. areto 1
. evaluate our progress jn economic education, such dita is needed on a recurring . .

basis. - . ¢ N - . . : ‘
2 : : et . ' . T
Teacher Training Program Needs o B g
. Lot . . . . .
The number of teacher training models and programs is almost identidal to |
the number p'f colleges and universitiestthat train teachers. Each institutyz has |
its own program designed to megt its institational needs. The number and'types :

of inservice teacher training modéls and programs in economic education are ©
alsd” numerous. Few .of the institutional of inservice programs have been °
evaluated or dnalyzed in light of either current rese4rch or needss Consequeéntly,
we recommend that teacher educators in economic edyéation take the follqwing

steps. | . LT e

v o -Mount teacher education models:hased on 'research ﬁndin'gs.t .

The nurgber of new models for teacher education in any givea. yéar is, e
\ generally somewhere between the number of declared Democratic presidemial* ‘
., candidates in 1976 and the yards O. J.\Simpson gains in a typical game. The - .
Journgl of Feacher Education virtually. abounds with'these boldmew venture)s\g. i

.. With the notable exception of a few recent protocol projects, most new pro- ¢ ~. .
grams are informed with more comnton sense -and goodwill than research N

) support, New programs ought to be motinted on a small scale and tested atevery
step of 'the way by v'igorous evaluation that is, in tum, based_upon ppévious-
research, ’ - oo

*

. Develop teacher education “programs. based on the achievement of '., -7
commonly agteed upon and specifically identified competefcies. L

-

Virtually the entire thrust of educational research in the past ‘decade -
suggests that effective teaching will occur only wheh teaching is fnore prepisely‘“\ . s
defined. Although such definitional specificity remains in an embryonic state, ¢

—~ it is possible to mount programs on this almost neophyte educational science.- .
s’ *'‘Competency Based TeacRer Education’’ is the best extant illustration of an’
effort to utilize research findings in teacher training programs. CompJex ‘act
such asteachtng need precise, testable models; at present most teachin 1g models . 2
are abstract, vague, and incomplete. The field of economic educatiop should,
“therefore, carefully and critically explore the potential of CBTE: &

. = . - ¥ .

¢  Clarify the rple of values and the process of valuing in econopfyic s

education training. . ¢
= N ‘e

Althougﬁ"ecoﬁomic decisio'n-rnaking involves making chéices "among {
competing values, models for teaching about’valuing have received little a
attention in most economic education training programv%’.‘:plicifs}n{es mod¥ v& T
els should receive a high priority in the preparation of economics teachers. :

o : c 0914 - ‘."
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Among the many competing values models, three——the moral development,
values clarification, and jurisprudential models—seemto have the most utrlrty
for the economics classroom because they are well developed, have
fdr effectiveness, and are widely used.
®  Model in training those principles of teaching and fearnjng that" the
teacher education program seeks to transmit. .
Our review of research on teacher effectiveness clearly co c& that if
teachers are expect display particular behaviors, they must, re%sé,atedly
shown these desirable behaviors in training, given ample dpportunity to prac-
tice the behavior, and provided with enoughfeedpack to alter their ineffective

behavior. o ) .
The simplest application of this strategy involves four steps. First, the

desired behavior is presented to the teacher through readmgs and enough ~

discussion to facilitate a clear understanding of th behavioral dimensions.

Sécond, the studeni istaught a demonstration thatlllustrates the behavior.

Third, the student téaches a lesson modeling the beh&vror to a small‘group of
peers and is given gonggete feedback. Fourth, the student tries the behaviorin a
live classroom. 'A‘hhough there are more complex applications of this strategy,
apy use of the tactic must empon a modeling-practice-feedbagk sequence.

>

e Encourafe the development of educational translators in their role as

intermediaries between educatronal researchers and teacher tramers

.t

Therc is a decided lack of commumcatron between educatror{al researchers
and trainers. The obvious symbiotic relationship seldom occurs. In fact,
seems the two groups rarely interact or even read one another’s literature. As a
result, many findings from educational research fall on fallow ground, and
teacher, education programs continue to be mounted on nonemprncal founda-
tioms. )

Toffill the gulf between these two groups, a middle-person role, much like
that already developed in economic education between economics and inser-

- vic&training, needs to be developed. The translators in this role would stand-
" “midway between the two camps and analyze, interpret, and summarize research
findings for teachers and teacher edugators. Simultaneously, translators would
present to the .research estate those problems and concerns that trouble prac-
titioners. lnevnably. better working relationships between the two, Broups
would develop. -

- )

. had
N ~
.

-
Develop fhore coopérative working relationships between ‘economists
and teacher trainers in unaergradqate economic education.

2 T e

& Most economists and many ¢ economic education directors H’ave not been
actrvely mvolved in the pedagogrcal training of- undergraduate students.

Academic ecpndmists’ primary contribution has been limited to the teaching of  +

[P
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¢ specific economics courses, while many economic education directors have
been- preoccupied with matenals and cumculum development or inservice
teacher training. ‘ s
Economusts need to continually evaluate the ugefulness of their courses to

Preserwce teachers and to analyze theirteaching beha\ 101 as a model for future
teachers Teacher educators need to plan new ways for both economists and -
oihér\ in economic education to become more involved in undergraduate
pregrams Cooperative efforts in the determination of course work for the
* economics education major, as well as parnupatlon in the methods coupse and

student teaching, should be considered .

.
L Imuate means for systematically analyzing and disseminating results
from both inservice and preservice teacher training 1n economic
. edupatlon.

“In the pastseveral years, thousands of teachers have pamcnpated 1N various .
mserwce economic education programs, especially those offered .by the
economic education centers actoss the country. Most of these programs have
been designed to upgrade teachers” know ledge about economics and their skills
in teaching econorics. Similarly, thousands of teachers have been trained in
undergraduate economic education programs. Unfortunately, few of these
instructional efforts, at either the inservice or undergraduate Jevel, hive been
systematically analyzed or reported. Syllabi outlining- course content and
spec1fy|ng particular training techniques need to be collected. In addition,
cntlcal ‘evaluatlon of teacher knowledge and skills resulting from student
qummg ne.edst{be completed and the findings shared with others involved in

\such programs. \\

. Expand i mservlce trammmgr‘m\m in economic education for teacher
s »

trainers. R A ‘(y\‘z\\\ °

* Although both economists and educators partncnp;te in the preparation of
the presérvice teacher, the primary responsibility for teaching specific pedagog-
ical skills and the utilization of various economics curnculum materials has *
traditionally belonged to the teacher trainer, i.¢. the methods instructor. Unfor-
tunately, many mgthods instructors today do not have an adequate understand
ing of economics, the various teaching strategies applicable to economics, or
available economics curriculym materials. ’

> To increase the effectiveness of teacher tramd}g in economic education,
renewed efforts must be made to increase the inservice training of methods
instructors$. Such programs should focus og teaching bast. ecénomic concepts, -
applying these concepts to typical classroom situations, and demonstrating
various cumculum,mdtermls Teacher trainers should be given ample, opportu-
nity to plan and teach, lessons applicable to their methods courses. Recent
inservice programs for such instructors at Purdue and Colorado exemphfy the

-

L type of efforts needed - . '

-
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%em froni the survey data reviewed that there exists a continuing
riodic review of certification and graduauon reqlurements from state

Econom; ’educauon needs to reexamine the Cahfomia Advisory Semmar '
proposals (and others like them) and reaffirm mimmal standards for teacher
certification and graduatmn in economics.

) # # #

. .
. 1 .

As the tide of activity in economic education during the past decade begins - *
to stabhze it is appropriate to take a reflective look at the field. This paper has
saught to couple that examination with some recommendations for the im-
‘pfovement of teacher education. Through this effort we have attempted to
provide a blueprint for the improvement of teacher education in economics.
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“Current and Future
Needs for Teacher .
:Training in o
Economic Education”
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Harris L. Dante
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In reply to the Mackey, Glenn, and Lewis paper, this respondent agrees

with most of the papér’s conclusions and récommendations. However, he goes
beyond their recommendations in suggesting that more attention be given the
‘role of economics in general social studies, the interrelationships between
economics and the other disciplines in social studies, and relationship betweén

economic education and school culture.

The paper pi'esented by Professors Mackey, Glenn, and Lewis.is
. .thoroughly done. This response will touch on some problems that were not dealt
with by the authors and raise certain issueg in another context. -

THE A‘TATUSI OF TEACHER TRAINING IN ECONOMICS EDUCATION

Itdoés seem that in spité of all the efforts described, there is relatively little
economics taught as a separafe course. Moreover, teachers responsjble for

economics at elementary and secondary levels, as well as methods teachers and -

supervisors at'the college level, are inadequately prepared. For example, in
Ohio, despite more than a quarter centiiry of extensive activity by the Ohio
Council for Economic Education, only 20,230 of the 921,004 students enrolfed
. insecondary social studies in 1973-74 were taking an economics course (these
courses were listed under eight different titles). Nearly 10,000 more students
were enrolled in psychology courses (Walker 1974). )
Project materials have had the problem of dissemination. Meno
Lovenstein’s Economic Curricular Materials (1966), one of the major projects
under the U.S. Office of Education Project Social Studies, contains a detailed

Harris Danteis Professor of History and Secondary Education atKent State University, Kent, Ohio.
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ninth-grade economics course and is sitting. on the shelf having scarcely seen
the light of day Studies indicate that only a small minority of social studies

+ teachérs are aware of the projects and fewer use them (Guenther and Duman
. 1973; Kimball 1970). Moreover, the new currictlar materials are not teacher
proof Some teachers have been unrealistic in the kind of help they expected the
matenals to provide, others have reverted to their usual way of teaching after
attendance at workshops and institutes.

The recommendations of the California report set some desirable goals,
butitis quite clear that most people teaching economics do nothave this kind of -
tramning. Neither 1s it likely that most economics professors, will become
involved in teacher training, except in the most mimmal way. Economics
professors, like scholars in other disciplines, are pnimarily interested in théir

» own areas of specialization. -

There is little doubt concerning the paucity of research on the training of .
economics teachers, and the authors’ conclusions represent an accurate assess- )
ment of this situation. One roblem in education is that we continually reinvent
the wheel. Wlthm the literature dealing with social studies curriculum are
studies which were done forty orfifty years ago and yetare quite relevant today
(Billings 1929; Marshall and Goetz 1936). Moreover, much educational re-
search consists of bits and pieces and is fiot cumulative (Gross 1972; Shaver and
. Larkins I973) There is lmle new lnformatlon regarding the characteristics of
good teachers, and agreement on the “pnmmve state’"-of resesreh has already
been noted. It is clear from research that teachers do not learn much about
teaching by being talked to and that many teacher education programs lack the
continuous skill practice and field-based experiences prescribed by the authors.

The writers’ recommendations for meeting research-and teacher trammg
programneeds are a contribution. Knowing more ecosomics may not in itself”
make better teachers, but teachers cannot be econpmuc illiterates. All
educators need to know more about how people learn. It has been demonstrated

, that students can understand the illustration of certain economic principles at
any given grade level. It1s less clear to whatextent the understanding of a given ~
illustration transfers to the economic pnncnple mvolved or (he technical ter-
minology later employed. ¢

The final recommendations presented by the authors are useful and prom-
ising. Some economists would find the value question troubling because they
see.their role confined to economic analysis and unrelated to social philosophy.

. Thus, contrary to the goal of many orgamzed'groups Supporting the study of

- economics, these economists do not regard it their responsibility to support
capitalism, or any other particular system, but rather to analyze how success-
fully“it allocates resources, distributes income,;and manages the economy in
general. °

The recommendation to expand inservice training grograms in economic
.education for teacher tramers seems especially fruitful. _The development of
_collegiate centers for economic education represents a direction that could be
most productlve : Nt

o
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ADDITIONAL ISSUES IN ECONOMICS EDUCATION

Bemg in substantial agreement with the paper, | would now like to raise
some issues which were not mcluded but which warrant serious discussion.

The Role of Economics In a Modern Social Studies Program

Generally the goal of social studies is seen as helping students engage 1n
critical thinking regarding controversial crucial issues of our modern democra-
tic society Thus,T is much emphasis on decnsnon making, problem solving,
and value conflict resolution (Engle 1971, Shaver 1967 Wesley 1972). While
there 15:no substitute for an independent economncs course, there is a quesnon
about the place of'economics in the social studies curriculum. .

Economics is central in any analysis of modern social issues and necessary
to the decision making at the heart of social studies. All students enrolled in
various social studies curricula should have a good foundation in economics.
Since economlcs\often conflicts with students’ conventional wisdam, it is
imperative  that any sdcial studies teacher have an understanding of basic
economics There is pro ably more distance between beliefs of the professional
¢ layman/in economics than in any other field. The issues of what
economics sho taught, when and where should it be taught, and how it
should be organlzed are questions Which should be decided jointly by the
professional economist and the social studies educator.

There is some danger that economists might ask for too large a share.of the
cumculum They should not make the mistake geographers made in insisting
on their independence and espousing the view that only geographers could
handle ge ographical material. It would be more realistic for geographers té help
histofy teachers to the point thatthey would at least pull the map down once in
awhile. Much more attention should be given to hoWw xconomists can aid the
social studies teacher, whose primary training 1s in another discipline, develop
economic concepts and generalizations.

Somez argue that the economic understandings needed for intelligent deci-
sion makmg do not require a full principles course. They asseit that history
teachers or problems of democracy teachers need to relate economios to the
issues at hand and to help students correct misconceptions—endeavors which
do not necessitate a course in economics pr'inci;')les. After surveying the
increased attention to economics in the schools during the early 1960s, John R.
Coleman "concluded ‘‘What we must do is to settle, not apologetically, but
gladly, for a few things done well. We must, in short not confuse coverage
with understandmg” (Coleman 1965, p. 76). " '

The question may bé, Is it less desirable to somewhat fragment a disci-
pline, at.least in terms of a complete understanding of its structure, or.to
fragment the understanding of a complex problem? Dan Selakovich contends,

Those who are charged with the teaching of the social studies must begin

\. sémewhere in an attempt to bring togethér and utilize for teaching purposes the

.
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content of the several disciplines of the soci;:l studies, even though the effort
may lack something in the expertness of its aTIysis" (Selakové’ch 1965, p. 55).

.The Interrelationship of Economics and Other Social Sciences

If the new directions being plotted for the socialtstudies are to be followed,
the interrelationship of economics with the other social sciences must be
examined. This would require a movement in the direction of multidisciplinary,
of not interdisciplinary, approaches. Moreover, it is generally agreed that the
social studies today jnvolves much more than simplifying the instruction of
separate social science disciplines (Engle 1971; Shaver 1967, Wesley 1972).
Many economists are recognizing that the nature of madern social problems is
forcing more interdisciplinary understanding and more application of economic
theory. Itis already apparent that the ‘‘new social studies’” of the 1970s will be
different from that of the 1960s, with its er{ﬁhases on the structure of separate
disciplines and on cognitive learning.  *
€2 If all the problems of economic education have not been solved as new
ones have emerged, it is not because economics has bebome obsolete. The fact
is that economics is a dynamic science, with a body of knowledge vital to any
modern social studies program. As Charles L. Schultze (1972) has observed,
the fault is more likely to be the underemployment of economics. |

A growing number of economists, not just the Galbraiths anq t(?e Heil-

broners, has criticized the quantitative aspects of our emphasis on edonomic .

growth, All six economists whe cooperated with the Committee for Economic
Development in contributing to the fourteenth annual review of economics for
Sa'ay Review **are predominantly negative in appraising the, relevancy of
their field'’ (‘‘Does Economics Ignore You?'’ 1972, p. 33). They trace the
troubles of modern *‘post-Keynesian®” economics back to the 1960s and the
. emergence of problems for which éconemics held ne answers.

The goal of economic growth has itself been threatened by a host of critical
domestic issues and aggravated by the néglect of the public sector toward such
foundations of the future as education and basic science. Problems of industrial
pollution have raised questions about the extent to which continued economic
growth threatens not only the ecological base of the ecbgomy but human life
as well. - K ) .

“Thus, there is a question about whether the great social disorders of our
time can be managed without ‘‘rocking the boat by redistributing income or
breaking up the great industrial and financial centers of power’' (Fusfeld 1972,
- p- 36). Economists, too, must be concerned with the quality of life and will
have to unite with other social scientists in a broad attack on modern social Y
problems. ‘Leonard Silk in thé New York Times writes: ¢

It seems to me that efforts tosolveeven . . . traditional economic
" problems L)anngt be hampered, but only advariced by a deeper
understanding of many matters that lie beyond the boundaries of
conventional economics (Silk 1972, p. 35). ‘
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Whlle the ldeologlcal differences of a Galbraith, a Samuelson, gnd a
Fnedman have always been evndent there is growing agreement among profes-

sional economistg that there must be more application of economic theory to -

socidl problems and more interdisciplinary cooperatign ina concerted effort to,
“find solutibns. . '

The report of a: research study dlrected by Phil Wass. at the Center for
Economi¢ Educatidn, University of Connectléut came to the same conclusion.
The repOrt, "Developing an Economic Educanon Prograt‘n Jor the Future,
states, ‘‘Economic educators of the future should be known perhaps as social
science educators, or at least havé the background, ability, and interest to
promote economic education within a broader |nterd|sc1pllnary content’’ (Mor-
rison nd., p. 18). Many students enrolled in comprehensive social studies
programs shy away from economics. They ‘come into the so-called social-
studies methods class thinking largely in descriptive terms, and their economic
understanding is minimal at best. This may be because the primary interest of
many students is history, but it may also raise questions about how college
economtics courses are often taught. .

Consumer Economic Education

3

Another curricular problem has to doo with the”place of consumer

economics in a social studies program and the relationship between recent '

‘movements for more consumer education and economic education in general
Constlmer economics began to replace conventional theoretical economics
prior to World War II, but its popularity declined during the postwar years when *
demands for more rigor in secondary education, including more attention to
economics as a discipline, began to increase. Emphases shifted from descrip-
tion to analysis, from the individual to society, and from micro to mac-
roeconomics. When an entire issue of the'NASSP Bulletin was devoted to
economic education in 1965 not a single article on consumer economics was
lncluded ]

While many professional economists would agree that consumer educa-
tion is important, it is not economics as they perceive it. It is true that in tHe past
consumer-oriented courses have emphasized specific consumer problems,
some trivigl, and have often treated such problems in isolation. The charge has
been made that such courses did little but disseminate |nformat|on and good
advice.

Today various consumer groups have aroused new interest in consumer .
_education and related it to larger social problems. The subject is treated on a

more sophisticated level lnvolvmg the understanding of price discrimination
against minority and low-income groups, pricing policies, the intricacies of
credit, and the psychologncal basis of advertising. Thrift is also considered in a
variety of social contexts to’develop insights and concepts that illuminate many
consumer problems. :

Charles Chandler sees consumer edt‘catlon as part of a social studies
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“program rather than home economics, business education, or vacational educa-
-« tion curricula. He notes that it could also play an important role in translating
economic theory intQ action. *‘Entering the world of economics through the
consumption door might weII“provc'de much needed motivation and a certain

realism to the study of economics'generally’* (Chandler 1974, p. 148).
Because the economic system exists ultimately for the sake of consump-
> tion, changes in wants need to be studied. Hence the study of secondary
economics should focus on process, development, and change. Chandler con-
. cludes, **An economic system, after all, ultimately must be judged by the
. human satisfactions which it makes possible. And this is what consumer

- education is all about™ (Chandler 1974, p. 149).

Economic Education and the School Culture

. It may well be that we have concentrated on changing the program and the
teacher without sufficient knowledge of and accounting for the culture of the
school. The school system often permits and tolerates diversity, with limits
determined in part by faulty self-perceptions of both principals and teachers.
Relations between specialists and principals, as well as specialists and teachers,
contribute to the prablem. We need to-understand much more about the culture
of the SChOfg!ﬂi it ?e'lates:to change (Sarason 1971).

—_ # # # e

This rqs'gonse has focused less-on the problems of economic €ducation
apart from social studies education and has concentrated more on.the contribu-
tion ecqnomics can make to ari-issues-centered social studies program. It has
also examined what help can be given teachers whose primary training is in
other social science disciplings and how social studies methods teachers can

. learn more about economics and how to teach it.
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In this response, the author. challenges some of the conclusiohs reached by
Mackey, Glenn, and Lewis and suggests that the conclusions do not reflect the
reality of the problems«engountered by most developers of feacher training
programs. He also suggests several additional recommendations, including'the
forging of a grand alliance between schools of liberal arts and schools of
education, the development of a ‘new type of economics edycator who can
translate the frontiers of ecanomics knowledge into K-12 currioulum, the
° redesign of teacher training programs to focus on educational dgvelopment_?s a

-12 continuum, and the implementation of inservice training programs as [
ongoing, building events rather than *“patching up’’ efforts. N

. . -
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My response to the paper of the Minflesota team is distéd/by two of m
life experiences. The first occurred six years ago when the University of
Colorado received a substantial grant from the National Science Foundation to
improve the s‘dc_ial science and teaching competence of future elementary and
secondary teachers. We developed a creative design to coordinate the eheore;i;’
sociology, social anthropology, social psychology, and the.search for
justice—and demonstrated how the fundamental ideas of these disciplines may ﬁ_;, ,
be related to the éxperiences of youth from grades 1-12. The program was
adopted by three universities, one also supported by NSF to assess the trans-
ferability‘ of the program.

AS

o Lawrence Senesh is Professor of Economics at the University of Colorado.
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cal structures of six social science discipliryes———e_cononigs, political Science,”
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The program is successful, but there is one hitch. Scarcely any education
majors, for whom the program was designed, are enrolled in our class at the
University of Colorado. It is argued that requiring any specific social science
course wouldsviolate the academic freedom of the students. So? students elect
courses in social sciences with little regard for the future usefulness to their
profession. [t is possible for’ education majors inclementary education or
education majo;s in secondary education distributed studies -to fulfill the
dcademic requirements 1n social science with such courses as Self and Con- .
sciousness, Marriage and the Family, or Witchcraft and Sorcery.

. The second life experience is a discovery. | discovered that the School of
Education is a harem surrounded by high walls. Inside the walls are_the
members of the harem—the faculty. Some are young; some are old; some are
attractive; some are noLso attractive. The dean is the sultan and he controls the
harem. A few yeamﬁg‘l)overs, usually aging full professors from the liberal

. arts, are running round and round outside the walls, hoping that before they

o suffer a heart attack they may get into the harem for one day. Theré is little hope >
for such pleasure. Assistant professors from the liberal arts college do not dare
to chance such an itlicit relationship with members of the School of Education.

. The *'Big Brother’’ from their own department is watching them.

- —_r

2

THE REL’::ATIONSHIP BETWEEN ECONOMICS AND EDUCATION

l'envy the Minnesota team because they have nbt had such experiences. ‘
Perhaps this 1s the reason their paper rests on two unstated assumptigns: (1)
there 1s perfect mobility of talents between the liberal arts'college and th¢ school
of education; and (2) faculty behavior is rational. )

The team is askjng a revolutionary question which before onl heretics,
dared to ask, ls a basic introductory. course in ecoriomies sufficjent for a
perspective on the discipline? This question is legitimate not only for, teacher
training but also for the liberal arts program. :

Unfortunately, ‘the Journal of Econontic Education is so}rcoccupied .
with'measuring the effectiveness of economic principles courses that it gives no
attention to innovators who might corppletply replace the principles with new,
more imaginative approaches to economic competence. At present, articles
without quantitative measurement are not accepted by the joumal.

The authors also refer to the options of one- or two-semester introductory
courses. It would be interesting to learn the content of the one-semester course.
It is my hunch that most universities sefl cconon@ic knowledge by the pound.
Future teachers who take a one-semester course may get only half the beast,
either macroeconomics or microeconomics. There are few universities which
offer a one-semester terminal course for noneconomics majors.

"
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TEACHER TRAINING .
The Minnesota team devotes considerable attention to the question. How
can economic knowledge be transmitted to the teacher, to the teacher trainer,

and to the elementary and secondary student? The authors state that the models |

for preservice and inservice training are innumerable. According to the authors,
there are as many models as there are Democratic presidential candidates in
1976. Howevet, this affalogy, is not accurate. The Democratic candidates
present a wide spectrum from Fred Harris to Henry Jachson. | would rather
compare the range in training models to the spectrum between the Republican
candidates, Mr. Ford gnd Mr Reagan.

To illustrate, the model for most inservice summer institutes calls for. f1) .

economists to lecture from their old classroom notes in 'the morning, (2)
educators to lecture on curriculum theory in the afternoon, and (3) economusts
and the educators to carefully nor meet. As aresult, in almost all worhshops the_
content and methodology are hopelessly divided. ‘
. The authors ask a moratorium on the development of teacher education
models uniess the models can be plugged into a vigorous research design. | urge
“exactly the opposite-approach. Get funds for a dragnet operation. Canvass
innovators and innovative practices throughout the country and study them to
find out what makes these innovators and innovations tick.

1 urge that resources be spent to organize multdisciplinary experimental
teams in colleges. These teams can identify and observe those academic
gatekeepers who promote or hinder the formation of an educational system
committed to improving the economic competence of future teach.grs These
experimental teams can develop a new system. a yardstick operation, which
combines knowledge and teachmg__ competence for elementary and secondary
teachers.

Wlfh such a preservice system, the inservice tramning program will fall into
its proper place Workshops will cease to be the repair shops of defective
teacher training programs. Theif task will be to close the gap between the
frontiers of knowledge and the curriculum. Economic educators leading such
workshops will have new missions. They will become scouts who scurry back
and forth between the fromtiers of knowledge and.the classroom. ,

niwould like to add a new recommendation to those of the Minnesota

tea encourage the training’of a new type of economic educator who will be

able to translate the frontiers of knowledge into the K-12 curticulum. In the

Jpast, the educator’was responsible for transmitting old knowledge and culture.
, Today the body of knowledge is expanding so rapidly that economic educators
must be equipped to transmut new knowledge, and this transmissign must occur

immediately; it1s no longer possible to wait ten or 20 years. It is important for

economic education to be dynamic and geared to the future. Ph.D. candidates in”

economics and doctoral candidates in education should be required to attend a
seminar in which they are exposed to learning theones  which help them relate
'the cutting edge of knowledge to the expenences of students in every grade
level. 2 3 O ,
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TEACHING PRACTICES

When it comes to transmitting knowledge to the studept the team recom-
mends that teachers should know the nature of children’s economic ‘thinking.
This recommendation is very narrow. I recommend that teachers study chil-
drens’ life experiences—experiences which are potentially so meaningful that
the fundamental ideas of economics can and should be related to them.

There should be a new emphasis on the importance of values in teaching
economics. It is extremely important that students identify those national
priorities which will build a more perfect union and which are based on our
Constitution’s ideas of justice, domestic tranquility, common defense, and the
blessmgs of liberty. If the class agrees that the national pnonty is the use of
resources for improving the quality of life, then the students should discuss
which values should be strengthened to achieve this goal. No market
mechanism, no-coercion, can stop our environmental deterioration as effec-
tively as changed’valye preferences.

o

"

.The authors also emphasize the iwportance of professional commitment.
’I’hey use the standards of lawyers as examples of professional commitment. [
would hesitate to go so far. Also, the Minnesota team advises training courses
in human relations. Forget these techmcal courses in group dynamics. I would
encourage’ teachers to take more courses in the humanities, from which the
commitment to humanity will emerge.

/
ECONOMIC EDUCATION PEDAGOGY . )

The first part of the paper is pedagogical. I plead with tke authors not to
write a Marxist interpretation of the history of economic education: first was the
economic education jungle (thesis), which begat Brunner descending the moun-
tain with the tablet (antithesis), which begat the Task Force of the American
Economic Association recommending the teaching of ‘*minimum economic
understanding’’ in the secondary schools (synthesis). of the Task Force
dictatorship, the Utopia of modemn economic educatiofi Will emerge.

The historian of the Minnesgta team should recognize that between 1948
and 1960 the history of economig*education was an exciting one. In the 1950s,
economic concepts were alpéady being related to childrens’ experiences in
every grade level. At the Merrill Center for Economics sponsored by Grinnell
College, an exciting conference in June 1958 discussed teaching innovations in
college economics. The Joint Council on Economic Education was in the
forefront. of revolutionizing economic education long before anybody else
thought that children might be able to learn about the economic system or about
economic theory. In the 1960s, the Social Science Education Consortium
developed the structure of social sciences out of which a grades 1-12, concept-
oriented social science curpiculum was born. The progress between 1948 and
1960 was so rapid that the holy institutions mentioned by the Minnesota team
have not yet caught up.
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HYPOTHESES FOR EFFECTIVE TEACHING

Finally, 1 would like to add_the following hypotheses to the authors’
inventory for effective teaching; ’
14

19 -
Teaching is more effective if it is relatéd to social reality.

Teaching is more effective if it ns‘relatéd to the“goals of the individual and
societyq U ) t
X . Teaching of history and geog;aphy 1s more effectivy if it is related to the
“study of persistent ecQnomic problems.

T <, LA . S . K
Economic teaching is more .effective if it 1s rélated to the other social
science areas and to the humanities.  ~ | .., -

e

' Econom'ic teaching is more effective if teachers practice self-evaluation.

Economic instruction of elementary and secondagy levels is more effective
: if it is future oriented. '

> 1

“Teacher training is more effective if knowing and ways of knowing are

treated as indivisible. R I S

3 .‘ ’ . s '
Teacher training eould be more effective if acadernic departments.would .
work together in the interest of teacher training.: :

Teacher training”could be more effective if Ph.D. candidates could be

exposed ta learning theories and to the management of experimental
classrooms, ,

. 5. ' ~
- ( ' )
. TEACHER.TRAINING—PRESCRIPTIONS FOR THE FUTURE

The future of teacher training depends on the following actions:

® A grand alliance between the liberal arts and the school .of education’

should be drzliztfm\s should be a constructive int‘erchangé where;n' con-

P . tent and methodology can merge. ~

®  Identification of teachers should be made as early “as possible, preferably
in the freshman year. . ’ .

. ) {
®  Teacher training should not be broken -into. elementary and secondary
education because there is need for continuity in the K-12 curriculum.

a Current procedures are too fragmented. Educational development should
always be viewed as an organic whole, and the child should always be
in a K-12 continuurh. A . )

®  Teachers must have a paid summer vacation and the financial’security
necessary to keep their mMds and methods up to date during the summer

-
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. months. Inservice training programs should be ongoing rather than a
patching-up of past sins. ~

1 ‘Because the changes in our natural and man-made environments have been

750 drarhatic in the last quarter century, the response in teacher training should be
~= equally daring. Unprecedented reform in teacher training is sadly needed.

. -
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Needs for ,

- Evaluation in '
Economic
‘Education

.. - . B
~ | »
John C. Soper .

ﬁ

After reviewing various approaches to evaluation in economic education,

© 77 | theduthor of this paper argues that we should focus on the impact of economic

education on student achievement and give greater attention to establishing the
magnitude of these effects. Soper then discusses the choice of evaluation -

instruments and research design and weighs-the merits of nationally normed

~—Instruments versus instruments designed to evaluate specific program

activities. The author concludes by proposing a general model of evaluation

. for economic educators and teachers who seek to evaluate their own programs
“or those of others. The usefulness of this model in evajuating seconddry
D e programs based on the World of Work Economic Education Curriculum is - .
demonstrated.

One can be agatnst evaluation only if one can show that is it improper to seek an

2. answer 1o questions about the merit of educational instruments, which would
: involve showing thal there are no legitimate activities (roles) in which these
w0 " questions can be raised, an extraordinary claim. :
oy ) . Michael Scriven in The Methodology of Evaluation
el - R e
" anon Thie term evaluation, in the context of educational programming, is broad
and somewhat forbidding to both the casual observer and the concerned

professional. To,sharpen the focus, some definitional efforts\seem in order.
One useful attempt at a definition of the term has‘mvided by the

Phi Delta Kappa Nationhal Study Committee on Evaluation: “‘Educational
evaluation is the process of delineating, obtaining, and providing useful
&ﬁ; information for judging decision alternatives’’ (Stufflebeam et al. 1971, p. 40).
A second® formal definition, one which is more direct in its “orientation,

« states: “‘Evaluation is the determination of the worth of a thing. It includes

John C. Soper is Coordinator of the Office for Economic Education and Associate Professor of
Econoriics at Northern Illinois University, DeKalb, Hlinoss.
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‘.

obtaining information for use in judging the worth of a program, product,
procedure, or objective, or the potential utility of alternative approaches
designed to attain specificied objectives’’ (Worthen and Sanders 1973,p. 19,
emphasis added). It

Although on the bases of the above definitions, evaluation can still mean

many things to many individuals, for the purposes of this paper 1 choose to
restrict discussion to ‘‘hard’’ or ‘*payoff’’ evaluation. The principle reason
for narrowing the focus of the argument in that manner is'the need for substan-
tive measures of the impact on students of economic education programs
in geperal (see 13aac and Michael 1971; TenBrink 1974; Worthen and
Sanders 1973). Obyviously, such agrestriction here does not preclude other
‘types of evaluation (e.g., indirect or ““intrinsic’’ types) in the field, but
direct estimates of student gains in cognitive and affective abilities ‘or
achievements in economics should receive our closest attention.
“‘Economic education’" itself is another term in need of some definition if
we are to concentrate our efforts in the right direction. Fortunately, we
have before us the just-completed delphi study of°Horton and Weidenaar,
containing a pithy ‘‘consensus view’’ of what we, as economic educators,
are presumably about: ‘‘Economic education is defined to mean activities
which promote a wider understanding of basic economic principles and
their possible applications, as a matter of general education’ (Horton and
Weidenaar 1975, p. 44). This definition is particularly appropriate because it
emphasizes that economic education is far more than just ‘‘courses in
economics.’’ Rather, economic education occurs in activities which may take
the form of courses but may also involve the infusion of economic principles
« " (and their application) in other (nonecenomics) courses or modules. ’
Moreover, the Horton-Weidenaar definitioh stresses the general education
approach of economic education. This means that economic education is for
everyone, not just for potential college economics majors, college-bound
youlths, or some other elite subset of the general populace. Whén' we cast tht;
net'this broadly, evaluation of our educational efforts becomes even more
important because we must concern ourselves with questians about what works
best for. different ‘‘types’” of learners, and how we can get “‘the biggest
bang for the buck’’ in an era of declining real resources for education.

In combining the above definitions, we also have some additional
guidance tn our approach to the evaluation of economic education efforts.
Policy Studies in Education is nqw in the process of conducting a major
_ndtional study entitled, **Working Propositions: Effectiveness of Economic
Education in Secondary Schools.”* At the end of this paper the 27 working
propositions tentatively identified in this study are stated. They provide a ready

a
N

* This study nvolves the search for better evidence and better propositions regarding current efforts
to teach economic knowledge and attitudes tn grades 7 through 12 A tentative hist of ““working
propositions** 1s now being circulated to a national cross section of interested professionals for
review. modificaion, and extension and for confirmation or refutation of the evidence
accompanying each proposition
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frame of reference for'assessing needs for evaluation in economic education and,

pinpoint a number of areas where evaluative evidence is-weak or uncertain.
While no one should take the current list of proposiions as definitive, it

does provide us with some kind of starting point. | take z{s_theJ(equne,

““Economic—gducation increases students’ economic knowl-
edge.” Without demonstrable evidence of the truth of this proposition, all
of most of what we are up to in economic education 1s for naught. 1 say
“'all or most™ because Proposition 4 may be considered of near-equal
importance: "*Economie education affects attitudes toward economic topics
and issues."” " .

Thus I take as a given that we must be able to Show the worth of
our programs through the gains of our students in the cognitive and/or
affective dimensions relating to economics No one reading this is likely to
be stunned by such a statement of prionities; yet althaugh it is a proposition
accepted by nearly everyone, it is practiced by very few. Economic
educators, ‘in particular, are prone to slapping one another on the back,
complimenting our peérs on how well we *‘‘handle’’ evaluation—relative
o other disciplines. However true this may be, our delivery of concrete"
evaluative studies, especially at the precollege level, is wanting in many

respects. In particular, we need to know a.great deal more about the magnitude -

of the impact of our economic education activites, a need which emphasizes
the general réquirement for using relatively robust statistical techniques such
as multiple regression analysis. We also need to examine closely the differen-
tial effects of our economic edueation efforts on students of differing
. abilities. Most evaluators in the field have failed to disaggregate their data
bases, especially by intelligence proxies or reading levels, to get at what works .
best for ‘“‘slow,’ ‘‘average,”” or '‘fast’ learners. [Exceptions to this
statement can be found in the work of Marston et al. (1972) and:Marston
and Lyon (1975).] -
Elsewhere in this volume, George Dawson reports that roughly 800
studies of economic education at the precollege level have been completed or
are now in progress. However, only a2 small number of these studies have
appeared in readily accessible places or report evaluative results of a repli-
cable nature Moreover, even our college-level curricula, instructional
technologies, and motivational strategies are domiiated by ‘‘one-shot”
experimental designs. Very few studies extend beyond one institution, one
classroom, one semester, or one substratum of the stadent population.
Btyond this,few studies have been adequately specified, in a theoretical sense,
making the int‘erpretation and comparison of our empirical results tenuous at
best._And few studies have been completely free of persistent methodological ,
errors on the empirical side, meaning that generalizations are difficult if not
impossible. [See Dawson (1976) for an up-to-date survey of college-level
program research in economic education].
Finally, with regard to the affective or attitudinal dimensions of economic
' education, the 1971 remarks of Lewis and Orvis stand littie changed today:
““Attempts to assess the extent to which instruction in economics (or the
- . - )

ElﬁC o 33 230 o

Aruitoxt provided by Eic: - -

[y




- *
. "
7 .
instructor of economics) changes student opinion (attitudes or values) on
controversial issues are still in their infancy'* (Lewis and Orvis 1971, pp. S

Q
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10-11). They cite a total of 20 studies which deal with attitudes, values, or
opinion, but only half of these had appeared in published sources at the time.

It should be apparent that, with a few notable exceptions, we have barely
scratched the surface of the attitudinal dimensions of economic educanonak
evaluation.* )

Despite the limitations and inadequacies of our efforts to date, there can be
little doubt that substantial progress has been made in the evaluation of
econormic education actities. Instead of dwelling on problems of the past, 1t
is clearly more fruitfu} to build on its successes and attempt to establish the
parameters of a general model for evaluation of economic educational efforts
in the fuiure. Prior to doing so, however, some remarks on objectives, testing .
instruments, and basic research design are in order. s

. : v

. .

ACTIVITY OBJECTIVES AND CHOICE OF
.~_- EVALUATION INSTRUMENTS

Any evaluation must begin by considering in detail the objectives of
the particular curmiculum, educational instrument, or other activity which is the
object of evaluation. In order for quantitative assessment of thesg objectives to
take place, at some point in the activity the objectives must be expressed in
operational terms. That is, the objectives must be formulated so-that an :
informed, objective.observer can either verify the attainment of the objectives
or determine that they have not been met.

Once a set of operatiohal, verifiable objectives has been identified, the
next crucial step is choosing instruments to measure objective attainment.
In economic education, as undoubtedly in most disciplines, a trade-off exists
between the broad acceptability of nationally normed jnstruments and the
extent to which such instruments validly measure the objectives of a
particular activity. THe virtues.of widely known, nationally normed instru-
ments are numerous and quite compelling: (1) they have been substantially
*‘debugged’’; (2) they have known rehability characteristics; and ¢3) they
provide a clear-cut standard (i.e.. the national norms) against which the
activity to be evaluated can be compared. On the other hand, it is virtually
certain that some proportion of the instrument will be invalid for the specific
activity undergoing evaluation. That is, it 1s highly unlikely that all quéstions
on a given nationally-normed instrument will test student knowledge of all-.
objectives to be evaluated. - e

*For examples of economic education evaluations involving aspects of tie affestive domain, See .
Horton 1972. Karstensson and Vedder-1974. Lloyd 1970, Luketetal 1974, Luker 1972, Mann
and Fusfeld 1970. Rothman and Scott 1973. Stou and Rothman 1975. Sloane 1972, and
Thompson 1973. Two excellent sources concerning measurement in the affective domarn are
Osgood et al. 1957 and Snider and Osgood 1969 ’
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The evaluator may {hen b2 forced .to construct a new instrument

specifically-for the pirposes of the task at hand. However, the development

of such an msgument‘ is in fact an enormous undertaking in nself
especially if the product is to be valid, reliable, and trul)g objective. Very few
" program evaluators are in a position to afford the luxury. of devotmg the
necessary time and effort to this ‘task, particularly when their major efforts .
have to be allocated to tasks such as project development and implementation .
Thus, i all but a few cases, the evaluator’s optimal choice will be to
sacrifice some degree of task™specific validity to gain the obvious advantages of
preexisting, gational instruments of known characteristics.
. * Finally, there is.the case where there is no instrument which even remotely
* reflects the needs\of the project evaluator. Fortunately, for cognitive-domain
evaluations, the economic educator is unlikely to encounter such a situation.
At all but the intermediate-to-advanced levels.of college economics education,
nationally normed tests of economic uhderstanding are available, largely
through the work of the Joint Council on Economic Education. At the pre-
college level, five such ins ments are currently available and a sixth is now in
progress.”* / R ‘ o
However, in the affective domain, there are no nationally developed '
instruments for the assessmént of changes in students’ attitudes, opinions,
\ or values coﬁerning economic matters. It is true that numerous affective
instruments have been locally developed for particular purposes, but these are
neither readily available nor of known or widely accepted quality... Hence,
the evaluator interested in affective changes will usually be forced to
develop a new assessment instrument or, -at the least, to modify an existing -
\dewce to suit the 'specific needs of the evaluator. -
Whatever instruments are selected or devéloped, the evaluator has an
obvious responsibility to check the conformance of these instruments to the
stated or impligit objec ives of the activity under scrutiny. To ‘some
extent, “invalid”’ questiol® or parts of an instfrument may be lef the
testing sequence, as thesé items (when they are truly invalid) will simp
add random variation to the scores of the students tested. It is also possible
to score only those items on a given instrument which validly measure the
objectives of the activity. In any event, such considergtions of objectives and
evaluation instruments must occupy a significant ;zace in the scheme of
priorities for i i’ evaluation effert. Withoutythis careful attention, the
evaluatign can prove to be a disaster regardless of its technical execution.

- -

N
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*The exisung instruriients are (1) the Primary Test of Economic Understanding, (2) the Test of
Elementary Economics. (3) the Junior High School Test of Economics, (4) the Test of Understand.
ing in Personal Econonucs. and (S) the SRA Test of Economic Understanding. Now undergoing
development is the Test of Economic Literacy . an 1 1th- and | 2th-grade instrument based on the new

. Master Curriculum Project of the Jomt Counct

::lb - -~ ~ .
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. Assuming that matters concerning activity objectives and measurement
devices are satisfactorily resolved, the question of research design must be
addressed. The protofyplcal research design used ir economijc education
evaluation has been, and in most cases should continue to be, the experimental
group/control group, pretest/posttest design. In néarly all activity evaluations,
the need for a dichotomous breakdown of student subjects into experimental
and control groups is of very significant proportions. Without this breakdown
it becomes very difficult to isolate the activity-specific learning for which we
are searching. Although the\expenmental control desjgn has inherent pitfalls
of its own, it remains the principal tool of the educational evaluator in
assessmg the impact of a given activity. * ’

Of roughly equal importance is the.pretest/posttest sequence typically
eniployed today in economic education evaluations. Pretesting of both
experimental and control groups prior_to the introduction of the program,
project, or activity accomplishes a number of important tasks. It provides a
check on the rough comparability of the control and expenmental groups;
it generates invaluable data concerneng the prior economic knowledge and
general ability of the individual students; and it establishes a *‘learning floor’’
or baseline against which subsequent learning can be compared.

By securing pre and posttest data on both experimental and control
groups, the evaluator has before him/her the neces‘ary components of a first
approximation in evaluating a given activity. These data, when arrayed in.a
2 X 2 table, provide the grist for a hypothesns testing mill,* relying on
the simple r test. Even the project evaluator with stnctly limited resoarces
(or the classroom teacher with no evaluation resources) is in a posmon to
complete this IeveI of evaluation. Though imperfect in a number of important
tespects, this mode of quantitative evaluation should be a sine qua non for
the evaluator and a bare minimum for the assessment of an activity’s

_worth (see Campbell and Stanley 1972). . .

A

A GENERAL MODEL FOR EVALUATION

Major curriculum development and implementation projects or any,
sizeable economic education activities impose requirements for moré detail
and sophistication in their evaluation designs than can be wrung from the
above technique. In particular, the major ‘‘imperfection’” inherent in the
simple 2 X 2 research design is the sproblem of aggregation of individual
student.observations into experimental and control groups. Except in cases
where there is a virtually unlimited sample size and where assignment to
control and experimental groups is purely random, the evaluator can never be

" certain that observed differences (or lack thereof) in “test results befween |

the two groups is due solely to the, activity being evaluated. Unless the
evaluator is confident that students grouped into experimental and contro}
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categories are substantially alike in all re sti ned in
matched pairs), there is the strong possibility that nonrandom variation in such
characteristics might be generating the observed differences (or lack thereof).
‘Perhaps of greater significance is the need to identify and measure the o

underlying determinants of student learning as they experience a given
economic education activity. Uncovering these determinants is of critical
importance in attempts to individualize student learning or to work on the-
problems of differing §tudent abilities. Moreover, the need to pinpoint areas qf

- powerful interactjon among the underlying'determinants of student learnjig
should be clear to curriculum or materials developers. *‘Better’” curriculd or
*‘better”” materials are as likely to result from this type of scientific arf lysis
as from the creative genius of their authors. To argie by analogy, thd need
for the evaluator to focus on the underlying determinants of student 1 ing -
is as acute as the need of the economist to focus on the nonprice determinants
of demand in trying to predict, say, automobile sales or wheat purchases next
year. . . - . ‘-

. Refinement of a general model for evaluation in this dimension calls
for substantial data gathering as a first step. The question then becomes, What
data? Here there is room for debate among economic educators (as Dawson’s
paper in this volume amply illustrates), but again we can take a leaf from
the economist’s notebook: in seeking after the nonprice determinants of °
demand, the economist looks for a fairly restricted set of variables, such as -
income or prices of related goods, rather than an exhaustive list of
everythipg that‘copld‘conceivabI;{ affect quantity demanded. In like manner,
the evaluator of economic education activities ought to focus on the main
determinantsyff student learning. Thus We ought to be interested in a model of
the learning Jrocess which can be estimated reliably by reasonable economic
maximizersfhaving-limited'time and limited resourcgs for data collection and
analysis.In short.‘yvez need a model which is both powerful (in the sense that it
yields reliable and consistent predictions of learning behavior) and simple /
(lest we spend alt-of our time collecting, *‘cleaning,” and manipulating data,
and none on ‘‘doing’’ what needs to be done). )

Such a model should express student learning as a function of three broad

classes of variables: (1) thé individual student’s stock of human capital, (2)
the intensity with which the student utilizes that stock, and (3) the environment
within which the leaming takes ‘place. The **human capital” class ought to
contain variables representing the student’s native endowments, including
intelligence or reading level, *‘maturity”’ (e.g., age ogagrade level), student
sex, prior knowledge of economics, and perhaps aO¥lenal measures of
socioeconomic ?mdemographic background. The second category, ‘‘intensity .
of utilization,” calls for some measure of student effort, motivation, or
interest in the subject matter. Finally, the ‘‘environmental’’ class should
contain those variables related to student performance which are not embodied
in the stiident. For instance, the experimental-control varjable is an aspect of .

- the learning environment (and the variable we are primarily concerned with
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in the evaluation). Insiructor, sénoo}, materials, or media—charaﬁcxiuka
properly belong in this class as well. With respect to the instructor, his or
her knowledge of and training in economics should be of significance.
The particular -activity undergoing evaluation may also employ variations in
teaching strategy or approach, or materials of divergent types and qualities.
Where such variations are a significant aspect of the activity, they, should be
accounted for in the evaluation design. Figure | provides a schematic overview
of the variables and time sequgncing imphed by this general model.

.
A -

Figure 1

Schematic of Variables and Time Sequence for Evaluation

Beginning of
Prior to Course Course During Course End of Course After Course
> e e e - I | . o i i —
*Human Capttal * Entry Level Enytronment’ Adhuererent . Retention
Intelhigence Pretest Expenmental Posttest s Restest |
: MOres — control group MOores scores
* Reading lével Attitudes Teacher char Course grade Atntudes
actenaties ~ A
, ,
B
Matunty Interent Teaching approaches Attitudes Lasting interest
. A
Sex Medi/matenals ! . , -
- Pror knowledge N School ANt g
of economics " vanables  © %
’
Family background. Unlization Rutes
status of charactens Student motisation

[ Tlmgi.pcnx

Effort proxy - a

Its focts on the time dimension highlights the need for more longitudinal
studies in economic_»gducation evaluation so that we can gain a better
understanding of the process of knowledge (or attitude) retention (or decay). -
> Ideally we would hope for some residual impact as a result of our activities,
but evidence on long-term student retention is rare in the economic education
literature (se¢ Dawson’s references and comments on retention elsewhere in
this volume). Figure 1 also suggests the multidimensional nature of the
, “*outputs’’ from the learning process. In addition te student postscores on
ohe or more cognitive instruments, we ought to consider affective domain .
variables (e.g., ‘‘attitudes’” and **interest’’), and retest scores after some .
time has elapsed (preferably a year or more). :
At this point it may be worthwhile to pause and think about the - |
* task of collecting the relevant data in manageable ways. Figure 1 may appear
to indicate a monumental effort just to assemble the suggested data, base.
In the most elaborate research designs, this is often the case. However, the
schema of Figure 1 actually contains far more than we need in- many cases.
Recall the demand-prediction analogy. If we have reliable estimates of only oner
or two variables in each, major class (i.e., human capital, utilization rates,
and environment), we may be in a position to generate useful results.
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In\fact, we may be better off statistically by economizing on the number of
variables collected for two reasons: (1) the smaller the number of variables
collected, the smaller is the problem of missing data, and (2) the fewer

" variables collected, the less is the likelihood of -nonindependence (or of

“linear dependence’’) anmiong the explanatory variables. In general, the
latter problem is more severe than the former, but both are (or ought to be)
important considerations in the design of evaluations. ) ‘

Given an appropriate data base, consisting of valid and reliable pre and
posttest scores plus matched variables reflecting student . human, capital ;
utilization rates, and the learning environment, how should the evaluator. -
proceed with the analysis? Beyond the simple ¢ tests fgr'differences between
experimental and control groups discussed above, there is a clear need for
the use of multivariate analytical techniques. Methods of hypothesis testing
vary widely in educational research literature, although economic educators
have typically restricted their method of analysis to multiple linear regression.
Such restriction is desirable, in the general case, unless substantial justification
exists for a departure from the regression model. The fundamental reason
for this assertion is that the regression approach provides the best Test of a
fully spE‘ciﬁed model of the type usually encountered in economie educational
evaluations. In brief, it is nearly impossible to structure an evalua{tion design
with perfectly matched groups of students who have been isolated fot experi-
mental-control purposes. A secondary reason for adherence to the regression
approach is that other possible techniques (e.g., analysis of variance; 1 tests),
are less comprehensive procedures contained within the multiple regression
model. In other words, the regression analysis provides the e¥aluator with
éssentially the same information derivable from analysis of variance,
correlation analysis, and ¢ tests between groups, plus much more. In

-particular, the evaluator is able to examine the- full range ‘of specifiable

determinants underlying the experimental designy even when it is not
possible to “‘control* all of them at the oufset. ‘Moreover, the standard
regression statistics providé information about the. telative’ magnitudes and

“significance of impacts on student learning of each explanatory variable

specified in-the model of the-learning process. We can learn, in short,

Mot just that variable X ‘is important, but how .important varfable-X

is relative to all others. ~ . A

This is not to say that the multiple regression te&:hniguei*ijﬁi problem_
free or that other methods should be ignored completely. However, nearly all
the problems connected with the use of regféssion analyésjﬁ:&g tf-qceable'
to inadequate specification of the model, td be tested, and these' problems.
do not go away simply because we adopt a different technique..” *

. . . A
In fact, the typical model used in the evaluation of gconomi¢ education, ,

activities makes two assumptiond which often lead to difficultiés in re'g’rgggoﬁ&-,
approaches. First, there is an implicit assumption {indeed, a requirement afthe’

ordinary least-square's regressiorf technique) that all explanatory variatiles.are - -

independent of one another. Secorid, it is generally assumed that all explana=
- < g

-
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tory variables directly affect the outcomes (i.e., the dependent variable or
variables). Figure 2 is a stylized representation of these assumptions. Howevef,
- we have ample evidence of the nonindependence of many of the explanatory
variables diagrammed in Figure 2 (Soper 1976; Soper and Thornton 1976).

Figure 2

A Naive Causal Modei: All Explanatory Variables are independent and
Directly infiuence the Dependent Variable

.

Posttest
score

(Dependent)

" Experimental
or control
class

Attitude
toward economics

Student Student Student Prior knowledge
intelligence " sex age of economics

Figure 3 suggests another way of looking at the same data. Obviously
the relationships are far more complex than those indicated by the ‘‘naive
\model” in Figure 2. The indirect influence of some variables (such as that of *
“‘age”’ on ‘‘posttest score’’) and the feedback effects of other variables (the
joint dependence of *‘posttest score”’ and *‘attitude toward economics’") call
for the use of greater care in model specification and more sophisticateds
statistical techniques to test the resulting models:* However, these are refine-
ments of the typical models used recently in economic education eva/lua‘tions,
and they do not negate past findings. Rather, they suggest directions for
margjnal improvement in our future evaluation efforts. Frequently, the
evaéator lacks soshe relevant data needed to complete the empirical
evaluation of a fully specified model but must push ahead anyway, even with
limited information. An example of such a data-limited evaluation follows.
Clearly it has shortcomings as an evaluation, but it generates much useful
information despite its limitations. (For an additional example see Becker

et al. 1975.) s ‘

-

*The *‘problem’” of joint determination of **output’* vanables ¢an be treated by the use of
simultanepus-equation technigues. See Johnston 1972. chapters 12 and 13. For examples of
attempts to deal with specification problems in economic educational evaluations sec Soper 1976
and Soper and Thornton 1976 R . 2
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AN EXAMPLE, MORE OR LESS .

During the 1974-75 academic year, the Hlnois Council on Economic
Education carried out an extensive evaluation of a statewide curnculum
projecf for secondary students entitled, “*Economic Choice in the World of
Work,”" and based upon the World of Work Economic Education (WOWEE)
curriculum funded by the National Science Founda_txoﬁ"(see MacDowell
et al. 1975; Good et al. 1977, Mantlo and Smith”1975)* A quantitative
onent was built into thry’ project from the outset so that
participatirig teachersywere required to pre and posttest at leastrone, class of
“expe ment:);’ (WOWEE) students and one .of **control’’ (non-WOWEE)
students duririg the course of the academic year. Approximately 5,000 students
from 21 Illinois school districts, at grade levels ranging from fifth to twelfth and
brokéq down into experimental and control classes, were pre and posttested. *.

T

«

. : " Figure 3 .
- A “Complex-Réalistic” Causal Model
J} )
”J
.
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*Test instruments used were the Juntor High School Test of Economics. Jont Council on Economic
Edtcation. New York, 1974, a 30-item cognitive test of economic understanding. normed for the
7-9 grade levels and **Were [ a Worker . an unpublished 120-item affective instrument
developed by M F Smuth. Project FAIS (Fusion of Apphlied and Intellectual Skills). P, K
Yonge Laboratory School. Univerity of Flonda, G"::ncsvlllc. 1971
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This evaluation was both **‘formative’’ and.' summative’’ or, at the least,
was conducted to provide answers of both types. The goals of the evaluation
‘\?&e to (1) find out if the project “‘worked."" (2) identify areas of strength,and
(especially) weakness, and (3) generate new data fowti‘r?tially fruitful
research, particularly regarding the affective domain. The first goal was purelg
summative in that we were attempting to assess the worth of the proje
objectivelf and its future potential. Goal 2 was formative, providing feedback ;
to the project staff which made ossible corrections and strengthening of
subsequent implementation efforts + The third goal had both formative and
summative aspects, since affective\a\ange was a project objective, but the
incomplete state of knowledge regarding affective evaluation led us to the
conclusion that-much infermation of general usefulness might be forthcoming
from analysis of 'the project’s data base. .
The tentative evaluation findings as shown in Table I indicate that the
1974-75. WOWEE project was Successful in a number of respects. In the
/ X ‘ L4
) . TABLE 1

Regression Estimates of Student Cognitive Achievement
(Posttest Score = dependent variable; N = 1,446)

. Regression Beta .
Variable g,,....—w—" CoefTicient Coeflicient T-ratio

Control-experimental ‘ .
C=1.X=0 -2.0719 ~oons 708"

Teacher Sex - -
M=1.F=0 0475 0032 141

Pretest score . 0763 0675 33 14
Student Sex '

rM=1F=0 0142 Qo10 0 54
District vars,

w}

1 991 0,083

"2721 0127

-0 560 0.021

3520 0.013

3798 0.105

0.78% - 0034

2221 -0 053

1 960, 0078

0812 * 0008

.5228 -0.064

§ 050 0053
-0.370 ,0012 -

. -0.302 0010
-.0 076 0003, "
Constant o 6 347 ~

lwilw/

OoCoOO0O
x > A = m

3

e e e ———

R? = 05315 SEE =484 =9197°"  (df =1427&18)
*Significant at the 0 05 level
**Significant at the 0 01 level
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cognitiv'g domain, we know that students enrolled in WOWEE classes
(the experimental group) achieved posttest scores significantly higher than-

_ non-WOWEE students, other things being equal. The project ‘staff also

received feedback about specific problem areas in the first year project

_ (generally identifiable among the ‘‘environmental’” variables dlfferé'ﬁuatmg

school districts), which made possible cortective action for subsequent
implementations. We also found that the experimental program was second

. only to the student’s pretest score as.a determinant of cognitive learning in

) economics. In addition, the regression evidence indicates that the cumculum

was relatively free of sex bias, in that neither teacher nogsgxdent sex was a*
significant variable in the esumatmg equation. P

Prel;mmary analysis also indicates the significance of the WOWEE proj-
ect in changj g student attitudes'(positively) toward work as a generalboncept
Further analysis, now in progress, is directed at the task of provndmg a
‘simultaneous-equations solution to the Jomt determination of cogiittive and
affective behaviors. S
¢ It.should be stressed that this evaluauon. though useful, has distinct
limitations, resulting rargely from restrictions on the availability of data.
For example, the ‘‘*human capltal” class of variabies is limited to the sex of
the student aad pretest scote..Given thé large number of students tested and the
score of schodl districts involved, the project staff felt it would be a practical
. impossibility to obtain consistent, accurate data on student intelligence or

reading level. Likewise, a proxy for student ‘‘maturity’’ (such as age or
grade level) is also missing. More lmportant perhaps is the omission of any
variable measunng *‘utilization rates’” of student human capital, which would
presumably give us‘some idea of howshard students worked on the WOWEE
materials. We also lack an ‘‘environmental’’ variable reflecting the length
" of class time teachers devoted to the WOWEE curriculurh.* But despite these
sources o?misspeqiﬁcation resulting from the omission of relevant vaqﬂbles,
the evaldation equations provide us some concrete notions of the effectiveness
of the WOWEE curriculum project.
: Thus far the discussion has concentrated on the ‘educational benefits
of the WOWEE curriculum, but no evaluation should be considered
‘complete without some reference to the inevitable costs associated with it.
One might be tempted “to measure these costs by simply adding up the level
of funding provided by governmental or private foundations ard participating
school districts. However, such figures grossly understate the real costs of
‘ major curriculum efforts as they omit the opportunity costs of participating
students, teachers, school administrators, and even over-zealous project staff
- members (though the latter cost may be charged to *‘labor of love’’ iy some
instances). Pfére are also opportunity costs in terms of curricula foregone as
* a result of the project acuvny A rough estimate 0;?0&1! costs for the first-year

P

“*This ranged from as few as thrce& as many as eight weeks To some extent, these differences
are picked up by thedlchotomous school district vanables (see TABLE 1).

ES - .
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project discussed above is $75,000. For the secgnd and subsequent years of
. pro_]ect implementation, these costs. decline rapidly as the fixed costd of
development (incurred in the first year) are spread out. But even if we
take the entire first-year costs as the basis, we find that a one-polnt-per-
student gain on the cognitive posttest costs approximately $7.50 per student.
Put another way, a 20 percent increase in the average level of economnc hteracy
costs about $15.00 per student. Moreover, this unit cost does not *‘correct”
for gains in the dffective domain or for increabed cognmve achievement
in other (noneconomicsy disciplinary areas. :

)

4

CONCLUDING OBSERVATIONS AND RECOMMENDATIONS

In the foregoing I have tried to make a case for evaluation of economic
educational activities based upon some quantitative techniques which have
been‘relauvely unexp}\ned in educational research. The present study
provides only fragmentary empirical evndence to add flesh to the general
model presented, and even these fragments are imperfectly specified. No
complete test of the approach is available at™this time, but some future
directions are indicated. .

* My recommendations regarding evaluation, beyond those suggested ifi the
text, are as follows:

. Quantitative evaluation should be built into virtually all economic
education activities from the outset. Without such evaluation, we do not
know where we are starting from, where we are going, or how best to
get to where we want to be. *

L Major (or costly) curriculum projects in economic educatton ought to
stress more sophisticated quantttattve approaches As the extent and
compIexnty of the curriculum’ effort increases, the evaluation effort
“should. expand proportionately. . . -

'

®  Serious attempts ought to be made to persuade*funding agencnes to pay
for adequate pr0ject evaluation. As a rough rule of thumb, somewhere
around ten percent of the project’s cost should be earmarked for
evaluation. |

®  Teachers and school administrators need to be sensitized to the neéd for
substantive quantitative evaluation, even if it involyes only controlled
experimentation with simple pre and posttests.

L Future stress should be placed on so-called “*Type [V’’ e‘valuati,ons, the .

type which considers the demand side, as welf™as the supply side. In
addition, more.attention should be given to careful estiznation of total
- project costs, including relevant oppottunity costs.

~
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Working Propositions: Effectiveness of Economic Education

A Study by Policy Studies in Education

Student Economic Knowledge and Attitudes
. Students who have not had economic education know little about economics. ¢
2 Students’ economic knowledge and attitudes are positively related to sex (male),
age, scholastic abulity, and socioeconomic level.
Effect of Economic Education on Student Knowliedge
3. Economic education ncreases students’ economic knowledge. t
Effect of Economic Education on Student Attitudes .
4. Economic education affects attitudes toward economic topics and tssues.
. 5 Economic education causes students to lean toward the views of trained economists.
6.  Increased economic understanding causes more conservative attijudes on economic
1ssues. . .
Effect on Learning Economics in College
7. Students who had economic education in secondary school usually score hig?!r
: than other students in their first economics course in college,
8. 7 Stirdents whd did not hqve economic education n secondary school usually learn
more, iftherr first economics course 1n college—presumably because they did not
learn it in secondary school.

fypes of Students . I
9. Students with higher socioeconomic background leam more economics from a -
-+ given course than students with lower socioeconomic backgrounds. - .

10.  Students with higher inteliigence learn more economics from a given course than -
students with lower telligence. :
1. Students with higher scholastic aptitude learn more economics from a given course 3
-+ than students with-lower scholastic aptitudes. .
12 Students with higher grades learmn more economics from a gtven course than students
with lower grades. L ,
13 Students n academic programs feam more economics from a given course than
students tn vocational programs. t
14.  Boys and girls learn the same amount of economucs f; given course.
15.  Students aged 12 through 17 years can leam econom owledge and attitudes.
6 . Students who are older learh more economics from a given course than students
who are younger .
Size of Schools and Classes i : ) 2"
17 Neither school size nor class size haye any, systematic effect on how much
economics students learn. ‘
Types of Courses
18. Economics chn be taught 1n separate courses.
19. Economucs can be taught as a part of courses such as business, industnal arts,
history, and problems of demogracy. z
Types of Teaching Methods |, - ; . o
20 Many methods of teaching economics are equally effective. lectures, textbooks,
discussions,”games, problem-solving exercises, programmed insisuction, audib-
visual struction, television, and so on. -
21. Student learn more when economics is related to problems they see as meaningful
- n their own lives )
Teacher-Economic Knowledge v
2. Secondary school teachers know little about economucs.”
Teacher Training ' -
23 Tratning teachers in economics and/grin hiow to teach economucs 1s not essential;
students will leamn if their teachegs/are gtven student matenals and no training

. o pa8
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. 24, Training teachers in economics increases student learmng. °
¥ 25, The gmater the amount of teacher training 1n economucs, the greater the amount of
b student learning. ~
: , 26..- Training teachers in how to teach economucs increases student leaming.
27.  The greater the amount of teacher training in how to teach economics, the greater
* the amount of student leaming.

~ e \
Y
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A Response to . N

“Needs for o
Evaluation in
- Economic Edycation” ‘

. Philiip Saunders o . R

Agreeing with Soper that more quantitative data are needed in precollege
evaluation studies, this respondent suggests that Soper’s example of the
WOWEE program evaluation contains sbme of the very weaknesses decried by
the author. Saunders then adds.two specific suggestions for improving

. evaluation research at the precollege level: (1) to develop & national test bank
2 of questions to measure cognitive ability, and (2) to collect and analyze
information on the many Jocally developed affective instruments in an effort to
develop and nationally norm affective instruments which™ would parallel
existing cognitive instruments. ®

AY

I'am glad to see Professor Soper focus his paper on **hard,’’ quantitative
'evaluation. I share his concern that, to date, such evaluative studies at the
precollege fevel are “‘wanting in many respects.”” He correctly identifies the
two main sources of these shortcomings as inadequate measuring instruments
and inadequate research designs, and I would like to emphasize his important
point that we should b increasingly concerned with affective outcomes as well
as.gognitive outcomes. 1 also want to undgrline his emphasis on the com-
parative superiority of multiple regression models in analyzing evaluation data.
However, as his own comments and example indicate, regression analysis must
: be applied with considerably more care than has customarily been done in
the past. Soper’s fleeting mention of costs and the *‘demand side”” of evaluation,
call attention to important areas which have been completely oveflooked in
the vast bulk of*economic education research done to date.

Given my agreement with and enthusiasm for the basig thrust of Soper’s’

" paper, 1do wish his example had done a more complete job of dealing with

3
Phillip Saunders is Professor of Economics and Assocfate Dean, College of Arts and Sciences,
Indiana University, Bioomington, Indiana. : . )
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many of the- weaknesses he identified The lack of variables reflecting the
length of class ime teachers devoted to the WOWEE curriculum at difterent
grade levels, for example, is a serious omission, and far too much “‘environ-
mental’’ information is lumped and suppressed in the dichotomous *“school
district’* variables. All the coefficients for the school district variables shown
1n Table I must be interpreted in comparison with the schoo] district suppressed
in the intercept to avoid singularity. yet no mention is made of this fact, nor
1s there any information about how the different school districts compare

Another problem with the regression model Soper used in his example has
béen pointed out by Wilham E. Becker, Jr. of the Umversity of Minnesota
The problem concerns bias coefficient estimates for the pretest variabie and
bias estimates of the regression residuals in models where the posttest is )
the dependent variable and the pretest score is a regressor Becker has drafted
a paper detailing this problem along with the associated problem of bias
estimates of regression and coefficient variance estimates in *‘value added”
regression models where posttest minus pretest is the dependent variable
(Becker 1976). ° :

In addition to the reference cited in Soper's paper, people wanting to
do serious .work with regression models should also consult Frank Gery's
important paper on the ** gap closing'” model (Gecy 1972), and thediscussion of

_this and other models in a paper by Becker and Michael K. Salemi presented:

at the meetings of the Midwest Economic Association in St. Louis (Becker
and Salemi 1976). B ‘ ’

Turning to the fundamental probiem of developing adequate instruments
to measure the different cognitive objectives df various econoraic education
efforts, Soper indicates that using a subset of appropriately selected questions
from available tests may be the best comproniise bgtween ‘*homemade’’ tests
for efforts that are not’as broad as the specifications of nationally normed
instruments and the need to have a widely accepted standard against which to
comare the activity to be evaluated, This is a reasonable compromise as far
as it goes, but I would add the following recommen&%n: '

® A major effort should be made to secure funding to develop a national

“‘test bank’’ of questions classified by grade level, economic concépt

involved (e.g., scarcity, specialization, productiviéy), and~type of

. cognitive ability tested (e.g., recognition” and understanding, simple
. application, and complex application). o

The new ter Curriculum Project of the Joint Coqﬁcil on Economic
Education might pryvide a natural framework around which to build the
classification matrix/ Several questions should be developed for egch cell in
estion §_h0uld be field-tested, ‘*de-bugged”” dn the basis
of field-te ¥(s, and then normed for various target groups Oncesuch a test
bank was operational, evaluators could select the questions appropdte to the
objectives of their vartous projects and thus construct instruments which are
likely to be far superior to ad hoc, homemade tests. Users of the test bank

’ b
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should be obligated to provide overall test results and item analysis data on

. each question used, and efforts should be made to refine, improve, and enlarge

the number of questions in the nauonal test bank on a systematic basis.
In the area of measuring affective objectives, 1 would like to add a second
specific recommendation.

. © M
L A major effort should be made to collect and analyze information on

the various locally developed affective instruments for the purpose of
attempting to develop and norm on a national basis oné ot more instru-
ments parallel to the cognitive instruments that now exist. .

Depending on the results, this might be a first step i1n developing a national
bank of affective items parallel to the national bank of cognitive items recom-

*mended above. .

Given the relative lack of,attention to developing effective questions to _
measure carefully specified cognitive and affective objectives, and given the
economist’s respect for the law of diminishirig returns¢ the total welfare of

"the economic education movement would surely be improved if more resources

were switched to the two important tasks suggested above.

*

c
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A Response

to “Needs ~ ‘
for Evaluation .

in Economic -
Education”

-

Jacqueline Kosecoff -

L3

| Supporting S\i)per’s call for more “hard’’ or quantitative evaluation
studies, this respondent adds-two- additional suggestlrns, for making
evaluation studies more meaningful and accurate: (1) to /be responsive to

kinds of information which will be convincing as evidence of the program’s
:L'it, and (2)"to formulate spkeific questions which the evaluation’s
nts want answered. Kosecofl then. describes some of the implications
her two recommendations, emphasizing that these procedures will

tate more and earlier consultation between client and evaluator than
is| presently common and will require better coordination of evaluation
vities and program design. .

0!

‘Epaluation as applied to educational programs is a set of procedures used
to appfaise merit and to provide information about the nature and quality of a
program’s goals, outcomes, impacts, and costs. . -

There are two contexts in which evaluations are most frequently“con-
ducted. In one context, an evaluation is conducted to improve a program
and the evaluation’s clients are typically the program’s organizers and staff.
In the second context, an evaluation is conducted to certzjfg")‘;w a program

- and the evaluation’s clients are typically the program’s sponsors. The
context for an evaluation is determined by the information needs of the
. individuals and agencies who must use the evaluation information. An

. * evaluation is performed in an improvement context whén the evaluation’s

» clients are concerned with finding out precisely where a change would make
the program better. Typically, the organizers of a §till-developing program

Jacqueline Kosecoff is a Research Social Scientist at the Center for the Study of Evaluation,

*  University of California, Los Angeles
N .
. M
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, require this kind of iriformation so'they can modify and improve the program.
On the other hand, an evaluation is conducted in a certification context when
the evaluation's clients are particularty concerned with determining the extent
to which the program’s overall quality can be guaranteed. Those individuals
whoﬂsponsoned program development, or who are interested in ‘using the
program, require this kind of information about a completed program’s
outcomes and impacts. ]

No matter in which context an evaluation is conducted, its sponsors
need very specific kinds of information that will assist them in making

_ decisions about the program. However, because of the present scarcity of
concrete and objective evaluation studies, little information is available to
economic educaters and policy makers concerning the kinds of educational
expetiences, ifstructional techniques, and curricula which are most effective in
promoting learning and positive attitudes. In his presentation Dr. Soper has
provided a convincing reason for and examples of the need to make evaluations
more objective, methodologically sound, and generalizable. To do this,,

- Soper argues in favor of *‘hardor quantitative’” evaluation studies that test
carefully formulated instructional strategies and ‘learning models that are
structured by true experimental designs and make use of powerful and
appropriate analytic procedures. -

I would like to demonstrate my support for hard or concrete evalua-

tions by offering two additional suggestions for making evaluations studies

’ meaningful and accurate. These suggestions are complementary to Soper’s

in that they give perspective to information collection, evaluation design

strategies and analysis procedures, and the coordination of evaluation
activities. '

<

MAKING EVALUATIONS MORE MEANINGFUL AND ACCURATE _

e  Be responsive to the kinds of information that will be convincing as
" evidence of the program's merit. . . AR
. o R N

A program has merit if its goals are attained, if its activities achieve

these goals and are at the same time inherently beneficial, and if there are
no unpleasant consequences associatéd with the program. The actual
evidence of a program’s merit can take a variety of differen forms. It is'the
evaluator’s responsibility to determine the procedures and the types of infor-
mation which will provide believable evidence of the program’s merit and
. answers to the evaluation questions Yor individuals who will use the evalua-
“tion’s findings. For example, in a ten-week high schodl course on economics,
the evidence of program merit coiitd be thgs the students achieve high
scores on a test at the end of the course, that the students express
positive attitudes toward economics, or that enrollment increases in an elective

* course in economics. -
[]

Aruitoxt provided by Eic:

ERIC . 25%m v




—

o

Finding out what will convince a client of a program’s merit i§ an
extremely important component of a cogcrete and credible evaluation because
it directs the evaluator to the information that must be obtained, and it
forces the clients to operationalize in truthful and realistic terms what they
really want to know about the program. Agreeing on evidence can ke a very
important safeguard for both the evaluator and the client becausé it protects
against assertions that the evalution findings are not relevant or not sufficient
to*prove the program’s success or failure, ang it protects the ¢lignt against *
the evaluator arbitrarily collecting information claimed to be “‘good’’ or
‘‘important.”’ ) -

“

¢ Formulate specific questions that the evaluation’s clients want answered.
., Evaluation,is unlike research in thﬁ the'evaluator cannot deterrine the
questions that the evaluation study will answer. Rather,-the evaluator must
be responsive to- the client’s information needs and questions. Examples of
evaluation questions are: ¢

1. To what extent were the program’s goals achieved?

2. Were the program'’s activities implemented as planned? ~

3. How effective were those activities in achieving the goals?

4.°For whichegroups was the program most/least successful?

5. How did iﬁmal and external social and political factors influence

the program’s development and impact?
" 6. Whatsocial and political effects did the program have on the environ-
ment in which it was implemented? . ’ o

7. What did the program cost? *

8. How well was the program managed? ~ v
In any evaluation study, the questions that will be of concern to clients will
vary, and the number of questions that_ can be answered will depend upon
the money, time, and resources available.

Evaluation questions are the heart of any evaluation, and all evaluation
activities.must be organized so that the questions can be answered efficiently.

Also, the evaluation’s clients should agree to the selection and statement of
the questions.

. o . %
- - ¥

/ IMPLICATIONS OF THE SUGGESTIONS

Being attentive fo my two recommerHations will necessarily affect the
information collection plan, the evaluation design, the analysis procedures,
and the coordination of evaluation activities. :

b4

Impllcat.lons for Information Collection

" There are many different'information collection techniques that can be
used to obtain evidence of program merit and to answer the evaluation

© 2506 ) :
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questions. Consider, for example, an experimental high school class in
economics and the evaluation question, ‘“To what extent have students’
attitudes toward economics improved?”” To provide a credible answer to this
question the evaluator could employ any of the following informati
collection techniques: . '

/:4. Send questionnaires to parents asking them about their ¢hildren’s
attitudes.
_ Interview. teachers and ask them about their students’ att tudes.
. Obﬁﬁ?stud:ntksiﬂ@wate their attitudes during econcixI\Es

lessons. .
4. Review the attendance records for the econonm.

As can be seen from this Iist: to answer the question about students’ attitudes,
the evaluator has a choice among four different jechniques: questionnaires,
interviews, observations, and record reviews. .

‘These separate infermation collection techniques would probably yield
similar but far from identical results. Each technique has unique advantages -
disadvantages, and requirements, and the evaluator must determine which will
yield the best data within the constraints and opportunities for infornfation
collection and relative to the purposes for gathering information.

To choose one or more techniques, the evaluator should constder four™
factors.- First, the information collectior techniques should be acceptable to
the client. A client may prefer, for example, to have testimonial data
collected through' interviews rather than through ques'tionnaires. Second, the
information collectién techniques should be technically sound, and the data
coflected from them should be reliable, valid, and targetéd to the évalpadon
questions. Third, the’ infazmation techniques should be appropriate for the

- prograni&ivep its inevitably restricted resources, e.g., interviews are generally
more costly than qugstionnaires, but-they can provide more personal and
insightful information. Fourth, the selection of inforgnation-collection tech-
niques must take into account the time required to purchase or construct
measures and to gather and analyze the information. P

In seIectiﬁg information collection technigues, the evaluator frequently
must negotiate with the client. Suppose, for insgance, the client wants to use
a test which the evaluator considers unreliable in comparable situations. In
such a case,.it is the evaluator’s responsigility to alert the client to the problem,
siiggest alternative solfttions, and assist the client in reaching a decision.
Farther, the evaluator should always be prepared to recqfgmend a solution
that is technically sound and appropriaté for thg evaluation. .

Several different information collection techniques are often used simul-
tangously to collect similar kinds of information pertaining to the same
pvaluation quéstion. This can be particularly worthwhile-when tk}e, evaluation

als with hard-to-measure areas like attitudes, values; or beliefs in whi¢h
ny perspectives may be necessary.to get at the truth, The evaluator miust,

s
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however, be wary of abusing this multimeasure approach. Violation can
résult in an inundation of unmanageable data that are extremely costly to
read, interpret, and analyze. .
Just “as several techniques may be useful to collect information about
»  oOne aspect of an evaluatjon, so a single information collection ‘technique
can sometirfies be used to answer several evaluation questions. For example,
a single questionnaire could be deveJoped/to obtain information about a
program’s administrative problems, its staff, and its impact on the community.

~  Implications for Design° Strategles .

A design strategy is a convenient method for describing the ways in
which péople are grouped and treated for evaluation purposes. A classic
éxample of a design strategy is the division of persons into two groups, with

’/ one group given access to the’program while the other receives a placebo
program. ¢

There are many design strategies, whose styles reflect the disciplines
from which they originated, that have been successfully applied to. the
evaluation of health programs. Frequently used design strategies "u'{clude
case study designs, time series designs, and compdrison group designs.
All these strategies, regardless of the names used or their origing, are
intended to describe how individuals in a program are to be organiz:’d_\,(bx_
the purposes of the evaluation. »

The most prominent design strategy (and the one that can be associated .,
with concrete or quantitative evaluation) is the comparison group design.
The distinguishing characteristic of this design strategy is the existence of
at least two groups, one which participates in the program being evaluated
and another which participates in another program or in no program at all.
Traditionally, the first group is called the experimental group while the
second is called a control group. If the various groups included in the
comparison design afe each measured several times, say bimonthly for two
years, then this design can be viewed as a time s‘eries desigil’ with a control
group,

Comparison group designs are frequently categorized as ‘‘quasi-’’ or _
“true-"" experimental designs. The difference between these two categories
is the similarity between the paﬁicipants in the experimental and control
groups. In quasi-experimental designs, there may be reason to suspect that
there are differences between the groups aside from their participatiofl in dif-
ferent programs, and that any observed differences between them cannot
be conclusively linked to participation in the different programs. On the other
hand,‘in true-experimental designs, the 'gr&ups"are considered to be as similar
as possible, and for this reason, any observed differences can be linked
toparticipation in different groups. To guarantee the similarity of the groups for
a true-experimental design, it is necessary to assign individuals at random to

. the various groups, and this can be difficult to ach,igye. For example, in an
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evaluation of a new procedure to cure heart disease, it is difficult to deny
treatment to some individuals. Or, in an evaluation of a college preparatory
course in evaluation, it is difficult ta deny panicipat“i}n in the program to
students planning to attend college.

Considerations affecting the selection of an evaluation design strategy
include the need to obtain answers to the evaluation questions and to consider
any constraints on the evaluation Caused by deadlines, the sample, informa-
tion collection requirements, confidentiality of information. and so on.

L
Implications for Information Analysis .

As with information collectigtr techniques. there 1s a variety of different
methods which can be applied to the analysis of evaluation information. These
methods, no matter whether they derive from behavioral, social, or health
scientes, shafe certain similar intentions. They attempt to describe the evalua-

Mrmatibn in the form of talligs or frequéncy counts, summaries,

ages, and measures of vanation and range. They also atternpt to explain

evaluation information by comparing groups, identifying patterns and trends in
events, and establishing relationships between variablgs.

Information analysis'should be carefully planned to be responsive to the
evaluation questions, and in turn, compatible with the design strategy and
information collection techniques. The information analysis methods chosen
by the evaluator will inevitably be those favored by his/her training,
experience, and the resources available for analysis. Finally, no matter what
the evaluator’s preference or background, the analysis methodology must be

technically sound. g *
& - .

Implications for Cobrdinating Evaluation Activities

i

It is essential that each evaluation question be matched to the specific
techmques that will be used to collect information, and that these techniques be'
compatible with the desigmr used to group and sample subjects to structure
the information analysis. Violation of the principle of coordinating all evalua-
tion activities. could produce a scenario like the following.

4

) * Scenario " .
{IA—an Information Analyst. 1C —an Hfbrmation Collector. E—an Evaluator)
re

IC: Here 1ssmy ﬁr% draft of a questionnaire to be used in our nationwide
questionnaire survey dealing with the topic. ‘‘High School Seniors’
Intention to Take College Economics.™

E: Don't go away, | have a question. Why does the questionnaire ask

students if their parents went to college?
. 7] ' : e
IC: Well, I thought the answers would provide some interesting
information. '

N i
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About parents’ influence on their children’s educational choices.
There has been some good research on the relationship between
parents’ and siblings’ educational preferences. -

E: I don’t recall seeing this issue among the évaluation questions. Can
we afford to ask questions about the relationship between parents’
andchildrens’ education in addition to those with which our clientggre
concerned? ’ . !

I don’t really know. I have never seen a complete list of the evaluation
questio‘ps.

P’dlike to'see these questions also. It seems that we will be collecting
quite a bit of information. The demographic questions alone represent:
120 items of inforpaetiony and I'm not sure how tg.handle all these
data.

Unfortunately a scenario like this is commonplace in the real world of
evaluation efforts. It has been"traditional for evaluators, information collectors,
and information analysts to work independently of one another. As a
consequence, larger programs have found it necessary to hire ménagemen;
consultants to explain how their many activities labeled *‘evaluation” are to )
be coordinated, while in smaller programs, the evaluation team has had to
be creative in making the evaluation seem more coordinated than it ever was.
Attention to. evaluation questions and indicators of program merit offer an

-+ effective way of maintaining cohesive evaluation studies.
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‘. Gerald W.Marker, Part2 . S

.. James M. Becker, Part 1

3

In Part 1 of this paper, Becker assesses the current dissemination and
implementation efforts in economic education and finds a multitude of efforts .
but considersble dupljcatisn and fragmentation in the endeavors. He suggests -
that effective. implementation of innovations is most likely to ocfur when
‘teformers work through the existing school climate—a climate which relies on
. ., Asuccession of small, day-to-day decisions to effect change. In Part 2, Marker
; focuses on the dissemination and implementation of major curriculum projects

and local curriculum development. He concludes that while there is some, and
apparently growing, awareness of the major economic curriculum materials,
the products have not attained high visibility or use. He also finds the impact of
local development efforts, particularly DEEP, limited. Recommendations
drawn from these assessments include consideration of a national curriculum

tion efforts.

PARTI .

o

- There is a rather large and growing number of individuals within schools,

* universities, educational agencies, and business/civic. groups committed to

- improving econo/mic‘educ_ation in the nation’s elementary and secondary
*  schools. ile the individupls involved have different backgrounds, perspec-
tives, and goncerns, alkare confronted with essenially the same set of. ques-

tions. What is ‘‘economic education?” What constitutes ‘*improvements’’ in
economic education? What changes are needed to bring aboult desirable modifi-

= = .

t James M Becker is Director, Mid-America Program for Global Pcrspecuv& mn Education at -
" Indiana University, Bloomfiigton Gerald W Marker 1s Associate Director of the Mid-America -
- Program and Associaté Professor of Education at indiana University.
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cations 1n economic education? What can and should teachers, administrators,
economists, curriculum developers, and teacher trainers do to effect change?
These questions suggest that improving economic education requires
would-be reformers to confront a complex web of related conceptual, norma-
tive, strategic, and pragmatic issues. Changes resulting from such efforts
depend on a variety of factors including: the skill and dedication of school
administrators and teachers, the adequacy of the conceptions and definitions
undergirding specific programs, the clarity_ and appropriateness of program
objectives and goals, the extent and quality of research; and the degree to which
schoals and scholars receive the intellectual and material resources needed to
improve and expand economic education.
This assessment is not an attempt to bring about **paralysis by analysis.”’
It does suggest that long-term, substantial improvements in economic educa-
tion depend 1n part upon increased understanding of the problems involved.
Enhanced understanding of these problems should in turn enable us to act more
effectively in 1mproving economic education. This approach assumes that
improvements require more rational and responsible behavior by pahicipants
throughout the system. Better products, better decisions about which’products
_ touse, and better means of evaluating, revising, and modifying products are all

. involved in bringing about improvements. .

In this paper diffusion and implementation are not viewed as efforts to get
the public to buy a particular brand of sodp but as integral parts of efforts to
tmprove schoot offerings in economic edycation. We are concerned not only
with how diffusion and implementation is occurring or has occurred, but also
with how 1t ought to occur. The recommendations include some practical
proposals for improving the diffusion process. ’ '

While aware that the way a problem is defined largely determines the

,appropriateness of the change strategy employed, we have not attempted to
deﬁne whether econopnic education is education about something, in some-
thing, or for something. However, the definition is important. If *‘good”
economic education is defined as education about economic systems or about
selected economic concepts, a certain set of problems arise when improvements

“ 1 economic edutation are attempted. However, adifferent set of concerns arise

- af “good'; economic education is' defined as tge extent to which students
demonstrate selected skills and competehcies.

A VIEW OF THE CURRENT ECONOMIC EDUCATION SCENE

,The array of agencies and individuals working in various areas of

3

< econdtnjc education today is surprising. Business and civic graups as well as

ERIC
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educational and profedsional organizations offer people interested in improving

their economic understanding a great variety of opponunities——‘-fellhowships,

. . . I
scholarship, workshops, seminars, materials, bibliographies, text evaluations,’

$ N . . - .
and consultants. Information about these epportunities is readily, though not
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* uniformally, available fn brochures, newsletters, articles in both popular and,

professional journals, and a never-ending stream of meetings focusing on
economic education. Colleges and universities, school systems, state councils
on economic education, groups such as Chambers of Commerce, labor unions,
the Joint Council on Economic Education, and international trade centers offer
an abundance of talents, resoutces, and programs.

Over the past decade thousarids of teachers have taken courses or partici-
pated in summer workshops, year-long institutes, and other efforts offered by

interested"agenciés to improve teachers’ academic background and teaching

skills in economics. In addition, hundreds of schools have made special efforts,
often with considerable outside support, to improve their programs.

. This multitude of efforts indicate that the expertise, experience; opportu-

nity, and commitment necessary for improvements in economic education are
available. However, what is lacking are systematic, comprehensive assess-
ments, of the many efforts and serious' attempts to compile or report plans,
programs, or activities in this vast, ill-defined field. The fpint Council on
Etonomic Education has provided some of this needed surveying and inven-
torying, but much is left undone. .

Fragmentation, duplication, and isolation are also in evidence. Lack of
coordination, cooperation, and communication is apparent within, between,
and among the many institutions, groups, and programs interested in economic
education. Special projects o egtablished agencies as well as promising indi-
vidual efforts are seldom linked to or nourished by other similar or complemen-
tary programs. ' '

More responsible and effective use of the talent, resources, and oppor-
tunities available for designing and implémenting sound programs in economic
education requires institutional révitalization. Rebuilding efforts should
capitalize on present worthwhile local, regiongl, and national efforts and the
accumulated experience of past efforts. Particularly important are the Joint
Council experiences in identifying talents and resources, inventorying materi-
als, designing an organizational structure, training leaders and involving
teachers, administrators, economists, and clirriculum specialists. ' s
. Any efforts to assess the validity or achievement of economic education
goals must recognize changing conditions in the schools and in society. While
there are more attempts to improve economic education today than'there were in
1966 or 1956, sthools are much the same now asghey wére then. It is unlikely
that théy will be basically different in 1980. Yet, those agents who seek to assist
schools in strengthening économics curriculum must be sénsitive fo the changes
that have and will take place. - :

" Inthe early 1960s, for example, school enrollments were still climbing;
teacher turn-over was high, the economy was strong, and products of cur-
riculum materials projects were beginning to reach a large number of schools.
Today, eprﬁllments are stabilizing or declining in many districts, few teachers
are changing jobs, the economy is struggling to recover from a prolonged.
slump, and few curriculum projects are turning out marketable materials.

‘
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The apparent unchanging nature of schools has made many would-be

_reformers insensitive to the changes that do take"place. Irf addition, reformers

-

have seldom taken the tirie to understand how educators in schools perceive the
changes or what problems result from such changes. To illustrate, recognizing,
that curmcular materials developers and intended users live in différent worlds
helps explain why reformers often feel schools deflect, diffuse, or co-opt
whatéver is delivered to them. While both developers and users may share
similar goals, they make profoundly different assumptions about the nature of
issues and problems ifivolved. The local curriculum developmeht approach
used in the Developq’fental Economic Education Program (DEEP) helps avoid
this problem. . T
Reformers who have sought to change schools through the systems ap+/
proach may fiave stimulated some of today’s operating plans of accountability,
PPBS, competency-based teacher education, and performance contracting.
Other educators feel that strong leadership,-agreement on purposes and goals,
and adequate financial and community support—rather than
accountability—should be our concern, and they have worked to this end. At
the other extreme are those who assume schools would do better if ey were
“ just left unhampered by research findings, concerned parents, or budgetary
considerations. The change models are based on different assumptions about
the nature of educational change and the conditions needed to bring about
improvements. : ' S . '
/ Among the conditions which seem likely to influence educational reform
over the next several years are a decline in school enrollments, increased
strength of teacher organizations, fewer teachers leaving the profession,-and
continued tight budgets. It is essential ‘that economic education projects or
movements begin to take these conditions into consideration. It is equally
, important that the’ programs be flexible enough to adapt to new conditions that
may arise between-the initiation and completion of long-term projects.

(Y

; - ,
ONE DIFFUSION APPROACH: ALTER SCHOOLS' CLIMATE

The conservative environment of schools and the limited, fragmented
nature of day-to-day choices in schools have convinced many educators that
sngﬁﬁcant changes can only be brought about by massive, long-range, outside
intervention. This attitude results in part from a persistent belief that significant
transformation can occuraqly over a long time period. It also stems from-some,
educators’ inability to see how today’s decision helps or hinders long-range
goals. Yet.the most significant fact about school climate may be that decisions
are made by individuals facing largely predetermined-envirgnmental situations
and relying mainly on tried policies and devices.”lf'this is the cdse, success-
fully implementing innovations in schools may depend less on continuing and
increasing outside support and intervention than o convincing the -skeptical
insider that small day-to-day choices do contribute to significant change.

’
}
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Itis important that reformers consider the nature of daily decision making
in schools when attempting to implement changes. This implies that efforts be
made (1) to increase the likelihood that day-to-day choices are cumulative and
synérgistic, and (2) to develop educators’ sensitivity to the potential for cumula-
tive change in the various occasions, events, and situations ®hich occur in the
natural life of educational agencies. For example, textbook selection, faculty
meetings, inservice programs, department meetings, school accreditation, re-
lease time for visitifig other schools, and cuiri;ulqm revision can be viewed
merely as steps in initiating or implementing particular innovations. However,
they can also be seen as opportunities'to influence the long-termq direction and
nature of school life. Using these occasions to inject information, persuade a
colleague, raise doubts, support a proposal, or suggest a new practice may
result in significant long-range changes. - + - -

A school, like other institutions, can be viewed as a web of.interrelations
created by the-thoughts of its’participants and the communication of thoughts
among participants. The constraints on schools or their subunits may not lie so
much in the lack of resources or capabiljties as in participants’ beliefs about
interactions and behavior patterns. If those beliefs change, the reality of the
situation may also change.* . ’

B -

- ~ * . > —
v
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STEPS IN ALTERING s'c700L CLIMATE

When o desirable innovation has been identified, what steps can best
assure its successful diffusion? The follawing suggestions are taken largely
from the Wingspread Handbook for Educational Change Agents (Becker and
Hahn 1975). ' %

Determine what characteristics of the innovation—for example, cost,
risk-involved, complexity, packaging—might contribute to its diffusion.

Diagnose the agpects, uiits, or subunits of the educational system.that are
‘relevant to the proposed innovation. Who must be involved in the im-
plementation process, and when and how will they participate?

List all the situations which are /{ikely to provide an opportunity for
discussing the innovation. Decide who should make what kind of effort at
each occasion. .

S . Co . » '
Identify the various communication channels 0 be used and prepare
messages suitable for each. -

“For an excellent discussion of the nature of the school environment see John Pincus  Incentives for Innovation in the
Public Schools, " Hanard Educational Review 34(Winter 1974) 113-34, 0t Sam Sweber. Org: I inft onk v
Roles.* n Tery L Eidell and Joann M Kutchel eds . Knawledge Production and Unilrasion in Educational Admunistration,
Center for the Advanced Study of Educanonal Research. Eugene. Oregon. 1968, 120-42 Those wishing actual forms and
procedures which-£an be used to assess a school’s chmate should see., Robert Fox etal . Diagnosing the Professional Climates of
Schools , Leaming Resources Corp NTL. Fairfax, Virginta, 1973, or The North Central Association of Colleges and Secondary
Schools Guidelines for the E.al; of the School s Cupacity for Change  An Instrument lor the Measurement of the
Adaptability of the School. The Commussion on Secondary Schools NCA and the Indiana Umivernty Sgcnl Studies Diffusion
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Develop a plan of action. The following generalizations resulting from
_diffusion studies (Hull and Benson 1972) should be considered in map-
ping strategies.* .

Legitimization of the innovation by. appropriate authorities in the
system is necessary-before complete installation can take place.

An innovation is more readily accepted if the comparative advan-
tage is clearly demonstrated.

A clear perception of the innovation’s incentives and advantages is
° necessary.

Procedures which accomodate existirg conditions without limiting
the innovation’s effect should be followed when possible.

Those affected by the innovation should be involved in the deci-
sion to accept, reject, or modify the proposed innovation.

The commitmenit of the adopting group, unit, or agency is crucial
in thg innovation’s ultimate success.

_ How this process is applied depends on individual situations. Participants
must decide at which step to begin and modifications must be made to suit
particular needs. Since plan§ have a way of going awry, it is impdnanf tokeep
checking on progtess and making negessary modifications. ]
" Careful consideration should also‘be given to the basis used to judge an
innovation’s success. If the mere mentjon of presénce of the innpvation ina

" classroom is used -as the criterion, a judgment of success will be much different

than if demonstrated changes in teacher and student behavior are the determin-
ing critgria. Evaluation must also deal with discrepancies between what schools
report they are doing and what they are actually doing. . )

In this part of the paper.we are arguing that changes in the overall climate
of the school cuilture must be used as indicators of successful change efforts.
The approach puts us in the middle.of conceptual confusion, intellectua)
controversies, and the intense politics'surrounding educa'tiop. If we opt for a

narrower, more self-contained view of problems and issues in economic educa-

" tion, we limit the number of Concerns and range of groups with which we must

deal. But can a narrower apgroach be effective? To attempt to change the
overall climate of schools is a big order. However, we can work toward this

"broad goal by continually focusing.on improving the schools’ eapacity for

self-renewal faking thousands of small steps at the day-to-day decisioir level.

>
-

*See Federal Prograins Supportng Educational Change. Rand Corporations. 1700 Main Street, Santa Mouca. California.
90401 which swggests attitude counts mast in efforts to introduce 1nnOvation
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PART Il

\‘\ﬁlis part of the paper takes a narrower view of the diffusion of economic
education materials and ideas. As recently as a decade agd, economics was
taught in the public schools by teachers who were poorly trained in the subject
.and who were compelled, for lack of alternatives, to use inaccurate, uninterest-
ing, didactic materials. The lack of alternatives was considered a design and
development problem which the social studies reform movement of the 1960s
and early 70s would remedy. Today some quite different materials alternatives
do exist, as indicated by the latest Checklist of the Joint Council on Economic
Education and the Social Science Education Consortium's Data Book. Since
professional economists and economic educators were involved in the prepara-
tion and testing of the new materials, we assume that the materials are worthy of
use it the schools, although other deyelopment efforts nray be needed. *

» .

DISSEMINATION OF NEW ECONOMICS CURRICULUM MATERIALS

How widely are the new economics materials being used? To answer this
question some recentstudies dealing with the diffusion of social studies materi-
als gener;l‘lly. must be examined. In a 1973 study Switzer and his colleagues

.found that of 252 respondents in five midwestern states, only 31, or 12.3
percent, had even ‘‘heard @’ the Economics if Societ{materials developed at
Califomia State University, San Jose. However, 145, or 57.8 percent, had
heard of the Carmnegie-Mellon Social Studies Curriculum Project, one semester
of which is devotéd'to comparative economics study. When *‘subject taught.’
was controlled, 44.4 percent of the economics teachers had heard of the San
Jose project and 77.8 percent indicated awareness of the Camegie materials. As
for actual use of the materials, of those'teaching economics only 11.1 percent
were using the SanJose materials while 0.6 percent.were using the Camegie
materials (Switzer et al. 1974). )

Walker’s 1974 study done in Nebraska found that out of 353 schools, two
-were using the San Jose materials and 20 were using the Carnegie course,
. ‘Comparative Economic System.’’ Eleven of the schools using the one semes-

ter Carnegie course did so in their American Government coulye while only one
school used them in an economics course (Walker 1974).”In a 1974 study
Tufher and Haley found that 14 percent of 980 Western states teachers were
using one or mdre parts of the Carnegie materials (Turner and Haley 1975).

It seems clear that th i&littfg awareness or use of the new economics
materials de\veloped by ihxan Jose and Carnegie-Mellon projects. Whether
these materials are better or more aypmgn’éte than more traditional materials is
a judgment” which should be madé at the local level, but such decisions are
impossible when_decisjori-makers are not evgn aware of the materials. »

The diffusioh of economics materials can be placed in abroader context by
comparing it with the diffusion of ney science materials. A 1971-72 study by
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*+  theCenter for Science and Mathematics Education at the Ohio State Unixgrsity
and ERIC/SMEAC surveyed over 2,500 secondary schools from all 5
Thirty-one percent of thé schools surveyed were using Introductory Ph¥ical
Sciences materials while 19 percent wére using Earth Science Curriculum
materials; the approximate proportion of students using the materials were 40
percent and 24 percent respectively. Well over half the sample schools had
adopted a version of the Biological Sciences Curniculum Study materials.
Chemistry-Education Maténals Study products were being used in 34 percent

~ of the schools, and Physical Science Study Committee materials were used in
33 percent of the schools (Schlessinger et al. 1973).
T Perhaps even more important than the proportion of schools adoptiné these
new materials 1s the impact such materials have on other commercially pub-
lished materials in the respective fields. A case from the field of civics
illustrates. American Political Behavior, a product of the U.S, Office of
Education supported curriculum project at Indiana University, devotes consid-
erable attention to the concept '*social class™ as itrelates to participation in the
political system. Before APB there was practically no mention of social class in
traditional texts. However, within fouryears after publication of APB a number
of leading civic texts had begun to include social class as well as other cnincepts
and principles employed in project's materials. It seems clear that opCe new
materials are adopted by a significant number of schools, competitors begin to
make the modifications necessary in their products in order to retain their share
of the market, a fact which should surprise economists least of all. *
A diffusion campaign 1s at least theoretically successful when all potential
users have become aware of the matenals and decided whether or not to try
" them. Using this perspective, it'appears that the impact of the dissemination
efforts associated with major economic materials has been limited. While there
1s some awareness and use of the materials n the field, many potential users
have yet-to hear about the materials or be tonvinced of their valué.

LOCAL MATERIALS DEVELOPMENT :

The Joint Council on Economic Education, throughits DEEP projects, has
taken-a different approach to development t the national cufriculum proy
jects - DEEP was originally designed to pyoducedocally developed materials.
However, 1ts general goals were broader’(1) to build economics into existing
school curricula at all grade fevels;/(2) to improve teacher preparation in
ecd,nomlcs; (3) to develop and evaluate new teaching materials for economics
for all grade levels; (4) to identify diverse models of curriculum revision in

. economic education; and (5) to disseminate the results of the experiment (Kim
and Kratochvil 1972, p. 2). !

Over time DEEP's primary concern has shifted from curniculum develop-

X ment and teacher traiming to curriculum revision (Kim and Kratochvil 1972, p
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26). This shift may well have resulted from the low quality of locally produced
matenials as suggested in a DEEP report: .

Some of the curriculum materials developed by DEEP school .
systems have been nationally disseminated, but much [many] of the
materials were not disseminated because products did not meet the
criteria set by the Joint Council in conjunction with DEEP school @
systems and affiliated councils (Kim and Kratochvil 1972, p. 29).
Thus, whilg no set of locally developed economic materials seems tgshave been
widely diffused, the DEEP curriculum change model does appear to have been
nationally disseminated through the Joint Council’s 48 state councils and the
126 Centers for Economic Education. A program like DEEP which is aimed at
locat curriculum change involves a slow, never-ending process. Often the only
7 personsytouched by such a process are those who directly participate in the
materials\development since it is the process, not the products, that are of
primary importance. As a result, the materials are only meaningful to those who
developed them. :

M -

Although séme systems planned extensive yse of materials, materi- .
als developed were, ,,"" general, not in wide use. Most of the :
- materials were estimated by the schools to be in use by half or fewer
of “‘eligible’’ teachers and many of the materials were less widely
“ used two years dfter DEEP than at its close. Only one of the systems
- visited had completed development of materials throughout K-13.
No system visited had completed widespread implementation
throughout K-12 (Kim and Kratochvil 1972, p. 33).

This is not a criticism of DEEP’s effort to foster local development of
material. In fact, it is difficult to imagine a more fully developed model or one
that creates greater affect among partkipants.* However, using the DEEP
program as a dissemination mechanism is questionable. Local aevelopment ‘
leads participants to do their ‘“‘own thing.”” The result is not only expensive
duplication but reinforcment of the professional folk-belief that **if it wasn’t
developed here, it won’t work in our schools!"’ , - ’

The success of DEER’s dissemination effort can only be judged by. what h
the program was supposed to disseminate. If the innovation to be disseminated
was the Joint Council’s broadly based program of state councils, centers,
newsletters, teacher institutes, Journals, and resource guides, then diffusion, as
documented by various Joint Council reports, has been widespread and con-
tinues 14 increase. Other disciplines would consider themselves fortunate to
have a similar organizational structure. However, if the program was intended *
to assure that new economics materials become widely used in the nation’s ¢
schools, then the effort has fallen short of the malk: ,

. . .
*For example. see Moseley,*Russell, and H Mike Hartoonian Wisconsin Developmental Feonomic Education Program
1969-70 Report Madivon, Wisconsin Wisconun Dcpmr'mm of Public Imtruction, 1970
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RECOMMENDATIONS FOR FUTURE DISSEMINATION EFFORTS

Despite the comprehensive nature of the Joint Cguncil, the_field of
- economics is more than the work of this organization. In making recommenda-
tions for future dissemination efforts, it is important to keep the entire scope of

. -economics education in mind. Our recommendations are as follows:

e  The JoigggCouncil and its affiliated grganizations should continue their
activities in the preparation and evaluation of curriculum materials, local
curniculum improvement (DEEP), teaclier workshops/institutes, and news-
letters. As state laws change, teachers leave the field and are replai:ed,' and
materials become dated, the need for such activities will continue. Where
limited funds force the Joint Cpuncﬂ,' state councils, and centers to be
selective in their efforts, they should concentrate on what Rogers and
ShoemakeT (1971) term *‘early adopters.”" . These are individuals or school
systemghaving a high degree of opinion leadership. People who regularly
work with schools will be able to identify. early adopters to serve as
“lighthouse™" schools in a given aka. Messages from the Joint Council or
its affiliates will be more -effective if directed toward these schools.

e _ Anemphasis on increasing schools' long-rapge potenual for change rather
than developing local curnculum materials should be continued. We see

DEEP as one such strategy.

e  Serious consideration should be given to developing a national economics
curriculum which could be adapted to local needs. Similar projects in
biology, physics, math, sociology. anthropology. geography, political
science, angd psychology could serve as models. A long-term, well-funded
development project would produce a quality set of materials which would
become the basis for a national diffusion plan. DEEP schools could either
develop their own materials or adapt the national projects materials to local
_ needs. Since the potential market for such a curriculunr package would be

great, commercial publishers would probably be quite interested in market-

: ' ing (diffusing) it. Many of the Council's network components could be
utilized in di‘)ssemination, i.e., summer workshops could train teachers to
properly use the materials, teacher traiping institutjons could introduce
preservice teachers to the package, state councils could conduct awareness

~ and leadership training workshops. .

>

e  The national curriculum strategy does, of course, pose some problems. It
would probably require the profession toendorse a particular approach, but
there is the option elected by biologists who developed several versions of
the bastc curriculum packag'e. A unified curriculum approach would also
make it less convenient for state councils and centers to go their own ways.

‘ but that would not be an insurmountable problem. A more touchy matter

would be satisfying the widely divergent interests of the organizations
which financially support council and center work at all levels. The doltar
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poor sociologists and geographers faced no such contributor rebellion.

® A move in the direction oﬁq)ational curriculum assumes that none of the

present economics programs Msuch as Economics in Society, represents an

- adequate answer to the development problem. If they do, a lot of time and

money could be saved, and.4s indicated earlier, the diffusion of those
materials is already underway. .

®  Continual efforts“should be made to assist persons n linkage and
advocate roles. Persons such as state social studies coordinators and
assistant superintendents i charge of curriculum, face a massive “*keep-
up” problem. Ready-made inservice programs, highly sélective bibliog-
raphies; and-special refresher workshops would help these péople improve
economic education. -

®  When economics materials are promoted for local trial, characteristics
which have been found to be of particular interest tp adopters should be
emphasized. For example, Hahn found it more impo(rtang< for a teacher to
pergeive that a given set of materials would result in greater student
interest than it was for them to perceive that the materials were “like;’
something they had used before. The characteristics important to precol-
lege teachers are probably different than characteristics, such as technical

correctness or theoretical consistency, which concern college professors.

¢
7

‘ ' # ##
~ - .

This paper has p}esented two different views of the situation confronting
economic educators. In Part ] the focus is on the broader context in which
change occurs. Chahge is seen as the result of the many day-to-day degisions
which together make up the climate for change in the schools. It also points out
that many organizations and individuals hgve been' at work in this field and
future changes must take these previous efforts into account. Part 2is concerned
specifically with the diffusion of curficylum materials projects and local de-

velopment efforts such as DEEP. Both efforts are, a subgroup of the broader °

change picture described in_Part 1. - -
Long range change is certainly more than having schoo
of materials or teachers complete another course in econorfiics. Ultirrrately the
nature of schools must be basically altered, but in the mea
steps remain to be taken. .
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A Response to '
“Needs for

Diffusion and ) .
Implementation of " . .
Economic Education

- ~
.

Charles B. Myers

v
.

Analyzing the Becker-Marker assessment of diffusion efforts, this respon-
dent suggests that the two authors, like others, have confused the diffusion of
... materials and information with the broader issue of producing change in
‘ # people. While Myers considers dissemination ofideas and products important; *
he believes that a new focus In aiﬂ'usion/implementatIon efforts is needed
today. He suggests that efforts be directed toward developing change agents
and change models. Among the author’s recommendations for achieving this
new direction are discontinuing old-style summer workshops which deal with
te economics content and concentrating efYorts instead on helping teachers im-
prove their teachihg skills and their ufiderstanding of the teaching-learning
~ process.

i " &

Early in their paper, Becker and Marker refer to the importance of correct
definitions if appropriate solutions to problems in economic education are tqbe
proposed. I would Jike to focus on this point hecause I believe we

" defining the problem (or problemns) correctly. Welgpe using differept

e

of the word *‘diffusion,”” and we are confusing the idea of difffisibn with the
’ much broader idea of producing change in peopla?nstitugt ns, and programs.
The Becker-Marker paper reflects both these 4oints of confusion. -

Using the term **diffusion’’ to mean informing tegichers about the exis-
tence of certain economic education programs, priigcts, and materials and
enabling teachers to obtain these materials, defines Hilusion in a rather narrow *
sense. Although diffusion, even in this harrow sense »is a continuing problem,s

Programs” - . ' ‘o ‘

Charles B «Myers s Director of Programs for Edttcators of Youth and Associate

Profes;ior of

History and
Tennessee. _
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we make a mrstake 1n imiting the idea this way More than materials needs to be
" diffused, Teachers. administrajers, and other educators need to be made aware
of all types of new ideas conterming economic education These*people also
need to be convinced that they can change. thatthey can provide instruction in
ecdnogmcs. They need to be encoumg%d to implement the new 1deas and to be '
helped 1n the implementauon process . . .
A second 1dentification problem is the confusion of dissemination efforts
and change strategies The strategies that would successfully bring about ap-
propriate changes in economuc education must be much more vaned. Jonger-
range. and More sophisticated than those used for disseminating new matenals
Such efforts must focus less on matenals and econoric cogtent than many past
economic educatign efforts. Instead these newer efforts must focus on changing
the people. pnmanly teachers, who will bning about improved 1nstructign in
economicy at ke elementary and secondary levels.
" The Becker-Marker paper devotes sigmficant space to describing thangeg
that have occurred 1n the last fes years They point out that often solutions have
. been provided to situations that existed at one time but cease to exist by the ime
_the soluuons were effected. I think this point 1s parucularly cogent :
In the past. efforts at improving economic *education. including those
sponsoced by the Joint Council on Econo Education 1n sts early days.
focuded on providing economic infoermation td'teachers. dev eleping curriculum
matenals, and disseminaung those_matenals This approach was cons'}sfent
. with the foremgst'lhm}ung'm teachereducation and curnculum development at
, that ume . ¥ ‘
Today. however, 1 beligve the siwation has changed The problems «
ivolved in improving all hindSs of instruction at the elementary and secondary
levels require more, than sapplying addinenal content for teachers and writing
niews- curnculum guides Problems are alsg. too complicated to be solved by
short-term workshops on how to use new curnculum_packages such as
. Economics 1n Sociery. ?though these efforts produce some positive effect and -
should not be. discouraged. . '
i believe this group and the economic education groups e fepresent must
. " .. now addressanew .broader question. How can the practices of educators in the
. field and the insttutions 1n'which they teach be modified in ways which will
= enable them to produce students better educated 1n economics? We have.
matenals that are relatively good. We have-dissemination andrommuynications
Lt networks that are at least somewhat successful We_do not have change agents
or models fdt. teacher and insututional change that are effectve Our major
. attempts at producing chrange have been diffusion of materials and summey
. teacher workshops stressyng new economics 1aformation These efforts were
* g6od. but they simply are not sufficient. o ’
. Leaders’iti economic education are not alone in their inability to prodace
significant change 1n education, Both preservice and inservice educatory

-

T throughout the nation ae procebding by tial and efror.and no highly successful

. model s been devetoped. There-are. however, a number of |‘eas worth

) R o X o .
. . . .
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pursumg The Beeker—\darker paper refers 1o some of these, altheugh I takc
excepnon to somé of the finer points in the steps they suggest.‘My recommenda-
\ tions for future dlssemmatlon/lmplementauon efforts are these »

A
-

A

" Maintain and improve the Jomt Council on Economu Education com.
"municdtion network among thoge interested i improving economic
educauon

-

Continue to provide as$istance to local sehool s)stems uQ.enr efforts to
improve |nstruct|ona| programs ‘

a

. Continue to dlssemmate g0o0d economic education programs of local
" school systems, socnal studles projects. and spublishers.

Shlft the emphasis in efforts to improve economic education instruction
from bettenng teachers’ econgmics content background toward helpng

teachers improve their teaching skills and their understanding of the
teacb_mg—leammg process.

Discontinue the old-styje. short- term summer worRshops that do little

.more than teach econotyics.

-

Focus energy changlng teachers already in the classroom as well as
preparing pres@tvice teachers i :

» . 2
In short. I suggest we continue the d|ffu510m|mplementanon activities

that have been succgssful in the past but shift the emphasis from the *diffu-
sian” of matghals and economic content to the changing of teachers,
instructional superwsors and educational syst€ms.
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A Responseto '~ - .. ‘
» -“Needs for Diffusion ;-
and implementation : o ‘

. of Economic  * ,
Education Programs” - . _.
i ¢ .

S. Stowell'Symmes \ / :

. 1 .

¥ - L d
/ - . T
. . :

-
While agresing with Becker dnd Marker that there is a need for realism . .
about the school climate and wrroéesss‘ In diffusion and implementation efforts, -
) this respondent takes issue with two areas of the authors’ paper. First is Becker .
K *, * and Marker’s equation of “‘curriculum innovations” with prepackaged prod-
Y . ucts or strategies. The respondent contends this perception suggésts that the
thrust of curriculum change should be external to the school system, and he . .
. believes It shouid be internal: Second Symmes disagrees with tire Becker-
Marker suggestion. that local developn}ent leads to curriculum anarchy and ¥
suggests that effective diffdsion must accept a dynamic role for the Jocal school. .
The respondent cosicludes with comments on egch Becker-Marker recommen- -
dation and adds sbme recommendations of his own. . ‘

~ ,
. \ °
- hd ey
o -

My'reactions to thé Becker-Markér.papér are personal and do not necessar-

. " ilyrepresent the views of the Joint Council. No formal staff consensus was, '
*taken prior 10 preparation. . i ) o .,

e After reading these conference proceedings, some skeptics might con- !

clude that discussing diffusion ,and implementation of economic education ..

..~ programs is premature Perhaps diffusion and implementation designs should
W"' “be held in _a'béyapge until the economics discipline is properly defined, valid
. curriculum materials for all students are devtloped, teachers are adequately )
prepared, and-research 0n thg many aspects of ihstructional theory has uncov- |, .

ered all there is to kitow about how to develop curriculum. After all, should not

.

economic educators disseminate only fully valid products which can guarantee .2
§ results?. -, . . \ s . K

S Stowell §xmmcs is Director of Curmiculum with the Joint Councsl oﬁ-&gqon;c.sducanon' .
New York. . _ N IEER
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At first glance, this line of thought sounds reasonable Actually, the view
holds the sceds of educational inertia.because it does not recognize that the
process of curriculum development, Wwhich includes both diffusion and im-
plementation, 1s itself an integral part of closing knowledge gaps Furthermore,
suchaview implies that *"the’* economic education program could be designed

" and that the implementation task would then become only a matter of gaining
wide adoption of *"the’’ curriculum :

To adopt this dpproach would condemn the school as a viabledggtitution,

. .and we _shiould not expect such neat, simplistic solutions Schools should not,
iideed they cannot, stand by awaiting the ideal economics curriculum with
baited breath; they mfust play an active role in the curnculum development
process itsélf. For these reasons, | strongly endorse Becker and Marker's view
that diffusion and lmp'lementanon' should not bt seenas ** efforts to get

_“the public.to buy more of a pa icylar brand of soap, but as integral parts of
, €fforts to improve school offér:g in economic education.’’

. , ¢

\

< REAUSM‘IN DIFFUSION AND IMPLEMENTATION

_ Before addressu;g myself to Becker ¢nd Marker's recommendations, |

should-like to 1ssue a general plea for realism in diffusion and implementation
- - Becker and Marker nightly describe the many serious and pseudgseridus efforts

tp change economics.curncula in the past,and wonder why more has not been.

accbmphshed_.,ﬁdr' answer 1S good.'De@:re helpful efforts of the Joint, ;
ues to bé-fragmentation an& fta

. Council on Economic Education, there
b duphcation of programs, gaps in communication exist, and too many agencies
and indivrduals are going their own uncoordinated. cOmpetitiveQways
* However, it 1s important to be realistic.abdut what can be accomplished in .
diffusion and 1mplementation efforts since the-curriculum change process
should not be undeptaken 1n an atmosphere ',Qf dl}realistlc expectations
.Economic educators must first ask themselves. What can schools realistically
.. expect to accomphish? There afe limitations of/time, function, and resources
whith must constrain expectations Goodlad (1966) estimates that only seven to
eight percent of all waking hours of 13- to .17-year-ol
school as compared to nine percent spent watching ! bvision. | ’
«  A.second question to address 1s, What portiof of formal schooling can
econatnic educators reasonably expect to co-opt? The school systém has been
presfuredto expand 1ts functions far beyond its cgpacity to delivet. Schools are
expected to *'solve’” social problems as diversé as drug addiction, premarital
sex, employabihity, poverty. functional literady , and mayhem on the highways
How much. responsibility can_we feasonably expect schools to acgspt for

-

Finally, econormic educators must ask, How mugh resoutce 1nput can

economic educators reasonably expect «choolsYo allocdte to economic educa-

~ . tion programs? Curnculum devglopers must also become realistic about £0sts
& 1,

Q g
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of materrals, inservice education, and specialized consultant assistance. While
_money is not the key ingredient for effective curriculum development,
resources—financial, human, and material —are scarce commodities for all
school systems and resources must neces,shrily be reallocated to effect change.
Economic educators must adopt realtstic diffusion models or be destined

to failure Perhaps the philosophical cBiction that there 15 something positive
each teacher can do evéry day, a conviction expréssed by Aaron Gordon,
Lawrence Senesh, and James Becker. 1s a point of departure. I call this a

" diffusion philosophy basedon incrementalism—today we are more effective
than yesterday: Curriculum development is nonlinear While 1t 15 sometimes a
rough. discontinuous progcess. it need not be consciously haphazard or unsys-

implementation model. As Becker and Marker stated.* .. . if we continually
foclis upon improving the schools® capacity for self-renewal, we can work
toward such a broad goal by taking thousands of small steps at the day-to.day
decisiom level *° ’ : . B

13 .. . .
CURRICULUM INNOVATIONS AND™ "

* ° ° LOCKL DEVELOPMENT LT

Thus far, [have underscored my agreement with the Bécker and Marker
paper There are. however, two areas of the paper which cémpel me to quarrel
with the authors * My dpologies if these disagrgements are due {o misinterpreta-

- tion, but I feel'stongly that the issues should be brought-out 1 the open.

’ Fnrst; by focusing on the "diffudron steps outlined in the Wingspread.
Handbook for Educational Change dgents (Becker ahd Hahn 1975), the au- _

-

Strategiesto be djffused. adopted, and/or’implemented. For example, steps 1

tematic’ Systematic'planning must be at the center of any éffective diffusion or 3

. A ‘ . St
¢ - v 14 N "
-
* ‘ * . . . . ~
. . . B
.’

) 4

. ! Ahors appear to equate * ‘curniculum inAovations"* with prepackageti productor "

through+ set the stage for;édoptioppy asking the diffusor to-know the product®s a.

charactenisticyand to 1dentify where the innovation might best fit. Step‘S. aplan

.. of ation, appears to emphasize modification of, or manipulation of, the school

system so that “‘adoption’’ of the innavation 1s facihtated., This strategy

“suggests. that the thrust of change ® external to the s¢hool system. Thus the

curriculum development process recotymended by the Wingspread Handbook

‘appears to-emphasizg modifying thchbol system to facihitate the diffusion of
an extérially devéloped innovation.\ . . :

I believe thad'the thrust of chanfge should be intérnal to school systems

which actively seek to adop('innodzw.ps which accoy};')hsh a particular cur-

,pculumobjective The school system (by which 1 medn the total set of €lefents
including students, tedchers, administrators, parents) is ot a passtve institution
{o be manjpulated by curriculum d‘evelf)pers who have *‘tested"" produgcts **for
sale " The, schdol s»‘temjould be/ perceived as a developmental orgamism
which consciously seeks ‘o 'educdtional products that can not only helpitto

" survive but can also enable it lo better perfom 1ts societal functions.
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: Curriculum diffusion strategies 1n economic education will fail unless
curnculum is viewed as a developmental process derived from local school
sytem needs. Curriculum development is along-term, contihuous process with
matenals selgction being only one of the component parts Furtheriffore,
curriculum developm‘ent should not be conceived as a ‘‘project’’ to be
- - completed—signed, sealed, and delivered by *June 30." . .
< To better understand the organism we call the school; continued research
and development are both needeq. We must have better knowledge about each ?
component part—a microview. We must also have better knowledge about ’
. what 1s happening to the system as a whole, with special emphasis on the
relationships between the parts—a macroview. ‘Without such research and
technical assistance, school systems may unintentionally be destroyed as viable
institutions, much s many biological organisms have been eliminated from the
physical world as a result of unintentional ahen’ treatments
. The second basic disagreethent 1 have is with Becker and Marla’s
statement that '"local development leads all participantg to do their “own
. thmg'."~ While there 1s 4lways a possibility that local autonomy will lead to
curriculum anarchy:-to propose.any other model runs far greater risks and
< probabslity of falure. 1‘am not suggesting that every school write its own
economic education textual mdterrals. Our.research on DEEP 1964-69 clearly
demonstrated the failure of such expectations What 1 am suggesting is that
successful curriculum developmept requu?es gamci‘patlon by the local school
Alfred North Whitehead 1n"The Auns of Education wrdte, "‘The first
requisite for- education reform is the school as ‘a umt, with~its appraved,
curnculum based upon its own need. and evolved by its own staff If we fail to
secure that, we simply fall from one formalism into andther  *' (Whitehead .
1967. p ~13). Whitehead was not preaching anarchy He was saying that
. _ daffusion of 1nnovdtion requires active participation by those involved in the
. local school. Johf Goodlad's research led him to conclude that, .‘.‘”ﬁ\e single
. school_ 35 the largest and the proper unit for, educational change’™ (Goodlad
1975. p 110). Furthermore. Goodlad foénd that oftentimes school reformeérs -
did nbt try "'to understand the_s€hools or to find out how those in schodts
pércerved the problerfor any ptoblems’ (Goodlad 1975.p 111) James Banks
. has urged us, at this ‘conference to acknowlcdge[(he enorraous diversity of _
schools and to build flexibility into\our cum (lum designs In_the same
. magpper, our miodel for curriculum d.&@/ﬂ«ﬁ be flexible and trust Iocal". '
initiative and resources. ~, , - . .
- Local cumculum devéiopment need not mean retiuced tniellectual o
e apad'cm;c intéﬁnty. One crucial role of profésslonal economic educators is to: ..
help schools select, adopt, and adapt economics materialg that reflect,the best
knowledge we hlﬁve of economic science. Scientific integrity is compatible ™
- + " with flexible local curriculum development. Even the Physical Sciences Study
Comiittee found 1t **. . . could maintain {ts scientific ingegrity‘ana,still be _
tailored to relatively precns€ 16cat educational needs. By doing well at its .
scientific business. the Commuttee had enabled school systems{ado well at the
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-- .. _ educationgl business of curriculum development™ (Miles 1964, p, 265).
_ These bits and pieces of research and educational philosophy lead me to
betieve thateffective diffusion models must accept a dynamic role for the Jocal
“schéol. More résearch identifying the component parts of successful diffusion
models will, of course,-be necessary. The Jojnt Council’s DEEP Cooperating
Schools Program and John Goodlad's League of Cooperating Schools will
Jprovide researchers with superb starting points. ‘

.

s " - ARESPONSE TO THE
, BECKER-MARIGER RECOMMENDATIONS

Inp summary, I should like dyrespond briefly to the five recommendations
for research and development made by Becker and Marker.
* One, I support the need to strengthen the Joint Council's network of
Affiliated Councils and Centers. This network is potentially the most effective
communications model for delivering the resuits of both research and develop-
ment in economic education. In strengthening this network, the Joint Council
must strive to move beyond its narrow econdmic education focus, allowing
interface with other disciplines and other-gducational theorists. Presently the
network is in danger of being a closed infesmation system. For example, how
. many economic educators have been €xpoded A0 the PSSC physics researc
" which found that having participants see a curniculum matenal 1n action w
key to its adoption? . :

-Twe, I do not support the development of '‘3 national economics cur-
riculum,” byt I do support the developmcnt of a national master_c_umculhm
guide. A nationdl curriculuny, if this means developing a set of coursessin
economics, will not solve our problem for ali the reasons given by Becker and
Marker. There are too many *‘hidden hooks'' ip this approach, A master

. cyrriculum guide’, on the other and, could give curriculum developers valuable
assistance i developinga basit framework of economic understanding so that
laynien%"professional edyucators alike will clearly grasp what it means to be
economically literate. It could also provide teachers a set of concept-oriented,

' -classrooh»testedqessqns demanstrating at all grade levels how the key ideas in |
the framework could be taught: The Joisit Council is curren&l‘y working on such
adocument. It wjll notbe a “'national curriculuim®* bt rather a flexible guide to
help schools help themselves and to assist commercial publishers in their efforts
to create relevant matenals. ~ -, o

- . Three, 1 strongly endorse Becker and "Marker'’s recommendation - that

cohtinued specialized assistance be proyided practioners in the‘schools. School?
curricula need constant maintenance or they, like good machines, will fall into
disrepair "The fryits of action research and successful curnculum developmen;}
strate gies must continuously be brought to the'front lines and made avatlable t
“the schools. One by-product of locally developed curriculum 1s the constant
G de\;glopment of new techniques which can be usefully shared if ancffective
< comfmugications network is established.

T TR

Q ‘T 281

B e N ' .

d




}

- v - -

Four,1 alsoemph atncall?support the request to emphasize helping schools.
increase their long-range potenjial to change, but this cannot be done at the
expense of, nor in pldace of, local curriculum development. Local curriculum
development is the res t process of schools which have acquired the
capacity to change. Econogit bout the process of
changing curniculum so thatthky can improve the capacity of school systems to
absorb change (1.e. innovation) more 3ffectively, more effictently. and more
humanely We should seek the opnmal change rather than the fastest, cheapest.
or most change.’ .

“ “Five. Becker and Marker's last recommendation 1s t0 emphasize the
charactenstics of matenals whlch}are of particular interest to adopters when
promoting the products for field trial. This recommendation is not of high
priority with me except as part of the developmentalcurriculum process.

{

[y

ADDITIONAL RECOMMENDATIONS * e

There are three additional recommendations for improving the process of '
d¥fusion in economic education which 1 would like to submit.

P

¢ .

A continuous upgrading of the quality of economic education technology
is needed. Refinements of inservice course designs, more responsive
measuring instruments to assess progress. and more effective teaching
strategies are crucial. The science of curnculum development, like any
science, is not static. .

The statement.concerning the service function of Centers for Economic
Education needs updating. If the concept_of establishing a university
center within -50 miles of every school district in the country is
becoming realistic, 1t will be rmportant o clarify the service relationships
between the'egnters andthe schools. >
.. DA > Q"

Personnel responsible for managing economic education curriculum
change in the schools need. specialized ‘traiming. Each school sys‘terh
requires a coordinator of eqonomic education who has the skills and
knowledge required to keep a local cumculum development program in
operation. .

N
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of a Teacher T e '
Participant to ' : .
. the Conference - b ]
) o
Joyce H. Frank L .
- * v
3 Presenting her reactions to the conference, this participant suggests

specific actions toimprove economics education, particularly at the elementary
school level. Because Frank believes inservice training is vital to improved
economics instruction, she suggests that such training be made more relevant
\ - to the reality of the classroom, that inservice be inspired enough to make .
,  teachers want to teach economics, and that other classroom teachers more _ ‘
- - -~ ———often-be involved in inservice programs, Frank also warns theorists that .
, their insistance on teaching only ‘‘pure” economics may result in no economic
s concepts being included in‘students’ education, - )
| - *
. » . .
The following recommendations are based on my observation of and ™y
participation in this conference.

3

MATERIALS -EVALUATION x .

. »
There should be some way to police or recommend economics materials.
I'was appailed to learn I could be teaching erroneous concepts. Grade teachers
do not'have the expertise.to know whether materials are accurate. If an organi-
zation such as the Joint Council' on Economic Education would evaluate -

materials, perhaps centers could make.the information ayailable to classroom
teachers.

“y - INSERVICE TRAINING

Some speakers at this conference condemned inservice workshops as . ’
indffective and .passé. | disagree strongly. Teachers need fo continually
) upgrade their performance, %ind Workshops tend to reinspire them. Also, .
: 'y

Joyce H Fiank |s‘§‘secona‘gfade teachér in the Haslett Public Schools, Haslett, Michigan.
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. o .
grade teachers prefer workshops to courses because they are shorter and tend to
S be more activity centered. Except for preservice education. I believe inservice
workshops are the only—or at least the most effective—method of assuring .
better precollege econonucs instruction Preservice 1s more effective, but it will
not do the job because there are not enough new teachers being hired to
. effectively implément economics In schools, Since this condition will
probably not be alleviated 1n the near future. existing staft’ must be trained
with inservice workshops R
hS Althcugh service 18 essential, many current inservice programs do not
meet the needs of precollege teachers. Gradé teachers accept a child at the
leve] they find him/her and rovide nstruction from that point. Economics
orkshops rarely do. Professors should learn from the teachers they are traiming |
n this respect. Workshops are often; loaded with economics content which
terrifies teachers: as a result they do not"léarn it. While valuable, economic J
» theory may not be necessary at lower grade Ievels. It is important for
inservice mnstructors to remember that .a teacher cannot and does not need -
. to become an economist 1n three weeks. | can teach the concepts a seconl-
grade child needs to know abeut economics with a very elementary knowledge
of the discipline. It1s desirable for me to have a good background in economics,
but it is more important that 1 am not afraid of it. If mservice instructors
. make teachers comfortable and reassure them. they will learn more easily.
Teachers should first be taught what the grade student needs to know: then_
economic theory should be introduced. If teachers go no further than thé first
Sﬁm it is better than nothing. e e e

- Enrollment forms for workshops should nclude a questionnaire on the
economfC expertise of the participants so the instructor can plan the workshop &
to fit the icipants rather than trying to make the participants fit the work-" -

" shop. Participants might be grouped by experience with ditferent assignmentge
.‘given to “different groups and perhaps even different matenals used gﬁ?ﬁ‘ by ;’é‘
- different groups - - N - N
. The children’s material can be used to teach inservice. Because student’
matenal is simpler and easier to understand. it can be used as a beginning
and enlarged upon when concepts are clearly understood, Senesh materials,
for nstance. are extreraely sophisicated: yet they teach clearly enough for
a child to understand. 1 won a first place Kazanjian despite having never
taken an economics course. I learned my economics from Senesh’s second-
grade material3 as I taught theni. ' _
Teachers 1n 1nservice should be made aware that economics 1s a very
broad area which they are probably teaching without realizing For instance,  *
limited supplies 15 an economic problem 1n most classrooms. Teachers need to
realize that the decision making they teach in ‘solving a limited supplies
problem can be even more effectively taught as an opportunity-gost decision
If the economics s to be taught, teachers must learn how to infuse it into
¢ all subjects Grade teachers do not have time to teach it separately. Teachers
need help m learmng T infuse economic terms and concepts into daily

o
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" vocabulary, ‘:Limited means,"” Lynlimited wants,”” **supply,”’ **demand,"’
. “8W$.i;§’§ervigps," *‘consumer,”’ and *‘producer’” are terms | use daily in
"\Qur"cl:;’s-srifpm_fyxghen referring to our Activities. .
* " Economics ‘should be made fun and exciting n inservice worhshops.

Teachess have to do this in their classrooms or today"s TV generation will
.t off., ° co L . :
" Inservice instructors should avoid economic professor jargon. Almost
[ .+ everything said at this conference could have been said in English which we .
would all have understood. 1 once heard the program I teach explained by an .

k)

.

economist, and i could R(\?)L:'f.\l:p(\jergtjln‘(‘i it, nuch less teach tt. Such presenta- "
b Q tions scare tezllchers ;:M:}y‘ pmxteaibnjg ecanomics. - - N
B < 4\:@
INFUSING ECONOMICS INTO CURRICULUM ’

Economic educators should not be such punsts. If they tpsist that only .
“‘pure”’ economics be taught, fhey may ehmunate all economic concepts
from studentinstruction. Career education, pérsonal economics, and consumer
- education are current, relevant. **'m"’ now. Straight economics 1s not. Because ’
school boards and ‘government agencies “will fund *'jn"’ programs, efforts
¢ should be directed toward getting economic theory infused into them.
. [

*

*~IMPROVING GOOPERATION BETWEEN CLASSROOM :
'+ . TEACHERS AND THEORISTS \= - .

N ~

- oW . .
- e Therg are basically two reasons precollege teachers do not teach
_economicsstimeadd-ignorance, Time can be overcome by infugjom. Ignorance
c_'gipibe overcome only with interesting, reassufing inservice traming.
7 “Econgmic§~enters should send fetters™o0 supernintendents offering to
— <= provide an afternoon insefvice” on econoriic awareness. In one afternoon &
* teathers can"hear enough about exciting economics projects t%,[nake them
. want to try some ‘on their own or to take a summer workshgp;Letters or N
bulletins do_litgle tq, recruit people With no economic awareness, teachers
= ;‘/'\r:w‘%ﬁcoriomic workshops because they feel they will be dulfl and difficult. “
) Ecorf5Mies need not be either Let just one Kazanpian winner tell about herthis
: “ project, and teachers will all want to try somethiig or talze\woﬂ\.ghqps. I'have »

—

~ 7 given about 70 career education/economics mservice sessions m thelast two

. years-using my Kazanjian project, and all pa}ifcxp:iting dsstricts, have reported .
¢ that many of their teachers are tryiné part of it. P .

] The best way to overcome the problems of .time and.ignorance is to -

consult teachers. Do not look down. on'siis. Classroom teachers are highly —
skilled craftspeople. We can be used pot just as practitioners but also as 4
consultants, We may not know much about GNP, but theorists do not know e
*much about audié-closure. Th'eo\rists should nut decide what to do with
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teachers (as participants have at this conference) without asking us! All
- three classroom teachers present feel our expertise has been 1gnored. When
economics materials are prepared, developers should not assume they know
how to teach begause they went to school. Teachers should be corsulted to
determine if the materials are feasible. ' . '
Inservice instructors wh8 weré once precollege teachers ‘should not
assume they under\stand classroom problems. If inslT_:i'Ctors have not been in
the classroom in the last two years, they do not know current teaching
tensions, pressures. or problems. Inservicee instructors should talk to good
teachers to learn mfusion methods. Teachers can explain how they teach’
economics in structural skills or language arts. Finally, classroom teachers
_should be used to mservice other teachers in precollege economics instruction. .
The question of whéther economics should be taught can be debated
forever. But one fact remains. Economics will pot ‘be taught yvithbut the
classroom teacher. Do not ignore us. '

o -
.

Aruitoxt provided by Eic:




Why Are We

Different? - . ' '
Robert W. Reinke "

. r '

e Summarizing his view of the conference, this participant focuses on the *

knowledge and communication gaps between
and academic (college-level) economists and
suggests that while academics have more content knowledge, precollege
teachers possess other capacities which are critical to the total education
_ of students. He advocates more communication chgnnels between academics
and classroom teachers, particularly inservice training programs and greater.
classroom teacher input into professional journals, . )

precollege classroom teachers
curriculum developers. Reinke

"3

Itseems relatively easy for people of similar backgrounds and experiences
to communicate with one another. Breakdown in interaction usually occurs
when two or more groups or subgroups attempt todiscuss an issue from varying

rspectives. These perspectives may -be quite similar; yet in-group jargon
and, bias build barriers which make productive interactiom difficult or
impogsible. T v
A\delineation of the differences between precollege school teachers and
academi¢ economists and curriculum developers may help lower some. barriers
and allow, each group to reach the mutually acceptable goal of improved
economic education by improving the understanding betWectfll',yarious groups,
providing insight into similarities, and increasing the ability of each group to
follow the recommendations from a conference such as this.

A simple analysis of this conference’s participant roster shows four
precollege teachers in attendarice. This relatively small number of public
school personnel compared to the number of curriculum developers and
economists indicates an attitude many academics (educatdgs outside the
precollege schools) have regarding the professionalism, enthusiasm, and
abilities of precollege educators. 1 felt this ‘‘less than equal” or *‘you can

Robert W. Reinke 1s a ninth-grade economics teacher at Hosterman Jumor High School in the
Robbinsdaﬁ’School System.” Robbinsdale. Minnesota, b

’ v —-
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listen but not speak’’ attitude early in, the conference, but the attitude '
* seemed to change measurably by the end of the meetings (certainly a great
a_ccomplishment) .

-~ 2

L A
™ A QUESTION OF ABILITY

The attitude of superiority among curriculum developers and economists
is_understandable. Obviously, the knowledge in (;urriculuni and economics is
qualitafively and quantitatively greater among academics than among pre-
college teachefs. Academics have the opportunity to gather and read the
most current literature in the réspective fields; precollege teachers do not.
This difference certainly widens the knowledge gap. Academics posses 2
cadre of ‘‘experts’’ who are constantly available for discussion and brain-
storming. For the most part, teachers do not have this resource, and the gap
widens further. ] * ’ v

To stop the comparison of precollege teachers and academics at this
point would support the superiority attitude of academics and do more harm’
than good. However, as many economists and curriculum developers present
here now know, precollege teachers possess abilities which go beyond the
discipline 6f pure economics and the field of “‘content”” curriculum. Their - *
abilities lie in a relatively undefined realm called *‘public school pedagogy.”
This arena has remained undefined because, it is broad, changing, and
localized. However, the capacities precollege teachers possess are important
in educatin'g the average American youngster. Some of these specialized |
capagities are the following: .

( 1) the ability tg diagnose\ph&gical, mental, and emotional disabilities
, Which hinder students’ ability to learn; ‘ .
( 2) _the ability to develop (with the assistance of support personnel)
programs which help students and their. families with particular
disabilities; : <
. (3) the flexibility to adapt’one’s curriculum and personality to cope
with crisis conditions in the classroom; .
( 4) the ability to efficiently organize time schedules to meet stated:
objectives; 4
( 5) the ability to incorporate skill anid attitude instruetion into the-
<" curriculum at the appropriate learning level;
( 6)- an awareness of basic concepts from many disciplines; .
( 7) theability to write curriculum when such curriculum s unavailable
but assessed as necessary for proper instruction; ’
( 8) the clerical/secretarial skills necessary for maintaining daily
. records;
(9) the'emotional maturity to interact with many human beings daily;
(10) the ability to forecast future events which might injure the
physical health or disrupt the mental health of studerits;
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(11) the mcommunicate with a variety of community members

(studeqts~parents, colleges, administrations, politicians); and
(12) the ability to revise existing curriculum to better fit -student
abilities and community needs.*

"These capacitiese’are certainly difficult to measure and have not been quantified.
Perhaps a time study research design would support or reject my optimistic
analysis of the precollege teacher group.

!

[

A NEED FOR ECONOMIC EDUCATION

;Prqcollege teachers desire to be knowledgeable'in many fields—particu-
larly economics. Economics is the discipline about which many student and
citizen qu'esti’ons pertain. Because economics is a behavioral science relevant
to our dailyfives, many people seek direction or clarification from the public
$chool economics teacher. Obviously; trained teachers do not like to respond
"I don’t know™” to such questions or to answer-in such general terms that
the truth seeker walks away confused and frustrated. Consequently, I support
this conference’s recommendation for more teacher inservice. In my opinign,
this recommendation represents an effective way of improving the quality of
egonomic education -throughout society, for adults as well as precollege
students, 7 :

Howgver, a precautionary note is needed at this point. Like economists,
curriculum developers, and others, teachers’ behavior- is.influenced by avail-
able ineentives. Therefore, appropriate pecuniary or psychic rewards should be
provided inservice participants! There 4§ an opportunity cost for teachers to \
attend a workshop-just as there is an opportunity cost for the instructor. Poor
attendance does not necessarify mean apathy. It may mean that the invited
participants are receiving greater perceived rewards electing to spend time

elsewhere, / . .

- -
-

~ _PRECOLLEGE TEACHING.AS A PROFESSION
- » - N

Many precollege teachers perceive their occupgtion as a profession and
would like to COmmunicattho other professionals through publication. Most
economic education and social studies journals have been closed off from
teachers. It has been my experience that manuscripts which do not employ
statistical analyses or an idea representing the “cutting edge” of the discipli
do-not meet the editorial needs of the journal. T would recommend that the

*It 1s unrealistic to assume that every, or even most, public schbol teachers have mastered all
these capacities 1tis realistic to assume, however, thata pool of public school teachers possesses
these talents [ recornmend this resource be utitized by any group wishing to improve the quahty
andquantity of learning within American public schools.
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Jo%rnal of Economic Educanion desigate a portion of its journal to writers who
are full-time precollege teachers. ;
This recommendation utilizes the Idea of learning levels—a topic at

this conference. 1t has been suggested that students need curnculum matenals

which are at or slightly above their learning capacity to maximize their
learming. This same theory apphed to teachers implies that 1f precollege
teachers read a professional journal containing some articles at their level
of understanding and others above that level. they would make substantial
gans in content acquisttion. These content ‘gains may begin to narrow the
aforemeéntioned ability gap between precollege teachers and academic
economists and curnculum developers.

. ' # % ‘

My remarks were solicited by a majority of the conference participants
dunng the final conference meeting. The recommendation fonmore input and
opinion from the precollege teacher participants came fr curriculum
developers and economists, “This request indicates how successful the
conference was in 1mproving communication ‘between educational groups

_If this understanding and respect continues. [ predict substantial gains in
¥

economic education nationwide,
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,~ Elizabeth Vander Putten , ‘

~

)
‘ ~ N ] *

In reflecting-on the conference, this participant examines needs in
economic education from two perspectives: what teachers.see as needs and
what students see as needs. Among Vander Putten’s suggestions for meeting )
teacher-perceived needs are to develop materials which have limited but
realistic learning goals, to involve more teachers in inservice training, and to
oncourage more cooperation among classroom teachers and curriculum
developers in the preparation of new material. To counteract the relatively.
negative view of economics held by high school students, Vander Putten
suggests that materials focus on ideas which are new to students, that .

_ideas be made relevant to students’ lives, and that the discipline be
““humanized.”’ .

' As one presenter observed,f we all view ‘experiences from, different
. perspectives. As a minority group member at ,this meeting, I am glad to
* " share some of my perspectives with you. But as Professor Banks has said,
no one member of a minority can speak for the whole group. To ask one
Black Amerigan what Black Americans conSider important about economics
education would be misleading. To ask me what teachers think is equally

- misleading, I can only ‘give.you my personal viewpoint which is baged on
several years experience in teaching social studies at the secondary level.

- In commenting on the question of neeg's in econtomic education, I would like to
, focus on two aspectsywhat teachers see as needs and what students$ see as

~ /,n_eeds, . o . .
Many papers presented at this conference described fascinating new
* areas ofresearch and, research design. Answers to the questions raised by
x these papers will certainly) improve the quality of curriculum de‘elopmem

. Elizabetil Vander Putten 15 a social studies teacher at Manhasset High School 1n Manhasset,
New York, ”
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and;teaching. However, by the time the questions are dnswered, | expect 1 ~°
- will,have retired. Teachers have a short-term viéw—what wiil 1 do today or
tomorrow?,Some combination of the long- and short-term views 1s necessary
‘Perhaps ﬁ\p‘}ﬂe good to bypass some of the reatty difficult qyes:tidns
raised at this conferepce for the moment (fudge a little tom.scienuffc rigor in

the interest of action), and base futire curricula development oh-what we
already know about leirming and the needs of teachers and students

I suspect we all beliete we are’the important link in the educational
chamn 1 know L am convinced that 1f you wish to bring about changes 1n
economuc teaching, you must bring abont c¢hankes 1n teachers’ attitudes., skills,

»and knowledge. To do this, you must provide an incentive for teachers, and
.the best“incéntive for most teachers 15 matesrals which excite kids 1f you
can provide me with materals that “"turn on’“kids—that get them to say
“wow'* or even “‘that wastl' such a bad lesson"'—1 will buy anything you
flave, even if 1 have to do it at my own expense. ’

Unfortunately, materials do not generally excite kids. Teachers do.
Therefore you must reach the teachers Préservice training dges not seem to be
the answer. The total number of elefnentary school teachers in this tountry
declined last year New York City has *‘excessed’” all social studies, teachers
hited after 1972 If they rehire any teachers, it will be from this group The
only redson s¢hool QISIHCIS/WHI hire new graduates this year (if they happen
te"have a rare qgefnin’g) is that superintgndents have studied_econgmics.and
know new teachers are cheaper.

Two traditional ways of involving teachers n inservice traini

‘ requining them to attend as a condition of employment or giyl
. ..crednt for a salary increment. Uniqnization has pretty well ended the first.
Longevity, brought -about by reduced new hirings and tenure, has limited the
S viability,of the second. Many teachers at our school are already at the top of
" @ the scale, and it 1s extremely unlikely that the Board of ‘Education will create
new steps. P : . .

Appealing tq the teachers’ professionalism may be one partial answer.
For example, man ISF workshops have trained teachers not only to teach
new materials but to train other teachers in the materials’ use. Perhaps'we could
do a **quick and dirty"" study to see #bw these new, ""teagher trarging™* teams
are working. On a personal level, 1 kno{v\’{hes!'works‘hop programs have many
positive changes in many of the onginally trained teachers.. 1 am » more

. excited highrschool teacher for. having taught teachers intone of the institutes
 last sumimer. The enthisiasm and sense of pride [ feel after giving a seminar
or speaking at a meeting like this increase my determination to make mye .
classes work. Teachers who are training other teachers also have a little
more creddsifity than some college professors or curriculum developers.

Anothedway of appealing to teaclrers’ sense of professionalism is to have

] them participate 1n the planning and conceptualization of new programs,
Teachers who have athnput into curricula development should have a greater
commitment to teaching thozgimgterialg. I am not spggesting that teachers are

o - S
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the only ones who showd develop curricula. At my school we have had
several summer curriculum projects, and I have ‘written several | would not
want to have these ‘compared to the national social studies projects “in , -
terms of carefully developed materials, clear objectives, and variety of
approaches. Ahd yet, 1 know they are good because I wrote them, and * °
because I ‘wrote them. I will make the project work in my class. . R
The danger .inherent in this approach is the lack of an objective-
standard. Some teacher-prepared projects are terrible because teachers Al
too quickly into the syndrome of getting something for Monday’s class. We
ate not experts in developing filmstrips. writing at a particular grade level, or
* doing resgarch. But teachers know what kids can understand and want. |
supportan integral working relationship between curricula developers, college - .
teachers, and even students as. one way of meeting needs in economié *
education.. . ' o ‘ . -0
- We might nof want to develop national projects. Some modification of . v
“the DEEP idea seems good. We could fund teams within di'stric_ts to work
! with partiaily developed curricula. Although this might not produce the .

highest 'quality material, it might produbce that beautifq(:c'qmbi'natidn of good *

-~

-

materials'and interested teachers. ' .
Time is a major factor in getting teachers to change and develop. I |

teach three different subjects, p§ychology, anthropology .and economics. 1

majored in American +history. There is no way that I can be an expert’ in ~

.+ all these fields or even d¢ adequate outside. reading in them. That is why.l
am so grateful to Sue Helburr and her Economics in Society materials. 40
not know-what th ‘“Phillip's curve’’ is and have been somewhat iptimidated .
by ‘all the talk #Bout its modifications at this meeting. But I will know about
it when I get to it in the student's book of the EIS program. 1.make no ‘

" pretenseof knowing much beyond the beok. If I can explain just the ideas in the .
materials to the kids, they will know a lot about economics. I would support
what Sue and others have said. Develop materials that are reasonable and
accurately show the state of the art of economics today, and Iet the materials '
teach the teachers. ’ . ) ¢ -

This raises another question. To what extent must precollege matertals

-reflect the cutting edge of economic theory? If they are cdnceptuaHy
organized and reflect a‘major modification of earlier work, then the newest
theories and developments should be present. Because textbooks must be
used for so long, they should at least be up-to-date when written. However,
if a new idea represents only a finer lioning of an older idea or if it is sill
very controversial, I do not think it should be in new precollege materials. < -

I would also suggest that future materials be develoged in an inguiry”

«  framework. Since the purpose of this method is to develap the ability of
studeats to draw conclusions from data without getting boggéd down in facts,
developers must carefully sefect a limited amount of nraterial for the students.
It seems to me if developers cannot explaig’tlic important elements of a

,_ conceptin one or twd pages, they do not un@tand.the concept. | was at ¢

Il N
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., an energy educators meeting cently and made that statement. A man from, *
{ the Rural Electnfication Bureay strongly disagreed with me. He likened my
comment o a teacher who as d him why we used one particular, type of
corn rather than another. He saig\it.would take a book to answer that question.
I am sure the teacher was not that jnterested, and I know I am not. Evendif |
swére, the kids would not be. | .

I am aptdzed and‘a little saddened to hear all the discussion about what
major concepts should be taught. We must all remember that we are not
siting at a graduate seminar discussing the needs of doctoral students. We

— are teaching precollege students whg by and large will remain laypersons in-

terms of economics. Surely developets can agree on five or six major concepts

» students must learn. If there i disagreement about the next five or six, they
’ should all be included. Teachers will take the chojce if they run out of time.

1 find ‘it more difficult to comment on what students want from

economics education. Before coming to this conference I very unscientifically

. polled my two eleventh-grade economics classes. Of the 50 students, only four
had signed up to take an economics elegtive in the twelfth grade. Sincg we had

just started economics, 1 don’t think this significantly reflects on my teaching.

When 1 pressed them for their rea ons, | got contradictory responses.

. ““Economics is too hard.”” “‘It’s too easy.”” *‘We don’t like economics:”’
. **We don't know what economics is|" **Economics doesn't have anything

to do with people.” *‘Ecoromics is ring.”” But everything is boring fo

) students. How do we make economic%‘ appealing to the[n? ’ .

. ». 1 think one of the best ways to start is to discard, or at least radically
alter, some of our educational myths. The first is relevance. The one
subject the kids in my class agreed they would like to study was banking.

.+ They were somewhat fascinated by the idea that banks make money,
Examining this idea, we may learn some things about kids'* perception of
earning. They like to study new ide Although they know about banks,
money creation is a'new idea to them.|1 know | am refining and developing
the concepts theypalready have, but they do not know it. '

.

. _ Sometimes ideas which directly touch the kids' interests may do so too

- directly. In one class we jtudied two units. one on adolescence and the other

on old age. 1 originally assumed the first unit would motivate study of the

second. 1 .was wrong. We could study the same concepts (the questions

of identity, transitions, the relation of the individual to the social setting)

in either area, but old age was a newer topic and one less highly charged

with raw emotions. The students may féel more-comfortable talking about
. something which does not seem to *‘be’" them.

It is difficult to delineate the implications of this observation for

economic education. We can teach the kids the problems and impact of_

p une;nployfnent or of transfer payments. But a discussion of welfare in a class

having many kids whose families are on welfare may very well fail. It might

be better to study social security or political appointee jobs.

. . .« N
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Perhaps what we have to do is help the kids see the eéonony.c relevance .
.of particular problems they have. When New York State was considering

building a bridge from Long Island to Connecti®t, students n my upper-
income district on the North Shore were very interested. They knew this would
effect their sailing. I think they would have been interested i having the
tools to meaningfully analyze the impact of this bridge on their lives.

We must be careful 1n economics to prepare matenals which neither talk
down to the students nor demand redding and éomprehension levels which :
are too difficult. Someone suggested that high school seniors are capable of
doing college work; after all, magic does not happen over the summer,
Maybe iiot, but students do change Perhaps because students pay for college
or perhaps becauser of the college ﬁtmosphere, students seem willing to do

» +  much more work as freshmen at college than asseniors in hygh school.

We teach college-level courses at our high school. I am not sure they
work out very well. 1n college when a paper 1s due, students cug class. If
high school students do the same cost analysis of their time and cut class,
they get detention. If we expect kids to do coliege-level work, we must change
some of the structure of the_ygh school. High schools are not colleges, and \
for the vast majority of high school students the Jevel of work. required of

. college students is inappropriate. . . \
At the same time, we must not talk down to high school kids. I am sure
kids can read materials above their tested reading level. There have been, \-

complaints that the Economics in Sociery material 1s too difficuit. The students -
¢ inmy school, which 1s admittedly not in a disadvantaged 3rea, do not think so.

. For some kids, tests are a bore. They know if they score poorly, we might
expect less. What matters is that materials are inferésting. To some extent, |
think we can talk above the students' tested level aid make them understand
the material. The most dangerous thing we can do 1s put in material we think 1s
cute. Print that-is too big 1s a turn off. Kids appear to be super sensitive to ]
‘‘put downs."" - . .

* rWhat I dm calling for 1s a realistic appraisal of where students are and an
attempt to.bring them to -a new level. We must challenge without over- .
whelming. We also have to deal with the fact that classes have kids of all -
different interest-and ability levels. Asateacher I think I gm in the best position
to work out with the kids what they need to know and hdw they want to learn it.

I would suggest that all funded projects contain a variety of materials and
methods. Teachers do not have time to develop their own materials, but they
can select and adapt materials. *
In conclusion, 1 would like to reiterate some of the comments made by
students in my class. They want to take electives in sociology or psychology.
*  They donot want to takercourses 1n economics because economics has nothing
to do with people\. Let us humanize the field. >

> 3
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‘Conference ; ‘ : :
Summary ' - -
Brian J. Larkin ; ' o T
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In a concluding averview of the conference procee‘dings, Larkin reviews
the relationship between economics and the social studies, summarizes the
conclusions of presentors and discussants, and' highlights’ the major recom-
mendations advanced by conference participants.

s . & * A

©

o [ECONOMICS AND THE SOCIAL STUDIES

The social studies classroom is where the majority of students learn most
of the economics they know. Separate and distinct courses in economics are
the exception at the precollege level. Rathe} economics is interwoven into
courses such as American history, area studies, and problems courses. - .

Economics’ placement in precollege curriculum makes it important to*

. keep in mind the relationship and difference between social studies and
social science disciplines, including economics. Social studies is the study of
human beings and their relationships to society. It aims to enhance human
dignity through leamning, develop rational thinking processes, and educate
for citizenship. Social sciences, on the*other hand, aim at the generation
of new knowledge and the search for truth. Social «studies utilizes the
knowledge generated by the social sciences, and to a lesser extent that

Yof the humanities and sciences, as a means to its own ends. .

The precollege social studies classroon is the single organized, formal,

- -~ institutional structure wherein the formal, systematic teaching of economics
occurs, if it occurfs at all. Economic education is, ‘as Becker and ‘Marker

. suggest, part of a general citizenship "education program or else it is
pretty much a lone wolf. _ ’ ’ '

. N
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Brian J. Larkin is Executive Director of the National Council for the Social Sludxc;. Washington,
! D.C. . ] ,
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A XSUMMARY OF CONFERENCE CONCLUSIONS

The follpwmg is a summary of conference conclusions organized by the
major topics 1explored by participants duning’ conference sessions.

.

; A
The State ?f Economic Science and E€onomic Education Needs

The cutting edge of economic theory remains far removed from the
precollege classroom. To reduce this traditional **cwlture lag."* educators need
-help in translating new economic ideas and theories nto forms understandable
to children. Tools and techniques are needed to make such translations
relevant to poth reachers and students. Curriculum developers need the
insights of the theorists. and theorssts heed the msights of educators.
Together, tl‘{ey‘ need to experiment with organizing economic education
matenals araund different patterns, such as topics, policy-oriented problems,
or major ecqnamic concepts. i )
A second igeneral concern is the somewhat artificial dichotomy between
*‘rigor’ and|"'felevance.”’ One argument suggests that the major weaknesses
in current ecofomic education is its lack of careful attention to the rigorous

study of the,‘ pbwerful analytic tools used by professional economists. It is

claimed that descriptive economics will help students better understand
economic phenomena but will not develop the rigorous analytic ability
necessary to help them become rational decision makers. The counter
argument contends that if economics is not telated to the real life of the
students. they [are simply not going to be interested in"it and are not going to
learn much. As one teacher suggested. students think economics deals with
things and systems, not with people. and students are interested in people.
The problem of *‘rigor versus relevance'" remains unresolved.

Finally, there appears to be a serious omission in both economic theory
and economicceducation materials of consideration of the role of institutions in
economic behavior. This omission SUgEESts that curriculum developers and

“teachers need to place greater emphasis on institutional behavior.

I R .

Economic Litefacy Needs

One of the most profound problems identified by conference participants .

was the need to view economic illiteracy as part of an increasing general
illiteracy. Scholars 1n other disciplines have also noted this phenomenon. For
example, humanities scholars have, called attention to what they —call the
“new 1lliteracy,’" a situation in which students learn t¥e fundamentals of
reading but*do not leam what is worth reading. In -the fields of science
. and social problems. experts are calling attention to *‘energy- literacy”" and
**environmental literacy.” L. .
In some measure, these literacy problems undoubtedly reflect the
**knowledge explosion ™, to femain functionally literate, today's students need
to know much more than earherstudents. Conference participants suggested

[
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“that while there had been hLule improvement in economicunderstanding,
the occurance of any improvement should be viewed positively. What would .
economic literacy be [ike if the efforts at improvement had ot been made?
It may be that economic education has the same problem as Alice .in
Wonderland who had to run faster and faster just to stay in the same place.

Another interesting problem. and one of. considerable importance, 1s
the inknown cost of economic literacy. What are the opportunity costs of |, ¢
economic literacy? What are the educational trade- offs students must make for
economic education? Given a finite time resource, if students spend more time
on economics, what other aspect of their education will be negle’cted?
‘What is the value of another increment of economic education compared 1o
the value of what is sacrificed? '

In genera), there is a need for accountability whichancludes developing
algemative measures of economic literacy. Simnlarly..there is-a need for
different kinds of instruments to measure achievement and"to diagnose
learning problems. Thjre is also a need for different types of tests which :

. = accomodate ethnically and/or culturally different groyps. In Short, there is an .

- immediate and’paramount need for alternative definitions of economic ligracy '

and/or understandings and for the development of different type} of instru- N

ments by which to measure achievement and to diagnose problems.

v
.

Research Neeqs .. . .

From Both Dawson's review of'research literature and Soper’s paper K
on evaluation, a number of problems emerged. One'series of problems con- > .
cerns the typé, level, rigor. and sophistication of the resgarch which has . 1
been and is being done. Another kind of problem concerns subject matter .
which might be fruitful to research. - ‘ ~

Specifically, participants' suggested that résearch is needed in six areas
including the economic background and education. of teachers. the extent of
economic teaching at all levels, and the types of economic education which
“occur. Participants also agreed thateave need to know why reading levels,

.+ LQ., and-socioeconomjc status’ N important variables in economic
learning. Is it because of the natur e discipline itself? Is it because the .
discipline is conceptually structuréd and thus involves a high’level of ¢

'5

conceptual ability? Is it because economic instruetion depends on written

material_which tequires, students to have a high levp(d:fpreﬁding. abilityle

* Or might it be that tes{ing depends on reading ability? Do economics tests

. measure economic knowledge or reading ability or maybe cultural under:

standings? Are there testing alternatives? . <

. There is a need to reexamine leaming“models. Many cutriculum writers

base their'work on a learning model, advanced more, than a half century ago,

which suggests that students learn best by moving from themselves, to

their neighborhoods, to their communities, and outward in witg)?g concentric :
circles to the whole world. Other learning models’ have Be8n suggested;

. ‘ _ , e
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for example, there 1s a learmng model which suggests children might learn
. best. by moving fronr the simple to the more complex. Other models
would have students move from hard data to theory rather than the more
usual pattern in which students learn theory first and then learn to use. mamp-
‘ulate. and analyze data. L -
o There~is a need to determine what type of economic education
(\maten’al is bebt suited for teachers. One teacher observed that she learned her
3 economics from the teacher’s guide accompanying a textbook series. This
siiggests that at least one appropnate method of teacher training would be
to teach teachers by using the materials which they. 1 turn, will use with
their students.
Finally. there 1s a need to deterthine the most appropriate organizational
structures. for economic education material, Should we teach the structure of
, the discipline? current-events topics? pubfic policy problems and analysis?
Or should we try new organizational patterns? oo hd
- e

IR ‘ .

Economic Education and Multicultural Needs

. The primary multicultural problem identified duning the conference
concerns the unique characteristics and culturally produced'perce'ptions which
lead to special needs of different ethnic groups. particularly minority ethnic
groups. The following needs seemed particularly important: (1) the need to
know the relationship between learning and socioeconomic class; (2) the
need to know the special viewpoints as well as the attitudes, values, beliefs.
and understandings of different ethni¢ groups; and (3) the need for better
curricular materials which address issues relevant to these groups.

. There is a need to teach the economic skifls_necessary to survive and
flourish in a bicultural society. We need to explore the relationship between
ethnicity and. learning style as well: af the relatonship between etpnicity
and teaching style. ’

-

ii":::/ﬂ/ﬁ,/uaﬂy: we need 1o, know ‘what we mean by ,‘i‘glfted.“‘ Why are the
- gifted'’ gifted? Is 1t inherent? operational? Are they difted because they
can & what educators want them te do in the ways educators want them
N to do it, using tools educators want the;n to use? S
‘ ’ . ‘ o> ' - *
- Economic E#ation Materialtijeeds .

" . The:ﬁ?ajor problems of econm&éﬂucatio’n materials, as perceived by
conferenca participants, seemed toégenter around reading leveb, grade Jevel
shonagesgjbjécdtopnc coverage.ﬂ terest, and adequacy of analytic as
oppos descriptive treatment. ‘Bmong the extraordinarily large number of
material develdpment needs identified at the conference, the follo,wing“
.appear most crifical.’ ey ' . )

First is th&sneed to develop more material fpr middle school grades;

this need is based on Davis’ finding that less material exists here than at other

~t levels and Dawson's finding, which suggests“that children learn more “x
- Loy
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economics a;-they' grow older. Consequently, the best allocation of scaree—. ¢
resources would seem to be at the junior high rather than the ¢lementary level. )

Second is the need for greater vertical articulation and integration
among materials. This correlates with the need to base development work on
past experiences. '

There is a need for research to evaluate the impact of materials in
different situations, and time periods. We need to discover incentives for
teachers to be risk-takers an participate in, a continuous process of
~curriculum development and daptation: ‘

We need to develop muterials at readi g ‘levels appropriate to the -
children who will use them, rade level. In a
related way, we need to-develop alternative types of economic education

materials suitable for different communitiés and students in different regions‘_
of the country. The impact of alternative materials should be through carefully
designed field testing. . .

Finally, there is a need for materials dealing with content areas presently
inadequately covered; these areas include U.S. income distribution; assump-
tions and values underlying the U.S. economic system; third world economics; . :
economic discrimination; the economic power of [abor unions, large firms,
‘conglomerates, and multinationals; reg‘ﬁfﬂory agencies; other economic ¢
systems and ways ¥f thirtking about resource allocation: current policy igsues
regarding inflation and unemployment; and the power or Jack of power gf the
individual op'érating n the economy. _ !

Teacher Education Ne?is ' :

It is fairly well established that teachers tend to teach the way they were ®
taught, using materials with which they\ére familiar, in ways with which
they’ are comfortable. Thus, the improvement of economics teaching at the
precollege level must focus on three areas. First, we need to find what S
type of material is most suitable for improving the teacher’s knowledge of
economics content. Next we need to provide inservice teacher education
programs based on cooperation an(ﬁntegration between economists .and )
educators, Third, we need to provide, incentives and reinforcements to :
teachers undertakipg economic education. .

In inservice economic education we need to develop more cooperative
working relationships between the econoinist and the teacher-educator. Ways
to improve the economic undérstaﬁding of the social studies method teachers
should be found. Related to this is the need to integrate economic
education with other social science teacher education, as well as to integrate
economic analysis, policy oriented studies, and value analysis into both
undergraduate and inservice teacher education programs, |, *

Finally, we need to find ways of pgéiodncally reinforcing and updating
teachers and to Qprovide in both: inservice and preservice programs basi¢
economic tools suchas mathematics and statistics.

LI -
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Diffusion Needs ' -

- Although I have already discussed nearly all the problemns associated with
diffusion, one problem does seem both unique and sigmficant. 'l;b&_ﬁnls-the .
problem of finding ways to get school systems to want tp_procure new : d
_innovative economic education teaching materals. Participants suggested that -
the present delivery system, composed largely of private publishing com-
_panies, 1s probably as adequate as -anything they could envision. However,
the problem of consumer desire is another issue In many regpects it reflects the
d more general economic literacy problem of demand rather than supply ,
% The primary diffusion need is to create an effective demand for improved '
_and innovative curricular materials. Two proposals were suggested. First,
a program of inservice teacher workshops which employs the **multiplier-
effect’” should be developed. In these workshops economists and educators
work with teachers to improve their content knowledge, pedagogical tech-
niques and curriculum development skills. These teachers would, in tumn, be
expected to pass on to other teachers knowledge and skills through local
inservice workshops Second, a better, more rapid, more comprehensive\
system of providing evahluations of new economics matenals to teachers,
supervisors, department chairpeople, and other curriculum decision makers
should be developed. ; «

A SUMMARY OF CONFERENCE RE&OMMENDATIOI!S

~ The following recommendations represent the major suggestions of
participants 1 the various aspects of economic education discussed during
the conference. ‘ - N )

Literacy Recommendations .

’

= Alternative definitions and measures of economic Kteracy and understand-
ings should be developed as soon as possible; :
\ ) ™

—Materials Development Recommendations

Materials development projects receiving funding should be aimed at the
middle school grades%\q should be based on cloSé cooperation among the
economic scholars, précollege Jeachers, and curriculum developers. Develop-
ment projects should include ‘materials development, teacher training, and

: . evaluation components.

Sevenl different curriculum projects should be funded. Students, parents,
and school districts need more, not fewer, viable choices. Materials and
programs suitable Tor one community or region may bg less suitable for
.another. Material suitable for some students may be less suitable for others.

-
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s, aim at different
g proficiency than
iplinary. Teachers
“should be involved ‘i’n all developmenta] work. . '
.o <« - 7

Research Reconu#endétlor_rs . f{.‘q

Materials should also reflect different organizatioridl patt
. learning styles and interest, and depend less on readi
current materials. All projeds should strive to be, interdi

Following the development of acce;itable statements of economic
literacy within a framework of citizenship education, appropriate and
'al,temative ineasuremem instruments should be develope’d to determine
individual achievement, indicate *neeged diagnostic and remedial activities,
and assess general improvement ovéf time. Surveys and case studies should
be undertaken 10 determige the background and education of teachers as well
as the type and extent of their economic education. Research should be
implemented to determine what types of materials will imprdge economic
understanding by minority ethnic group students whose cultural® traditions
mdy make their perceptions, achievements, and/or learning styles speciat.
Research to determine the most effective type of material for teacher training
programs is neeled." A comprehenstve assessment of all economic education
materials. should be made and results reported to the public.

i ’ )
Teacher Training Recommendations «* . ° R
. . N

A program of teacher education workshops, incorporating the *“multic
plier-effect’’ and involving the professional economist and pedagpgu'e. should
be implemented. Sdpport should be givert to locally sponsored, planned, and
directed inservice teacher training programs whith stimulate close cooperation
between professional educators and professional ecdnomists.

‘
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Participant o '
Recommendations’
for Precollege- S

.. Economic . . ‘
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. The National Conference‘on Needed Research and Development in Pre-
.. college Economic Education addressed two major questions: -

Is there sufficient and adequate research information available to
guide precollege ecogpomic education development? If not, what
areas should be investigated more completely? . ¢

., Is-there sufficient and adequate curriculum material available to
meet the needs of precollege economic education™f not, what type
should be developed? . e .o

b4

The general conclusion of the conference was that precollege economic . .
« education could benefit from increased.‘.rcseérch and development efforts. At
) ... present the field is developing a base. of useful research information and
" cumiculum materials, but much more work needs tobe done. Current efforis are
fragmentary, uncobrdinated, and suffer from a lack of resources in all de-
velopment and research areas. These problems could be lessened if major
, .cfforts were undertaken-to improve precollege economic education. ,
g ' Throughout the conference, presentofs of major papgrs, respondents, and
discussion group participaatg made reconfmendations for improving economic.
education at the precollege leveh I we summarized what we as confer-
ence directors felt were-the six major recommendations emerging from the
i+ conference. In this section we present a more detailed listing of the’scores of
-~ recommendations from which our six summary recofhmendations were drawn.
While the following list may not include every suggestion put forward during
the conference, it represents the most comprehensive list we were able to
reconstruct. Recommendations are organized under the broad categories of
“‘research” and *‘program development.*’
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Measures of Economic Literacy - - .
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Economic Literacy and Knowledge

1.

3.

4,

RESEARCH Y

»

Ecohomic literacy should be clearly defined in an operational, .
criterion-réferenced manner,

Factors that contribute-to or correlate with low levels of economic
understanding should be investigated. Among these factors are home - -
environment, neighborhood, parental knowledge, school curricula,
reading level, 1Q, personal interest, sqcioecohomic status, writing.

ability, and general literacy. . s
"k

_The role which econ;)mic education “casi play in strengthening basic
educational skills like reading and writing should be investigated.

/

Measures df economic understanding are needed at all grade levels.
Those that exist should be updated and improved.

% « . *
-Investigators‘must develdp programs to determine long-range impacts of
economic education programs.” These should give close aftention to

. . 0 .
student attitudes’ content knowledge, ethics, and skills. - J

N L2 .
National assessment tests shouldiinclude more ecortomic content so th%se
tests can be used to measure the impact of economic education programs.

National norming information should be ¢ollected on standardized tests ¢
with breakdowns by age, sex, acadeidc ability, reading levels,
%

socioeconomic background, and geographic area.
1

How Children Learn . .

8.

9.°

_Research should be undertaken to explore what ‘forees influence the

development of children’s economic images. How does social interaction
with family, school, peer groups, work groups, and exposure 0 mass
media correlate with the developghent of an ity&idual’s beliefs, attitudes,
images, and values about the qconomy?

Research should be conducte& to find out how children, learn about
« « v
economic behavior. . v :

-

e

Research efforts should investigate how economic concepts can be pre- -
sented to coincide with children’s stages of cogmtive development. All
new curriculum projects should make a more realistic appraisal of
children’s levels of conceptualization. T

- i

Research efforts should seek to determine at what age level particular
economic concepts can be learned with optimal efficiency.

> 1 -
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Demand for Economic Education Materials ..

o2

. Teacher Preparation and Knowledge - .

7

18.

19.

4 B
Surveys should be conducted to measure the relative iﬁ?&ﬁf students,.
teachers,’administrators, parents, and school boards in havt g a strong
economic educafion component in school curricula.

Surveys should be conducted to find out the extent to which economics 15
now being taught at all-precollege-levels.

. el
Curriculum decision makers should be surveyed to determine the most.
important reasons for adoption decisions on economic education maten-
als. ' :

.
N

The opportunity costs for schools tnstalling economic,education prog-
rams should beidentiﬁedeJ]at, ifanything, must be given up to include
economic education in the curriculum? '

Surveys of school and tommunity environment should be conducted to
find out why currently availableggconomic education materials are not

being used. These might include factors such as teacher ﬂ\iﬁoniém, drop-

ping student enroliments, and lower teacher mobility ag\d}unlpver.

T

- LN

\ . . 3
The economic background.and education of teachers should be surveyed.: -

Researth exploring the socialization of teachers should be conducted to
determine what training experiences result in high professional commit-
ment to teaching economics. . )

LR o s
Research should be conducted to investigate the influence of teachers
knowledge of economics on student understandjng of the subject.

"P.rogram Assessment and Evaluation . .

20.

21.
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Economic educators shouid design careful evaluation procedures as an
important part of any curriculum project.

Any statistical analysis of research data should usé the multiple linear
regression.analysis form unless substantial Justification exists for a depar-
ture from the.regression model. a )

Avariety of evaluation instruments such as observation techniques, essay
inStruments, and responses to incomplete statements, should be used to
complement written tests for evaluating student performance ineconomic
education curriculum programs.

4
Instruments % measure different educational objectives should be in-
cluded in new curricular projects. These instruments should diagnose,

. record on-going performance, and provide feedback to learners in addi-

¢

tion to-measuring end-of-program achievement.

. Y S
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24.7-A brco'dll‘eg economic edulation.test bank should be developed.

r

>+ 25.~ Cost-bénefit analyses shetild begonducted to test the impact of different
-% - appraaches, methods, and materials Used to teacli economic education®

26. ' Research ‘should be cohduced to measure presently untested variables
f such as the impact of effort intenSity (quantity apd quality of student and
‘ teacher action in the learning process). .

. o e P

. .27, Ongoing evaluations of K-12 social studies materials, sefondary
. e -. . economics textbooks, and business education materials should be made to
_ v determine the strengths and ‘weaknesses of these materials.

; .

% Mlscellaneo_us}v L - ~ :

s -] N
28. 'Greatér incentives (professional, personal, and nfonetary) should be
given efondmic: education researchers. ‘ .

29. - Researchefs should investigate sex and ethnic bias in economic education
tests, matefials, and teaching strategies.

*

-

. 30. Researchers should investigate the cumulagive experie.ncéof students in

. applying economic analysis. )
Tt PROGRAM DEVELOPMENT . N

Curriculum Development and Evaluation "

N ’ . . .
N 31. Serious copsideration should be given to developing a national model
economic curriculum which could be adapted to meet local needs.
. A

32. A series of modest curriculum projects should be undertaken in the next
-few years. Among the content areas which have fiot been g%ve'n sufficient .
attention and could be profitably included in new curriculum are the
following: ! )

- .

2> Analysis of patterns of and reasons for U.S. income distribution.

-« . . . .
b. “Analysis of assumptions and values underlying the U.S. economic
system. . ) :

~

~c. Analysis of third world economics vis-a-vis developed economies.

d. Problems related to economic discrimination against women and
- - ' 4
. ethnic groups. o
e. Problems related to economic power of large institutio\s such as
labor unions, large firms, conglomerates, and multinationals.

f. Problems related to the role of regulatory agencies.

-
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Analysis of other economic systems. ‘ 2 <

Problems and controversy within economics about current pohey s

issues such as inflation and unemployment

Problems reIated to the power or lack of powe.f the |nd|v1dua|

1.
“/‘ actions operating in the economy.r +~

‘Materials should bg developed that are appropriate for, 12- to 15- -year-old

students, since little economic education materlal is available for this age

group. . - -

New curriculum dei'elopments in economic“eduéatlon should: .

a.  Be interdisciplinary. . . ‘ .
b. lnvol‘ve ‘multiethnic characteristics. ’

Deal with ethical dimensions or inquiry into values.
d? "Complement general citizenship, goals of education.

Great value should be given to the crucial tole of varied educ&ional .
experiences in buildmi a sufﬁc;ently elaborate intage- of concepts and
generalizations ,to- endble mdlvnduals to effectively parhcnpate in

economic decision making. .
¢

Y

. Pedagogical chagacteristics of senlor hlgh Echool matenals should be

improved b\y .

" Developing and testing audiovisual m§
L‘ ibly in a vdriety of Iearning situations

-

b.
currently available.-

c. DeVelopmg and testing short, cumculum unlts , perhaps dealing bvlth
current economic problems, whnch’ actlvely engage students in the
‘learning process.

. . ~ -

More attention should be given Ao individualized leamlng activities in
newly developed Qurriculum materials. * :

. ]
New programs should be developed to involve gifted students in activities
requiring them to identify hypotheses and empirically test them. )

Materials need to be developéed with readmg levels appropnate to the
children who will use them.

>

New economic education materials should be designed to integrate
economic content into’existing precollege curricula. .

Supplementary economic education materials which provide a variety of
learning experiences about economics should be designed.

L - " -~ " Id
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1 42. Extensive revmons of available_ econ0m|c educaiion material$ should be
carried.out to improve their pedagoglcaf components, their usefulness :
to ethnice minorities, and their ‘classification of vajue considerations in
\ . A
2

economic decision makmg S

43.  Any newly developed materials in economic education should fQllow the

gujdelines in the Joint Kouncil on, Economic Education’s Master Cur-

’ Eculum Guide Ppogram, ¥ National Council' for the Socigl Studiés

urriculum Guidelings, and the curriculum work of Lawrenée Serfesh,
Suzanne Helbumn, and Hilda Taba I . <

44. Any newly developed matehals should be carefully ﬁeld tested under
controlled conditiens, and the test reswults should be niade available to
users and potential users of the materials.” ‘o o 8% -

45. Econcmlc educators slwuld design and, condfét careful evaluation proce-
Jures as an |mp0rtant part of any curriculum project. - - °

46. E?aluatnon |nsxruments with greater specificity should be used to
evaluate new economic education materials. The Curriculum Matenals
’ Analysns System ‘developed By the Social Science Education Consortmm

could sefve as an appropriate model. ' . g 3

47. Professionals not previously-involved in econhomic education curriculum
~ development should be sought and involved in any new” pl'OjeCts to
provide fresh ideas and approaches - .
48. In any cumnculum development work, greater 000perat10n between the
(
Joint Council on Economic Education, the American Economic Assocna-
tion, the Social Science Education Consortiun),and the Nat,onal Council

-~

“for the Social Studies should be developed. ‘ e .

, Preservice and Inservice Teacher Economic Edugation: Tralni

49. lnservice teacher training programs in ‘economic edutation should be
expanded.
.50. Inservice teacher education programs should be conducted cooperatnvely
. with economists and educators using excellent examples of economic
education materials. -
51. “Inservice training programs should cease to be~repa1r shops of efecuve
teacher training programs and concentrate on giving new direcffons and
growth to established teachers.

52. Teachers should be given special 1nserv1ce training wnh new economic
edlication materials to maxnmlze the impact of those materials on student

leaming. - ‘ - .\

53. _Teacher education programs based on acl%vin“gispt’}lﬁcally idqntiﬁed
“teacher competencies should be developed. %

Y ~ N
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54. All teachier training%rograms/ should model in their own training those
principles of teaching and learning they seek to fransmut. .

tematically analyzed and the respits gven widespread dissemYnation.

55.  All inservice and preservice tez;Zher training programs should be sys-

- R A Y .
36. Programs should be held to improve the economic understanding of
college social studies methods teachers.

57.  More cooperative working relationships should be developed s;ween
economists an;t/ether trainers in undergraduate economic education.

T 58 Eaastate shoyld review and propose minimal certification and gradua-
tion Tequirements for teacher education in edonomucs.

-

Jmplementation of Efcondmit: Education Curricula

59. Diffusion organizations like the Joint Council of Economic Education
should concentrate their implementation prograrps in \early-adopter’’
school districts and schools. These ““lighthouse'” schools will Jead

. middle- and late-adopter schools 1n implementing economlic education
programs. ~

60. , Great effort should be made, to develop and assist people playing linkage
and advocate roles in curriculum development and implementation. Spe-
j——— - cial training and informatjonql meetings regarding economic education
. materials might be conducted with school. distriet curriculum. coor-
dinators, assistant superintendents for curriculum, and state social studies
coordinators. '

o - 75
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