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PREFACE

It gives us great pleasure to revise this monograph, originally
written a decade ago but evidently still in demand bv teachers of eco-
nomics at the junior and senior high school levels. Bot: the economy
and the tfield of economics have goune through difficult times sirce the
first edition. In 1971 we had not yet witnessed Watergate, and
"stagflation"--now a chronic.problem for the United States and the West-
ern industrialized world--had not yet been identified as an economic
problem. Conservatives and liberals alike agreed when the statement was
made that "we are all Keynesians now." In ten short years we have seen
the end of the postwar ecoromic boom and of the role of the U.S. economy
as the world's stabilizer. Eventually, we must learn to cope with world
conpetition, the sluggish growth combined with double~digit inflatior
which we call stagflation, the re-emergencc oi the cold war, and the
powerful development of the antinuclear movemen. in FEurope which
threatens the NATU ulliance. These are tdimes that try men's (and
women's, too) souls.

The economics profession has been shaken by these events. Eco-
nonics, thought of by its practitioners uas the qucen of the social
sciences, is basicaliy a poiicy-oriented science. Economic theory con-
struction and empirical research are carried out mainly to shed light on
what makes the ecunomy tick and what changes in government policy are
needed to improve performance. In the 1970s, as the standard policies
failed to maintain stable growth, more and moure economists began to
question the Keynesian orthodoxy, which emphasizes the importance of
stimulating and controlling aggregate demand. Political conservatives
returned to an older orthodoxy, popular in the 1920s, which emphasizes
the importance of free-market forces in automatically regulatiﬁg the
economy and the dangers of government interference. FEconomists on the
left, who have begun to be taken more seriou$ly, look at the structural
characteristics of late capitalism as the cause of our current economic
problems.

Since President Reagan's election in 1986, we have experienced 4
major poiity shift toward the conservative principles of supply-side

¥
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economicﬁ.//fﬁs main objective of the Reagan policy is to dismantle the
New Deallénd ;3 use striugent monetary controls and reductions in domes-
tic §penaing programs to recreate the free-market environment which will
allow the automatic forces of demand and supply to work.

Econumics education in the schools has changcd too, reflecting the
concerns of the community about the shaky economy. Ten years dago we
emphasized the importance of learning Keynesia: economics as part of
citizenship training, or for its own sake as a necessary discipline for
everyday life. Today, there is a rising concern on the part of the busi-
ness community tnat students should be taught Lo appreciate the tree-
market cconomy and to use economic thinking in their personal lives.
Teachers today have more choicés in designing their programs, but they
dre alsc subject to more pressures from special—intcrest‘groups that
would like to influence the varriculum. In this monograph we have tried
to provide the building blocks necessary for develovping a sound course
of study in economics as well as resources and references that teachers
night find useful.

Learning economics is even more important today than 1t was ten

yedars ago. he all realize that our major problews dre economic in

s
‘nature. During such unsettled times it is important for students to

know that there is disagreement about the causes of persistent economie
problems. Furthermore, there is growing recognitior that there are no
easy solutions. We are in for some hard times, and we need to learn to
live 1n a complex world. There are no panaceas--an” we hope that there

are no pollyannas.

Suzaune W. Helburn

James E. Davis

Boulder, Colorado

December 981
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l. AN OVERVIEW OF ECONOMICS

Introduction

The strength of a curriculum depends on its ability to empower
students—-to teach them to-use powerful ideas, theories, methods of
thinking, and ways of valuing. A major objeetive ¢f formal teaching,
particularly in economics and at the high school level, is to provide
students with the intellectual tools that will help them unaerstand their
world and become effective, active participants.

Given these overall educational objectives, any curriculum or course
of study must have the tollowing characteristics:

--1t should be founded on a well-articulated, powertul, learnable
content base. It is important to limit content to what is important and
useful, but also to show connections, to help students build a structure
of knowledge that fits together in their own minds.

--1t should be composed of activities that invulve active student
participation. Students need practice in using new tools aud ideas, and
they need to practice through exercises or activities which they see as
relevant or impbrtant.

This introductory section outlines a content base that serves as a
useful f{ramework of ideas, theories, and skills. These basic and funda-
mental components of a knowledge base might be refe red to as curriculum
orgauizers. They are central to the curriculum, and they become the
intellectual organizé}s that students learn to use in order to understand
and deal with tﬁé economic aspects of their lives.

What- is crucial to this approach to teaching 1is to recognize that
it is better to teach a few powerful things well than to try to cram a
lot of disconnected information into a course and into students' heads.
The first step in curriculum design, then, is to choose the basic content
and skill objectives--the course organizers.

The remainder of this section describes some economic organizers--
the concepts, stru-ture, models, and methods of analysis--that are useful
for high school t aing. Not everyone would agree with these choices;

because of the cui.cnt controversy in the discipline, there are different
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views about what const%(utes an appropridate set of course organizers.
Section 2 deals expressly with this issue by providing short sumharigs
¢t the major approaches and rationales for teaching economics, and of
the different schools of economic thought which are vieing for attention.
It is i1mportant for every teacher of economics to choose @rganizers con-
sistent with his or her view of economics and reasons for® wanting to
teach the subject.

The 1mportance of active student pdrticipation nas already been
ment ioned., Section 3 describes ditterent apprcaches to teaching and
highlighte the importance of motivating student participation. Section
4 presents a series of teaching strategies that involve students in
active lcaining. Section 5 offers some guidelines for examin'ing
economlcs curriculum materials and reviews 4 number of resources that
might form the basis of an economics teacher's personal library.
Section 6 identifies organizations that offer resources and services tor
economic educators, and the final section contains a very selective list

of up-to-date resources in ERIC.

Concepts and Structure

Concepts are abstractions. They are 1dcas that are put together--
generalized--from specific cases. "Nickel," '"dime," and "quarter" are
not very useful concepts. 'Money" is more useful. 'Monetary system' is
even more useful. The point is that a concept identifics a series of
attributes which belong together and which have meaningful relationships
to each other.

In science, concepts form the basis for classification. How we
classify things, how we think about the world, how we see the relation-
ships among concepts--these are the building blocks of knowledge. A
structure shows the relationships of parts to a whole. In science, the
relationships of concepts to each other can be called a structure. For
example, the concepts '"product.ion” and "distribution" may be related to
each other in « structure called the "economy." The economy can be
thought of in a structural relatiouship to the "physical world" and to
the "society." 1In this section we: discuss two structures. The first is
a structyre of ecorfonics; the second shows the relationship of the econ-

omy to society and to the physical world.
A
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Economics, as a subject of study, e¢xists because it is necessary
tor peoplé to allocate resources among competing uses. The study of

economics s not really very mysterious. It deals with how people organ-

. ize to supply themselves with goods and services that will satisfy their
material wants. The structure presented in Figure 1 shows the tradi-

yioral way in which mainstream economists look at the discipline of eco-

.

nomics.

Figure 1

A CONCLPTUAL STRUCTURE OF ECONOMICS :

-

RESOURCES WANTS .

I
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- Custonm Justice Stability
Authority Freedon Progress >
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. the economic system

Economic organizations
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Engage in economic activity
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Distribution (exchange)

Saving, investment
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L

Consumption

Satisfaction/Wants
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. This structure can te cxplained as follows:
--Fconomics is a social science that studies social behavior as the

'relationship between ends (wants) and scarce means (resources) which

have alternative uses.
N —-The fact that Human wants are greater at any one time than aveil-
able resources creates-a condition of scarcity and the need for people

. to manage the resulting conflict. e

< =~=The cultural and physical environment sets the constraints within
which an economy functions--the norms for decision making (custom, author-
ity, and market bargaining) and the society's values and gouls (the rela-

tive importance of justice, freedom, security, ?xability, prog¥ess, .and
Ed

efficiency). . ‘/: .

--Studying an economy means studying the society's system of eco-

nomic organizations to determine how effectively these organizafions

per{orm their function in the system (microeconomics) and how effectively

the total economic.system operates to satisfy the people's material wants

(macroeconomics).

--A society's economic institutious are the total group of organiza-
tions which perform economic functions. They make the ..ur basic alloca-
tion decisions (how, what, how much, and for whom) ébout the use of

? scarce resources and, on the basis of these choices, carry out the pri-

mary economic activities.

. --The process of allocating scarce resources involves social rela-

tions between people with differing and competing wante; therefore, the

process involves a normal condition of conflict. Economic organizations
manage conflicts and change over time. In so doing, economic organiza-

Lioﬁs change to refiectgzhe relative power of the contending interest -
groups.

--Societies make scarce resources more productive through specializa-

tion of production. Nevergheless, there is a2 }imit to the productivity

of e resource, which is expressed in the law of diminishing returns.

--The specialization of production has created the need for special-

ized distribution ‘and exchange; money facilitates exchange. The depend-

ence of people on money for purchasing power leads to the creation of

Q <l 1
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fcrms of credit, which further tacilitates exchange by expanding people's
purchasing power.

~-Markets--where sellers compete to satisfy buyers' demands and
where buyers compete for the available supply--develop. Competition
determines prices, helps ration the supply, and induces sellers to react
to buyers' preferences. Market structure--demand and supply conditions--~
varies considerably from one market to another, aftecting both the nature
of competition and the relative market power of individual buyers and
sellers. In this century the U.S. economy, which is made up of millionc
ot business firms, has become increasingly dominated by powerful corpora-
tions with considerable market power.

~-Through saving and investment, industrialized societies accumulate

wealth (capital), which increases the productivity of resources and pro-
motes ecoromic growth. Historically, this growth has brought about qual-
itetive changes as well--the development of a balanced industrialized
economy and the ecoromic organizations that carry out economic activity:
businesses, unions, governnent agencies.

--An economic system changes thirough a continual process of want-

satisfaction and want-creation.

The Economy, the Physical World, and Society: A Dynamic Systems View

In these times we would be remiss if we did not consider the study
ot economics in relation to the physical world and the society as well
as the study of economies as dynamic interdependent systems. Daily we
are confronted with issues and problems that require us to build intel-
lectuel bridges berween a subject we are studying (in this case, econom~
ics) and other areas of knowledge. Furthermore, we must study the U.S.
economy as part of the world economy. Figure 2 presents a model of the
interactions between the physical world, society, and the economy. This
mcdel illustrates the effects of change for any ore economic system
(e.g., the United States) seen as isolated {rom other econumies (a gross

oversimplification) and for the world economy.
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Figure 2
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In studying economics, one looks at those aspects of social organi-

zation involved in managing scarcity. Although economic atfairs ¢annot
be separated from poiitical, religious, or cultural activity, certain
furctions are scparated out and identified as "economic" activity for
the purpose of analysis. Figure 2 illustrates one way of looking at the
interactions between the phrvsical world, the society, and the economy.
The circles are the same size because they all represent different ways
of looking at the same thing.

Economic activity affects and is affected by the social structure
and a culture of a group of people--by society. People's wants are
related to the priorities and meaning they attach to six basic economic
values: treedom, justice, progress, stability, security, and effi-
ciency. Wants are also related to people's knowledge and beliets about
the relationships between human beings and nature. 7The norms for deci-
sion making are standards of behavior for organizing economic activity
and making decisions. They are a unique mixture of custom, authority,
and market bargaining, both affecting and affected by economic activity.
Thesc values and norms determine the individual's economic roles and
functions in society.

The physical world, the natural and human-mede environment,
provides the resources to satisfy people's wants. Ti also sets physical
limits to people's ability to satisfy their wants.

The economy, which (s a system of economic relationships between
pc ple and organizations, allocates resourceé and organizes the activ-
ities which transform these resources into want-satisfying goods and
services.

Figure 2 is & oynamié system= model. The arrows cshow that change
in any one of the subsystems affects the other two. An economy draws
resources from the physical world. Social needs are satisfied partly on
the basis of social direction (goals) and norms for decision making.
The model shows that the process of eccnomic growth is three-pronged:
it involves (1) changes in the resource base, (2) changes in goals, val-
uer, and norms for decision making, and (3) changes in thelstructure and

performance of the economy. This model suggest® that growth--quantitative

; 14
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change 1n productivity--alsv means development, a qualitative change in
the ervironment, values, institutions, and way of life of a people. Not
all social change brings about growth and development. Given world inter-
dependence, growth and development 1n one economy implies change but not
necessarily concomitant growth and development in other economies. Fin-
ally, the model introduces the potential fer either development or

decline in an cconomy.

Models

Models play an important part in our lives. We are continually
confronted with diagrams, maps, tables, graphs, work descriptions, sets
of equations--all models. Models are abstractions of recality. What is
recal is abstracted into a world of mental pictures, symbols, or words.

Three kinds of models are often used to teach ecoromics. First arz
models of explanation. A model of explanation shows comnections or
explains or teaches complicited ideas through sirpliiied reptesentations
of basic relationships. A second kind of model is one of prediction.
Models ot predictiorn are based on observatiors o[ the real world. Dcta
are collected, processed, and turned into a predictive model. The more
accu.ate a predictive nodel, the more valid it is, no matter how unreal
the model may scem. A third kind of model is one that describes an
ideal. This kind of mode] represents what we think of as thc perfect
form of a system or condition. We all dream, and economists are no dif-

ferent.

Explanatory Models

The Want-Satisfaction Chain. A useful model of explanation is the

want-satisfaction chain (see Figure 3), which explains how wants are
satisfied. People satisfy their warts by using resources--land, 1air,
water, minerals, plants, animals, their own talent and labor. Resourccs
in their natural state usually cannoct satisfy, or even adequately scive,
modern people. They must be processed and often markcdly changed before
they can be used.

Resources are the inputs ot a production process that transforms

them into goods and. services, or outputs. 1hese outputs--tood, clothing,

-




Figure 3
WANT-SATISFACTAON CHAIN

Wan!s (

inputs Outputs

Distribution

Consum@*ﬁ |

Satisfaction

and equipnent--satisty people's wants. Once produced, however, an out-
put may not yet be ready tor consumption; it must first be transported
from the farm or factory to stores or made available in other ways to
the consumer who will fiqglly use it.
Production and distribution in advanced economies involve many oper-
ations thet require time and resources. Although the actual operations
may be quite elaborate, the basic process of obtaining things that people o

w.lt requires a series of activities kmnown as the want-satisfaction

chain, which works in the following way:
--Inputs are the natural and manufactured resources used to produce

the things that people want. Inputs are put into a production process.

For example, toast eaten at breakfast has undergone a lengthy process
before it ends up on the kitchen table. It began as wheat, the basic
input in the production process of breadmaking.

--Production is the process of transforming inputs into outputs.

Wheat is milled into flour; yeast, water, and other ingredients are

ERIC o 1®
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added; the dough is cut into loaves, baked into bread, sliced, and
wrapped.

--Outputs are made available to consumers through a series of dis-
tribution activities. The distribution process includes transporting /,//v
and storing outputs as well as making them availiable at retail stores.
Loaves of bread are shipped to the supermarket, where they are stored
and sold to buyers.

--People consume, or use, outputs. In this case someone eats toast
ror breakfast, thereby cciisuming the bread. Counsumption is the process
of using goods or services to satisfy human wants. Bread is an output
that is literally consumed, or eaten. In this case, hunger is temporar-
ily catisfied. Other outputs, such as automobiles, are "consumed" by
wedring them out.

The boxes in the model in Figure 3 represent the resources and prod-

ucts that satisty wants. The diamonds represent the economic «ctivities

in which people engage 1n order to achieve satistaction.

The want-satisfaction model 1s oversimplified. For example, it
suggests that all wants ave temporarily satistied--and we know that this
is not true. However, Figure 3 shows one important aspect o: cconomic
life: the function of the economy as an input/output system. If society
is to continue it must reproduce itself continually--replace labor,
machines, and management; sustain the existing work force and techuoliogy.
In order to grow, howéver, a society must produce 4 surplus beyond what
is necessdry for present consumption in order tou ensure reproduction of

the system.

) The Circular-Flow Model. A more traditional explanatory model is
the circular-flow model of a market economy (sece Figure 4). This model
expands on the want-satisfaction, input/output view to illustrate the
flows of money and of real inputs and outputs generated by a market
economy and to give a better indication of the systematic nature ot
economic activity.

It 1s useful to think of an ecunomy as a system-—an orderly
arrangement‘of parts into a whole which performs a given functioun. An
automobile is a system made up of subsystems--for ezample, the
transmission, ignition, and fuel systems. When put together properly,

the subsystems collectively provide transportation. A nation's economy

10 l'ﬁ
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Figure 4
CIRCULAR FLOW OF A MONEY-EXCHANGE ECONOMIC SYSTEM
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is a system mude up of subsystems: businesses, families, governmeit
agencies, labor unicns. Through these interrelated organizations aud
pecople, a society carries out the basic economic decisions and activ-
tties which satisfy the wants of its-people. The pertormance of the
subsystems, the ration’'s economic organizations, affects the performance
ot the economy. When subsystems change, the whole system changes.

The circular-flow diagram depicts a money-exchange cconomy as a
system. It cxpands on the want-satisfaction chain to show interrela-
tionships between parts of the economy. The subsystems--iumilies and
businesses—-are bound together by exchanges of money for goods and ser-
vices. Families own the inputs used in productioun, and they consume the
output of production in order to continue providing future inputs. Busi-
ness firms use the inputs to produce what they sell to families.

This simple model shows the following important .features of a money-
exchange economy:

~-Qutput 1is proauced by specialized businesses, so that money

exchange is necessary to satisfy family wants.

il
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~--The two major groups of economic organizations--firms and

families—-are interdependent.

—--Income and output, demand and supply, are interdeperdent; thus,
change in demand necessarily means change in supply, and vice versa.

--The economy is a dynamic system, constantly in motion and gener-
ating a continual flow of exchanges of money for goods and services and
of output produced and consumed. The ciicular-flow model shows the con-
ditions r.ecessary to maintain a steady state-—in other words, to perpet-
uvate the system. Everything produced must continue to be consumed at
the seme race over time. Growth can occur cnly as the result of an injec-

tior of new resources--a speedup in the system.

Predictive Models

Une type of model that secondary-school teachers and students can
use to help learn zbout prediction is called a cybernetic system. The
science of cybernetics examines how some systems generate information
for use in monitoring system activity to assure that the system maintains
a certain standard of performance or attains a desired goal. A cyber-
netic system is a systenm thag contains built-in self-correction mechan-
isme. Such a.system has rfour necessary components: (1) a measurable
standard of performance or goal to be achieved, (Z) « process or opera-
tion by which the stangard can be reached, (3) a means of neasuring
whether the standard has been reached, and (4) a feedback loop that pro-
vides information so that the process can be aajusted. All four compo-
nents must by present for the system to be cybernetic. Once we have
identified a measurable goal (fo example, to reduce unemployment to 3
percent of the labor force), a process by which we can reach the goal
(for example, to increase investment tax credits), a means ot evaluating
performance (for example, mcasuriné’uneﬁployment and levelc of invest-
ment), and a feedback mechanism that corrects for any error in the process,
the system is self-correcting and it is possible to predict whether the

goal has been reached. Figure 5 illustrates a cybernetic systenm.

Ideal Models

Ideal models describe idealized or perfect situatioans. The chemist
imagines the perfect vacuum; the physicist assumes a frictioniess plane;

the economist constructs a model of perfect competition. All these
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Figure 5
A CYBERNETIC SYSTEM

Standard To reduce unemployment
(goal) to 3% of labor force
Process « Increase investment tax

“1 credits for business

v

Observe unemployment level <
Measure investment levels

A l A

unemployment

Measurement

Feedback loop

models are capable of existing only as mental concepts--that is, they
are imaginary. Such models are important, however, because they
describe views of perfection. They are useful because simulations of
perfect conditions permit scientists to construct mathematical models
and then to use thc..: models to make predictions.

A perfectly competitive market model for the economist is akin to
the chemist's vacuum or the physicist's frictionless plane. The model
is constructed and studied, in lieu of laboratory experiments, in order
to learn about market operation abstracted trom the imperfections of the
real world. In facty a perfectly competitive market has never existed
and is not likely to exist in the real world.- ' ) , .

A perfectly cémpetitive market modcl simplifies (abstracts from)
the complexities of real life by making assumptions about market condi-
tions and participants. It describes how markets would work under ideal
cenditions of per.ect competition. There are no exceptions. Everything

works as assumed. All decisions are made by model persons--rational

economic individuals, each of whom starts out with adequate endowments
my
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of property and persoual actributes. These pertect persons have periect
knowledye and always wake choices which yield the maximum cconomic bene-
tits. The model world 1s made up entirely of such individuals, cach ot
wiiom acts 1n his or her own individuval best interests.

Furthermoire, the markets themselves are perfcctly competitive.
There dre so meny buyers and cellers that nu single individual or group
can influeuce market price; every buyer and seller is a "price taker."
All sellers of{fer an identical product. Buyers and sellers can move in
and out of the market freely; there is no obstacle to starting up or
ending a business. Given these initial assumptions, the model can be
analyzed in order to predict behavior--prices aud omounts bought and
sold. More important, one can -predict long—rﬂn performence-~the eftects
of perfect competition oun resource allocation aud want satisfaction.
The moucl proves that (1) market compecition eliminates 2il but normal
profit (just crough profit to keep firns interested in producing) and
torces producers to choose the lowest-cost method of production;

(2) firms respond to changing demard conditions, moving into
more-profitable markets out of less-profitable ones in pursuit of
profits, so that resource use adjusts automatically to changing demand;
(3) the only ways to realize extraordinary proiits are thrcugh
inuovation and cost cutting; thus, there 1s continual competitive
pressurc to innovate; (4) workers earn what they contribute to
production on the basis of their indiviaual choices about how much they
want to work and how much education they are willing to obtain. In
short, in this ideal euvironment, perfect competition between small
producers creates a ju;t society, efficiently solves the problem of want
satisfaction, and continually recreates the competitive environment that
induces businesses to innovate and cul costs.

Ideal models have an important scientific use. Traditionally, they

have been used ... economics tu justify laissez-faire or “free-market"

—

economic policy--minimum government iuterference in business decision
making.

Ideai models are important scientific tools in economics, where
experiments are not possible. OUne can use them to explore why real mar-
kets do not work so etficiently and perfectly, to better understand

inpertect competition (real-world competition) and the effects ¢n market

operation of market power. Comparing the ideal (perfect) and actual
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market supply-and-demand conditions jn a given indusitry enables

resesarchers to 1dentity the causes of poor market performance. On the
basis ot that knowledge, they can suggest public-policy alternatives for
changing market structure and thereby promoting more efficiency or
equity.

~This view of market§ implies that in reality they don't always oper-
ate effic{ehtly and that public intervention is necessary to reduce the
market power of some scllers or buyers or to promote the public welfare.
Perfect competition is seer as an ideal wnich is rarely achieved, though_
much sought after. In the real world, imperfect competition related to
concentration of power inhibits the proper operation of markets, encour-
aging further increases in market power and thereb;"justifyzn‘ govern-
ment interference to promote competition, to conttol monopoly power, or
to prohibit monopoly practices.

As noted earlier, tnere is another traditional use for the perfectly
competitive medel. 1In this view, the thcory of perfectfcompetition is
considcred a reasonably realistic description oi how a mai<et ecenomy
actually works. The theory, in this view, demenstrates the "magic" of
the market--the "miracl:" of impersonal market torces that operate to
create freedom and efficiency in the absence of centralized ccercion.

" that market forces will create a

To free-marketeers, the theory "proves
wonderful world of goods for all the descrving. 1his model is uscd to
justify aad promote a "free-market economy'--free from meddling by govern-
went and powerful labor unions. 1n this context, f£ree (perfect) competi-
tion and free narkets o1 free enterprise are phrases that are zometimes
used interchangeably in the sense that the' results of perfect
competition--efficiency, growth, and freedom~-are thought to be the result
ot a tree-market economy. (Note the absence of economie security and
economic justice from this list of performance characteristics.)

It is important for teachers to be attunea to such rhetorie. Advo-
cates of free markets want to eljminate government intervention in the
affairs of business, and they use the model of perfect compeiition as
justiiication. However. they seldom actually advecate perfect
competition~-a world of small businesses, each with zeruv market power.

In fact, free-market advocates often represcnt big business, and they
contend that bigness itselt is not evil. They claim that powerful,

meddling govermment is the source of our economic problems, along with

-
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powerful unions. They contend that there is enough competition in the
world at large so that the model of perfect competition does describe
economic reality, even though the world ecornomy has becume increasingly
dominated b, puwerful corporations. Such corporations must be big enough
to competc in the world markets, yet they use an economic model which
depends on the assumption of competition between small, powerless buyers
2rnd sellers to justify hands-off government policy towards business.
Ifonically, such policies have the cffect of benefiting big business at
the expense of small business during periods of eccnomic instability,
for it is those with market power ard adequate financial resources who

are most able to compete successfully and grow i1n the real world.

Methods of Anaiysis, Evaluation, and Synthesis

We have now discussed two kinds of organizers--discipline structures
and models that can be used to explain, predict, and describe the ideal.
Methods of analysis constitute a third group of organizers in teaching
economics. These methods are simply ways of approaching a problee;
Students who learu to use various methods of analysis can become more
effective problem solvers. In the remainder ot this secticn, each method
is brietly discussed. Section 3 describes several generic tcaching stra-
tegies which can help students learn to use these methods and which

create a positive classroom climate for learning economics.

llodel Building and Systews Analysis

Students should be eucouraged to thirmk of economic ovrganizatious
aud the cconomy as a whole as systems--orderly arrangements ot parts
into wholes designed to perform certain functions. The various
components of the c¢conomy--businesses, families, government agencies,

etc.--are themngves~suh§ystems of the larger system. Students should

have the,obport:nity to construct models of the subsystemg—(microeconomic

npdels) or of the total system (macroeconomic models) as means of study-
ing the relationships between the structure of the system and its
perforuance--that is, its cffectiveness in carrying out its function.

This process is called systems analysis. Students should be encouraged
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to elaborate on the diagrams presented earlier in this section in order

to create more "realistic" models.

Cybernetics

Cybernetics, 2 related and powerful systems concept, is also uced
to study an economy and its subsystems. As noted earlier, a cybernetic
system has & self-regulating feedback Pechanlém which measures perform-
ance dgainst a given standaid. Students can tirst construct cybernetic
models of simple systems and then proceed to more-complicated systems
ranging from the zdjustment process of a market or economy to changes in
demand and supply couditions. In studying the actual operation and ®er-
formauce of an economy, students should look for evidence of effective
forms of automatic internal correction designed to achieve socially bene-
ficial ends. After doing so, they will bec better able to deal with policy
cortroversies in which the issue is the extent to which a given policy

guarantees that a system will operate in the public interest.

Analysis of Controvercies

Decisions about personal and public cenflicts require students to
evaluate polemics and tolgake value judgments. Consequently, they must
learn how to extend rational thinking to this area of decision making,
Using a model of conflict analysis helps students learn to clarify the
nature of a controversy by identifying the points of dispute. These
points car be classified according to four categories: (1) fact, (2)
definition, (3) interpreta;ion (predictien), and (4) values. Students
can then apply what they kﬁbw about economic analysis to reach agreement
on g%ose aspects of the controversy which are amenable to scientific or
logical analysis. This process paves the way for -a final discussion of
the value issues involved and eventually leads to a decision. (See PP-

63-66 for description of a teaching sirategy for values.)

Decision Making

Making economic.declsions requires making choices abcut the use of
scarce resources. bBasic to'ecoromic decision making is the recoguition
that one cannot have everything one wants and that there are alternative
‘ses for the resources at ore's disposal. The objective is to make an
optimal chQice--to choose that alternative use of resources which gives

the greatest paycff.
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Comparing the diffcrent uses of scarce resources in order to c.oose
the alternative with the highest payoff i1s basic to wise decision
making. This process involves three steps: (1) identifying all
practical alternatives or opportunities, (2) comparing the custs and
benefits of each alternative--by making dollar estimates of hoth costs
and biuefits, where possible, and (3) considering both long-run and
short-run costs and benefits of each aiternative. The rinal step is to
choose the alternative (opportunity) with the highest payoft. This is
accomplished by shifting around the uses of resources until it can be
shown that, given existing conditions, it 1is impossible to 1increasc
one's payolf by choosing any other alternative. In econonics textbooks
this process 1s often described in terms oi calculating opportunity
coste.

The final step indicates that this decision-making procedure invar-
iably requiregeene to calculate trade-offs ot costs and benefits at the
margin. ~ As leng as the marginal benefit is greater than the marginal
cost, it is economic to choose in favor ot the expenditure of resources;
when benefits are llss than costs, it is economic to reject the expendi-
ture. ‘

Exactly the same decision-making processes are involved in public
policy decisions. 1lhese may involve obvious economic allocation deci-
sions (whether to raisq;the tax rate or how to spend expected teXx reve-
nues) or less-obvious economic choices (changes in the public regulation
ot business or public intervention to protect the rights of minoritics).
All these cases rcquire the consideration of alternative uses for scarce
resources and the marginal costs and benefits for each alternative.
Public decisions made by citizens arc the most complex because public

projects otten impose cos" on some groups and benefits or others.

‘

Comparing Economic Systems

Studying an economy invelves analyzing its economic organizations,
4
its ceonomic goals, how anoe fur whom the major economic decisiors are
made, .and how the economny changes over time. Such a study also involves
cviluation--assessing how well the economy tunctions to achiceve the
- . 1 3 . . . . . + . .
society's economic gouals and how it adapts and develops o¢ver time "in

response to human wants. One way of understanding hew an economic
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system works is to compare it with another system. Such comparisons can
often be made by building a descriptive model of each system (or some
part of each system) and then comparing the models. Generally, this

process makes the similarities and differences immediately apparent.

/ - -
. /Figure 2 (on page 6) oifers a useful model for describing and com-

paring cconomics. The categories in the "Economy'" circle describe the
basic parts of the cconomic organization ot a society: the kinds of
speciai&iaf&od, exchange, and economic organization; thé kinds and
amount of investment; the amount of wealth; the changes in inputs; and
the ways the output is distributed. These data describe the structure
and performance of the economy.

The "Physical World" and "Society" circles suggest some factors
that explain the particular structure and performance of the economy.
The physicul world sete limits on economic growth and on the pocential
types of specialized production. The values, beliefs, and norms for
decision making help determine the unique forms of economic organization
and the goals of the society.

Using this model to compare economic systems involves identifying
similarities and differences in economic organization and performan.e.
Students use economic values--freedom, growth, security, stability,
justice, and efficiency--as criteria to evaluate the economies. Which
economy is more fully developed? Which society is richer? Which
society most-cquitably distributes its output? In which socicty are the

people more economica%ly secure?
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2. APPROACHES AWD MTIONM.E% FOR. TEACHING ECONONMICS -

Most of us go through. life without asking difficult "why" questions.

On a persovnal level, we don't ask why we take 8 shower in the morning or

why we take out the garbage. These activitics may not seem very impor-

tant except to foster personal cleanliness. In terme of.curriculum, we

often don't ask why children study families im the Lirst grade, commun-

ities in the third, or U.S. history in the eighth. If we did ask our-

selves "why" we teach what we do, w¢ might ve hard pressed to answer

onvincingly. We probably have not considered our rationale--the under-

lying justification tor choousing what and how we teach.

s

The Nature of a Rationale

A curriculum rationale states and justifies the basic educational

goals that underlie the educational program. The justifications are

based on & philosophic position--the ftundamental values and beliefs

embodied in ona's philousophy of education. The rationale relates a phi-

losophy ef @ducation to the goals uf the specific course of study under

consideration. Why teach economics? What purpecse does Eye course serve

for students, the community, and the society a. large? Why is it neces-

sary to teach economics, to take space ior this subject in an already

crowded curriculum?

At this time in U.S. society, it is particularly important to think

through a rationale_for teaching economics. Schools are under increasing

pressuic from different groups to "educate" students about the particular

economic matters that these groups think are important. At the same

time, we have been vxperiencing a decade of erubling economic perfor-

mance in our society. Uneﬁployment and inflation, increasing inequality

of 1ncome, stagnaut investment, world competition--all these problems

are plaguing the U.S5. economy. In addition, we are increasingly con-

cerned abcut wori.. economic instability, while at home the various

attempts to provide convincing explanations of our economic problems and

to {find policy solutions to them have created considerable turmoil in

the economics discipline. Some say that we are witnessing the breakdown
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of the mainstream paradigm, the accepted scientific approach. Certainly,
economists to both left and right of Paui Samuelson are moving from
criticism to alternative approaches. We may be witnessing what Thomas
Kuhn calls a scientific reVo;ution——rejection of the usual way of viewing
the economy and studying it scientifically, and experimenrtation with
alternatives. James Tobin, the 1981 Nobel laureate in economics, has
pointed- to the emergence of "Reaganomics," a conser&ative counterrevolu-
tion against the Keynesian revolution that changed the complexion of
liberal politics 40 years ago. .
1 Many-school distr.cts have established rationales for social studies
and perhaps specified approaches to teaching e¢conomics. Even
$0, most teachers have some degree of freedom of action. Certainly it’
is important for teachers to be aware of their personal reactions to
such a rationale--the extent to which they can go along with it, where
they disagree, and how they can adapt themselves or the curriculum so as
to resolve areas of disagreement. 1If there are no restrictions on
teachers' options in selecting texts or other teaching materials, they

need to carefully assess whether the resources they plan to use are

congruent with their personal preferences and instructional goals.

Five Approaches to T-iching Economics

There are a variety of approaches to teaching precollege economics.
In our analysis of the field, five stand out as predominant: (1) the
economics of free enterprise, (2) personal or consumer economics, (3)
global education, (4) economics for citizen education, and (5) economics
for the sake of learning the discipline. Each has its particular
rationale based on a p;rticular philosophical view of humanity and
society. On the following pages, We present a brief rationale for each
approach, distilled from a variety of statements taken from curriculum
materials designed around the given approach. Although these rationale
statements are of necessity somewhat oversimplified, they should be *
useful in helping teachers think through their own rationales for

teaching economics and- choose curriculum materials.
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A Rationale for Free-Enterprise LEducation .

The founding tathe;s of the United States were truly visionaries.
They sought to create a new country where iudividual freedoms were cher-
ished, respected, and upheld; where there was a separation ot urch and
state; and where there was very limited government iutervention in the
economic lives of citizens. The founding fathers created a legacy that
needs to be understood and believed by 20th-century Americans.

We have a democratic form of government and a free-enterprise eco-
nomic system. The combination of free enterprise and democracy has
enabled our country to become one of the economic leaders of the world.
Moreover, our citizens realize one of the highest standards of living of
any group of people in the world. Educators, business leaders, and legis-
lators are in agreement that good citizenship education requires an under-
standing and appreciation of our political and economic systems.

From time to time there have been threats that communism would bury
us. More serious is the continuing threat of creeping socialism, or
"welfarism," and increasing goverument intervention. Our democratiz
form of government and our free ecounomy have thus far withstood attacks
from both outside and inside. If we are to safeguard our freedoms, it
is imperative that we, as citizens, understand our political and economic
‘heritage in order to carry but our responsibilities in preserving the
freedoms guaranteed by our Constitution.

Free enterprise is an integral part ot the fabric of kmerican civili-
zation. It is rooted in American experience. Its basic foundations are
grounded in the common soil of the American way of life--personal integ-
rity, private initiative, and public responsibility.

’ Students need to strengthen their understanding ot the free-
enterprise system. Since they will be participants, both active and
passive, in the American political and economic systems, it is essential
that they have knowledge, skills, and attitudes which will e¢nable them
to contribute to the confinuing development and maintenance of the Amer-

ican free-enterprise system.

‘A Rationale for Consumer or Personal Ecpnomics

The basic institutional organization of the “production, distribu-
tion, and consumptiun of goods and services in the United States is

3
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through the market system. Markets differ in the extent to which compe-

tition of monopoly prevails and in the degree of information, mobility,

and treedom which individuals have in the marketpiace. Dependiug on the
political forces at work, markets are sometimes modified by regulation.
In addition, local, state, and federal laws have been enacted to provide
protection for and information to consumers and to protect workers and
the public from such social costs of market operatior aé‘pollugion and
environmental damage.

In a market system the consumer is the basic aecision maker, deter-
mining what firms survive and thrive through decisions to spend or not
to spend income. Taken as a whole, the more than 60 million consumer
units (individuals and families) in the United States constitute a poten-
tially powerful force in determining what is produced in a market-
oriented ecoromy.

Economic lite can and should be analyzed from the perspective of
the inaividual. High school students, especially, need to consider per-
sonal or consumer economics, particularly since they are likely to be
personally interested in the subject. Many earn zud spend their own
money. Thus, they arc likely to be interested in many of the topics
treated in a consumer or personal economics course. They need tc know
how to make intelligent consumer decisions as adnlts.

On a broader, more-encompassing level, everyone needs to be con-
cerned about personal economic issues. As consumers, we all make deci-
sions about what to buy, how much to buy, whether to borrow, whether to
save, whether to invest. As participants in our economic system, we -
all nced to make hupdreds of personal economic decisions throughout our

lifetimes.

A Rationale for Economics From a Clobal Perspective
- |

Television,'travei, and newspaper headlines provide millivus of
Americans with a constant flew ot information that 30 years ago would
have been unimaginaBle. Subarus, Toyotas, Sonys, Ataris, bauxite, ba-
nanas, cottee--these and other products and resources remind us that,
even at the local lével, we are c;osely linked with the rest of the
world. Jet airplane?routes, oil pipelines, giant ships, instantaneous

global communication==such networks have all but eliminated any possibil-
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ity for isolation from the rest of the world. nThe death ot a leader in

the Middle East becomes gravé cause tor concern--not only about peace,
but also -’ put the worldwicde flow of oil resources.

Intc .ependence and rap’d change are now facts of life. The emerg-
ing complex global society will require a high level of competence if we
are to deal with changing situations. In terms of economics, we must
develop an incrgasing awareness that the U.S. economy is part of the
world economy. We need to recognize that competitive forces operate on
an international basis, that resources, especially nonrenewable resources,
are distributed throughout the world, and that economic policy decisions-
(for example, the decrease in the money supply) in one country will have
a serious impact on other countries. Sgydents of today will need to
develop a pluralistic outlook, competence in dealing with diversity, and
the ability to analyze economic events from a global perspective:

In American tociety we ﬁave thought it rnoble to respect diversity.
Unfortunately, American schools have not always been guided by this
beliet. Much atéention has been focused on the "American way." Given a
global society, the teaching of a single set ot values can be imprison~--
ing. Diversity, adaptation, understanding, coping, compromise,
peacemaking--these will be important characteristics for “students in a
global age.

Studying ecornomics from a global perspective demands a reconsidera-
tion ot the concept of community. Students need to have an zwareness of
a global human community, with its diverse resources, ways of doing
things, and ways of exchanging. Students need to recognize that they
are all members of a human community. They need to be aware of the.tra-
ditiohs, heroes, and critical events in human history and to develop
ethical concerns for all others. Students must recognize there are other
"ways of knowing" and that they need to recognize what and how others

know what they believe to be true.

A Rationale tor Economics as Citizen Education

A basic concern of citizenship education is the training of students
in the knowledge, &kills, and attitudes prerequisite for active and effec-
tive participation in civic life in a democratic society. Mature, compe-
tent citizens can both advocate and carry out appropriate political

actions for the common good. Society is becoming increasingly complex.

.4
,

25 .

31

/




This complexity means that citizens face increasingly.complex responsi-
bilitles. One vital aspect of citizenship education is economic educa-
tion.

Good citizens should be able to think clearly about economic ques~
tions. This ability requires some minimum economic literacy--knowledge
about how our economy works and how well it perférms. A knowledge of
economics 1is important if we are to meet our resporsibilities as partici-
pants in the complex system of enterprise. All persons have to make
decisions on a wide variety of economic problems of local, state,
national, and internqtional significance and then express their views in
the voting booth or participate directly inr political life. These prob-
lems rarge from school bond issues to foreign economic policy. Some
knowledge of economics is essential 1if such decisions are to be made
intelligently.

The study of economics involves learning economic reasoning--the
replacement of emotional, unreasoned judgment with objective, rational
analysis. It also iivolves critical thinking in evaluating controversial
issues. Economics is concerned with all of society and with the activ-
ities of the various groups and institutions it subsumes--consumers,
‘business persons, and workers of different ethnic and racial groups.
Economics is concerned with individual markets for products as well as
with the aggregate of all markets--that is, the economy as a whole.—————
Economics 1is concerned with the overall functioning of the economy, how
fast it is growing, and how vulnerable it is to inflation or depression.

Economic understanding does not mean simply memorizing facts. It
is a certain way of thinking about problems which usually involves making
rational choices. This is not to say that students should not make value
judgments; all of us do. However, students need to be able to use the
powerful tools of theory and analysis, in the service of societal goals,

in order to be prepared for active participation as citizens.

A Rationale for Economics as a Discipline

Economics 1is one of the oldest of the social science disciplines.
As a matter of fact, economics has often been called the "queen" of the
social sciences. As such, economics has a well-defined structure and

established methods of analysis. It is vital that students learn this
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structure and the accompanying analytical methods. .

It'sLould be recognized that economic tqpics can be taught in vari-
ous subject areas in the curriculum, especiaily in history, geography,
and civics. The overall purpose of social studies programs is to develop
desirable sociocivic behavior in students. What is missing in most such
curricula is rigorous training in scho]érship. There are few opportun-—
ities at the precollege level for students to experience the rigor needed
for further academic pursuits. Watering down the discipline of economics
so that it can be taught in social studies classcs misses an important
goal--that of developing in students the ability to thipkﬂin abstractions
and to experience the joy of learning.’

The discipline of economics includes some very powerful ideas that
must be learned in a rigorous way. Among these are demand-and-supply‘
analysis. the law of diminishing marginal returns, aggregate demand-and-
supply analysis, cost analysis, comparative advantage, and general equi-
librium analysis. Overarching the study of economics is marginal
analysis--the study of rates of change. Through studying these and
other powerful ideas and methods of analysis, students will aeduce prin-
ciples that are useful for offering explanations of real-world events or

for making predictions of economic behavior.

Combined Rationales

It is possible to combine two or morec of these five rationales in
designing an economics course or choosing curriculum materials. A free-
enterprise rationale might logically be combined with a personal or con-
sumer economics ratiorale, although it would be inconsistent to integrate
a free-enterprise rationale with any of the others. Personal economics
is often combined with a citizenship rationale. Similarly, a global
education or disciplinc-centered rationale fits with a citizenship-
education rationale, although a personal economics rationale could not
easily be combined with a discipline-centered rationale. One of the
major problems in choosing materials is that promotional literaturc
tends to describe materials in glowing terms which refléct a2 variety of
rationale positions. We suggest that teachers bec wary of materials that
offer, or purport to offer, all things to all students. The following
questions are ugeful in assessing the basic approach 6f~an economics

text:
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-~How does the author view the economy, how it operates, how well
it operates? AWhat problems are identified, and what solutions are
implied?

--Wwhat is the perceived role of the individual in society? What
are the roles of individuals in regard to the economy?

--What is the author's view of knowledge and how it is acquired?
How is kﬁowledge generated, and what is the importance ol knowledge in
bringing about change? o - -

--What is the author's view cf social anda economic change--the
degree of stability versus change in the social system? What causes
change? 1Is charge presented as good or bad? Can people solve social
problems over time?

~--Why should students study economics? Why is it important?

--What economics should be studied?

Economics: Ferment in the Discipline

The discipline of economics is currently undergoing serious self-
examination. Not since John Maynard Keynes wrote The General Theory of

Employment, Interest, and Money in 1936 has there been such a serious

reconsideration of economic theory and policy. In this section we dis-
éuss four differeunt theoretical approaches to economics. Our purpose is
to help teachers understand the nature of the controversy and to provide
intormation that may enable them to make better ecoromics curriculum
decisions.

The current disagreements are mainly over that aspect ot the disci-
pline which is most directly relatednto public policy: maérocconomics,
the theory of the operation of the economy as a whole. This theory
explains the causes of economic growth, inflation, uncmployment, and
business cycles, and it is used to predict changes in overall economic
conditions. Govecrnment officials then derive appropriate policies
designed to promote general growth and prosperity so that businesses :au
predict the future of their own activities and make long-range invest-
ment and Production plans with some degree of confidence. The main pur-

posc of theory and research is the formation of policies that make the

economy work better. Becapse economics is mainly a policy science, the

validity of its macro theory is based mainly on the success of its eco-
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nomic policies; if they don't work, the theory comes under question.*
.The "Keynesian" economic policies developed during the New Deal led
to the establishment of a network of highly successfyl social programs.
The management of aggregate demand through ‘the use of monetary and fiscal
policies promoted economic growth and stability and, in the private sec-
tor, a kind of accord between labor unions and management which resulted
in industrial peace and rising real wages. By thé 1970s, when the
postwar boom had subsided, Keynesian pclicies were proving tc be less
- and less successful in promoting growth and stability. The U.S. economy
was becoming more vulnerable to world competition; changes in business
conditions in one coun:iry quickly spread to other economies; the world
economy became more susceptible to shocks, as evidenéed by the dramatic
rise in oil prices in 1974. Economic¢ policy has had to cope with a new
phenomenon: "stagflation'"--sluggish grswth and unemployment accompanied
by rising prices. During the last decade the major concern of public
policymakeis has moved from maintaining full employment to containing
inflation, even at the cost of high ratcs of unemployment.
The failure of "Keynesian" economics stimulatea challenges to the

mainstrecam theoretical foundations from both the right and the left.
. Conservative critics of liberal social welfare programs and government
“intervention in economic affairs reflected the general disaffection of

the U.S. publit. “Supply-side economics--a new version of the old ortho-
dox theory which had been the vogue before the New Deal--increasingly
gained respectability in the econnmic pgofggsion and became the theoreti-

tal basis for tfe conservative policies of the Reagan administration.

*The other part of economics, microeconomics, descrites and pre-
dicts the results of competition in particular markets. This theory is
basgd on marginal analysis, or the theory of choice, which has useful
applications as a decision-making tool in figuring out how to make opti-
mal choices. ‘Microeconomics, and particularly the trade-off decision-
making skills derived from narginal analysis, are very important in pro-
moting capitalist values and goals, the socialization functions of eco-
nomics education. This theory describes how the market system works
under ideal conditions and’ how individuals can best work the system for
private gain. Tt is useful in training students to accept the material-
ist incentives/rewards for success and to make the most of any given
situation. More generally, microeconomics also is a policymaking tool
tor rational decision making in the public arena. Given the need to
make choices in a scarcity environmenf, marginal, or trade-off, analysis
helps the decision maker arrive at a more-rational choice.
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"Keynesian" policies have also been challenged from the lett. Some

liberals--institutionalists and post-Keynesians--reject the mainstream
analysis.,of both microeconomics and macroeconomics on the basis that
they are unrealistic, inadequate representations of the modern indus-
trial market economies. These economists call for a fundamental redi-
recting of priorities and for more government planning. Further to the
left--so far out in left field that their position probably is irrelevant
to most public school curricula~-Marxist economists, who have gained in
both numbers and stature, are actively critiquing Marxist dogma and devel-
oping a highly:informativc theory of monopoly capitalism.

fhese differences in perspective, and therefore in policy prescrip-
tion, reflect different views or the nature of our economic system and
of approachus to scientific work in economics. Thomas Kuhn, in The

Structure of Scientific Revolutions, refers to these different approaches

to scientific work in a given field as competing paradigms. In eco-

nomics, these different paradigms have coexisted for a long time.- At
the end of the 19th century the neoclassical paradigm, emphasizing micro-~
economics and based on marginal analysis, displaced the classical eco-
nomics of Adam Smith and bavid Ricardo, which had sought to explain
income distribution betwcen different economic classes and the source of
growth in the early stages of capitalism. By the end of the 19th century
capitalism was in full bloom, and neoclassical analysis embhasized the
efficiency >f business decision making and the decentralized coordination
provided by market operation. This theory celcbratea the advantages of
the market economy and implicitly presumed that we had reached or were
about to reach the ultimate form of ecoromic orgaﬂization. Mainly
because of the inability of the neoclassical paradigm tc¢ explain and
cope with the Great Depression of the 1930s, its laissez-faire political
philosophy gave way to the Keynesian révolutian and what became, under
the leadership of Paul Samuelson, the neoclassical/Keynesian synthesis.
Today thesg policies are found wanting, giving rise to a search tor a
diffcren; Eﬁd more~comprehensive way to view the economy.

Kuhn dcscribes scientific progress over time in terms ot periods of
nofmal science, followed by scientific tevolution. The most common condi-
tion is normal science, during which a particular paruadigm rules the

discipline. Textbouks are written to introduce students to the discipline,
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and young scientists learn how to do good science in traditional ways;
Gradually, empirical data buiid up which cannot be explained by the
theory. As these anomélies become more and more troublesbme, scme scien-
‘tists begin to lnok for a new thecoretical base that can explain them.
In ecoromics we scem to be experiencing just such a time; thus, it is
important to know the alternatives as well as to accept the reality of
the current state of econumics--that controversy exists, and that dis-
agreement over viewpoints will undoubtedly lead to a more-complete, but
still incomplete, understanding of how the cconomy works. This is the
way scientific progress occurs.

Each of the four differcnt paradigms outlined below seeks to explain
the operation of the U.S. economic system--called "free market" by the

supply-siders, "mixed economy" by the Keynesian/meoclassicals, "indus-

trial economy" by the institutionalists, and "capitalism"” by the

Marxists. Each term ic based on a particular set of beliefs and assump-
tions and ways of thinking about economics. Each implies a political
orientation and formulates a set of public policies designed to improve

the functioning of the economy. .

"--- . _ The Neoclassical Paradigm

This ﬁafaﬁigm provides the theoretical justification tor the free-
market or frce-enterprise ecénéﬁ& and therefore for a_public policy of
minimal government interierence in the economy. V

In the neoclassical paradigm, ecbnomics 1s the study of the alloca-
tion of scarce resources (or means) among competing human wants (or
The

ends). Economics studies decision making in a market economy

approach taken is basically microecomomic. The theory is bLilt up from
the decision making of the rational economic sctor--whether buyer,
se¢ller, worker, employer, or government bureaucrat. Market demand and

supply curves are derived from combining the demand and supply cuyrves of

ot @IVidual buyers and sellers.

The neoclassical theory holds that the competitive process yields
optimal end results in terms of satisfying human wants--a competitive
market structqgg_that’éﬁéurés optimal allocation of scarce resources in
ordet~tb’éatisi; demand. Furthermore, any change in consumer tastes

triggers a4 competitive process that reallocates resources so as to meet
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changes ir demand. .

This theory is based on a subjective theory of value, in that demand
in each market is based on buyers' tastes. The economy flexibly adapts
to,;the subjective tastes of individual buyers. Value or relative prices
ai@ determined by demand, by cousuner tastes.

The core of this position is the theory ot periect competition, and
the model of the econumy as a whole is Walras's general-equilibrium model
of un economy made up entirely of perfectiy competitive markets, A per-
fectly competitive market has the following characteristics: (l).a lerge
enough number of buyers and sellers so tha. no one person or group can
in any way control the price, (2) perfectly tree entry to any market,
(3) standard products in each market, (4) periect knowledge and certainty
about the tutur;, (5) continuous demand and supply curves, implying that
buyers and sellers substitute cheaper for dearer goods or imputs to pre-
duction whenever p;{;;; change. ‘

In a world made up entirely ot perfectly competitivce markets, Walras
proved, there is genefal equilibrium: supply equals demand i1 every

% market. Furthermore, general equilibrium will be reestablished if there
is any disequilibrating tforce. That is, if changes in tastes result in
changes in demand, relative prices change and a rew equilibrium will be

;;~ established with a new set of prices.

According to this theory, in the short run prices act as weather-
vanes, changing whenever demand or supply corditions change. Individual
buyers and seilers change their choices whencver relative prices’ change.
If the price of butter drops relative to—théxbrigc of margarine, more
butter will be bought and.-the demand for margarine will drop; at t?at

point the price of margarinc will also drop. '

- afhis is a demand-centered theory: prices change because demand
changes. When prices rise, consumers substitute cheaper alternatives.
Fven more important, when the wages of labor increase, businesses substi-
tute capital equipment for labor. Even in the short run, the theory
assumes, businesses can increasce or decrease the amount o1 labor used
with a given amount of fixed equipment (the law of diminishing returns)
depending on the level of wages. This ascumption ignores the possibility
that technical requirements may mean that a fixed proportion of labor

must be used with a given installation.
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The neoclassical theory also takes for granted the fleaibility of

relative prices.
determined by tlLe markct.

prlcee--whlch are determ1ned, as-in an auction, by the impersonal opera-

Under conditions of periect competition, prices are

Each buyer and seller makes decisions about

tion of market demand and 5upp1y:

This theory depicts the e¢conomy as & circular flow ;t firms and

families, connected and coordinated through market forces of supply and

demand.

Given the assumptions of the model. market forces act in a con-

sistent and coherent way, with economic actors respondlng rationally to

changing price signals.

tutability and therefore on the response of individuals to relative price

changes.

In turn, relative prices indicate relative scarcities.

The neoclassical paradigm proves not only that resources arc allo-

cated to reflect changes in consumer demand but also that, because busi-

nesses are ftorced by competition to minimize costs, they are induced to

Annovate in an effort to make above-average ppofits. Finally, earnings

dre based on the productive contributions of the owners of factor

inputs-~land, labor, capital, money.

1f govetﬁﬁont is introduced into the model, its actions--for exam-

ple, collecting taxes in order to provide services or buy ~goods--are
substitutes £8r private buying and selling.

know their own tastes, government economie activity of this sort distorts
[

Because only individuals

demand and supply, artificially influencing prices and therefore the

allocation of resources to satisfy human wants.

Aavocatus of this position recognize that the real economy 1s not

competitive in the way assumed by the model; indeed, many neoclassical

' economists have developed models of imperfect competition and monopoly.

However, they believe that failures of market allocation which are due

to imperfect competition cannot possibly be as bad us those caused by

government intervention.

“"rational economic person"

This is logically true if one applies the

analysis to government. If governwent deci-

sion makers also act to maximize their own personal sat;pfaction, then

it is impossible to expect them to act in the public welfare--even if we

This system depends on the principle of substi- )

could define such an abstract concept, which is impossible because happi-

ness comes from individual satisfaction, not group satisfaction.
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In the neoclassical model, not only is there an automatic tendency

to operate at full employment, for supply to create its cwn demand. If
some disturbance should bring about unempluyment“and a business crisis,
the economy autowatically tendsvto move back to full employment. Reduced
demand for gnods would mean reduced demggd for workers, eventually driv-
ing down wages and reestablishing full employment. In the absence of
union wage contracts, flexibility in wages woyld ensure an automatic
return to full employment. e '
In the real world of today, involuntary unemployment is due mainly
to the intlexible wages caused by collective bargaining. Inflation is
due to increases in the money supply céused by government deficit spend~
ing, financed by the printing of money. According to the n66C18881clSts,
the solution to our current problems is clear: control the mouney supply
through Federal Reserve policy or by reinstituting the gold standard.
This requires balancing the rederal budget through cutting back domestic
spending programs, most of which are counterproductive aryway because
they provide a ;Qfety net tor the poor, thereby iucreasing their depend-
~ ency on_the. government: “By Teducing deﬁehdéﬁcé bn social services and
income-maintenance programs,’ reducing govermment support for collective
bargaining, and pursuirg a tight money policy in order to increase unem~
ployment, the supply of labor will be increased and unions will be weak-
ened, thereby promoting wage flexibility. These policics will also have
a positive long-run -effect on business expectations and on saving and E
thus on investment spending, thereby promoting economic growth. The
emphaéis is on reéucing costs and promoting increased supply-~which ;ill

be bought at some price.

The Neoclassical/Keynesian Synthesis

This paradigm shares many basic principles and methods with the

IR R

neoclassical tradition. It 1is the economics of college textbooks,
epitomized by Paul Samuelson's classic text. This position represents a
. synthesis of Keynes's macroeconomics and the earler neoclassical
. »microeconomics. According to his contemporary followers, it reflects a
serious misinterpretation of Keynes--so much so that Keynes's followers,

post-Keynesians, refer to "Keynesians" in quotation marks.
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Keynes rejected the rot’.. that the economy has an automatic tend-
ency to return to full e. lovym-.t, intreducing the possibility of a less-
than-ft "1-employment equ? orium. He believed that stagnation and
depression can persist unless aggregate demand is managed by the govern-
ment, because in a money ecoromy there is no reason to assume that aggre-
gate demand will be sufficient to promute full employment. While aggre-
gate consumption spending is a stable function of tutal income,
aggregate investment spending is highly volatile, depending to a great
e%tent on expectations about the fu%ure... lncreasing the money supply
under gonditions of serious u.employment may not work if people choose
to hoard money instead of spending it. Full empléyment will not be
restored through declines in wage§ because of workers' resistance to the
erosion of their fair share. Thus, the notion that market forces wili
2utomatically restore full employment is true, if at all, ecnly in some
unspecified long term, and Keynes pointed ¢ut that in the long run we
ar~ all dead.

Keynes's macrogconomic theory was grafted onto th: basic neoclas-
sical framework by Samuelson and othert, forming the new synthesis and

mainstream paradigm of the postwar pe- In this synthesis,.the micro-
economic model cf the earlier paradigm is retained. Mainstream "Keynes-
ian" economists still build theories based on rational decision making
by individual gconoﬁic actors. The general-equilibrium model is still
the theoretical cornerstone. However, "Keynesians" are more willing to
admit the real-world existence of bottlenqcks, structural faults in mar-
kets, and the importance of outside shocks to the economy--all expla-
nations of why the real world does not operate like the model. Govern-
ment intervention becomes necessary to improve market operation. Neve;—
theless, advocates of this paradigm still assume individual rational
decision making in response to price changes; they still assume that
markets clear, that prices change in conformity with changes in demand
and supply, and that individuals respond rationally to such price changes.
Therefore, they still rely on the consistency and effectiveness of wmar-
kets, and they advocate policies that induce individuals to respond to
merket forces.

Business cycles are explained by random shocks in combination with
multiplier/accelerator effects. Modern market economies have an infla-

tionary bias because of wage rigidity, which is explained as the result
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not only of collective bargaining but alsc of the labar policies oi, large

employers, who are loath to reduce the wages and salaries of loyal
workers and key persomnel. These "Keynesians' advocate a policy of man-
aging aggregate demand in order to spee& up the‘;conomy's return to full
employment. They advocate fiscal policy that stimulates or dampens
aggregate demand and monetary policy that controls interest rates.
Because of rigid wages, government intervention is necessary in order to
offset declines in autonomous spending and restore full employment.
However, policies that stimulate aggregate demand also increase the
demand for labor, increasing the wage rate and therebv increasing prices.
The result is a trade-off between the level of tolerable unemployment
and that of tolerable inflation. Policymakers rmust choose between the
two goals.

"Keynesians" agree with their more-conservative colleagues on the
importance of market incentives and the negative effects of social pro-
grams and high taxes on individual and corporate initiative. They recog-
nize the need for policies that will stimulate loug-run growth, and they
tavor the use of tax credits and other such incentives desigred to pro-
mote saving and investment. They, too, place great emphasis on the role
of expectations in economic decisions. There is considerable agreement
between the straight neoclassical and the "Keynesian" paradigms--enough
so that some critics trom the left consider the two approaches to be

quite similar. '

The Institutionalist/Post-Keynesian Paradigm

In the Urited States, institutionalist economists like Thorstein
Veblen were critical of marginal analysis from the very beginning
because of its unrealistic assumptions. Such modern popularizers as
John Kenneth Galbraith have sought to describe the modern industrial
market economy as it is. Galbraith invented the notion of countervail-
ing power between large corporations and labor unions. He has described
the motivations and pricing and investmeut behavior cf the large corpora-
tions which dominate the U.S. eéonomy, which he calls the "planned econ-
omy" because of the need for big corporations to do their own planning.
In England, collesgues and fullowers of Keynes--critical of the Samuelson

synthesis with neoclassical economics--have gone back to the classicai
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economics tradition of the 19th century to develop post-Keynesian eco-
nomics. These two groups of economists have arrived at similar positions
amd are developing a competing paradigm.

These economists discard the theories of individual decision making,
marginal analysis, and the genéral equilibriuy which are the bases of
the neoclassical paradigm. They replace it with a completely different
framework, one based on (1) & view of the‘economy as a system of repro-
ducti&n and growth through investmert, (2) recognition that the real
economy operates in historical rather than logical time and that imnstitu-
tions can only go forwara, that they develop and change over time--
therefore, the theorctical assumptions of an economic model should te
based on real empirical observation, and (3) the belief that the economy
is constantly changing, quantitatively and qualitatively, and that
although these changes cannot be predicted it is possible to study the
process of expansion, the dynamics of the system.

For the post-Keynesians, economics is the study of how an economic
system (the set of social institutions responsibie for meeting the mater-
ial needs of a society's members) is able to expand its output over time
by producing and distributing the socidl surplus. Central to the theory
is the concept of surplus which is available tor expansion. The actual
availability of the surplus depends on how it is aistributed among
workers, property cwners, and businesses. Growth depends on the extent
to which the surplus remains within corporations, to be uced as internal
sources for financing investment. Post-Keynesiaus recognize that expan-
sion in capitalism is cyclical. They believe that there is no discern-
ible limit to growth and that the process of expansion is likely to
change the nature of the system and its institutions in unpredictable
ways. Thus, capitalist growth can continue indefinitely even though
institutions change, so long as these changes are appropriate.

Post-Keynesian consider growth to be inctrinsic to the economic sys-
tem. Their theory emphasizes the decisive role of investment in deter-
mining the rate of growth and level of profits. However, investment
contributes to the determination of both aggregate demand and aggregate
supply (productive capacity). Because investment tends to affect supply
more than demand, the economy experiences periodic business cycles as a

result of overcxpansion of productive capacity.




Post-keynesians downplay the role of markets and coumpetition along
with the substitution effect of changes in prices, which are so important
to the neoclassical view of market operation and of the market system's
ability Lo respond to consumer demand. Post-Keynesians believe that
market competitior mainly affects the long-run reallocation of resources
on the basis of varying profit. rates in different industries. Competi-
tioa tends to equalize profit rates across markets. Capital moves to .
more-profitable from less-proritable industries. Lecause competition
does not determine price changes, it does not ersure the continual sub-
stitution which is the basis ot a demand-satisfyiug economic zllocation
of resources, such as is predicted in the neoclassical model.

Post-Keynesians describe the mziket system as a dual economy, only
part ot which is +sed on the competitive forces described in the neo-
classical modcl. The most significant part ot the cconomy is planned;
it is made up of powerful corporations operating in oligopoly marketi.
These firms sct prices to cuver costs, plus a markup uadequate to provide
internal tinancing for investme?t. Their goals are not short-run profit
maximization but long-run é}owth in their shares of the markec. There-
fore, changes i supply and demand do not necessarily create price
changes. :

Post-Keynesians consider the technological requirements of produc-
tion to be crucial; continuing operation and expansion are critical fac-
tors in determining resource allocation. The economy is an inpué/output
system, anc Jenane 15 determined mainly by the technical input needed to
ensure continued operation. The important decisiuns are made, not by
nillions of individual economic decision makers, but by a relatively few
managers in the plarined sector of the market economy. Consumers,
workers, and small competitive businesses react to the market conditions
created through the operation of the planned economy.

According to the post-keynesians, labor markets are not real marnets
an neoclassical terms. Workers do not earn the value'of their marginal

“product; labor supply is determined mainly by the number of availabie
jobs; laber and capital cannot be substituted in the short run because
of the technical requirements of production. Inflation is the outcome
of the tight over the distribution of income ard the tendency of corpor-

ations to be willing to raise wages relative to productivity, thus
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inflating prices. The banking system accommodates to these higher prices

by increasing credit and the money supply. Thus, the money supply does
not determine prices; prices determine the money supply.
Post-Keynesians argue that monetary restraint only reduces aggregate
demand; it has little effect on iuflation. Fighting inflation by means )
of such policies mainly reduces outﬁﬁt--therefore investment spending,
therefore profits, and therefore economic growth. They believe that
1nf1a£ion is endemic to this stage of development of our institutions,
and that it can be eliminated only through fundamental institutional
change. "An income policy is needed which restricts increases in wages,
interest rates, dividends, and rents--the sources of persounal income.
The willingness of individuals to agree to such a policy implies willing-
ness to stop fighting over income shares. To obtain this cooperation,
it is necessary~to ensure economic growth, and therefore & fair share of

an increasing pie. This requires what is called indicative plauning--

cooperation between business, labor, and guvernment to c¢nure adequate
funds for internal financing of investment as well to ensure investment

in areas necessary to further economic .growth.

The Marxian Paradigm

The Marxists have much in common with the post-Keynesians; indeed,
Marx was a classical economist. However, there are crucial differences‘
between the two schools.

First, Marx saw capitalism as ; necessary but transient phase of
history which, as it developed, would eventually be transformed into the
next phase, socialism. Marx's major work, Capital, is an aualysis of
the laws regulating capitalist developmeﬁt. His analysis indicated the
nature of this development and identified the inherent coutradictions in
capitalist development which would lead to its transformation.

Second, Marx sought to explain hist&rical change, to identify the
laws of motion in capitalist development, wlereas post-Keynesians confine
their study to the dynamics of capitalism without trying 'to explaiw the
basis for institutional change.

Marx retained the basis of classical economic theory, the labor
theory of value, and used it to explain the source of surpluses. To

Marxists, value—-output-iis created by human labor. Capitalism is




dynamic and growth-oriented because the industrial capitalists, who con-
trol cepital, hire labor at a fixed wage and control the labor process
so as to increase the productivity of labor. They then sell the commod-~
ities produced and retain the surplus. The workers who produce the éalue
earn only a subsistence wage; the actual amount of the "subsistence"
wage is Sased on historical circumstances and class struggle. Thus,
class conflict is inherent in a capitalist economy. Workers produce the
surplus, but capitélisfs control it; it is the source of capital accumula-
tion. As workers become aware of their exploitation, they develop their
own working-class institutions and strategies for improving their lot--
which, of course, are opposed by capitalists more or less successfully.
This class conflict brings about institutional change.

For Marx, the motivating force for change was class struggle between
the exploited worker; and the capitalists. Furthermoure, capitalist com-
petition continually revolutionizes the processes of production and dis-
tribution (which Marx called "circulation") and the techniques of produc-
tion as a result of ef{forts by capitalists to accumulate capital, which
they can do only by reinvesting their surpluses. He believed that in
order to understand capitalist development it was necessary to use class
analysis, which assumes the existence of antagonistic rélations that
bring about class conflict.

Using class analysis based on on the labor theory of value, Marx
derived the following laws of capitalisé development which imply its
eventual self~destruction, its transformation into some new and presum-
ably improved stage.of human history:

1. The law of absolute capital accumulation, which assumes that
capitalism tends to accumulate both capital and a reserve army of the
unemployed because of thc tendency of the capital-to-output ratio to
increase over time with the accumulation of capital.

‘ 2. The law of accumulation of unproductive consumption, which holds
that as capitalism develops more and more unproductive jobs are needed
ir order to assure reproduction of the system. (These are jobs in which
workers dv not create value, but consume it--for instance, jobs in bank-
ing, real estate, and government; the result is inefficiency and waste,
contributing to declining profits and growth rates.

/3. The law of unequal exchange, which posits that as capitalism
develog§ the value that is created is not distributed equelly or on the
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basis of contributions to production. Instead, big businesses with high

capital/output ratiovs tend to centrol more value than they produce, while

small businesses which use more-labor-intensive methods produce more
value than they are permitted to retain. The result is an increasing
tendercy to promote caﬁital—intensiVC rather than labor-intensive meth-
ods of production. This is all part of the general tendency in capital--
ism to universalize capitalist production, gradually but continually
destroying peasant and howe production and moving it into the cash nexus
of the market. This process creates uneven development, with older cap-
italist industries and newer capitalist sectors competing for available
resources,

Finally, Marx mainly studied the transition from teudalism to cap-
1talism.and the industrial capitalism of the 19th century, which closely
resembled the perfectly competitive model ot market operation. He recog-
nized the tendency of competition to turn to monopoly through the process
of capital accumulat]‘lu which brings about concentration and centraliza-
tion of capital in an iq&reasingly smalier number of increasingly larger
firms.

harx never studied monopoly capitalism; however, contemporary Marx-
ists are studying this stage of capitaiism. Inherent within monupoly
tapitalism: they believe, is the inevitability of cyclicel and uneven
development, of inequality and injustice, of declines in protits and
growth. Therefore, the system will cventually louse all justification
for its existence.

The implicetions of such a theory are clear: Marxists work for the
cocialist transformation of society; therefore, they do not belong in
policymakinug roles within capitalist institutions. They nust work on
the periphery to change working-class institutions and to help develop
within capitalism the new kinds of social relations which w °7 make &

socialist trunsformation possible.

Summary View of the Four (ompeting Paradigms

The major characteristics of each oi the four competing peradigms
described in this subsection are shown in Figure 6. For each peradigm,
we have identified the key words ci pupular turms associasted with each

phiiusophy, the catalysts which arc¢ assumed by each school of thought to
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Figure 6
SUMMARY CHARACTERISTICS OF FOUR ECONOMIC PHILOSOPHIES
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make the cconomy work, the key assumptions of each philosophy and,its
- primary goals, the level of political or governmental involvement advo-

-/ cated by each one, and, finally, the.major policy measures identified by

the advocates of each paradigm for achieving their goals.
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3. A TEACHING PARADIGM

¢

In our experience ore of the major pitfalls of teaching in general,
and of teaching economice in particular, is the lack of a well-developed
pedagogical approach. All of us who have taught are aware that students

; oo "tune out" or become "turned ‘off" with one siqgle approach. We try to
make content presentations interesting and meaningful, yet we often find
ourselves searching for variety in our teaching approaches and wanting to

3 incorporate new 1dL33 and strategies 13}0 our classroom presentations.

,2 Une of the benefitb of t\e curriculum research and development work

in scilence education in che l960§ and 1970s was the serious consideration

\ of learning theory and teaching strategies. Developers had the opporctun-
ity to think through and test a variety of teaching methods in classroom
. situations. This section describes a numgfr of these approaches to

5 teaching and learning which are useful in planning to teach economics.

A Model Theory of Learning

It is lwportant that teaching be grounded in a view of how students
learr. We suggest a téaching/learﬁing strategy based on a theory of
learning popularized by Richard Suchman. Suchman describes thinking and

learning as the same process--the creation of new meaning by a person.

Suchman's model of learning/thinking involves twc important terms:

encounters and organizers.®

AR § LR SA T (1N L
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Encounters are the contacts people hdve with the world around them.
Lifc is a succession of such contacts, even though the intensity of
encounters varies. Encounters do not of themselves generate meaning for
the encounterer. The chief expedient for this extraction is the organ-
izer.

An organizer is a condition of mind (dat;, ideas, theories, methods
of thinking) that permits the individual to react to encounters in

selected ways--reflectively, conventionally, creatively. Organizers are

#*Suchman's model was presented in detail in a series of articles in
. Instructor, August 1966-May 1967.
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the knowledge, skills, and attitudes that a person has already acquired.
They organize a person's thinking: They are patterns which guide the
selecting, grouping, and orderiné of encounters. Every individual has
knowledgeé stored for use which organizes or controls learning from the
new encounter. For 1n§tan¢e” watching a session of the U.S. Congress
(an encounter) is meaningful to many Americans because of their previous
knowledge zbout our federal legislative system (the orgaunizer).

- . The process of learning/tliinking creates new meaning through the
interaction of encounters and“Brganize}El In any encounter, a person's
organizers determine. what 1nf6fmatlon Le or she perceives from the
encounter. The person ;hen incorporates the new perceptions and
insights into what he or she already knows. Through this process, the

\\:erson creates new organizers and alters or transforms old organizers.

"encountering' a lecture. The

For instance, suppose a student is
&sé dent wili use existing organizers to select and store certain parts
of the lecture. As long as the lecturer talks in an understandable man-
ner and the lecture is perceived as important, the student wiii continue
to absord and 1ncor?orate various parts of the lecture and thus acquire
neonrgaﬂ}gers..

To tagé‘another example, suppose that students learn, through read-
ing a ‘text, ehgt division of labor increases labur productivity. This

1 new idea is absorbed as a new organizer. The next time the students do

a group project, they can devise some type of division of labor in order
to complete the project. This experiment creates new encounters and

organizers related to the concept of the division of labor. The students

L

extend their understanding ot and ability to use the new organizer, which
sensitizes them to notice real~life examples of division of labor. In
this way, they continually change both their encounters and their organ-

3

izers.

1n fact, instead of depicting learnins7zﬁiﬁking aS‘H‘circular proc=-
ess, it 1s more accurate to describe it as a spiral development of a set
of organizers which become integrated into a system of thought and action
during a person's life. A person, through the interaction of encounters
and organizers, is continually learning and building a more-powertul

cognitive structure while increasing his or her awareness of the world.

/
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Suchman describes the learning/thinking process by the model shown
in Figure 7. 7This model provides u iramework for analyzing the learning
ptocess and can be used to analyze the dynamics of the classtoom. The
model shows the various thinking functions in the form of a cybernetic
siétem. These functione are intake (perception), storage (retention and
recall), control’(regulation and mediat}on), motivation, and action.

There is a circular flow of thinking activity from the encounter to
the learner aund.back to the encounter: N

--The encouvnter permits intake- (perception).

--Control regulates intake (perception) by determining which
organizers will be recalled and used to permit the intake of new data.

--Control also determings vhat new intake will be stored.

--Control affects and is affected by motivation.

--Control détermincs what action the individual will take.

--The action completesdthe cycle. The person acts to alier cither

1~
the intake or the environment to provide new encounters.

The model includes motivation as one of the components of'learning/

thinking and identifies threec kinds of motivation. Visceral motivation

1s created by survival needs: hunger, thirst, physical safety. Social-

ego motivation is created by the learmer's desire for acceptance and

status--for instance, & desire to show what he or she knows in the hope'

gf gaining approvalf. Cognitive motivation is the learner's own desire
to learn--to tind an answer (closure), to satisiy curiosity, or to seek
power in order to control the environment a&d predict new events.
Suchman's theory highlights the importance of motivation in deter-
mining what is learned. Although the instructor may "cotrol” the
classroom, students ultimately control their own learning. ’They respond
to social-ego motivation if they want to please the instructor or stay
in good stead with their peers. They respond to internal desires to
learn when they want to gain closure, satisfy curiosity, or gain the

power to solvc problems which interest them.

-

Approaches to Teaching and Learniug

Suchman identities a contiruun of teaching/learnirg situations,
from those very tightly controlled by the teacher to those in which stu-

dents are free to do as they choose: (1) rote learning through drill

. .48 93




and retention, (2) didactics, (3) diagnostics, (4) inquiry (projects,
teacher-guided inquiry, student-guided inquiry), and (5) play.

Rote'Learning

Rote learning, or memorizétion. is useful for mastering simple but,
necessary lacts which the students nced to know. The multiplication
tables are a classic example of such necessary knowledge, and 1t makes
sgnse to devise rote-learning procedures for memorizing such basics. In -
rote learning the teacher controls what is to be learned and determines
the student's expected response; the student has no control at all,

short of refusing to participate.

Didactics

Didactics means learning épeciﬁic’knowledge by- being told (through .
a lecture or film) or reading. Didactic learning has the tollowing
characteristics:

—-The instructor or the learning materials control the environment
in order to generate ,a particular set of encounters. Students listen to
a lecture, read a book, or watch a film. .

--The purpuse of the-encounter is to present organiz:rs' and to con—

trol the new meaning which students store for recalls

-#Motivation to learn is more likely to be viscexal (the rod) or
social—ego (approval) rather than cognitive.

--During a lecture or reading assignment, sucgessiul learning
depends on the studfnt 8 willingness to select and group for storage
wvhat the instructér or author wants the student to be able to recall.
Recitation and examination“ﬁﬁn/be used to buila evaluation into the
learning situation. Both recitation and examination require student
action to display retention or comprehension of the rewly introduced
organizérs.

——There is little student control of the learning situation except e
to decide whether to participate. Didactics may be a quick way~ to.
instill new organizers, but success depends on students' willirgness to
p;rticipate and on their ability to tollow and absorb the learning as it
is presented.. In the case of lectures, the fact that the imstructor

controls the learning pace may create further problems for the learnmer.
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Didzctic instruction is the most common teaching strategy; most
students expect to learn by being "told" or by studying text material.
The quelity of didactics depends heavily on the organization of learning
around specific learning objectives--the design of . sequenced exposition
which is gearced to teaching to the objectives and to the needs of the
students, particularly to their prior knowledge, interests, and ebility

to learn.

Diagnostics

snostics requires probing students' knowledge, atttitudes, and

skills to find out what they know, how they think, and what their opi-
nions and interest:s are and then building on this information to expand
understaading and skills or to correct misunderstandings. Awareness of
students' patterns of thinking and existing structure of knowledge helps
the instructor design e course that meets the special needs &rd \
interests ot individuals or groups of students.

Diagnostic teaching has the following characteristics:

--The instructor creates the encounter, which consists of a sequence v
of questions designed to probe and restructure student knowledge.

--The situation is often open-ended in order to encovrage Students
to respond in their own ways.

—--The instructor 2ccepts all student responses and helps students
restructure what they know through the questioning sequence.'

—-Diagnostic 1nstruction 2ficn involves student/teacher interaction
on a one-to-one basis.

Diagnostic teachimg is characterized by considerable teacher con- " A
trol. The instructor is both diagnostician and learning director, using
questions ° expose the array of knowledge that the student has available
and the kinds of connections that he or she has previously made between
the parts. The instructor pushes the student to examine his cor her own
methods of acquiring, sorting, and storing knowledge, thus forcing revi-
sion and new learning. The questions direct the actions of .the student's
control center, strongly influencing intake, retrieval, and the attempted
cognitive matches. The goal is to engineer a desired change in student
storage and to give the student new organizers, and thus new power to

gain meaning from his or her encounters. Ideally, the loss of student

» -




autonomy 1is offset by the successful restructuring of the student's

knowledge. Ordirarily, diagﬁostics is most effective when the student
wants to learn or wants to overcome some learning problem. Diagnostic
teaching may be designed by the instructor, or it may take other forms--
for example, programmed instruction. Other kinds of diagrostic tech-
niques can be used with the whole class. (See the brainstormiag tech-
niques described in Section 4.)

Diagnostic teaching can be used in at least four ways: (l) as &
unit "opener," (2) as an assessment device, such as a pretest or a pro-
granued learning module, (3) in individual conferences, and (4) to share

the results of small-group worl. -

An opener is used at the beginning of a teaching unit to elicit a

high level of student response. A provocative question--for examplc,
"What causes poverty?" or "What do you want to know about economics?"-—-
can stimulate ideas. Students' responses should be followed by a series
of questions designed to probe how they know what they know and why.

Students need to be pushed to use what they know, and the instructor

" needs to know that students understand the content well enough to

proceed with further material.

Although it is not very fashionable these days, programmed learning
is one of the best ways to find out whether students know something.
Programmed learning is almost risk-free for students: they can work at
their own pace, and they can use the criterion tests as & basis for non-
threatening asscssment. Pretests are useful diagnostic techniques if
they are not graded but instead used to inform students about what they
will learn and to inform the teacher about what students already know.
Individual conferences, while time consuming, can help the instructor
determine how well a student is prepared to undertakc a rew learning
expcrience. 1In economics it is particﬁlarly important to diagnose stu-
dent learning blocks so that remediation can take place.

In small groups students can work cooperatively on a given task
without continual direction from the instructor. Most small-group
problem=solving sessions should end Qith a general debriefing with the
whole class. That is, two or more groups should report their results to
the rest of the class; students frowr other groups or the instructor can

then critique and question each group's work. The instructor should use
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a debriefing session as a diagnostic strategy for permitting students to
clarify their ideas and correct misconceptions or misunderstandings.
The process of diagnosis and correction can be accomplished through

either teacher-directed discussion or student sharing of ideas.

Inguirz

Inquiry learning requires students to engage actively in the
thinkiug/learning prucess in order to learn through personal discovery
or problem solving. Inquiry learning can be based on a teacher-guided
activity or it can be completely controlled by students, who initiate
the project and carry it through on their own, using the teacher d4s a
resource.,

The new curriculum programs of the 1960s and 1970s emphasized the
1mportance of inquiry-oriented teaching strategies. Such strategies
play ar- importaut part in such teaching techniques as brainstorming,
role playing, gaming, and contlict analysis. Inquiry strategies gen-
erally have the following characteristics:

--The teacher sets the stage by organizing an activity that 1s
structured to generate a particular encounter or problem.

--The instructor, studeunts, and/or materials provide organizers
which students can select for use.

--Students produce or use these organizers to generate their own
meanings—-their own understanding of the encounter.

--Motivation is cognitive (primarily curiosity), and cognitive
desires and satisfaction form the feedback loop. Social-ego motivation
may be important if students are working together in a small-group
project. A -

--Action follows trom the students' desire for. new encounters and
their freedom to generate them by altering the environment or by
reordering previous encounters.

--The ultimate purpose of inquiry is to develop an autonomous
inquirer--one who has the motivation and self-confidence to learn as
well as enough bowcrlul organizers to be successful in generating new
weanings. The inquirer is then in a position to obtain sufficient cog-

nitive satisfaction to be sclt-niotivated.
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Although inquiry strategies are broadly categorized into deductive
and induccive inquiry, in fact both kinds are often used ir working on
the same problem. It is expected that the students will move from one
to the other as they work on problems.

Deduction is the process of drawing logical conclusions from a con-
cept, 'generalization, or theory. This process happens whencver the
instructor poses a question which requires students to drew implications
trom definitions or theories. Many exercises in economics formaiize
this process by ordering questions so as to guide students through a
logical sequence leacing to some set of conclusions. Such activities
help students to (1) sharpen and refine their concepts, (2) make predic-
tions based on the concepts, and (3) draw additional conclusions.

One form of deductive inquiry common to econemics is the building
and testing of models in order to dcrive logical conclusions from the
interrelationships described by the model. Students should be given
many opportunities throughout the course to construct their own models.

Inductive inquiry is the process of generalizing from particular
facts. 1In order to do this, it is necessary (i) to observe, (2) to clas-
sify observations, (3) to form hypotheses, (4) to verify hypotheses
through further observation, and (5) to form a generalization. This
technique is the basis of comparative case studies, in which students
study similarities and differences as a buasis for forming generaliza-
tions.

One of the most effective applications of inductive inquiry to the
classroom was made by Hilda Taba. Tabu described three cognitive tasks
which should be kept i mind when using inductive inquiry: (1) concept
formation, (2) data interpretation, and (3) application of principles.»
For each task she suggested the following scries of questions designed
to elicit student responscs during an instructor-directed inductive
inquiry session:

--Forming concepts: (1) What kinds of things did you note, see,
hear? (2) wWhat things go togcther? Why? (3) Is there a label or

phrase that you can think of which describes the categories?

*See Hilda Taba, Teacher's Handbook for Elementary Social Studies
(Palo Alto, Calif.: Addisou-Wesley, 1967), pp. 87-91.
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--lnterpreting data: (l) How are the categories similar? Differ-
ent? (2) Why do you think these kinds of things ireter to the specific
event(s)] happened? (3) What conclusion(s) or hypothesis(es) would you
make about luse specific event(s)]?

—-Applying principles: (1) Using the conclusion or hypothesis you
have made, what would happen it such and such occurred? (2) Why would it
hapoen’ (3) Does your conclusion or hypothesis check out witn other
cases? (4) 1f it does check out, do you think it would apply to all
possible cases?

After students have worked through the questioning sequence out-
lined above, the instructor should help students develop more-effective
strategics on their own, by asking such questions as: "Did you
consiaer . . . ?7," "Why do you suppose . . . ?," "How about this rela-

tionship . . . ?," and "How you can test . . LMK

Play

Although play is not a formal teaching strategy, it offers
unlimited learning possibilities. Play is essential to the intellectual
development of young children, and it can be used in conjunction with
more-tormal learning experiences with any age group. In play,

conceptual thinking arises spontaneously.

*For an elaboration on this idea, see Bruce Joyce and Marsha Weil,
Models ot Teaching (Englewood Cliffs, N.J.: Prentice-Hall, 1972),
chapter 8. For a handy, practical guide to classroom questijioning, see
Norris Sanders, Classroom Questions: What Kinds? (New York: Harper and
Row, 1966), which is particularly useful because many examples ot
questions are from cconomics.
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4. STRATEGIES FOR TEACHING ECONOMICS

Economics has sometimes been called the dismal science. Certainly,
many students have thought of their economics courses as pretty dismal.
They find the material abstracf; difficult, and irrelevant, since what
they have to learn does not help them understand the personal and public
economic issues that concern them. Most studies of the effects of such
courses have shown conclusively that exposure to an introductory eco-
nomics course seldom has much lasting effect on students' economic rea-
soning powers or understanding.

There are scveral problems in teaching economics, primariiy because
the discipline of economics is highly theoretical. Students do not per-
ceive a need to learn a body of ideas that do not appear at first to be
related to the real world. 1In addition, grasping economics requires
students to be able to think in abstractions, and many high school stu-

Another problem in teaching economics is that the subject becomes
highly coutroversial as soon as it involves government policy. Econo-
mists and politicians seem to be in grcat disagreement, and it is not at
all clear how a layperson can unscramble the arguments in order to make
sense of them.

Teaching economics effectively requires recognizing these problems
and developing an overall strategy for coping with them which encom-
passes (1) teaching students the basics, (2). giving students practice in
developing the skills oi cconomic reasoning, (3) demonstrating the rele-
vance of cconomicéyto everyday life, and (4) teaching students to ana-
lyze éoncroversy and to evaluate competing proposals.

The basic point 1s that relying 100 percent on didactics--studying
a text aud listening to lectures--will not work. A variety of activities
must be planned which provide students with opportunities to develop
skills and interest in economics. These activities must include diag-
nost.c and inquiry-oriented teaching techniques.

Using the Suchman learning/thinking model (sce Section 3) as a basis
tor developing an overall teaching strategy, we have found the approach

described below very successful in involving students in a spiral develop-
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ment of their thinking about economics.

-~ldentify the important course organizers and make it casy for
students to learn how to use them. Limit what students are required to
know; then find a good text, supplemented by lectures and exercises, to

v
reinforce the learning. Choose what is important for students to know,
and communicate this informétion to them.

-~Provide a wide variety of encounters in which students can use
these organizers to understand and analyze specific economic events.

Give students opportunities to practice using their new organizers on

actual problems. ) ) ) . -

Full Tt Provided by ERIC.

~-Alternate types of learning activities, so that students can learn
new organizers and tlien apply them immediately to concrete situations.
Intersperse theory with practice. In this way, students get an
immediate payoff and they learn more about the organizers through using
them.

-JProvide review and synthesis activities so that students can
cxtend and combine what they know into more-useful systems of thought.
Devise opportunities for students to combine organizers in analyzing or
studying a practical problem.

-~Create a teaching/learning environment which operates nore through
cognitive motivation than through social-ego motivation. This may mean
shifting more control ot learning to the students so that they may
explore what is useful to them.

It is important to alternate the introduction ef economic principles
(organizers), through didactics and diagnostics, with practice in using
the organizers on economic problems. Feedbask on and cvaluation of their
progress (as gQpposed to grading) is important to the strategy because it
helps students become more successful, and success is an important moti-
vator. The basic strategy flow looks like this:

1. Use of opener or other kind of introductory material to focus
students' attention on content.

2. Introduction of knowledge and skill material.

3. Extension and amplification of content to extend students'
understanding and enable students to create new meaning.

4. Review and summary to enable students to diagnose their own

progress.
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This basic strategy builds in varicty'and therefore makes a class
more interesting. We have found the generic teaching activities des-
cribed at the end ot this section to be very useful in tedching an eco-

nowics course organized around theory and applications.

Group Process lechuniques

There are a variety of wavs to organize classroon learning. One
approach is to vary the size of- the learning group and to use group
process techniques to train students to be effective group members.
Such techniques help set up stimulating learuing situations and make
possible active and continuing student participation.

Classroom organization and group process are important components
of any strategy that allows students to learn from their own experiences
and whose aim is to develop learning through a variety of student/
stugent and student/teacher interactions. Small-gioup processes also
develop participation skills. Students learn how to be effective group
members. Furthermore, participation skills foster learning through
interchanges between students. Such interchanges require each student
to become actively iuvolved in what is going en im the course.

Through the effective use of group process, students can establish
_an open climate for learning and test a variety of models for data coi-
lection and inquiry. Because group activities rely heavily oun interper-
sonal relationships, students in groups have many opportunities to influ-
ence each other, receive and give help, and enhance communication skills.

The suggestions that follow are offered as helpful guidelines in working

with groups. \
\\
Forming Groups -

Careful grouping procedures will increasc the likelihood of success
in group tasks. Early in the course, it is desirable to experiment with
placing students in a number ot different groups in order to discover
which combinations work well together. Generally, it is important to
put people together who are more or less alike. That 1s, talkers should
be grouped together and nontalkers together; slower students should be
placed in a group by themselves and more-able students together. The

opinionated students can try to overpower one another, while grouping
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the relatively nonverbal students together may help some of them express
themselves openly. After effective groups have been established, they

can be designated as permanent.

Assigning Roles

In most group activities in which students are required to complete
tasks, it is desirable to have each group choose a recorder and a
3 tacilitator/leader. ;t is good practice to rotate these respousibil—
ities, since important skills are involved in learning to record group
work accurately and to ensure that the group is productive. It is par-

g ticularly important for students to learn to record proceedings as com-

pletely as possible, avoiding the temptation to edit the suggestions or

disregara the contributions of some group members.

I

-y Call@gg;Stof Sessions

One quick and effective technique for training people to work in
stiall groups is the stop session. This technique cdn be used whenever
Aétudents are doing any type of group work. The process involves siopping
a small-group discussion or problem-solving session for five to ten min-
utes so that each person in the group can evaluate his or her and others'
participation in the group. These personal reactions or evaluations are
shared with the other members of the group. 1f improvements are needed
in individual or group behavior, these can be discussed briefly before
the group resumes its work.

The stop session can be called by the instructor or by the
facilitator/leader. Here are some examples of the kinds of questions
which the group members can be asked to consider:

~-How well was I listened to? How well did I 1isfen to others?
What evidence am I using to back up these conclusious?

~-How did I contribute to (or make more difficult) the discussion
or group work? How could I improve my participation in the group?

--Which people in the group matched each of the following role des-
criptions: (1) listener, (2) critic, (3) facilitator or helper, (4)
idea generator, (5) idea clarifier, (6) summarizer?

~-What improvements could be made to increase the effectiveness of

the group in accomplishing its task?
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Perticipants in the groups should be asked to think about or write
down their reactions to thece questions. Each person should share his
oc her reactions with the group. If the group has had problems, concrete
suggestions for change should be made, and the group then should resume
its regular discussion in order to practice the new methods. Another
stop session can be called at the end of the discussion to discover what

progress was made in improving group interaction.

Judging Group Etfectiveness

If students are nuot accustomed to working in groups and are having
problems working together effectively, it is wise to set aside a class
period early in the course for debriefing a group work project in order
to allow students tc identify the characteristics ot & good group. This
should be done immediately after students have completed a smali-group
project. The following procedure should be used:’

1. Divide the class into groups of four to six students.

¢. Distribute copies of the ranking form in Figure 8.

3. Ask :ach group to choose a recorder.

4. Tell the groups to follow the imstructiors on the ranking form.

5. After all the groups have finished the task, post the results
and conduct a general class discussion on the characteristics of a goou
group. )

Emphasize that there are no "right" raukings. (The most important
characteristics are numberé 1, 2, 4, 5, 10, il, and 12; the other char-
acteristics may be useful and important in some situations.) The discus-
sion should include observations abcut the extent of participation in
the task and the amount of interaction that occurred. Also, the members
of cach group should be given the opportunity }u decide whether their

group functioned as a "good" group.

Summary

In summary, herc are some helpful hints iu working with classroom
groups of various sizes.

--State tusks for groups clearly and try to define each task in

such a way that it can be accomplished within a reasonable time period.

-

59

64

e



Figure 8
RANKING FORM: CHARACTERISTICS OF A GOOD GROUP

=
%
E -

-~ Your group task is to rank the following statements according to
what you think are the characteristics of a good group. Place a "1" by
the statément that you think is the most important, a "2" by the
statement you think is the next in importance, and so on. Work on this

; ] task as a group. You may proceed in any way you wish as long as you

3

work as a group--not as individuals.

1. _____The competition among group members is healthy but not
destructive. ) )
All members stay closely to the task/point of discussions.
__-__Conflict situations are avoided.

Group members carry out leadership functions.

Each gfoup member is sensitive to others' feelings.

e ——

The group leader suggests an agenda for e%gh group meeting.

Hostility and aggressive behavior is expressed.

<«

Informal subgroups develop within the larger group.

Group members c¢xpress negative feelings.
Goals/tasks/objectives of the group are explicitly stated.
Information is freely exchanged.

when tasks are performed, members' feelings are taken into

“

account.
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--Give each group specific instructions about leadership, record-
iug, reporting, etc.

--If there is to be a stop session, clarify the instructions for
sharing information and debriefing the session.

--Be sure to establish beforehand any unique procedure for arriving
at a conclusion; for example, majority vote. consensus, or rank
ordering. 7

~=1f there is to be a formal meeting of either a small group or the

entire class, be sure to establish the following: the purpose of the

___meeting, the expected meeting outcome, -the agenda-setting procedure, the

agenda review procedure, time constraints, and evaluation or debriefing

procedures.

Specific Classroom Strategies

'Openers"

Each unit ot study should begin with some kind of introductory
experience designed to arouse gstudent interest and curiosity about what
is to be learned. The use of such an "opener" also draws out students
so that the teacher can determine what they already know and what their
interests are. An opening activity should involve a high level of stu-
dent participation. Brainstorming on a controversial question is a use-
ful opening activity; displaying a sensitive or evocative collage or
picture is another good way to elicit student reaction. Games, movies,
slide shows, or other media experiencés, combined with student participa-

tion, can also be effective.

Brainstorming

Brainstorming is a procedure for geueratiﬁg a great number of ideas
or alternatives about a particular subject in a short period of time.
This technique encoﬁrages people to be creative by setting up a situa-
tion in which criticism and evaluation age not allowed.

In a brainstorming session, participants are asked to react to a
question or problem by writing, down or calling out any reaction which
comes to mind. These ideas are collected and recorded for future use.
The following rules for brainstorming should be posted and entorced hy

¢

the leader of the brainstorming session:
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Brainstormiug Rules

4 .

1. Say anything that comes to mind.
2. Discussion of other people's statements is not

permitted. - . 4

3. Evaluation or criticiem of other people's stgte—
~ _ments is qo} permited.
4. Repeating someonc clse's idea is okay. .
‘5. Piggybucking on someone else's idea is okay.
‘ B That is, it is pcrmissible to add to or

- -~-v«*-~——ﬁ-siighéky~ehangelsomeonc—eise4s suggestion.
: g 6.

Even if you think you are finished, keep on

gojng. Silence is okay.

The time required for brainstorming sessions will vary, depending
on the topic or problem. Usually ten minutes will be sufficient, provid- 4

- ]

in «2dition to large-group brainstorming, individuals can brain- B

* ing time for 20 or 30 respouses.

storm independently by jotting down on paper everylhing abcut the sub-
ject which comes to mind. This information can then be collected aund 4

processed by a larger group. Groups. of two, three, or four c¢an also

brainstorm. .
2 h e
3 To conduct a large-group brainstorming sessiom, use the following z
g procedures: P ‘ ' '

1.
2.

Post the rules for brainstorming.

Ask someone who can write rapidly and clearl& to record the

responses ou poster paper or on the chalkboard. Use the speaker's exact
P wording, and number the responses as they are recorded.
3. Post the question or oufline the topic which is to be brain-
stormed. Make certain that the question or topic 1is clearly understood r
by the group before ‘proceeding with the recording of ideas.

4. Collect and record responses until the group seems to be fin-
ished or until time runs out. (Be sure to enforce the rules for brain- :
storming; in particular the prohibition agaihst evaluatiOn.Y
/ Brainstorming can be used for at least two kinds of situationms.
First, it can bé used to elicit reactions from students about some topic
or experience for the purpose of finding out what students are feeling

or thinking or what thcy already know. . Second, brainstorming can be
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used for problem solving. Studenfd can brainstorm to generate iééas at
almost any stage of the problem-solving process. For 1q5tance,’they_can
brainstorm to identify the naturc of the problem, the causes of the prob=
ien, possible solutions, the consequences of attempting a particular
solution, apd the steps oi followipg through on a solutlon.

How a list o! brainstormed ideas can be used depends on the specific
question or topic. Once the proecegsing of' ideas begins, the ruie aghinst
evaldation and criticism isvno l&nbcr in effect.

The reason fur asking students to process the brainstormed ideas is

—~ .
“to allow them to make generalizations or idertify concepts. This process
. . %

is a form of instructor-guided inductive inquiry. The following proce--
dure 1y suggested: |

. Ask the group to suggest which reactions, ideas, or feelings
seem to be similar. List these by number. (Generally, if there have
been about 30 resporses, they can be clustered into five or six groups.)

2: Ask the hroup to come up wigh atterm or phrase that best des-
cribes each category. ‘

3. Ask the ‘group to wriie two or three statements that include the
terms or phrases identifying the categories.

4. 11 desired, ask the‘group tu agree on one statement best reprc-
sents all the ideas generated. )

Smali groups and individuals can process their own brainstorming.
It is nut necessary to have the eniiry group agree on one or two state-
ments arrived at. by the small groups o1 individuals.

Brainstorming is particularly useful in trying to tind a solution
to a problem or in organize a plan of action. In such cases, the group
should process the brainstormed ideas to find the most useful or plous-
ible suggestiuvns. This process might require combining ideas to make
new topics or questions which can be explained further in yet another
brainstorming session. Students could pick several items on the list

which they think are extremety importaunt and brainstorm the cuuses of

these aspects of the problem or-sources of help in tinding solutions.

Jurisprudential Strategy

A jurisprudential teaching strategy cau be used to study public”’

issues. Most public policy issues cre appropraate for this strategy,
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which combines inducti ? deductive inquiry. Students learn Lo use

the techniques of rational ._onsent and discover that many disagreemcnts
over public issues can be resolved by such processes.

In aralyzing contlicts, students learn to identify issues of defini-
tion, fact, prediction, and value. Issues of definition involve the
mearning of the issue to others and the meanings of terms or words.
Issves of fact are related to the actual realities of a particular situa-
tion. Issues of prediction involve people's interpretations of the con-
sequences of a é}ven situation or ol a set of facts. Issues of value
involve people's perceptions of the relative goodness, badness, right-
ness, or wrongness of a particular situation.

The tollowing series of intellectual operations which students can
use to analyze a public issue are modifications of those developed by
Oliver and Shaver:*

l. Identity values which underlie specific situations.

2. 1ldentify ~onflicting values,

3. Recognize that some values are held more stroungly than others.

4  Be prepared to deal with analogous value situations.

5. Make and tust policy decisioiis.

The procedures {or using the jurisprudential model are outlined
below, using the issue of deficit spending and public debt as an
example. The objective is ior students to learn how to follow the five
steps of public poiicy issue analysis. Students analyze two or more
conflicting views of an issue to uncover the major valu: disagreements
and to discover how these differcences mi: ht be reconciled.

1. 1Identify the values held by each party. Students should take

notes to list the issues of fact, definitiogy prediction, and valucs.
On issues of fact, sggdents can refer to actual dats. To clarify issues
of definition, students should examine all the contliciting positiomns in
order to identify difierences in the meaning of words and special terms
used to coler the discussion. To pinpoint issues of interpretation or
prediction, students should examine the difterences in predicted out-

comes. On issues of value, students should luok for beliefs held by

) v
*Donald W. Oliver and James P. Shaver, Tcaching Pub
high 3chool (boston: Houghton Mifflin, 1966), pp. 1
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different sides of the controversy. These processes are not easy, since
often issues are not immediately clear. Students may come up with dif-

ferent interpretations, many of which will have merit. A retrieval chart
is a useful way ot identifying similarities and differences between the

positions,

2. Identify conflicting values. For each statement, identify con-

tlicting values or inconsistencies in the argument. For instance, in
regard to the question of public debt, opponents of deficit spending and
a large public debt may consider debt to be bad because they opposc a
large federal goverument. However, they favor economic growth and see
economic debt as contributing to instability and economic ruin. There
is an inconsiszency here between the reality and the position taken,
since sometimes enlarging the public debt promotes economic growth, A
case of conflicting values exists if an opponent of a large debt never-
theless wants a large defense budget.

3. Identify a hierarchy of values f r each statement. Try to rank

. the person's values. Recognize that somc values are more strongly held
thar others. Most strongly held values cannot easily be compromised.
By iuentifying the relative importance of values, it is often possible
to strike a compromise or trade-off between the two opposing views to
ré¢ach a compromise.

4, Make use of analogous situations to help people clarify their

values—-what they are and their relative importance. This technique,

useful in clarifying values, involves probing the advocate to find his
or her attituaes toward analogous situations. For instance, a person
may consider public debt economically disastrous but think that it is
perfectly acceptable for businesses to go into debt. If people can probe
the reasons for the differences between two seemingly analogous situa-
tions, they may discover some of their own inconsistencies.

5. Make and test policy decisions. Students may be asked to

develop policy decisions about the issue in question. They can then be
1-ked to test these decisions in different situations--the effects of
financing a war, promoting a certain rate of economic growth, or main-
taining stable prices and full employment.

One way to use the jurisprudential mode! is to form small groups

and ask cach group to discuss, ana possibly come to an agreement -Qn,
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some issue being studied in class. Because each group must present and

define a policy statement, its members will have to come to some kind of
consensus on the issue.

Some groﬁps\may get bogged down in discussion; other groups will
not reach a consensus. Still others will develop policy statements that
they are unable to detend. Even though some groups do not completc the
task, part of the debriefing session can center oun ways to improve dis-
cussions in the future. Such a session can actually be as valuable as
mastering the technique of analyzing controversial issues. The ftollowing
questions can be used to improve future discussions:

--What issues did you discuss?

--D.d you define them carefully?

--Who in the group favored what positions?

--Was everyone given an opportunity to express his or her position?

--Did the group come to an agreement on any issue(s)? Which ones?

--What facilitated the discussion aud kept it moving?

--What hindered the diséussion and made it bog down or become unpro-
ductive?

-—What could be done to improve your discussion next time?

Role Praying and Simulation/Gaming

Role playing is a social learning method which requires the student
to assume the role of anotber person. In general terms, role playing *
(1) aids the student in developing basic decision—-making skills and prac-
ticing communication skills, (2) provides situations in which problems
can be deiined and analyzed, and (3) gives students the opportunity te
view the world lrom someonc else's perspective.

One frequently used role-playing situation involves' students in
reenacting some historical event or "mock-up" of reality in which they
take on roles ot other peopie. The second basic kind of role-playing
activity is a form of skills practice in which students plu§ themselves
in » rew situation. They use role playing to practicce handling a tele-
phone inter\‘ew, a personal interview, or some kind of meeting with
the public. Such activities require students to make telephone cally or
appuintments with strangeils in businesses, unious, or government agen-—

c1es. Practice in making thesc contacts ahead of time gives students




the needed skills and assurance to get the information they want and to

make a good impression.

Role Playing a Simulated Event. The following steps can be used in

role playing & historical event or simulation of reality.

1. Assign or ask studerts to volunteer to take the roles involved
in the situation. Give each student a description o1l the role he or she
is to assume or allovw time for students to make up their own role state-
ments. If students need time to prepare, give them the necessary infor-
mation in advance.

2. Set up the situation. That is, describe the environment, the
conditions under which the action takes place, and the purpose of the
cvent.

3. Stait the action. Studencs assume their roles and act on some
proposition or proposal as if they were the persons whosc roles they are
playing.

4. Encourage students, each in his or her assumed role, to observe
and react to cach other. -

5. End the role playing after one or more ot the .ction-reaction
cycles described in steps 3 and 4 or ut the compiction of the preset
scenario.

6. Debrief the role-playing experience by using the following
procedures:

a. Analyze the problems which developed and seek alternative
solutions.

b. Predlét what would happen next and what alternative actions
should be taken.

L. Discuss ways other students in the class might have handled
the situation.

d. Ask students to describe their feelings and concerns when
they were playing their assigned rules. How did they feel about
cther people in the situation?

e. Draw conclusions about the situation, mgking appropriate

generalizations about such situations and people.

Role Playing for Skill Practice. Role playing themselves in a new

c¢ituation can be extremely useful way for students to expand thelr exper-
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ience. Several small groups can do this kiud of role playing simultan-
eously. Use the following procedure:
B 1. Choose some skill or situation that the students are preparing
for and describe the situation carefully. Identiiy several alternative
ways to handle the situation and sclect some ulternatives to practice.

2. Set up the situation: assign the roles, set the timc and place,
and chcore a director who begins and ends the role playing.

3. Play out the solution. Usc & tape recorder it possible, so
that students can play back the session.

4. Instruct the director to cut ot: the role playiag as soon as
the situation 1s clear--that is, when the strategy has been used and the
consequences of the strategy have emerged. Cutting otr the action zs
soon as possible is important because it will allow more time for reruns.

5. Discuss how thc role playing went from each participant's point
of view. Collect ideas tor improvement.

6. Try the situation again with a new strategy. Use the saue
people in the sume roles i1f they need more practice.

7. Discuss ard summarizc the skill discoveries so they can be
reported to the whole class.

8. When the small groups have completed their practice or time
runs out, reconveune the whole class to pool results of the small-grcup
work. List the skill discoveries made by the different groups.

Simulation/gaming involves any combination of elements which exist
in simulatious and games. Usually, in & game, rules are established,
goals ure set, therc is competition among players to schieve the goal,
and players eithcr win or lose. In a simulation, a hypothetical environ-
ment is establishea which includes elements of the real world.

The tunctions of simulation/gaming are almost identical to those ot
role playing. In addition, simulation/gaming serves to increase aware-
ness on the part of students ol the complexities ot real-world situa-
tions and to stimuiate a high level 6t intelesting action 1n the cluass-—

room.

Knowledge and Attitude Surveys

One commonly used diagnostic¢ technique is a survey ot studeats'

knowledge and/or attitudes prior to a unit of instructiom. Figure 9, a
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short true-false test about labor unions, is an exauwple of a kuowledge
survey. The teacher can use the test results to decide what content to
emphasize in a unit on labor uniops. Note that all the answers to this
test are false; thus, the results ot the test should not be shared with
students unless a new tust is constructed.

Attitude surveys are useful in measuring initiai attitudes and then

assessing attitude changes at the conclusion of a unit of study. Figures

10A and 10B are two examples of a Likert scale attitude survey on labor
unions. Matrices that can be used to summarize the data collected

through these surveys are provided in Figure 11.

Using Retrievel Charts

A retrieval chart provides a process for summarizing and comparing
data gathered~ from réading, case studies, data banks, and other
resources. Using a retrieval chart helps students identiry similarities
and differences--a prerequisite for making generalizations--and encour-
ages them to be orderly in their thinking.

A retrieval chart is simply a matrix which shows the cases being
studied in one column and each characteristic on which they are to be
compared in another column. For example, if a number of corporations
are being compared, the column headings might be "Finaucing Procedures,”

' and "Factors Contributing ‘to Growth."

"Source of Funds,'

Retrieval charts can be developed individually, by small groups,
or by the whole class. They can be used in the classroom in the follow-
ing way:

1. Construct a chart, identifying gach case under consideration
and a heading for e¢ach characteristic that you waut to compare.

2. Fill in the matrix for each case. It is often useful for small
groups to work individually to complete different parts of the matrix.
Then these parts can be combined and copied on the chalkboard.

3. Focus a class discussion on the similarities and differences
between the cases. Students should then be able to identify general
rules and exceptions. Students should also suggest explanations for the

similarities and differences and speculate about possible reasons for

the patterns that cmerge. A final step is to consider whether it is

possible or reasonable to generalize beyond the cases studied.




Figure 9
HOW MUCH DO YOU KNOW ABOUT LABOR UNIONS?

This is a true-false test. Place a “T" in the blank preceding the
statement if you think that it is true and an "F" if you believe that it
is false.

1. The majority of workers belong to unions.

2. The AFL-CIO is the nation's largest union.

) 3. The AFL-CIO was formed by a merger of the American Federation of
: Laborers and the Consolidated Industrial Operators.

) 4. Wages in unionized firms average 25% more than wages for
comparable jobs in nonunionized tirms.

5. The largest aud most powerful corporations in the United States
pay the lowest wages.

6. If a compauny has a union shop, you hLave to belong to the union
betfore you can be hired.

7. Unions are the strongest supporters ot right-to-work laws.

8. The majority o1 strikes in the United States are jurisdictional
strikes. -

N 9. The Taft-Hartley Law restricted the collective bargaining rights
of unions to negotiation on wages, hours, and fringe benefits.

10. Industries with the strongest unions charge the highest prices for
their products.




Figure 10A
WHAT ARE YOUR OPINIONS ABOUT LABOR UNIONS?
Directions: For each statement, circle the number in the column
that best describes your reaction. )
Agree Disagree
more more
Strongly than than Strongly
agree  disagree agree disagree
1. I am in tavor of strong i 2 3 4
unions.
2. Public employees (teach= 1 2 3 4
ers, garbage collectors,
etc.) should be able to
belong tu unions and
have the right to strike.
3. Doctors, lawyers, and 1 2 3 4
dentists should have
the right to strike.
4. Most unions are demo- 1 2 N 3 4
cratically governed.
5;~ 5. The federal government 1 2 3 4
- restricts unions too
2 much. .
- 6. Students should be’ 1 2 3 4
required to join
uttions even if 'they
are working only
part time.
7. Unions should partici- i 2 ) 4
pate in local, state,
and national politics.
8. Unions increase effi- 1 2 3 4
ciency and motivate
workers to want to do
a good job.
9. Every person who has a i z 3 4 ~
job should have to join )
a union.

Scoring procedure: Add up the numbers you circled and divide by 9
to get Your average score.
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Figure 10B

WHAT ARE YOUR OPINIONS ABOUT LABOR UNIONS?

Directione: For each statement, circle the number in the column

that best describes your reaction.

Agree
more
than

Disagree
" more
than

disagree agree

Strongly
disagree

Strongly
agree
l. Unions are not a valu- 1
able institution in our
economic system
2. Public employee unions 1
should be outlawed.
3. Union power is much too 1
great and should be
restricted by new
federal legislation.

4. Most unions are corrupt. 1
S. No group of professional 1
enployees--doctors, lawyers,

teachers--should have the
right to strike.

6. Unions should not be 1
allowed to participate
in local, state, and
national politics.

7. Students who are workiug 1
part time should not be
required to join a union.

8. A person should not have 1
to join a union when he
or she takes a job.

9. Unions decease efiiciency 1

on the job and reduce
workers' interest in
doing their job well.

2

[ 3]

to

3

4

Scoring procedure: Add up the numbers you circled and divide by 9

to get your average score.
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Figure 11
SUMMARIES OF SURVEY RESULTS

Survey of Knowledge About Unions*

N

Question No. of True Responses No. of False Responses

1

2

Totals:

*The correct answer to each of these questions is "false."

Survey of Attitudes About Unions

Numbers oi Responses

Strongly Agree more Disagree more Strongly
Statement agree than disagree than agree disagree

1

Totals:




’

Model B&ildin&

In teaching economics we often ask students to understand models
developed by economists; however, they seldom have experiences in build-
ing or working with mcdels. We suggest that tceachers provide opportun-
ities tor students teo build th;ir own models. For example, students
night be asked to expand the circular-flow model discussed in Section |
(see Figure 4) tc irclude the banking system or goverument. Another
exciting model-building activity is teo let the students design their own
cybernctic systems by identifying problems they wish to solve and then
working through the steps toward finding solutions.

As a beginning activity in model building, students might be asked
to draw pictures ot what they think the U.S. economy looks likc. This
could be a useful diagnoqtic activity for determining both what students
krnow about economics and what, if anything, they know about model build-

ing and the logic that is involved.
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5, CUKRICULUM AND PERSONAL LIBRARY RFSOURCES

Choosing Curriculum Resources

_ In preparing this volume we examined a variety of recently published
curriculum materials, including several film series, designed to be used
fp economics education programs at all grade levels. Our aim was to

|
agsess each set of materials in threc areas: technical quality, educa-
4

tiénal soundness, and content treatment. Our intent was to make some

\

genkral recommendations for choosing economics materials that can be

effé@tive]y used with students.

\Our first observation was that the materials we examined are gen-

\
erallj of high technical quality. The text materials have reaaable print
\ EY

and ini most cases good graphice, and readability levels appear to be in

line with student grade levels. The filmstrips convey their messages

\
effectiXely, and many suggest some interesting teaching strategics in

the accompanying teacher materials. 1he technical quality of the films,

including those with animation, is very high, rivalinug the .quality of

commercial television.

The educational-soundness category was a mixed bag. A number of

high schoo{ economics texts are modeled after college-level texts. These

texts relygprimaril) on reading and offer tew challenging learning/

teaching st}ategies. Generally, simulations and other supplementary

materials (tor example, readings, data banks, and filmstrips) offer more

opportunities for students to deal with conceptual thought processes.

In genétal, wa suggested teaching strategies are included with films.

Many programs for jumior high school and older students include student

evaluation measures.

We found 4 number of materials that seen to offer what 'we would

consider to be sound conmtent treatment. Gernerally, these materials are

available through educational publishers that have been in the tield for

some time. Our major concern was with materials that suffer irom various

defects--especially defects that reflect some kind of bias, of either

commission o- omission. Many of the latter are nonprint naterials pro-

duced and distributed with the suppurt of a private-sector interest
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group. We identified four types of bias: (1) deification of the market
as the major solution to both economic and societal problems, (2) focus
on some existing institutions (banks, manufacturers)- to the,exclusion of
others (unions, cooperatives), (3) insufficient attention to current and
recurripg societal, problzms, and (4) lack of upportunity for students to
adaress valiue positions. Thus, we offer five categories of questions
that might be asked initially by any person who is in the process of
selecting curriculym resources to be used with students:

1. Publisher. Who 1s the publisher? Does the publisher normally
produce educational materials for use with students? Can a pBinq of
view be detected in the publisher's literature?

2. Balance. Are the materials balanced in terms of rationale or
philosophy? 1Is the philosophic position of the materials made clear?
What is the relative emphasis on the free-market mechanism as the major

economic problem~solving mechanism in society?

3. Student Opportunity. What opportunities are presented in t?e
materials for students to clarify their own values, analy:ie the values
of others, and make and defend decisions? ,

4. Problems. To what degree do the materials acknowledge such
societal issues as education, health, housing, and employment? liow are
studeuts asked to address such issues, if they are presented?

5. * Perspective. Is the perspective of the materials local, nation-
al, or international? . Are interrelationships shown between the three
perspectives?

These categories of questions, of course;/do not consider student
objectives, the ways iun which objectives are linked to content, teaching
strategies, the conditions under which the materials will be taught, or
the extent to which the materials were tested before publication. Hdw-
ever, these preliminary quest ns can help educators detide whether a '
given set of materials is congruent with their general teaching philoso-
phy and view of economics education, after which a more-thorough analy-
sis can be ugdgrtakeﬁ.

Understanding the field of economics is more difficult than ever,
as we discussed in Part 2. To help alleviate this problem we have iden-
tified 15 books in the next section that could form the basis of a per-

sonal library in economics. We have purposely chosen books that repre-
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sent the variety of philosophic positions in the field.

Selecting a Personél Economics Library

The 15 books described in the remainder of this section might form
., the basis for a teacher's personal library of eéonomics resources. A
. ' variety of philosophic positions are represented. The first two are
texts that represent encyclopedic references useful for looking up
answers to specific questions. The others are classics or contemporary
best-sellers that reflect a wide range of viewpoints about current eco-

nomic problems and outline alternatives to mainstream brinciples of eco-

nonics.

Samuelson, Paul A. Economics, llth ed. New York: McGraw-H1i11, 1980.

This is probably the most widely used. standard economics text in
American colleges and universities today. ’

. Hunt, E.K., and Howard Sherman. Economics: An lptfoduccion to Tradi-
: ’ tional and Radical Views, 4th ed. New York: Harper and Row, 1981.

This comprehensive introduction to economics from a Marxist
perspective contains a2 long introductory section on the economic history
of capitalist development, with thorough descriptions of current
i institutional arrangements. It covers micro and macro economics from
thc traditional theoretical perspective but focuses on the problems of
advanced capitalism: poverty, unemployment, and inflation. A solid
2 section on socialist economic systems is included.

Heilbroner, Robert L. The M.king of Economic Society, Sth ed. Englewood

Cliffs, N.J.: Prentice-Hall, 1975.

lleilbroner's highly readable book is a fascinating presentation of.
how economic societies have developed.

Edwards, Richard, Michael Reich, and Thomas Weisskopf. The Qépiialist
System: A Radical Analysis of American Society. Englewood Cliffs,
{.J.: Prentice-Hall, 1972, -

Articles on theory, contem.orary economic problems, and alternatives
F - to capitalism are included her 1in one of the more widely used books
E written from a left perspective, one that covers that point of view -com-
E prehensively.

Gilder, George. Wealth and Poverty. New York: Basi¢ Books, 1981.

. Written for the lay person, this best-seller documents the social,
political, and economic grounding of supply-side economics--the new nane
for an old policy prescription calling for {reeing business from govern-
ment interference. - Gilder describes how misguided liberal, Keynesian
policy has undermined the true source of wealth, which is to be found in
the creativity, technical adventure, and motivation flowing frem free
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enterprise. He demonstratcs how attempts to redistribute income to the
poor further victiMizes then, keeping them in poverty.

Friedmar, Milton, and Rose Friedman. Free to Choose: A Personal State-
ment. New York: Avon, 1979.

This spinoff from an earlier book by Milton Friedman, Capitalism
and Freedom, and the television series Free to Choose is a less abstract
. and more fu! .y developed treatment of the philosophy that permeates the
| eatlier book. This philosophy is influenced by the {resh appreach to
political science articulated by Anthony Downs, James Buchanan, Cery
Boecker, Gordon Tullock, and cthers, in which the political and economic
systems are seen symmetrically as markets whose outcomes are determined
by interactions among persons pursuing sclf-interests.

Thurow, Lester C. The Zero-Sum Society: Distributicn and Plssibilitics
for Economic cChange. New York: Basic Books, 1980.

Thurow offérs a liberal counterpart to the two preceding books in
his an-iyvsis of the economic and politicaf woes faeing the United States
in the 1980s. He contends that the U.S. economy is like a zero-sum game:
in our political system, every economic decision produces losers as well
as winners. He implies that the era of continuous growth is at an erd,
arguing that solutions to the problems of energy shortages, environmental
pollution, lagging productiou, rampant inflation, giowing unemployment,
an¢ proliferating government regulations lie in such radical changes as
federaliy funded work programs, changes in the tax structure, and the
rcepeal of antitrust laws.

Calbraith, John Kenneth. Economics and the, Pub]Jc Purpose. Boston:
Houghton Mifflin, 1973,

Galbraitr describes contemporarv capitalism in terms of two decid-
¢dly differemnt but interdependent sectors: the competitive cconomy of
small business and the planned economy dominated by large corporations.
This book continues Calbraith's analysis of contemporary industrialized
market economics, in which he points out how far we have strayed {iom
the model of perfect competition--not by accident but as a rcsult of
technologizal development and changing competitive conditions.

0'Connor, James. The Fiscal Crisis of the Starte. New York: G5t.
Martins Press, 1973.

0'Connor, a Marxist economist, develops an argument sinilar to Gal-
brsith's in describing the U.S. economy in terms of interrelated sectors:
the compctitive sector, the monopoly sector, and the government-dominated
sector, in which the govenment is the major buyer. His analysis outlines
the impact of this structure on labor markets and on the demand¢ made on
government (the state) to promote capital accurulation through social
ipvestment and to reproduce class reclations through such social insurance
progri s as welfare, health, and education. le argues that pressure on
the federal budget is the basis for the current {i:cal crisis, reflected
in the taxpayers' revolt and the growing popularity of politicians wi>
nromise to reduce public spending and balance builgets.

Magdoff, Harry, and Paul M. Sweezy. The Deepening Crisis of U.S.
C-pitalism. New York: Monihly Review Press, 1981,
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Aruitoxt provided by Eic:

This book presents a Marxist analysis ot the current macroeconomic
problems in the United States and the world. According to the authors,
"the path of U.S. cconomic development described in the essays of this
book has led to a constant narrowing of options. The measures adopted
to cope with stagnation and to avoid a major depression have increased
inflation, dependent debt, speculation, and financial instability. . . .
Faced with this menacing situation, the powers that be tend to grasp at
straws, seeking miracle cures, fleeing forward into toreign adventures,
and looking to safeguard their profits by taking it out of the hide ot
the working class, the poor and ti.e old."

_Myrdal, Gunnar. Against the Stream: Critical Essays on Economics. New

York: 'Vintage, 1975.

In this compilation of essays, the renowned Swedish economist com-—
ments on the whole range of contemporary problems from his own profoundly
wise and whole-world perspective.

Eichner, Alfred, ed. A Guide to Post-Keynesian Economics. White Plains,
N.Y.: M.E. Sharpe, 1978.

"Post-Keynesian c-onomics" is the term which reters to a competing
paradigm which ha. d .eloped over the past 15 years as a substitute for
the mainstream economics exemplified by Paul Samuelson's famous text.
Post-Keynesians criticise Samuelson's synthesis of Keynesian and neo-
classical economics. They are concerned with developing a theory that
explains persistent contemporary problems as part of capitalist develop-
ment, and in this they take their inspiration from the classical 19th-
century economic theory ot David Ricardo and its Z0th-century extension
by Keynes. The post-Keynesians recognize the decline of the market
economy, and they believe that it is necessary to develop a theory which
explains the problems ot capitalism in order to solve them. This serics
of essays was written for the intelligent layperson.

Heilbroner, Robert. Marxism: For and Against. New York: W.W. Norton,
n.d.

' Heilbromer, who considers Marxism to be the '"necessary philosophy
of our time," contends that we cannot escae Marxism because even if we
reject Marx's specific conclusions we all use the method of analysis he
invented. This is a lucid introduction to complex ideas, presented with-
out jargon. Heilbroner introduces the reader to the method ol dia-
lectics, to the materialist interpretation of history, to Marx's analy-
sis of capitalism, and to his views on the major problem of Marxism:
its responsibility for Stalinism and for the excesses of Soviet-style
socialism. This is an important book because Marxist economics is one
of the scveral alterrative approaches to mainstream economics which is
gaining intellectual credibility.

Schumacher, L.F. Small Is Beautiful. New York: Harper ana Row, 1973.

This book was written by an economist trained in orthodoxy. It is
a deliberate attempt to subvert economic science by calling orthodox
assumptions into question. Examining both the cultures of Third World
countries and non-Western thought, Schumacher questions the philosophy
of materialism and suggests a different order of priorities in order to
begin to deal with the current and potential techmological, scientific,




and so:ial problems of this and the next century.

Simon and Schus-

Silk, Leonurd. [Economics in Plain English. New York:
ter, 1978, ’

Silk's highly readuble book discusses the philosophical bases of
the economics discipline and how economists go about their work. Rela-
tionships between economic science and human values are examined, along
with problems related to day-to-day reality and economic thought.



6. ORGANIZATIONAL ARD PERIODICAL RESOURCES

During the past decade, the teaching of economics has grown consider-
ably in our nation's schools. 1In part this trrnd is due to increasiug
interest in the subject matter. It is also due in part to state mandates
that require the teaching oi some kind of e¢conomics.

A number of organizations, most notably the Joint Council on Eco-
nomic Education, have long been in the busiuess of helping teachers and
curriculum leaders improve the teaching of economics. Other organiza-
tions, among them the Clonsumer Education kesource Network, are rela-
tively new. S;ill others-=tor example, the Heritage Foundation and the
Institute for Pulicy Studies—-have particular points of view on the
economy and on‘the discipline of ecomomics. 1In preparing the following
lists of organizations and periodicals, we have tried to include a repre-
sentative sample of the variety of organizations involved with economic
education. Many of thesc organizations produce publications that can be

used by teachers and/or students as classroom resources.

Organizations

AMEKICAN FEDERAT1ON OF LABOR/CONGRESS OF INDUSTKIAL ORGANIZATIONS
(AFL/CIO)

815 l6th St. NW

Washington, DC 20006

The AFL/CIO will respond to written requests ftor specific kinds of
information. A publications list and rfilm catalog are also zvailable on
request,

BUSINESS ROUND1IABLE .
200 Park Ave., Suite 2222 .

New York, NY 10017

(212) 682-6370

The membership of the Business Roundtable is made up o1 major U.S.
corporations, represented by their chief executive officers. Members
examine public issues that affect the economy and develop positions that
scek to refiect sound economic and soiial principles. In aadition to
the monthly Roundtable Report, the Business Roundtable publishes posi-
tion papers on public issues which may be interesting and useful to
secondary~-level teachers and students.
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COMMITTEE FUR ECONGMIC DEVELOPMENT (CED)
477 Madison Ave.

New York, NY 10022

(212) 688-2003

This nonpartisan group of business leaders and scholars conducts
research and formulates policy recommendations on major economic issues.
Audiovisual and print materials appropriate for use iu high school and
college classrooms are produced by CED, in aduition to an annual report
and newsletter. A brochure describing CED's services and publications
is availatle on request.

CONSUMER EDUCATION RESOURCE NETWORK (CERN)
1555 Wilson Blvd., Suite 600

Roslyn, VA 22209

(800) 336-0223

The major purpose of this network is to facilitate the exchange of
information and idcas among consumer educators. In addition to a free
reference and referral service, CERN will assist in all aspects of
planning and delivering a consumer education program. Bibliographies
and a bimonthly newsletter, Concerns, are available at no charge.

ERIC CLEARINGHOUSE FOR SOCIAL STUDIES/SOCIAL SCIENCE EDUCATION
(ERIC/CHESS)

655 Broadway

Boulder, CO 80302

(303) 492-8434

One ot 16 clearinghouses in the ERIC system, 2 division of the
National Institute of Education, ERIC/ChESS is respousible for collect-
ing, summarizing, and indexing documents and journal articles related to
social studies and social science education. Many of these materials
are rclated to economic education. ERIC documents are available on
microfiche at hundreds ot libraries all over the United States. For a
list of these libraries, and for descriptions of the free materials pro-
duced by ERIC/ChESS, write to the clearinghouse. ER1IC/ChESS will con~-
duct custom computer searches of ERIC and other data bases at cost
($25.00 each Zor ERIC searches); duplicate printouts of ERIC searches
are available for $10.00.

FEDERAL RESERVE BANKS

The 12 banks in the Federal Reserve system carry on an active edu-
cational program. They publish free monthly reviews of economic condi-
tions which often contain useful rejional economic data, and several of
these banks produce print and nonprint materials specifically designed
to be used by and with high school and college students. Contact the
nearest individual bank for a list or products; their locations and zip
codes, as well as cities where branch offices are loca.ed, are listed
on the fullowing page.




ACAL

Main Office Zip Code Branch Banks

Atlanta 36301 Birmingham, Jacksonville,
Nashville, New Orleans

Boston 02106
1

Chicago 60690 Detroit

Cleveland 44101 Cincinnati, Pittsburgh

Dallas 75222 El Paso, Houston, San Antonio

Kansas City | 64198 Denve}, Oklahomz City, Omaha

Minneapolis 55480 Helena

New York City 10045 Buffalo

Philadelphia 19105

Richmond 23219 Baltimore, Charlotte

San Francisco 94120 Los Angeles, Portland, Salt Lake

. City, Seattle
St. Louis 63166 Little Rock, Louisville,

Memphis

GLOBAL PERSPECTIVES IN EDUCATION (GPE)
218 L. 18th St.

New York, NY 10003

(212) 475-0850

This organization works to help schools prepare students to deal
with the complexities and chali-nges of life in an interrelated world.
Professiunal development and institutional support are encouraged through
inservice and preservice training programs. Irn addition to K-12 instruc-
tional materials, GPE publishes a newsletter (six times a year) and a
journal, Intercom (quarterly).

HERITAG: FOUNDATI1ON
513 C St. NE
Washington, DC 20002
(202) 546-4400

is private foundation with a conservative perspective is inter-
ested 4n domestic and toreign public policy. 1Its major purpose is to
provide information about policy issues. Some publications deal with
economic issues and can be used with senior high school students® a list
is available on request. A newsletter, Communique (eight times a year),
is alsov available frce on request,
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JOINT COUNCIL ON ECONOMIC EDUCATION (JCEE)
1212 Ave. of the Americas

New York, NY 10036

(212) 582-5150

The goal of this private not-for-profit organization is to encour-
age, coordinate, and serve economic education at all levels. State JCEE
councils exist in all states except Vermont. The JCEE provides consult-
ant services, workshops, and a free information service. Periodicals
include Progress in Economic Education (five times a year), Curriculum
Perspectives (three times a year), College and University Newsletter
(twice a year), and Update (quarterly). The JCEE's Checklist of Economic
Education Materials for Teachers is especially useful for identifying
classroom resources. Of particular interest to program plauners is a
series of wmaster curriculum guiaes for teaching economics at various
levels and in differeut content areas.

SOCIAL SCIENCE EDUCATiIiON CONSORTIUM (SSEC)
855 Broadway

Boulder, CO 80302

(303) 492-8154

The SSEC is & not-for-profit corporation concerned with improving
the tcach’ ng of social studies and the social sciences at all levels.
One of 1ts major concerns is the evaluation of new curricula and the
dissemination of information about materials and teaching strategies.
Some SSEC publications are focused specifically on economics, particu-
larly consumer economics. The annual Data Book of Social Studies
Materials and Resources is a useful buyer's guide to new curriculum mater-
ials. A free catalog describing publications and resources is available
on request.

UNESCO ASSOCIATION OF THE USA
1418 Lakeside Dr.

Oukland, CA 94612

(415) 835-:81l1

UNESCUG offers many publications dealing with economics which are of
interest to secondary-level tedachers and students. Write tor a free
publications list.

U.5. CHAMBER OF COMMERCE
3400 W, 66th St., Suite 300
Minneapolis, MN 55435
(612) 925-2400

A kit designed specifically for use with high school students,
Economics for Young Americans, is available from the U.S. Chamber of
Commerct along with pamphlets on economic issues which may be used by
students. Write tor a list of publications.

U.S. DEPAKIMEN™ OF LABOR, BURLAU OF LABOR STATISTICS

The eight regioral offices of the Bureau of Labor Statistics can
provide various kinds of information, publications, and services.
Monthly announcements of publications are available on request; contact
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the neé%eg? otfice for more information. Addresses and phone numbers of
the regional offices are listed below. /

Region(s) Address/Phone Number

1 JFK Federal Bldg., Rm. 1603
Goverument Cente:t
buston, MA 02203
(617) £23-6727

2 1515 Broadway
Mew York, NY 10036
(212) 944-3121

3 P.0. Box 1339
Philadelphia, PA 19101
(215) 596-1155

4 1371 Peachtree St. NE
Atlanta, GA 30367
(404) 88l-4416

5 230 S. Dearborn, 9th Flr.
Chicago, IL 60604
(312) 353-1880

b 555 Griffin Square Bldg.
Dallas, TX 75202
(214) 767-6970

7, 8 911 Wolnut St., Rm. 1500
Kansas City, MO 64106
(816) 374-2378

9, 10 450 Golden Gate Ave.
Box 36017
San Frarcisco, CA 94102 .
(415) 556-4678

U.S. GOVERNMENT PKINTING OFFICE (GPO)
Washington, DC 20402

Most print materials produced for sale by various agencies of the
federal government are available from the GPO. Some of these materials
offer useful information for students and teachers, and because they are
in the public domain they can be reproduced at will without permission.
To receive announcements of new publications in areas related to ecoromic
education, write to the Superintendent ot Documents at the address above.




Periodicals

BUSINESS WEEK
McGraw-Hill

1221 Ave. of the Amcricas
New York, NY 10020
$12.00/yr. (weekly)

DOLLARS AND SENSE

Economic Affairs Bureau

Union for Radical Political Lcoromics

324 Somerville Ave.

Somervile, ME 02143

$7.50/yr. individuals, $15.00 institutions (monthly)

1N THESE TIMES

Institute for Policy Studies
1901 Q 5t. NW

Washington, DC 20009
$17.50/yr. (weekly)

LABOR NOTLS

Labor Education and Research Project
P.0. Box 20001

Detroit, MI 48220

$7.50/yr. (monthly)

L1BERTAR1AN FORUM

Box 341

Madison Square Station
New York, NY 10010
$8.00/yr. (mouthly)

NAT10N, THE

Nation Associates
333 Sixth Ave.

New York, NY 100la
$21.00/yr. (weekly)

NATIONAL REVIEW, THE

150 E. 35th St.

New York, NY 10016

$19.00/yr. (biweekly; alternates with National Review bulletin)

WALL STKEET JOURNAL
Burrett Rd.
Chicopee, MA 01021

$77.00/yr.; special classroom rates available (daily except Saturdays,
Sundays, and legal holidays)




7. RESOURCES IN THE ERLIC SYSTEM

The ERIC (Lducational Resources lnformation Center) data base, sup-
ported by the National Institute of Education, contains thousands of
documenis related to economic education. Those selected for inclusion
here are representative of the wide rauge of ERIC resources available
for use in meeting various kinds of educational needs. Because many of
tilem are relevant to more than one of the five rationales for economic
education presented in Section 2 and because it is otten difficult to
distinguish between 1esources applicable to the citizenship approach and
those that primarily promote the free-enterprise system, we have organ-
ized the entries in this section into three categories: economic
education--general, consumer/personal cconomics, and global/futures
economics,

Each of the resources described in this annotated bibliography is
identified by a six~digit accession number. Abstracts of and descriptive
information about all of them, along with other economics-related
resources in FRIC, are published in a cumulative index, Resources in ~— ——

Education (RIE). Thi‘ information is also accessible through three

major on-~line computer searching systems: DIALOG, OREIT, and BRS.

lost of these documents are available ior viewing in microfiche
(MF) at lisraries that subscribe to the ERIC collection. Microfiche
copies of these documents can alsu be purchased from ERIC Document Repro-
duction Service (EDRS). Paper copies (PC) of some documents may also be
purchased from EDRS. Information about the availability of/every docu-
ment listed is included at the beginning of the abstract, along with a
code indicating the prices for both microfiche and paper copy. (The
order form at the end of this section contains a key to the price code
along with other information about ordering copies from EDRS.) 1f ¢

document is not available from EDRS, the source and price arc provided.

Economic Education--GCeneral

Bibby, John F., et al. Analﬁziqg Government Regulation: A Resource Guide.
Economics/Political Science Series. New York: Joint Council on
Economic Education, 1978. 97 pp. ED 173 255. EDRS price: MFO1 '




plus postage. PC not available from EDRS; order from JCEE, 1212
Ave. of the Americas, New York, NY 10036 (S$4.50).

Part ot a series which offers educational resources and teaching
techniques related to major social issues to high school social studies
classroom teachers, the guide focuses on government regulation. The
document is presented in four major chapters. Chapter 1 explores how
economic and political science frameworks can be used to analyze policy
issues. Chapter 2 prescents am overview ot the relationship between the
economy and government regulation. Topics discussed include the economic
rationale for regulation, control of natural monopolies, preveution of
destructive competition, protection of sellers and consumers, regulatory
prucesses, and evaluation ot regulatory policy. Chapter 4 presents
instructional activities which involve students in identitying and des-
cribing problems involving governmental regulatory action, class discus-
sion, participating in small-group tasks, compiling master lists of
alternative costs and benefits of various regulatory actions, preparing
position papers, and analyzing films. For each activity, infprmation is
.presented on grade level, sequence within the unit, time and material
required, rationale, concepts, instructional objectives, teaching strate-
gies, and pupil activities. Student readings, bibliographic sugges-
tious, and illustrative material are included in the unit. '

Hansen, W. Lee, et al. Master Curriculum Guide in Economics for the
Nation's Schools. Part I, A Framework for Teaching Economics: Basic
Concepts. New York: Joint Council on Economic Education, 1977.

53 pp. EL 148 648. EDRS price: MFUl plus postage. PC not avail-
able from EDRS; crder f{rom JCEE, 1212 Ave. of the Americas, New
York, NY 10036 ($2.50).

A concise {ramework of basic concepts and generalizations for teach-
ing economics for K-12 students is presented. The guide summ: ‘izes the
basic structure and substance of economics and lists and describes eco-
nonic concepts. Standard guidelines are provided to help school systems
integrate economics into their ongoing courses of study. Designed to be
used by those working with teachers on curriculum devclopment in econgmic
education, the guide can also be used by wethods instructors. Six major
areas are defined as essential to economic understanding. First, stu-
dents need to develop an objective, rational approach and be able to
organize their thinking as they address economic issues and questions.”
Second, students uced to master basic economic concepts and understand
cconomic institutions, measurement concepts, and concepts for evaluating
economic action and policies. Third, students need a simple overview of
the American ‘economic system so as to provide a structure for examining
specific issues. Fourth, students need to pussess the knowledge and
skills needed to recogrnize the various types of economic issues they are
likely to encounter, such as market and government action. Fifth, stu-
dents neeu to apply thelr economic understanding to particular issues
relevant to their own lives, such as the scarcity of oil or the rising
cotffee prices. Sixth, students nced to form their own judgmenté on cco- |
nomic issues on the basis of their analysis ot the issues, tempered by
their own values. K

Lawrence, Sharon, et al. Between Inflation and Recession: A Literacy
Unit on the American Economic System. Olympia. Office of the State

kY

93




L TR T TR T

Superintendent ot Public Instruction and Washington State Council
on Economic Education, 1975. 97 pp. ED 124 479. EDRS price:
MFO1/PCO4 plus postage. "

This four-week unit on the Amecrican economic system for secondar)
students is intended to be a basic literacy unit in economics and to
serve as a '"sampler kit" demonstrating how economics can be taught inter-
estingly, imaginatively, and with irtellectual honesty. The unit's goals
for students include the abilities to list the major characteristics of
the American economy, apply basic economic analysis to current economic
situations, list the basic ecomnomic tools used to stabilize the economy,
and review present economic trends through a personal and societal per-
spective. Among the teaching methuds suggested are brainstorming, creat-
ing models, simulations, shott lectures, interviews, short readings, and
case studies. The unit is composed of 12 activities. Student goais,
class materials needed, specific teacher instructions, and questions
with which to stimulate classroom'discussion are provided for each activ-
ity. Also provided are pretests, posttests, quizzes, a test of basic
economic concepts and their definitions, 18 expectations which are con-
sidered & ninimum competency requirement in the achievement of economic
literacy, and & bibliography of additional resource materiuals.

Leamer, Laurence E., et al. Analyzing Health Care Policy: A Resource
Guide. Economics/Political Science Serics. Mew York: Joint Coun-
cil on Economic Education, 1977. 60 pp. ED 173 254. EDRS price:
MFOl plus postage. PC not available from EDKRS; order from JCEE,
1212 Ave. of the Americas, ‘New York, NY 10036 ($3.50).

First in a series which offers educational resources and teachirg
techuiques related to major soeial issues to Righ school social :fGEIEEAA
classroum teachers, the guide focuses on political and cconomic aspects
of health care in the United States. The document is presented in four
major chapters. Chapter 1 explores how economic and political science
frameworks can be used to analyze policy issues. Chupter 2 prescuts an
overview of health care in the United States. Topics discussed include
costs, availability of services, advantdges of private and public health
care, polity choices, and health care insurance rates. Chapter 3 out-
lines objectives tor the health care unit. Chapter 4 presents instruc-
tional activities which involve students in detining terms, comparing ,
data, discussing issues in groups and in class, analyzing insurance
rates, analyzing filmstrips, role playing, and answering questions based
on reading assignments, For each activity, information is presented on
grade level, sequencc within the unit, time and material required,
ratignale, coneepts, instructional obJectivcs, teaching strategies, and
pupil activities. .

0'Neill, James B, The Market System: Does It Work? Princeton: Llauca-
tional Services Bureau, Dow Jones and Co., 1975. 71 pp. ED 117
023.° EDRS price: MPUl plus postage. PC not available from EDRS;
order trom pow Jones and Co., P.0. Bux 300, Princeton, NJ 05540
($1.95; minimum order 10 copies).

Included in this student book are a variety of learuing activities
for secondary students which wiil aid their understanding of the United
States economic system. Basic concepts are introduced which show how a
market mechanism resolves the conflict between finite resources and
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infinite desires, how supply and demand interact, and how competition
among commodities and available rescrves, as well uas among prospective
purchasers, influences pricing. Students are exposed to these concepts
on a personal level, helping them to answer the foliowing kinds ot ques-
tions: (1) What kind of car should I buy considering the energy crisis?
(2) Should I go . to college or to work after high school graduation? (3)
What summer jobs are available? Following an introduction which defines
aud introduces the markct system, activity chapters focus on consumer-
ism, money problems, scarcity of natural resources, distribution of
goods, supply and demand, getting enouglf gasoline, the case for ration-
ing, motorcycles and public safety, and future fear. Although there 1s
some variation, most lessons begin with a newspaper article on one of
these economic topics. Lists of difficult terminology and a number of
questions follow to help students comprehend what they read 1u the ’
article. .
- \
0'Neill, James B. The Market System: Does It Work? Teacher's Edition.

Princeton: Educational Services Bureau, Dow Jones and Co., 1975.

91 pp. ED 117 024. EDRS price: MFOl plus postage. PC not avail-

‘able from EDRS; order from Dow Jones and Co., P.O. Box 300, Prince-

ton, NJ 08540 ($2.95).

. This book, the teacher's guide for the student resource - described
above, presents objectiveé, concepts, procedures, and evaluation tor
completing the unit. The materials are arranged so that the earliest
lessons deal with the most basic concepts and later lessons introduce
variations and complexities of the major concepts. Chapter titles cor-
respond to the student version of the materials. -

0'Neill, James B. Master Curriculum Guide in Economice for the Nation's
Schools. Part 11, Stratcgies for Tcaching Eccromics: World Studies

igggggdarz). Mew York: Joint Council on Econemi¢ Education, 1980.

117 pp. ED 188 979.. EDRS price: MFOl plus postage. FC not avail-
2ble irom EDRS; order from JCEE, 1212 Ave. of the Americas. New

York, MY 10036 ($5.00).

This guide presents concept-based acvivities in economics for use
with students in grades 9 through 12. The activities cre 1elated to
global aspects of cconomic development. The objective is to provide
detailed classroom lessons illustrating ways of applying economic analy-
sis to world history and ‘to the contemporary world scene. The 11
concept-based lessous can%be modified for use in existing curriculum.
They are designed to help students understand basie ecenomic problems
with which cvery econumic’ system must contend. Sample lessons are /
entitled "A Primitive Economy," "Thc Game of Scarcity and Allocatiom,"

"patterns of+Fconomic Development," "Limits to Growth," and "Using Eco-

nowic batz to Compare Types ol Lconomic Systems." Activities involve

students in map and globel work, filling in worksheets, class discussion,

readiug assignments, analyzing case studies, anu writing brief essays.

For each lesson, iniuvrmatjion is presentcd un time required, major and /
reiated concepts, objectiVes, rationale, materiai, procedure, and evalu-
ation., An annotated list of other resourcec concludes the document. /

Swartz, Thomas R. Analyzing Tax Policy: A Rcsvurce Guide. Economics/

Political Science Series. Iew Yurk: Joint Councii on Lconomic ]
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Education, 1979. 107 pp. ED 173 257. ELun> price: MFOl plus post-
age. PC not avaiiabie from EDRS; order irom JCEE, 1212 Ave. of the
Amcricas, New York, NY 10036 ($4.50).

Part of a series which viters educational resources and teaching
tecnniques related to major social issues to high school social studies
classroom teachers, the guide focuses on political and cconoric aspetts
in three major chapters. Chapter 1 explures how economic aud political
ccience frameworks can be used to analyze policy issues. Chapter 2 pre-
sents an overview ot taxation in the Uniced States. Topics discussed
include the role of taxes ip the United States ecouomy, the naturc of
tax authority, economic basce for taxation, and crit~oria used in evaluat-
ing the worth of a tax. Chapter 3 outlines objcctives for the tax policy
unit, including that studerts should be able to define and evaluate var-
ious kinds of taxes, makhe intormed decisions about reforms, and under-
stand the values involved in tax polities and various tax issues. This
chapter also presents instructional adtiv.ities which involve students in
defining terws, identifying and classirying taxes, discussing and aralyz-
ing issues in groups and in the class, working problem sheets, aund role
playing. For 6 each activity, information is presented ou recommended
use, sequence|Within the unit, time and wmaterials required, rationale,
concepts, instrfictional objectives, teaching strategies, and pupil activ-

ities. o, -

. (i
Teacher's Guidd to the Economy and Business Organizations, A. Madison:
Wisconsin Department -0of Public Instruction, Social Studies Curric-
ulum Study Committee, 1977. 196 pp. ED 170 232. FDRS price:
MFO1/PCO8 plus postage. Also available from Wisconsin Departument

of Public Instruction, 126 Langdon St., Madison, W1 53702 ($2.00).

To increase economic literacy amoug students in grades 8-¥2, the
guiae otfers activities, discussion questions, background informatiown,
and explanation of economic concepts. The document is presented in three
sections. Section | examinus the economic f{ramework of the United
States. Topics discussed include economic proublems, making economic
decisions, econgmic system development, production, income distribution,
and econumic exchange. Section 2 focuses on the tour major iypes of
nongovernment business organizations--proprietorship, partnership,
investor-ownea profit corporation, and user-owned €ooperative corpora-
tion. For each type of organization, information is presented on major
points, performance expectations, important concepts, and comparison
with other types of organizations. Seétion 3 traces cooperative enter-
prises in agriculture and businegg--particularly in the fields of housing
and health care. Information is presented on the principles of coopera-
tives, how cooperatives work, control, success factors, and buying power
of cooperatives. Each of the three sections outlines the major points
about each concept discussed and recommends’ additional teacher material,
studernt material, student attivities, and discussion questions and
answers. A glossary of terms is also provided. Student activities
inciude analyzing newspaper articles, charting sectors of the business
economy, answering brief questions about the free-enterprise system,
analyzing leocal businéss entérprises, arranging speaking engagéments by
community business leaders, and forming a cooperative Lo purchase school

_ supplies.

.
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Williams, Elmer D., et al., eds. C(rcative Activities 1n Econumics tor

Middle School Students. Atlanta: CGeorgia Council on Economic¢ Educd-
tion; Athens, Ga.: University o! Georgia, Center tor kconomic Educa-
tion, 1978. 176 pp. ED 179 438. EDRS price: MFOI plus postage.

PC not available rrom EDRS; crder from Center for Economic Educa-
tion, University of Georgia, 204 Ludley Hall, Athens, GA 30602
(82.25).

This learning package prescents 15 lessons on principles of eco-
nomics tor use by junior high school social studies classroom teachers
as they develop economic education programs. The activitics are keyed
to the economic education colo:r television/film scries Trade-0ffs, devel-
oped jointly in 1978 by the Agency for Instructional Television, the
Canadian Foundation tor Lconomic Education, and the Joint Coticil on
Economic¢ Education. MNajor objectives of the lessons are to g.ve teachels
a wider range of activities trom which to choose, tu facilitate individ-
ualized and independent learuing, to provide experiential activities,
and to develop and reinforce economic vocabulary. Lesson topics focus
on cconomic choice, factors involved in decision making, earning power,
income, selling techniques, and costs and benefits. Activities invelve
students in class discussion, cutting out pictures and comparing prices
of desired items trom catalogs, creating charts and graphs, participating
in sinulation and other gamcs, learning vocabulary tcims, rilling in
blanks, solving word puzzles, making bullctin boards, and playing word
games. kor each lesson, infornation is presented on behavioral objec-
tives, vocabulary, learning activities, and follow-up asctivities. The
materials also include written and/or pictorial cescriptious of learning
centers for individual ana small-group projects.

<

Wilson, Cathy R., and Mark C. Schug. A Guide to Games and Simulations
ng_Teachipg Economics, 3rd ed. New Yourk: Joint Council on
Economic Education, 1979. 91 pp. - ED 180 873. EDRS price: MFO1
plus postage. PC not available from FDRS; order irom JCFE, 1212

Ave. of the Americas, New York, NY 10036 ($2.00).

The document provides an annotated list of 130 games and simulations
tor elenentary and secondary economics courscs, outlines procedurcs tor
using games, and reviews research studies on social science games and
simulations. It is presented in five chapters. Chapter 1-lists selce-
tion criteria. Chapter 2 diccusses constructing, selecting, and using
games in the classroom and provides a bibliography on the subject. Chap-
ter 3 summarizes findings in current research on 1nstructional games in
economics and the social sciences. Chapter 4 contains an annotated list
of currently available simulations and games. Each entry provides title
and source, subject matter, grade level, approximate playing time, cost,
number of participants needed, and a description of procedures and objec-
tives. Chapter 5 lists other appropriate games and simulations, biblio-
graphies, and journals. Addresscs of publishers and distributors are
included.

World Economy and Multinational Corporations, The: An Activity Program
for Grades 9 Through 12. Peoria: Caterpillar Tructor Co. 32 PP
ED 195 481. EDRS price: MNFO1/PCO2 plus postage.
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This booklet for secondary students contains background information
and activities about the nultinational corporation (MNC). The major
goal of the booklet is to impart‘an understanding of the cconomic con-
cepts underlying the woirld economy and the activities of multiuational
business enterprises. Briel reading selections provide students with
information on worid trade, history of LNCs, the economics of MNCs, ana
some issues raised by MNCs. Following the readings, students compile a
1ist of commodities that the United Stat¢s must impcert from other coun-—
tries and prepare exhibits, bulletin boards, and/or reports describing
the origins of these products and their uses 1n the United States. In
another activity, students log all the products advertised on a TV sta-
tion within a certain time and determine how many ot them are made by
MNCs. Students also participate in ruvle playing, panels, large and small
group discussions, ana 1udependent research. Pretests and posttests are
included.

Consumer/Personal Fconomics

Bannister, Rosella. Iuflation: Consumers Counter the Cost of Living. A
Consumer Education Curriculum Module for Grades 10-14. Ypsilanti,
Mich.: Cousumer Education Center, Eastern Michigan University,
1980. 114 pp. D (00 475. EDRS price: MFOl/PCOS5 plus postage.

This pullication suggests classroom activities and resources on
inflation for use in secondary and adult/community education. Objectives
are to erable students to identify and analyze varying points ot view
and policy proposals on inflation, apply the decision-making process to
various alternatives regarding inflation, and achieve a broader under-
standing of the options available to consumers as they participate to
intluence change regarding the inflation problem. For each topic related
to inflation, the following are provided: an objective, suggested learn-—
ing activities, classroom materials needed, teacher resources, and sug-
gested evaluation procedures. Although student worksheets are provided
for many ot the activities, additional materials are required for some
of the activities. The activities in which the students are involved
are many and varied. Pretests and posttests, a glossary of terms, and
an index of organizations are included. An annotated bibliography cites
matcrials representing a variety of points of view regarding inflation.
Books, journal articles, pamphlets and reports, films, videocassettes
and filmstrips, and simulations are citecd. The publication concludes
with several position papers on inflation.

slumengarten, overry. Survival Skills for Students. New York: Open
Doors, 1977. 65 pp. ED 154 102. EDRS price: MFO01/PCO3 plus post-

age.

This manual is addressed to providing high school students with
daily living skills they will need in modern urban settings. Individual
lesson plans for teachers are accompanied by simply worded instructional
materials. Students are presented with problem-solving exercises in
such areas as self-awareness; communication; money, income, and work;
consumerism; and making use of transportation and other resources, par-
ticularly in New York City.
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Consumer and Economic Education Guidelines. Indianapolis: Indiana

Project tor Consumer and Economic kducation, 1979. 109 pPp-
ED 167 433. EDRS price: MFOl/PCO5 plus postage.

This document identifies goals, rationale, key concepts, general
teachiug ideas, and resource materials for teaching consumer and economic
education. The document is intended to provide guidelines for elemen-
tary, secondary, and adult education programs which emphasize (1) under-
standing of the relationships betwcen economic, political, and social
systems and the individual, (2) acquisition of management and decision-
making skills, and (3) understanding of the rights of individuals as
consumers, producers, and citizens. 1lhe guide is presented in three
major parts. Part l, an introduction, gives 4 rationale for consumer
and economic education programs, presents a model for decision making,
and explains the goals and content of corsumer and economic education
programs at elementary, secondary, and adult levels. Part 2, the bulk
of the document, offers frameworks for teaching such specific concepts
as scarcity, the market system, credit, consumer demand, savings and
investment, and financial security. For each concept the framework out-
lines learning goals, teaching ideas, and general resource materials.

The frameworks do not specify activities or resources by grade level.
Part 3. an appendix, contaius a glossary ot terms and a short curriculum
unit outline.

Consumer Education: It's a Basic. NASSP Curriculum Report 9, ro. 4.

Reston, Va.: National Association of Secondary School Principals,
i980. 13 pp. ED 187 634. EDRS price: MFOl. PC not available
trom EDRS; order irom NASSP, 1904 Association Drive, Reston, VA
22091 ($0.50).

The report discusses and defines consumer education tor high school
students, describes various consumer education school programs, annotates
available sources and resources, and notes several issues needing atten-
tion. Consumer education is defined as an effort to prepare students
tor participation in the marketplace by imparting therunderstandings,
attitudes, and skills which will enable them to make rational and intell-
1gent decisions. The purpose is to help students deal effectively with
their contemporary problems cnd to prepare them to cope with the problems
they will meet in the years ahead. Four broad content areas are
included: consumer decision making, economics, personal finance, and
rights and 1esponsibilities. The report notes the increasingly importunt
role of consumer education in the schools and describes high school pro-
grams from various states. It also briefly lists teaching strategies
and learning activities and describes teacher sources and resources.
Consumer education issues still to be resolved include a need for cooper-
ative curriculum plarning, a need to identify basic competencies, a need
to keep a balanced view of the consumer vs. the producer, and a need to
reach beyond just buying and selling into more-abstract aspects of con-
sumer education.

Consumer in the Marketplace: An Interdisciplinary Approach to Consumer
EdULat1on Developed for Grades 5-8. Pittsburgh: Allegheny Inter-
mediate U Unit, 1978. 244 pp. ED 164 388. EDKS price: MFOl. PC -
not available from EDRS; order from Project ICE, Allegheny Inter-
mediate Unit, Suite 1300, Two Allegheny Center, Pittsburgh, PA
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15212 (free; supply limited).

This manual identifies activities arnd resources for infusing con-
sumer education into Lknglish, social studies, science, mathematics, and
home-econouics courses in grades 5 through 8. The activities are
intended to help students recognize their rights and responsibilities as
consumers in our society and make intelligent decisions in light of their
personal ard economic value systems. The suggested activities are based
on four concepts: (1) basic economics of the narketplace, (2) legal
rights, redress, and consumer law, (3) major purchases of products and
services, and (4) such special problems as advertising and product
safety. The manual begins by listing consumer education competencies
within each of these concept areas. The bulk of the manual is divided
into five sections according to subject area. Within each section,
competencies, classroom activities, resources, and performance indicators
are listea for the various concepts. The activities are¢ mauy and vatried.
Students view filmstrips, read and discuss books, write plays, role-play
scenes involvirg ditferent buyer/seller situations, demonstrate the usc
of table saws and other tools, use charts and graphs to show monthly
expenditures, and design and conduct a survey about shoplittirg. The
nanual concludes with bibliographies of print aund nonprint student nater-
ials and {ree materials for educators.

Consumer Product Safety: What's It All About? Teacher's Guide.
Washington, D.C.: Consumer Product Satety Commission, 1979. (5
pp. ED 177 100. EDRS price: MNFUI/PCOl plus postage. also
available from Superintendent of Documents, U.S. Government
Printing Office, Washington, DC 20402 ($1.00).

Desigred as a tlexible resource, this material may be v<ed indepen-
dertly or in conjunction with existing safety, health, consumer educa-
tion, economics, or social studies units. To facilitate the incorpora-
tion of product safety information into the curriculum, the suggested
activities section lists major concepts to be developed and indicates
reiated interdisciplinary skills. Each unit contains a list of learning
objectives, a teacher's guide, a consumer product safety vocabulary list,
suggested activities, including safety-oriented crossword puzzles, and a
iist of resources. Area office listings for the Consumer Product Safety
Commission are included. The material is intended for grades 4-6.

Finch, Alton V., comp. Career Education in Business Education:

Clacsroom Teachers Handbook. Reston, Va.: National Business Educa-

tion Association, 1980. 198 pp. ED 187 856. EDRS price:

MFO1/PCO8 plus postage. Also available trom NBEA, 1906 Association

Drive, Reston, VA 22091 (59.50).

This handbook contains samples of instructional materials tor teach-
ing career education concepts in the business classroom--lesson plans,
factual information, games, and exercises. While many ot the examples
are in a torm readily usable by students, other examples have been edited
or condensed to tit the handbook format. All original sources are given
in the table of contents and include mailing addresses for the materials.
Unit | provides an introduction. Units 2 and 3 contain materials perti-
nent to (1) the philosophy, goals, and objectives of career education
and (2) career education and the teaching/learning process. Instruc-
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tional materials relating to career education concepts are found ir. Unit
4, which is divided into six sect’'ons: occupational intormation (includ-
ing intormation about 56 busiuess occupations), job getting and maintain-
1ng, career decision making, values and self-apptraisal, personral traits
and human telationships, and economic awareness. Unit 5 1s an annotated
bibliography that describes both the original sources of the materials
and other sources of cdreer education raterials. Materials are classi- .
fied as lcial, state, and nationul eaucation agencies; aunotated periodi-
cals; other periodicazls; theses; and commercial books and other curric-
ulum materials. An appendix gives the mailing addresses of the state
coordinators of carcer education.

Finn, Peter, et al. Transportation Consumer Education Curri.culum Guide.
Cambridge, Mass.: Abt Associates, 1977. 362 pp. ED 147 588,
EDRS price: MFOL1/PCl5 plus postage.

Materials in this curriculum guide represent a selection of the
major trausportation consumer topics and ideas and are designed to set
the stage for more-intensive transpertation consumer educdtion curric-
ulum development and teacher etforts. (Eleven manuals covering the four
transportation topics of public transportation, transportation aud the
environment, transportation safety, and bicycles for elementary, seccnd-
ary, and adult levels arc available separately and may be used in con-
junction with this curriculum guide or independently ot it.) The guide
consists of three major sections: introduction, curriculum units, ana
resources., The introduction prcsents rationale for developing trauspor-
tation cousumer education curricula and conceptualizes the complex field
of use and purchase of transportation goods and services. A series ot
20 units on key transportation cousumer education topics zre presented.
Each conta.ns rationale, activities index (objectives, suggested (lass-
room activities, and suggested teaching methods), and a bibliography of
teacher, student, and audiovisual materials. The resources section con-
tains instructions [or developing transportatiou consumer education cur-
riculum units, discussion of appropriate teaching methods, a cross-
reference of transportation topics and other subject «ieas, and miscella-
neous bibliographies.

liow to Buy Food: Lesson Aids for Teachers, rev. ed. Agriculture Handbook
no. 443, Washington, D.C.: Agricultural Marketing Services, U.S.
Department of Agriculture, 1975. 55 pp. ED 170 54b. LDRS price:
MFO1/PCO3 plus postage. Also availlable from Superintendent ot Docu-
ments, U.S. Government Printing Oftice, Washington, DC 20402
(51.30).

This teacher's guide presents lesson aids on how to buy food tor
home cconomics or consumer education in high school or adult education
courses. An introductory section describes the contents and objectives -
ot the supplementary materials (publications, tilms, and slides/
filmstrips) and provides suggestions for lesson preparation and back-
ground materials for the instructor. The topics of the lessons are meat,
dairy products, eggs, poultry, fresh fruits and vegetables, cauned and
frozen fruits and vegetables, and how to get more for your money. Fach
of these lessons contains a list of objectives and materials to use,
suggestions for teaching, a glussary, and quizzes.
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How to Save Money by Using Less Electricity, Natural Gas, and Water: A

Do-It-Yourself Guide. Puhlication 228. Berkeley: Lawrence Berke-
ley Lab, University of California, 19,9. 27 pp. ED 194 3.2. FDRS
price: MFOl/PCO2 plus postage.

Presented are ways in which consumers can improve the energy effi-
ciency of their houmes and conserve water. Organized by types of energy
use, the guide points out what to look tor and what changes tc consider
as homeowners inspect heating and air-conditioning systems, the hot-water
system, kitchen appliauces, lighting, and water use. Conservation tips
and estimated cost reductions are given for each appliance or system
discussed.

John, Sadie, and Byron L.-Chaplin, comps. A Teacher's Guide to Money
Management. Pittsburgh: Consumer Credit Counseling Service of
Westeru Pennsylvania. 68 pp. ED 127 225. EDRS price: MFOl plus
pcstage. PC not available from EDRS; order from kducational Direc-
tor, Consumer Credit Counseling Service, 110z Arrott Bldg., 401
Wood St., Pittsburgh, PA 15222 ($1.50).

This educational booklet for secondary teachers contains readings,
student activities, and selected resources on noney management. The
authors believe that preventive money management education can help stu-
dents become tomorrow's wise consumers. Parts 1, 2, and 3 deal, respec-
tively, with budgeting and money management, credit-consciousness, and
shopping skills. Each part begins with a brief description of the topic,
discussing course content and possible tecaching methods, and t' n pro-
vides exercises, checklists, and tips on ways to stretch dollai- in the
various areas, all of which can be used or adapted for use withk students.
Part 4 contains suggested class activities--shopping sprees with play
morey, role-playing situations, class discussions on famous money quotes,
completing unfinished sentences, and case studies. Part 5 cites sclected
resources for consumer/marketplace education including bibliographies,
newsletters, periodicals, curriculum guides, brochures;-textbooks, gamesy
and audiovisuals. Handouts available from Cousumer Credit Counseling
are listed. A form which teachers can use to evaluate the booklet is °
also provided. The booklet is particularly useful to teachers just start-
ing out who have not developed their own materials.

Keast, Anne C., and Gwendolyn I. Leth. Timely Teaching Tips: Financial
Planning. Washington, D.C.: American Council of Life Insurance,
1979. 108 pp. ED 170 529. EDRS price: MFO1/PC05 plus postage.

This handbook contains teaching ideas for personal and family finan-
cial-planning courses in senior high schools. Each concept includes the
type of activity, an overview of the activity in the form of a generali-
zation, student pertormance indicators, a plan for implementation, eval-
uvation criteria, and a list of materials needed to conduct the activity.
Many of the activities also include teacher references. Following is a
list of the concepts with examples of activity areas: money managementi
(1ife-insurance case problem, persvnal property inventory), purchase of
goods and services (cost comparison, consumer awareness), consuler eco=
nomics (increasing economic vocabulary, supply and Gemand and price-
index record), and credit (shopping for credit, applying fcr a short-
term loan).
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Lungmus, Dorothy, et al. Consumer Education Sourcebook. Boulder, Colo.:

Social Science Education Consortium and ERIC Clearinghouse for
Social Studies/Social Science Education, 1980. 131 PP-

ED 180 86l. EDRS price: MFUL/PCU6 plus postage. Also available
from SSEC Publications, 855 Broadway, Boulder, CO 80302 ($9.95).

An annotated list ot currently available student and teacher
resources for consumer education in grades K-12 is provided in this
sourcebook. Section 1 describes student and tevacher materials. Student
materials irclude current (1976 or later) textbooks; supplementary print
materials such as pamphlets, books, duplicating masters, transparencies,
and workbooks; audiovisual materiais; and games and simulations. The
grade level, reading level, price, subject area, strategies and require-
ments for use, and consumer ecomomics focus are provided tor each entry.
Categouries for teacher materials are hardbooks and sourcebooks which
" provide background information on consumer economics, curriculum guides
for planning courses or programs, and a variety of materials indexed in
ERIC. Section Z lists local, state, and natjonal consumer organizations
and relevant periodiczals. The Consumer Educuation Materials Analysis
Instrument, a list ot publishers, and a cross-reterence index are
included "1n appendices. ;
Spellmnan, Nancy Z. Bright Ideas for Consumer Educators. 1979. 22 pp.

ED 178 383. EDRS price: MFU1/PCOl plus postage.

This bibliography lists 56 K-adult multimedia materials .related to
various aspects of consumer education. The author's objective is to
provide curriculum planners and educators with iniormation about audio-
visual aids tor teaching consumer awareness and skill development to
students of all ages. lMaterials annotated include cassettes, filmstrips,
posters, charts, slides, films, ditto masters, videccassettes, and trans-
parencies. Topics covered are the consumer and the economy, cousumer pro-
tection, the metric system, consumer educator aids, bargain jargon, money
management, financial services, health, investing, food, automobilesy
insurdnce, houses, mathematics, and shoplifting. The entries are divided
according to topic and then arranged alphabetically by title. Informa-_
tion is given concerning physical description, length, time allotment,
publisher, price, rental price, preview availability, and grade level.

Wilcox, Suzanne Dale. Urban Consumer: A Cummunity Newspaper. A Consumer
Education Curriculum Module for Grades 7-8. New York: Center for
Advanced Study in Educatior, City University of New York, 1980.

126 pp. ED 197 197. EDRS price: MFU1/PCUO6 plus postage.

This consumer education module is designed to increase seventh- aud
eighth-grade urban students' awareness of what it means to be a consumer.
The seven units in the module are intended to help students think of
themselves as consumers, identify appropriate consumer behavior and the
consumer viewpoint in some topical areas, and gather information and
write about it in a regular newspaper for the community. An introductory
section contains information on the development of thesc instructional
materials. Unit 1l contains seven activities on appropriate consumer
behavior. The secdnd unit provides activities to help students learn
more about their local area as a place where consumers live and function.
The skills required to start and run a community newspaper are covered
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in the four activitics of unit 3. Two activities designed to help stu-
dents write about the consumer inturest are presented il the fourth unit.
Units 5-7 contain a total ot l4 activilies on consuming entercainment

and medical services and supermarket shopping; activities include tield
trips, discussions, writing articles, and conducting interviews. Appen-
dixes contain student compositions, an 1ssue of a student newspaper,
consumer-oriented articles, a health ucwsletter, ana information on
sciecting a doctor.

Global/Futures Lconomics

-
&

Becher, James M. Educat1on for a Clobal Society. Fastback Series, no.
¢8. Bloomington, Ind. Phi Delta Kappa Educational Foundation,
1973, 42 pp. ED 085 900 Not availabie {rom EDRS; order frow Phi
Delta Kappa, Lighth and Union, Box 78Y, Bloomington, IN 474Ul

(80.75).

A growing body of rescarch literature suggests that significant
relationships exist between the attitudes individuzls develop toward
their own and other societies and their images of international conflict
and collaboration. The author of this booklet believes that unless stus
dents understand that mury impcrtant differcuces in national behavior
can be explained in terms of learned patterns of social behavior, ethno-
centric tcngencies nay simply be reinforced. Eftorts to-uncerstand
Africa or Asia are likely tu lead nowhere unless skill in analysis,
knowledge of history, valuing, and experience as a basis for judging are
provided. While none of these approaches is wrong, each taken by itself
is inadequate. However, Becker sees some encouraging signs thuat may
serve to strengthen these approaches and perhaps develop a more-
comprehensive view of the earth and man. Among these approaches, peace
studies, future studies, and development studiesS seem most promising.ut
present. These and other promising dapproaches to global cducation are
dicussed in this report.

Collier, Anne B. Energy in an Interggpenuunt World: A Global Levelopment
Studies Case Study. “Madison, N.J. Global Development S udies
Institute, 1979. 173 pp. ED 175 761 EDRS price: MFOL/PCG7 plus
postage. Also available from Global Development Studies Institute,
Millbreok School, Millbrook, NY 12545 ($5.00).

Part of the Global Development Studics Institute's series of model
curricula, this guide presents strategics for teaching about energy zs a
global issue. The unit, intended for students in grades 1l1-14, is
designed for one semester. The overall objective is to promote awareness
of and responsibility toward the global community through an understand-
ing of the complex and interdependent nature of global issues. The guide
is organized into four parts. The fiist part introduces the cnergy
issue, explaining why it is a global one. The second part presents scier-
tific and histurical background information, outlining reasons for the
present crisis. - The third part analyzes ecological, economic, political,
and social elements of the issue. The fourth part explores technologicel
and policy alternatives for ¢t e future, including conservation, fossil-
tuel production, rucclar ene: v, solar energy, geothermal energy, hydro-
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electric power, and various energy policies. Basic concepts and informa-
tion are given for each topic, as well as suggestions for activities ard
discussion questions. Skill-development activities include researching,
making surveys, using and analyzing statistics, writing reports, and -
making policy decisions. Content and skill objectives are listed in the
introduction, and, charts, graphs, figures, and reading lists are included
in each chapter. A glossary and bibliography conclude the document.

hnergz in the Global Marketplace, Grades 9, 10, 11: Interdisciplinary
Student/Teacher Material in Energy, the Environment, and the
Economy. Washington, D. C.: National Science Teachers Association,
1978. 54 pp. ED 157 819. LDRS price: MFOl plus postage. PC not
available from EDRS; orvder from Technical Information Uffice, U.S.
Department of Energy, P.0O. Box 62, vak Ridge, TN 37830 (free).

This instructional unit contains six classraom lessons in which
9th-, 10th-, or lith-grade social studies students examine the erfects
of competition among nations and world regions as demand for oil out-.
stvips supply. The overall objective is to help students understand the
concept that enerby is a commodity to be bought and sold like any other
commodity but in a marketplacc that is a global one. The Jessons were
written by teaﬂhexb and can be integrated into social studies, economfcs,
world history, contemporary issues, and world geography courses.’ The
lessons are (1) "Why Some Nations Use More Energy," (Z) "Energy: Who las
I1t; Who Needs It?," (3) "From Those Who Have to Tlhose Who Want: The 0il
Trade Routes," (4) "What 1f...Everyone Wants More?," (5) "Retrodollars:
The Problem of Too Much Money," and {6) "The 0il Price Game-~Everyone
Plays" (a simulation of the world market for oil). The activities in
which students are involved include analyzing maps, graphs, and charts;
answering questions based on short reading selections; and playing games.
Each lesson can be taught in one classroom period. All teachers and
student moterials are included.

Fitch, Robert M., and Cordell M. Svengalis. Futures Unlimited: Teaching
About Worlds to Come. Bulletin no. 59. Wabh1ngton, D.C.: National
Council for the Social Studies, 1979. 94 pp- ED 174 539, EDRS
price: MFOL plus postage. PC not available from EDRS; order from
NCSS, 3615 Wisconsin Ave. NW, Washington, DC 20016 ($6.9Y5).

A theoretical framework and suggestions for teaching about the
future at the secondary level are presented. Chapter 1 examines the
nature ot and approach to futurism and explores ideas of European and
American futurists. Chapter 2 presents a rationale, characteristics of
futurcs education, outlines of courses and units, and methods of inte-
grating tutures studies into the curriculum. Chapter 3 lists innovative
methods for teaching zbout the future. Goals, techniques for forecast-
ing the future, and 20 activities are included. Chapter 4 is an inquiry
into values and futures education. Sample questionnaires, inventories,
and activities for implementation of value analysis are provided. Chap-
ter 5, "Images of the Future Through Science Fiction," presents a list
of relevant resources arranged by category: books suitable for student
tests, basic works, advanced reading, general works, creativity, energy
and «nvjronment, economics and work, education, life styles and changing
sex toles, aiternative realities, politics and government, technology,
and simple living. ther topics are society and culture, transformation
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and transcendence, interpational relations and world order, biomedicine
and psycholugy, and population ana tood. Lists of nmultimedia kits, "\
games, sinulations, and periodicals are included.

Kenworthy, Leonard S., et al., eds.. Helping Boys and Girls Discover the
Warld: Teaching About. Global Concerns and the United Nations in
Elementary and Middle Schools. New York: United Nations Associa-

¢ -tion, 1976. 74 pp. ED 201 538. Not avaflable from EDRS; order
from UNA, 300 E. 42nd St., New York, NY 10017 {$2.50). : !

This guide for elementary afd middle-school teachers, curriculivnm
specialists, and administrators answels 40 questions most frequently
askea about global concerns and the work ef the United Nations. Topics
include the importance of teaching abotit the world and the United
Nations; the need for beginning international understanding in the home;. -
themes, problems, and area studies; methods and skills for studying
international affairs; improving teacher education; resources; and
research and evaluation. Specific questions refer to the study of water
as an approach to world affairs, teaching about Atrica and Asia, using
art and music .programs to foster the global dimension ot education,
effective use of resource persons, and simulation games. Other topics .
are international ekchange programs, pen pals, overseas opportunities
for teachers and students, bibliographies, and auaiovisual ‘materials.

»

-,

Kepner, William R., Jr. Teaching Future Studies to Secondary School
Students: A Curriculum. 1979. 8z pp. ED 187 622. EDRS price:
MFO1/ PCO4 plus postage. ' '

This publication describes a semester-long course developed fqr .
teaching future studies to secondary school students. The cource is
designed as a senior high social studies elective. Objectives are to
kelp students recognize that change will occur, that change in one area
will atfiect other areas, that the future can be influenced, and that
they can help create a more desirable future. To implement the course,
teachers must purchase or' have access to additiomnal print and nonprint
materials. Students dare involved ih many classroom discussions, view
films and slide shows, read jJournal articles, play games, and partici-
pate in many group projects. Two ongoing activities which take place
throughout the course involve students in keeping a journai in which
they react daily to activities and ideas and developing a cross-impact
matrix on weekly topics. The course consists of five units. The {irst
unit is an introductory unit which increases students' awareness of
future studies and future thinking. 1n the second unit students examine
population grouwth, pollution, energy problems, and other cuncerns of a
global nature. Students are introduced to urban planning and the nature
of formai forecasting efforts in the third unit. Unit 4 dcals with
highly personal choices and decisions the students may have to make in
their own lives. In the Lifth unit alternative life stylcs and the necd
for changing institutions and laws to meet changing times are explored.
Also included in the publication is & bibliographic essay citing resource
materials tor teachers.

King, Davia C. Suggestions for Curriculum Development on Interdependence:
Part C, 7-9 and Part D, 10-12. Global Perspectives: A Humanistic
Influence on the Curriculum. New York: Center for Global Perspec-
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tives; Denver: Center tor Teaching Internatioual Relations, 1976.
55 pp. ED 135 692. EDRS price: MF01/PCO3 plus pobtuge.

These topics and 1deas for infusing global perSpLLCIVLb on interre-=
latedness into the secondary social studies curriculum‘are intended to
be used selectively by teachers. The major objective of the gﬁlde is to
help students become aware of global interdependence and the implications
and problems which accompany interdependence. Section 'l presents ideas
for curriculum development for grades 7-9., Specific objectives and a
bact.ground discussion are followed by topic-aud-idea outlines of American
history, state histories, developing nations, the study of culture, the
biosphere, and political systems. Fox each topic, questions and explana-
tions are listed, teachiug techniques are suggested, and conclusions are
offered. Section 2 presents suggestions for curriculum development for
grades 10-12. Specific 'objectives and a background discussion mare
foliowed by topic-and-idea outlines of urbanization, economics, culture.
studies, environmental concerns, and nationalism. Activities, key ideas,
questions, hypotheses, and concepts for each tppic are prescntsd. “

Kinghorn, Jon Rye, et al. A Guide to Four Essential Themes: .School
Improvement Through Global Education. Dayton: Charles F. Kettering
Foundation; Boulder, Colo.: Nortn Central-Association of Colléges
and schools, 1979. 155 pp. ED 171 6227 EDRS price: MFO1 plus
pastage. PC not available from EDRS; order from kettering Founda-
tion, 5335 Far Hlllb Ave., Dayton, OH 45429 (free). -

To aid high school classroom teachers as they develop and 1mplemenL

programs on global issues, this guide outlines basic elements of an ideal .

global education program. Major themes are valuing diversity, understand-
ing the world as an iunterdependent system, developing effective working
relationships with others, and understanding prevailing world conditions,
the process of change, and emerging trends. For each theme, information
is prescnted on buckground, goals, implications for global education,
implications for school improvement, and learning activities. Specific
objectives include devcloping skills to identify and understand various
beliefs, values, and cultures; knowing that ditterences in people's

values are often due to history and geography; identifying how individual
activities affect the earth; understanding that actions often lecad to
unanticipated consequences; and acquiring and using information about
world issues, incireasing understanding of selt, and recognizing the
humanncse of all people. Suggested activities involve students in class
discussion. reading and writing assignments, listing culturai aiffercnces
among various uge groups and cultures, brainstorming, listing cultural
preferences, and arranging for class visitors. Activities involve
teachers in cooperative lesson planning with other staft members, analyz-
ing stuaents' behavior, visiiing students' homes, reporting con current
international issues, and, reordcring the classroom environment to
increase effectiveness with students.

Mchlinger, Howard D., et al. Global Studies for American Schools. Wash-
ington, D.C. National Education Association, 1980. 85 pp.
ED 183 456. EDRS pricc:. MFOl plus postage. PC not available from
EDKS; order from NkA, 1201 lé6th St. NW, Washington, DC 20036
($4.50).
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The book provides a ratipnale for teaching global studies, offers
six model lessons, suggests how teachers can assuss their own global
studies programs, and cites additional resources for global studies. It

“1s presented in four chapters. Chapter 1 states the rationale as the
need to develop a global perspective in order to understdnd and function
eftcectively in the world today. Schools have the primary respcnsibility
tor this development. Chapter 2 offers six lessons, which are designed
for junior high school students but can be adapted for elementary or
secondary students. Topics cover the relationship betwcer buman sociely
and natural envirorment, comnunication, benefits and problems of indus-
trialization, energy, diftering culturzl life styles, and human rights.
Each lesson requires from une to two or more class periods and includes
an introduction, objectives, suggested procedures, and student materials.
Techniques include reading, discussion, role play, research, simulation,
debate, and gaming. Chapter 3 discusses program evaluation, offering
suggestions for esctablishing objectives in four areas: knowledge, abil-
ities, valuing, and social participation. The final chapter lists
selected resources tor global studies, citiug general publications,
organizations, catalogs, guides, and directories. It provides check-
lasts for helpiug teachers identify possible resources in their own com-
munity and evaluate materials for classroon use.

SwltZer, henueth A., and Paul T. Mulloy. (Global lssues: Activities and
Resources for the High School Teucher. Boulder, Colo.: Social
Science Education Consortium and ERIC Clearinghouse toi Social
Studies/Sccial Science Education; Denver: Center for Teaching
International Relations, 1979. 163 pp. ED 179 436. EDRS price:
MF01/Pr07 plus postage. Also available from SSEC Publications, 855
Brogdway, Boulder, CO 80302 ($7.95).

The book is an introduction Lo teaching about contemporary globai
concerns in the high school social studies classroom. It contains back-
ground and lesscn plans for seven units ir addition to 39 reproducible
student handouts, annotated lists of other good classroom resources, and
a guide to sources of teaching materials on global issues. Topics
covered include an introduction to the «concept of global awarencss, world
trade and economic iunterdependence, global conflict and the arms race,
ecornomic development and toreign aid, environment and technology, energy
and natural rescurces, and human rights. For each unit, two lesson plans
are offered, with suggestions for topics and courses, time allotment,
instructionas objectives, and teaching methods for introducing, devel-
oping, uhu concluaing the lesson. Student handouts otier materials for
the learning activities, such as relevant statistics and graphs, atuiitude
tests, news media analysis, ranking nations, scenarios, discussion ques-
tions, decision-making and role-playing exercises, and case studies.
Primary and supplenentary sources are listed in an annotated bibliography
for each unit, including such materials as books, 1ilms, simulations,
gemes, pamphlets, and filmstrips. An appendix lists publishers of the
classroom materials with their addresses.

Victor, David, and hichard Kratt. Global Perspectives Handbook. Bloom-
ington, ind.: Social Studies Development Center, no date. 43 pp.
ED 115 558. FEDRS price: MFO1/PCO2 plus postage.

This handbook contains eight classroom activitics designed to

k‘\
103 )

100



increase global awareness. lor eaample, one activity about increasing
global interdependence invelves an anaiysis by students of their com-
munity to determine the extent co which it is related to the activitics
or toreign people sud foreign-made products. Objectives and procedures
are giveu for each activity. Charts, discussion topics, «nd masters for
student handouts accompany some of the activities. Also included in the
descriptions of some of the activities are sources—--materials, films,

and books-~related to *he topics for the teacher's reference. The activ-
ities arcéversatile znd can be used at any grade level. The lLandbook
cor.cludes with 19228 tor teacher-developed activities.

Westerhoff, Johrn 111, and Shirley McCune. 10 Make a Difference: Planning
for the Future. Teacher's Guide. Washington, D.C.: Natioual

Educdation Associatior, 1976. 37 pp. ED 175 793. EDRS price:
MFO1 plus postage. PC rot available.

1his resource guide tor secondary students and teachers is designed
to 1ntruduce futures plamning concepts for democratic social change and
the sk1lls necessary tor ettcective planning. 7The objectives arc to help
students understand the world realistically, to point out ways each
person shares 1n worid problems, and to instill the knowledge that they
can nuke a positive contribution toward a sviution. An additional aim
is to offer a series ot 1cundational learnings nccessary for futures
planning and to introduce steps to use in that pian. The teacher's guide
cutlines objectives tour 22 topics, among them 1ssues and causes, change
and the power to change, learning how to be creative, creating alteruna-
tives, setting priorities aud goals, framing objectives, finding strate-
gles, and planning actions. Supportive learning activities arc sugges” °d
tor each topic: group e¢ssays, a debate, a mock trial, rescarch, case
studies, brainsturming, and evaluation. The student workbook contaius
activitics reinforcing the concepts taught in each topic area. Sample
activities include listing social problems and possible personal coutri-
butions to them, making deductions from a photograph, choosing one book
to nave or. a desert island, ranking concepts, planning a personal utopia,
setting social goals for the world in A.D. 2000, listing contributions
and hindrances to those goals, and planning specific objectives and
actions that might lead to their realization.

A
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