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Approaches to Education About a World Economy

Jack.L. Nelson :
Graduate School of Education - \
Rutgers University
New Brunswick, New Jersey 08903, USA .

“

Introduction

There is a hazy boundary between education and 1ndoctr1nat1on, and in
few areas is that boundary more hazy than in educat1on about econom1c matters.
Econom1cs‘prov1des a primary rationale for.identifying, explaining and
legitimating power, and education provides a primary agency for producing
believers. We come to undgrstand the societal determination uf what
constitutes value, what'accounts for production, uiétribution ang consumption
of gogds and servjces, and the direct rg]ationship uf wealth to power, in
educational settings: family, peers, media, and-schbo]sl That understanding
serves to legitimate a particular interpretation of what edbnomics is, how
it should work, and who should be in charge of explaining itt Contrary beliefs
are given little credibility. ’
In a nation-state the acceptable understanding of economics is deemed crucial

to national survival, and formal education is expected to conform to those

-socially acceptable views. This doctrine of ecdnomic belief presumes a

_ level of certainty about the subject of economics, that field's practitidnerS'

or seers, and their.ability to explain and justify ecoanic practice. The study of
economics in schoo]s becomes, in that circumstance, a study designed to inculcate
a particular economic vk§wpo1nt as though it were truth, through wh1ch economic

events and agtlrf%?es are to be filtered. Th1s approach to economics as a
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body of truth’to be disseminated to- the young is supported bytsocial'pressore,
educator acqu1esence or lack of 1ns1ght, and certain scholars in economics

.and educat1on. Such an approach may have been usefu] h1stor1ca11y ‘in providing

a unifying national theme and set of economic va]ues, but ‘it becomes less usefé]

in accommodat1ng an increasingly global economy. And, the doctrinaire qua11ty

. of economics education is‘antithetical to the concept of education as a 1iberating \

activity; This paper is concerned with severai interrelated factors: the

emerging global economy, limited standard interpretations.of economics, the

&

natore of education as enJiohtenment, and the need tovreconsider educational
approaches to a world economy:. . | |
. There is increasfng recognition of a deVe]oping g]oba] economy. The concept
of nationa] economies as comp]eteiy autonomous isia political myth fostered by
ideology and nationalism and transmftted~to'the young by schooling. Prior to the
establishment of the nationQState asfa:politicaT structpre economic activities
transcended such limits. Trade in 1abor, raw materials, foods, and other goods across
geopolitical boundar1es extends beyond the. 11m1ts of wr1tten h1story. Exploration
~of new terrain has commonly -had an economic qasis,'asfhas political conquest. Humans
have_had intergroup, intertribal, interctan,iinter'cityQState, internationa] or global
econom1es in some form over the course of human ex1stence. The current state of glo-
bal economy, then, rests as an evo]ut1onary development but with: potentially revolu-
tionary consequences. The revo]ut1onary portjon devolves from the increasing aware-
ness of dimensions of a global economy: .its‘nature, structure and dynamics, and the
recognition that traditional thinking based on nationalistic economic perspectives may’
* not accommodate these dimensions.‘ Jt is analogous to Marsha]]iMc01uhan's provocative

view that we fail to grasp our own environment We have an economic situation which

has changed over a period of t1me but wh1ch has been cast into a narrower and traditional

P
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perspective by economic, political, and eddcational leaders with %edia'agsistance;
If the nature of economics is abbody of agreed principles‘wgth 1imited controvérsy,
educatien about econbmiés should include the expression of these truthé and.assist
students_ih coming to learn them. If a g]qba] economy is an éxtens{on gf abnafionaT
economy,,or based on the same premfses; then educatipn about'a~916ba1 eéonomy is
greatly simplified - current aproaches to teaching the nationa] economic truths are
expandedlto inciudé exémp]es from beyoﬁd the naéion-staté. If education is a process
to instill be]iefs'énd idformatioh wifhout critical judgment, then, regardless of
'the‘nature of‘economics or-of a gfoba1 economy, the job of schools is to discern
'thch be]iefs and fnfofﬁation must be learmed, and contrary view; and evidence
- would bé exempteh o} disdained.vllt is thé argument of this paper.that nsne of ~
these propositions about econoﬁicé, a global economy, or education ca@fbe |
sustained:‘economfcs.is’not‘a body of agreed principles and truths, a élobal
economy is not mereiy an eXtension of a national economy, and education is

more than indoctrination,

Stereotypes_and Perceptions in Economics

There are at least two American-stereofypes of economics, each of which has
soﬁe grafn of truth, but which ¢onvéy contradicfory views., One is that economics is
reactionary, drawing idea§ from a narrow perspective in which Adam Smith is fhndamenta] '
and private-entrepréneurship is the human condition. This view is buttressed byvreview
of standard textbooks for introductory cpurée; and by newspaper co;erage of leading
econoﬁists Qho ho]d advisory and decision powers in thg U. S. government. The variqtioh'

among them amounts-to tinkering with;assystem, Mt critique of it. There is a pub1ic

imbression of widespread basic aéreement on the certainty and superiority of capital-

/

ism in its American form. e .

.
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Yet anather Amer1can stereotype is that economics is. in chaos, g1v1ng con- |-,
flicting, confus1ng and confound1ng exp]anat1ons and adv1ce. ~Ih1s view is bgttre sed -
by fo]]ow1ng the varied pred1ct1ons by econom1sts and ‘economic research bureaus and.
_read1ng the d1verse explanat1ons of nat1ona1 and g]obal/éiofom1c eyents 11ke rq$e<s1ons;

unemployment, multi- nat1ona1 corporat1on activities, inflation,. tarnff a]terat1ons;

%

: ‘IMF or World Bank maneuvers, monetary structurﬁs, interest ratescgnd others.. Econ
omists, in this second view, are more similar to weathermen or;educators than to
~phys1c1sts in the certa1nty of the1r science. . - 5 ’
Soc1a$~sm is generally- perce1ved as an evil among the Amer1can public, and -
th1s is expressed through the schools.‘ Any econom1c system or theory which seems
to threaten the pub11c percept1on of cap;ta11sm carries such a negaiyve va]ence -f‘ -
‘that_1t obstructs reason and confounds attempts at,en11ghtenment. There_may,be-
some distrust of certain.capita}{stic notions'in €he-u S., but capitalism is‘
accepted as a basic, uncha]]enged prem1se in standard econom1c educatgon. This-seems
to be fostered by a sense of natura] law that permeates much Amer1can econom1c lit-
erature and the- nat1ona11st1c character of American educat1on. That there is-legit-

1mate and thoughtful debate at more esoter1c 1evels on the nature of econom1" has:

>

not penetrated the pub11c econom1c 11terature or educat1onal structure : Thus

soc1a11sm is poor]y stud1ed or understood in’ the U .S. because of its, 1deo]og1ca1 '

overload.- And econom1c exp]anat1ons beyond standard cap1ta11sm or socialism, in

relatively ¢lassic form, are virtually nonfex]stent in schoals.. Th1s is an
educationa]-and economic fai]ure on a large scale.. It is of global proportiofs since.
the threat of true be11evers in the rhetor1c of socialism or capftalism has the po-

B [

tent1a1 for ‘'world chaos and v1o]ence.
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These Amer1can stereotypes have their para]]e]s in other countr1es, though there .

" is. more or less openness in pub11c debate and school1ng in d1fferrng nat1ons. It is

of concern hereuto suggest that econom1cs 1s, in- fact a f1e1d of, uncerta1nty and
/ . v v

| 'controversy. The. doctr1na1re qua11ty of econom1c exp]anat1on der1ves more from 1de-

~

" wh1ch 1s theoret1ca11y pure and wh1ch can be used to pred1ct and’ controT with

-

N . “ y e

ology than from cr1t1ca1 exam1nat1on, and there is dogmat1sm amang, those profess,ng

r

orothodox and cr1t1ca1 stancess The argument here 1s not that the profess1ng of

’ 'certainty doesn t ex1st 1t 1s a standard in eConom1c 11terature.f Rather,.the'

po1nt 1s that the certa1nt1es expressed are contrad1ctory or confus1ng, and the
conclus1on 1s that the field is one of uncerta1nty and conf11ct,_ The purp05e for
this exerc1se is to then preient pedagbg1ca1 1mp11cat1ons as erTesentat1ve of the
the nature of econom1cs as controvers1a1 1nStead of- sett]ed ‘ "

i ’,rt . B . ~

Econom1cs as Controversy = " ' //

:

rT .

Desp1te maJor efforts by'some econom1sts to produce a sc1ence of econom1cs
~

-

~
)

certa]nty the work1ngs of economic systems, there nema1ns much wh1ch is myst1ca1

. about va]ue, resources, product1on, a]locat1on, scarc1ty and otherlterms economists
have ut111zed 1n attempts to exp1a1n econom1c phenomena. The Very 1anguage used

. by. econom1sts is SubJect to scrutiny for. 1deo og1ca1 b1as..\The 1arger sca1e or- .
thodox economic pos1t1ons, notably cap1ta11sm and soc1a11sm, are 1deoJog1es wh1cho
produce adherents rather than thoughtfu] cr1t1c1sm and mod1f1cat1on 1nto more ele-
.gant or more powerful theories in a global context.i While some\may-con51der th1s
d1sma1, it actual]y represents an opportun1ty for educat1on and econom1cs. In areas ’
of certa1nty, education becomes no more than memorization; 1t is 1ndoctr1nat1on s1nce
all one can learn is whatever the certainty is, and. that is beyond cr1t1c1sm 1f one

accepts it. Fundamenta] re11g1ons, and those who app1y str1ct 11m1ts on the nature

of their fields, typ1fy; th1s notion of certa1nty,‘_The dogma is there to be learned,
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not questioned. Certa1nty in econom1cs ‘seems ‘to produce ideologues rather than -

critical thinkers. For that reason Kenneth Bou]ding's reference to economics as a
"moral science" (1968)?15 appropriate. Similarly, Thurman Arnold (1962; 1937) com-
ments, "Basic economic beliefs are religious in character." Upxxiii)
An example ofjecononic'certainty, with ideological bases, is expressed by Friedman
in.his. exploration of the relation between economic and political freedom: -
Fundamentally, there are only two ways of
co-ordinating the economic activities of
millions. One is central direction involv-
ing the use of coercion--the technique of
the army and of .the modern totalitarian B
state. The other is voluntary co-operation: -
of individuals--the technique of the market
~place. (Friedman, 1962 p. 13)

This d1v1s1on of the wor]d 1nto two parts has many h1stor1c precedents. It
flows obviously from basic concepts of good and evil, and simplifies arguments,
evidence and decisions. Friedman does provide elaboration of this bi-polar
premise, noting that it is more difficult to detail the exact workings of

institutional arrangements‘that support his concept of a free market and stating
that "much of technical economic literature is concerned with précisely these
questions." .(p. 14). He points out three problems: preventing physical coercion
and enforcing contracts among private 3ndividuals; honopoly, and effects on
third parties. He also disposes of critics with the comnent, "underlying most
arguments against the free market is a lack of belief in freedom itself." (p. 15).
Friedman's excursion into world economics "in 1962 centered on trade relations
among countries, involving advé;acy of free\markets in gold and foreign‘exchange
as well as abolition of trade restrictions. He does not speak of an 1nterna;&*’ﬁ

a] structure to govern, in however 11m1ted a fash1on, the operat1ons of a
~ world economy to ensure the same ru]es of the game" he suggests for national

governments to maintain a free market within a country. Government, he holds

shou]d'oniy fulfill the functions of defining property rights, adjudicating

8.
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disputes, enforc1ng contracts, providing a monetary structure countering
technical monopolies, cautiously intervening in third party effects like po]-
lution, and supplementing private charity for the " irrespon51b1e.f (p. 34).

"In a book produced by the Ethics and Public Policy Center of Georgetown
University, (1979) Paul Johnson relates the deve]opment of industrial capitalism
to rapid economic growth and comments that "one could araue that‘it'[industrial'

capitalism] is the greavest single b]essing ever -bestowed on humanity."_(p; 5).

Johnson, a former editor of New Statesman:who revolted, poses five threats to

capitalism: the collectivist preJudiEE of western intellectuals in higher
education, the impact of eco]ogy ‘campaigners, the growth of big government,
trade union actiuity, and tota]itarian communistvgovernments. He argues that
the fate of capitalism rests on the United States, West Germany, and Japan, and
that the U. S. must keep up the arms race because of the communist threat to
capitalism. This poses ideo]ogical, national and global factors in.economic
terms. . ‘ | o )
.Johnson's comments were echoed, with slight modification, by Alan Reynolds,
economist and‘former economics editor of Nationa] Review, Michaei Novak, scholar-

-

in- reSidence at the American Enterprise Institute Paul’ Craig Roberts, economist

and ‘senior research fe]]ow at the Hoover Institute and Herman Kahn, economist
and director of the Hudson Institute. Kahn, as a predictor of the future does
not believe that free enterprise is 1051ng a moratl or intellectUal batt]e he
notes a worldwide ' conservative renaissance," but he. agrees with Johnson that:
| "many activities of the media and :he educational establishment are destructive.
In particular, the miseducation of you/g students, ideologically and practically, C

is a central problem..." (Kahn, 1979 p. 67)
' , v - . v . o B
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Thi _educat1ona1 theme in economic literature has been expressed even more

&

in the wr1t1ngs of people ]1ke William Simon,. former U. S. Secretary

of the Tr asury, who complains that, "most private funds, 1nev1tab]y from business
-1tse]f flow cease]ess]y to the very institutions which are ph1]osoph1ca1]y com-
m1tted to the destruct1on of - cap1tallsm" (Slmon, 1978, p. 228). S1mon noted the
res1gnat1on of Henry Ford LI from the Ford Foundat1on because of " its presumed

. criticism of cap1ta11sm, and Simon urges the deve]opment of a "powerful counter-
‘1nte]]1gents1a financed by busdnessmen.to counteract the alleged anti-capitalist
bias in the inte]]ectualvcommunity. Furtheri Simon calls upon business to quit
"subsidizing of colleges and universities mhose departments of economics,'govern¥
ment, politics and historyjare hostile té capitalism..." (p, 231).

- The development of a "free enterprise” fund, state laws requiring free _
enterprise courses in schools, and endowed chairs in freelenterprise at major
colleges and universities i]]ustrate the proctica] effect of etonomic ideo]ogy
on education,~‘Fred Hechinger, coIUmnist for the New York'Times, identified a
few examples of th1s activity, such as the Goodyear Tire Company provision of
$250 000 for a Professorsh1p of Free Enterprise. MHe quoted a businessman who
financed another such chair at Ohio State as saying, "since/universities'teach
youngsters about the Communist, socialist and fascist systems, there is a real
need to teach about American free enterprise" (Hechinger, 1978, p. 14)

Severgl states;;:g1slated requ1red courses in free enterpr1se econom1cs for

secon§N¥y school students in.every schoo] Florida, I1linois., Utah and Lou1s1ana.
are among these. Utah, for exampte, requires that schools “not only offer a course
in the Free-Enterprise System, but they shall also becomes advocates..." (Davis, . ]983)
Th1s, ‘and the Utah law spec1f1cat1on that socialism is a fa1]ed system, require a’
certa1nty and non controversy in economics that wou]d ]1m1t education to the

study and acceptance of only free enterprise structures, Even within that severe
-and intellectually unsupportable limitation, there 'is still great controversy.

_ . : ) , ,
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Shakleton and Locksley'(1981Y'in a volume of separate essays which treat a
! . A ; ‘

'dozen contemporary economists in terms of their backgrounds and economic contribu-
tions, note that economics is a "diverse scierice," a]though the same 1ntrodu;tory ‘
remarks later challenge the very concept of science. This is a rather‘defensive
book, arguing that economists getva bad press and deserve a better one," (p. 1)
and commending the diversity in‘economics:""But'our assertion and ce]ebration |
of thisvdiversity'shou]dlnot ]ay us ‘open to the alternative criticism, that the" \
economics scene is just aaconfusion of idiosyncratic academics, each with his
or her [there is one woman économist, Joan Robinson dincluded in this‘work] own
pet theory to peddle" (p. 2). The editors go on to indicate that their deter- ' “
mination of which economists to include in the volume ‘was based on three
‘criteria. }) their work was w1th1n the past 40 years;‘Z) each had made originai

contributions; andi3) each had a major influence on other economists. Yet, the
) . . '

»

editors,agree that the only category mhich encompasses the twe]veReconomists is
that of "bourgeois economists,” and that "despite the increa51ngly hard quanti-
;tative naQure of economic science, most of the really 1nterest1ng questions in
- economics remain questions of interpretation and advocacy. Thus; this vo]ume
of diversity does not include-"proletarian" or other more radical economists, _ .
and admits to the “science" of economics as more interestingly subject to inter-
pretation and advocacy, than to science and mathematicai models. This book ii]us-
trates the concept of controversy and oncertainty in economics, even where the
basicxideology is shared. Its chapters on Gary Becker, James Buchanan,-MiIton Friedman,
John XK. Ga]braith Fe. f> Von Hayek John Hicks, Michael Kalecki, Wassily Leontief,:
Lione¥ Robbins, Joan Robinson, Paul Samuelson, and Piero Sraffa, show dissent

o
even,w1th1n the more- narrow framework of bourge01s economics,

/ . o
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ann econom1c framework which 1s not 1nc1uded in that book, and Wh1ch shows -

further d1vergence in economics, is 111ustrated by the work of Kay (1979), who,'~

notes that "Inev1tab1y any work of Marx1st theory must come 1nto oppos1tdon .
-«,L - 4 ]
with orthodox econom1cs wh1ch reJects its prem1ses and- perspectﬁves completely..n

v

too much attention. to econom1cs as it 1s trad1t1ona11y def1ned and taught'can ’J -

.6
.

only be m1s]ead1ng...[1t is] nothing more than an accdrate theoret1ca? express1on oS

. I -
of the 1rrat1ona11ty of a. soc1ety whose obscen1t1es it Just1f1es, and then cele- _J
brates, as natura] and eternal" (ps x). | f~ t ;o o ’

) N : i : . . . . L

.Among'h1s other cr1t1clsms, Kay comments that "Keynesianﬁsm; despfte Nits
protestations_of.internationa]ism, makes .the national economy its focus oﬁ'attenqv,

o

tion and,’moreover, the nationa]'economy of the advanced capitalistncountrj"
(p. 124). ‘Kay'notes that'tth lack of global economic theory or explanation deriyes "

from a primary concern w1th policy and an acceptance ‘of- the- nation- state as the agent
of policy. Th1s suggests a po]1t1ca1 rather than® sc1ent1f1c, forf for economics;

more,tradit1ona1 but perhaps more‘su1tab1e; s -k\ ' T -

wh11e Kay - ut111zed a standard Marxian framework for his cr1t1que of cap1ta11sm,

enam1n1ng the 1nadequac1es of 11m1ted def1n1t1ons of 1abor, cap1ta1, prof1t money

sy

and value, Rousseas (1979) undertook an- ana]ys1s of neo-Marx1st and\post Keynesian

’

_11terature because” of h1s concern that each had concentrated too heavily on 1nterna1 B
d1spute to consider the other's works w1th anyth1ng but comp]ete d1sda1n. Rousseas A

' notes his: own training in "the pseudo sc1ent1f1c ster111ty of orthodox econom1cs~k" X
\ .
and commends the Marx1sts and neo-Marxists: for stimulating cr1t1ca1 rev1ew.

~He s1m11ar1y commends Joan Rob1nson s work for her attack on "pre Keynes1an econ-" A

omists after Keynes, and her restorat1on of Keynes1an theory to 1ts "or1g1na1 cr1t-

ical purpose." It is th1s’rev1ta11zed.cr1t1cal purpose wh1ch gave rise to the
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p?st-KeyneQians. Paul Davidson (1980) ,; editor of the Journal of Post-Keynesian
. EEQnomics, echoes this hoint, notiaﬁ a major crisis in economic theory--a crisis
lwhich illustrates the uncertainty and'controversy of the field. |

~ In discussing the problem of42apitalist légitimation Rousseas describes the
relation among ideology, economics, aﬁd science: "The critical fusion of
-science aﬁd ideology, in other‘WOrds, p;ovided the 1egitﬁmating'power of capital-
ism by basing the '1‘aws‘l of'bourgeois economics on the 'uﬁa]terab]e foundations

of science. The functional characteristic of this use of science and quanti-
fication to freeie the status quo in eﬁonomic relations into a presumption of
natural 1$w:is.tp provide a basis for capiéa]iSm that is beyond critical‘
judgment. T?ere is, thus, a challenge to the presumption of a scierice of eco-
-nomics; such a science éan be seen as only another mystification to hide ideology.
‘Further, in relation tobglobaI-issues in economics, Rousseas plots the utili-
zation of arms production by capitalist societies to stave off the catastrophe
predicted by many critics. It is the theme of this book that the old and new
Marxists have not adequately accounted for the "resiliency of capitalism and its
- remarkable instinct for survival." Part of that explanation rests on massive expendi-
tures for armaments, and armaments require a political and economic rationale beyond
the nation-state. F
This is @ position that is not only part of the standard Marxist interpre-
tation of capita]ism'; propensity for a war machine to fuel the economy; it also
follows a Keynesian-analysis (Gintis, 1968), a more standard capitalist framework.
(Clark, 1966), and an analysis of all planned economics, socialist 6r noa;socialist,

where military expenditure is adapted to meet industrial needs (Galbraith, 1967).

13
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Joan Robinson (1983) posed the issue at a conference in 1980:

“ hv \\.
We are sitting around discussing ideas totally \
beside the point. The important question is not whether \
* the rate of inflation is high or low or can be brought
under control but whether our generation will succeed in .
destroying the world. We are seeing the supply of arms 5
pile up as Americans and Soviets-advance from one missile
system.to the next... The Arms race is too serious a matter
- for us to be content to dispute economic theories that
float off intothe stratosphere... In the present climate,
.an intelligent economic policy is seen to lead to dangerous s
thoughts. Employment, welfare and other relief programs are
regarded as dangerous because they are considered to be
socialist,.. But it is always easy to 'obtain votes for
defense spending, the means to finance destructiopn are
easier to provide than the means to combat unemployment and
poverty.

- The nationalistic basis of decisions regarding a gToba] economy are reflected
in more than the arms race. The New International Economic Order, supported by many
at United Nations meetings during the past several years has faltered on ideclogical
and national grounds. It is not even a global economy, but international, yet it
has severe problems on national grounds. Among the main findings of the Committee
for Development Planning reported in a U. N. document fs that, "The deterioration in
the international economic situation is in part due to policies pursued in countries
with a preponderant weight in the world economy, seeking to solve their problems
on a national basis" (World Ec&homic Recovery, 1982, p. 3). This committee also
expressed alarm at the rising trend of military expenditure and at the "misguided"
view that such spending will stimulate economic recovery. This was expressed as a
problem of nationalism in world economics. As Henry Kissinger (1974) stated at
the United Nations, "The complex, fragile structure of global economic cooperation
required to sustain national economic growth stands in danger of being shattered."

Kissinger was concerned that capitalist countries, seeking more resources, growth

o 14
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and capital, will produce incre

ased economic nationalism and dissension among
themselves. He was, obviously, a]sovconcerned to protect his own natiomalistic
vision of a new international economic order.

Rousseas (1970) commented |in his analysis of neo-Marxism and post-Keynesianism
that capitalism's requirements |for growth and capital accumulation are likely.to

Tead to advanced planned capitalism on a global scale, anﬁ to potential revo]utions;

~authoritarian responseé and war. Yet, recent reports (New York Times, January 9, 1984)

. indicate that China, with a command economy based on socialism, is béﬁinning to iﬁvést
in capita}ist industries in the U. S. Perhaps Erich Fromm (1961) Qas prophetic in
arguing that‘there will be an accommodatioﬁ between current examples of capita]ism

and socialism. It has, however, not happened yet. And the dominant patterns of
ideo]ogy and nationalism persist.

Even if Fromm wére to be proven prophetic, there are other disputes in g]dba]
economics which go beyond the rhetoric of capitalism and socialism. Some challenge
the:basic economic concept of scarcity (Theobald, 1970, Bookchin, 1971); another
speaks of central and peripheraljcountries and their infrastructure regardless of
‘economié ideﬁlogy (Galtung, 1980);'and some heap a p]agde on the houses of both
5capitaiists and socialists since neither recognizes a new entropic world view and
the inherent collapse of the environment from econdmic and other forces (Rifkin, 1980);
'QE neither produce the }iberated human. (Servan-Schreiber, 1971)

Alvin Toffler (1970) points oﬁt the lack of imagination among economists,
"Conditioned to think in straight line terms, economists have great difficulty
iﬁaginiﬁg alternatives to communism and capitalism" (p. 194). He raises questions

 ébbut growth, supra national economics, psychic values, post-industrial structures

and the like, and suggests that the conflict between capitalism and communism will
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be reduced to comparative insignificance in a future world. He also decried the

-

condit?oh of education which seems unprepared to provide for the.future in a
"superindustrial world." | -
In summary, economics is essentially a field of controversx.4 The dis-
parities among economists and economic commentators are wide, and newer ideas
about world economics expand the gaps. Important strands of these disputes
include fhe idea that economic theories are expounded as truth while they‘are ofiten
grounded in ideologies that subport nationalistic stﬁ;;egies.; And‘tHZSe strategies
are of enormous consequence in comprehending global economics and in eonsidering
-a peacefuf and civilizing world systém. Controversy is-healthy in economics as
in other areas of human vitality; education deserves equitable oppoetunity to be
controversial but, more importantly, to engage students invaﬁ understanding of

-

the nature, dimensions, and potential consequences of controversies in economicg

Considering Controversial & Skeptical Education \\\
Education, as a subject of study, is equal to economics in its uncertainty|\;

and controversy. We are not adequately knowledgeable to speak with cerfainty

on how learning occurs, who should be educated, what are the true forms and
sequences of knowledge, or how schooling should be organized andﬁeberated.
This paper needn't elaborate this topic, it is the subject of contemporary
debate throughout the world. Rather, it is indicated here te suggest a level
of equivaTent skepticism about education, as about economics, and the pedagogi-
eal considerations presented here. The questions above about learning, school-
ing, and knowledge, in addition to more theoretic issues about the purposes'of
™ education, are opeh'to discourse. Yet, these questions require applied answers

at a given time; we can't wait for certainty, especially since it is so unlikely

to occur, and educational decisions must be made.

16
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A‘basic principle is_that education's primary goal is continual en]ightenment.
| En]ightgnment\incorporates both content and process: content includes whatever data,
generzii}ations, eoncept§ and values are available for consideration from histbric
¥ contemporary sources, and process includes the development of abilities to
cr1t1ca11y examine €ontent--a form of cQ1t1ca1 skept1c1sm Constru;ted in this manner,

education requires agreement %o a rational process and the-uti]izatiqn of recognizable

. conterit. Even in these gbnditions the content and process are subject to critical

N L oo
. . . . *
- examination themselves.

Education in this definition stands opposed fd indoctrination beyond the eccept-
ance of standards of rational discourse, with those standards subject to challenge
through the process. To the extent that paradigms eontrol those standards, as Kuhn
(1970) notes, a level of skepficism eeeds'fd be reserved in education for the existing
peradigms since they influence the determination of what can be considered rat{ona1
in.content and process. There is a realistic limit to-those skeptical approaches that
lead to circles of non-acceptance, indeeision, or cynicism. We live in a time and witm
an intellectual endowment that precludes us from knowing future scientific paradigms
with certainty. And we are required to make decisions and fake actions withih”fhese
constraints. Educational decisions and “actions, however, 1nf1uence the parad1gms
of .succeeding generations., This calls for a thoughtful balance in educat1on between
teacﬁing the constructs of knowledge currently accepted and teaching the means for
challenging those constructs to permit adequate consideration of future dnes.

These two main themeéi-increasing recognition of a djsparate]y explained
developing global economy, and the principle of education as continual enlighten-
ment--cgnverge in considering approaches to education about the world economy.

It is reasonable that education should aproximate what is known about a subject.

> 17
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Further, identified strands of econom1c dispute--ideology and nat1ona11sm--

have their parallels in educat1on.' These strands provide obstac]es to a pedagogy
‘of skepticism and controversy because they limit the range of ideas, rationales
_and act1v1t1es otherwise ava11able. An understand1ng-of these obstacles is
important for a realistic appraisal of the relatively simple theme og this
paper: education about world economics requires P'pedagogy_of'skepticism
and controversy. Skepticism refers to a concern for a process'of examina-
tion; tontroversy refers to the content of the field. A skeptica] student
-is not necessarily d1rected toward exess1ve neutrality, cynicism or’ nihilism.
: Rather they follow Bertrand Russe]l s "midd1e ground" admonition about
'skept1c1sm which states: "1) that when the experts are agreed the oppos1te
opinion cannot be held to be certain; 2) that when they are not agreed, no
op1n1on can be regarded as certain by a non-expert' and 3) that when they all
-ho]d that no suff1c1ent grounds for a positive opinion exits, the ord1nary man
would do well to suspend his judgment." (1928, p. 10). This is a mi]d, but
radical departure from the norms of schooling in the United States;_ﬂgfanination
of some of these norms, and the.obstacles they present to'skepticisnxand contro-.
versy, will involve illustrations of'orthodox educational approaches in\general
and in regard to economics. . R 1

'There is an abundant 1iterature, with European intellectual roots, hhich
’covers'ideological bases for schooling. Recent ana]yses by neo-Marxist jand other
cr1t1ca1 scholars have demonstrated this dimension of schools. This 1iterature
1nc]udes the work of M F. D. Young (1971), Whitty and Young (1976), Apole (1979),
Giroux (1983), Bowles and G1ntis (1976 , and others. Although there is dispute
among them, there is a consistency in this literature that western schools serve

ach]tura]“reproduction function based on ideology linked to capitalism. Further,

.‘they argoe that the schools serve this function in a largely unexamined manner.

18
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The uncritical acceptance oéla functionalist world view is a standard in

.

schools; the more critical views are not in the mainstream of ‘educational thodéht'f

in the United States, and are virtually ignored in Tliterature and actitities
: 8

closest to school practice. (Besag & Nelson, 1984; Stanley, 1981, Fernekes,

1984) . wr1ters from the cr1t1ca1 perspective in the U, S tend to write for -

AN

each other, using language forms and style which render\XPe WOrks exceeding]y
4

\

[

obtuse, and that is a most unfortunate circumstance since the analyses provide

a refresh1ng approach to the examination. of schooling, but even more germane to

this paper is that the controversial nature of cr1t1ca1 works on educat1on“tends

to keep this\litérature out of the mainstream of educational consideration,

The standard teacher and administrator educétion programs provide 1itt1e, if any,
) exposure'to»these ideas;_thé major educational publishers are not those producing
these works; the most popular journals for teachers do not treat these subjects;

and the public media seem not to know of their existence. The mere hint of

Marxism; anti-capita]ism, or anti-Americanism, is sufficient to cause rejection'of

the ideas. |

In regard to nationslism, a strand yithin the concept of ideology, the schools
have a 1on§ tradition as an agency for producing unthoughtful national patriotism.

4

Every nation;state uses its school system as a means for indoctrinating chauvinistic
vier (Key, 1961).; There are differences among countries in_thé extént ts which
nationalism dominatés sghoofing, but it is a Qor]d-wide phenomenon which poses
serious questions forlattempts at global education (Nelson, 1976, 1978) and educa-

tion about a world economy.




~18-

‘Examples of Obstacles to Enlightenment Education

———— .

These are‘very significant obstac]es to an educational brogram—wh{ch
advocates critical skept7c1sm and the exam1nat1on of controversy***%he manner\
by wh1ch these ideological and nat1ona11st1c obstacles confront and confound
enlightened education by restricting and censoring can be il]ustrated by the
~ following examples. A Ca]ifornia_state law requires:

| No teachrr giving instruction fn any school, or
on any property belonging to-any agencies included in
the pub]ic school system, shall advocate or teach
communisim with the intent to indoctrinate or to incul-.
cate in the mind of any pupil a preference for communism,
(Califérnia, 1975) : :

Nebraska has a Yaw which prescribes three periods per week in two grades of
‘each high school during which American cit}zenship is covered to include, "the
benefits and advantages of our form of gorernment and the dangers and fa]]acies.'
of Nazism, Communism, and'simi]ar fdeoTogies." (Nebraska)

The United States is, of course, not alone in regard to ideological and
nationalistic biases in the schools. A long tradition of schoo] censorship and -
political restraint can be documented in most'countries.‘ An examination of stan-
dard school books used in China snowed heavy domination by nationalistic 1ove_of
China and hate'for‘imperialist‘America. (Ridley, 1971). Other school analysis
show similar results in other c0untr1es (Krug,.1963 Murthy, 1973; B1111ngton, 1966).'

Profess1ona1 soc1a11zat1on patterns of teachers, including their teacher
education programs, push teachers to conservative‘mainstream views and to self-
censorship and political restraint. Student teachers identified a variety of topics
considered too controversial to be discussed in schools. (Pa]onsky and Nelson,

1980) . And case study data suggest a high proportion of self-censorship among
practicing teachers. (Ne]son, 1983). o

s o _ ¢
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Obstacles_in Economics Ted€Ring

. A Florida statute speaks to economics teaching:

.»+4. The course shall be one of orientation in
comparative governments and shall emphasize the free-
enterprise-competitive economy of the United States "N
as tgnfgpe which produces higher wages, high standards
~of Tiving, greater personal freedom and liberty than
~any other system of economics on earth,
. «..7. No teacher or textual material assigned to
this course shall present comfunism as preferable to the
system of constitutional government and the free-enter-

.prise-competitive economy 1nd1genous to the Un1ted States.
(Florida, 1967)

A review of teach1ng materﬁb]s prOduced by corporat1ons for free distribution

s p .
to and use in sthools, Hucksters in the C]assroom (Harty, 1979) ~1dent1f1ed a ]arge

yar1ety of corporat1on-serv1ng mater1a]s, teacher workshops, and guest speakers.
And, analyses of standard texts used in U. S. schoo]s revea] serious limitations
on economic views presented. (Anyon, 1978; Romanish, 1983). These restrictions
included a lack of adequate treatment of labor, unions, and economic views différ-
ing from mainstream capitafism. |

The fo]]owing'éxamp]es, drawn from interviews, express the viéw5~of,individ-
uals with considerable experience in economics.education. . From an'économist who
directed a majof project in ecoﬁomicé eduéation:

[Several states] have passed mandated courses or

units in "Free Enterprise Economics.” The very use of

the term "free enterprise," which is not a scientific

term but is an ideological one, gives some idea of the

interest of legisldtures... When we started developing
- our materials for Economics in Society (1963), we examined

.available material for teaching economics. I was appalled

at that time at the bias in materials. These were from the

National Association of Manufacturers and the AFL-CIO, among

others. The materials gave a very simple-minded economics. '
That %ind of [sponsored] material has pro]1ferated since - C
" that time. (Helburn, 1980). '
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From a current diréctor of a/Center for Economic Education at Louisiana 1

t
State University:

Economic education in the United States is gefinitely
“pro- capitalist and pro-corporation, These views are found
in virtually «11 materials... You don't find advocacy for
socialism or even for labor's views much. (Schober, 1980).

g

From the director of the Center for Economic Educat1on, Un1Vers1ty of

kaiforn1a Los Angeles: _ , B
Many of the organizations devoted to ecomomic education
. are advocates of a part1cu1ar ph1losophy as opposed to being
conveyors of information or 1nqu1rers. They are often agents
of indoctrination rather than 1nqu1ry. (Kour1lsky, 1980) .

The views just presented reflect an approach 1q the United States,_ Apparently, -
related qugmehts can be made in Europe also. Georg Groth of the University of
Berlin commented about Western Germany: P

In the schools, talking about socialism is very accept-
able, but a teacher who talks about communism:-may get in
trouble... A teacher can discuss the problem of communism-
historically--but not as a probability nowadays [ for West
Germany]. Teachers with Marxist views will have trouble with
the parents and maybe with school officials. (Groth, 1980).

- Geoff Whitty, now of Kings College, University of London, responded:
Most ecoiomics teaching [in England] is dominated by a R
perspective which sees pure, free market as the ideal...
What is excluded from most economics teaching is the examirma=
tion of alternative perspectives on the concept of market...
The exclusion of-Marxist perspective, for instance, is a
feature of most academic economics departments in universities.
(Whitty, 1980).
Obstacles to an education of enlightened skepticism and the study of contro-
-versy are evident. These obstacles include a mystique of scientific certainty
in economics, ideological blinders and nationalistic bias in society and schools.

The means used to continue the obstacles in schools include academic, and profes-

?
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' siona1fprograms of teacher education, socialization practices in schools, formal
regulations govern1ng schoo]s, teach1ng materials, curricular structures, and
pressure from the econom1c and political environment in wh1c schoo]s exist,

% ’
While fhese are formidable, they are not 1nsurmountab1e, and it -is possible in

*
the'United States to find areas where repression of education has diminished
over'tige. Teachers: for example, were much more restricted in personal lives
as to dress, marriage, drinking, and other political and $ocial activities before

B

World War II than is now the case. Formal censorship of books and teacher® was
more acceptable and expected"in previous.times; }t still occurs, and js’apparentiy
increasing again, but the means oj_redress'are mare readily\arailableithrough ‘
the 1ega1 system or media. |

There is, then, a recogn1t1on of serious obstacles to the k1nd of educat1on
proposed for g]oba] economics, and a note that the obstacles are subject .to .
alterations., In economic terms there is a question of re]atiVe Gosts and benefits
in pursuing a skeptical and.controversjal pedagogy about:world economics. .The ob-
vious costs of continuing orthodox eduhat1on in econom1cs include a lack of
adequate critical th0ught on econom1cf1ssues, the product1on of true be11evers who
lack understanding of the nature of econom1cs, 'reluctance,to accept»change,_
1nte11eCtua11y 1rrespons1b1e restr1ct1ons on teachers “texts and studeots; lack of
an appropr1ate forum for debate among the m3ss -of world citizens and a potent1a1
for violence based on uncritical protectwon1st views. -The benefits of orthodox
economics educat1op¢;nc1;fe the comfort of trad1t1on, support from governmental

and major economic institutions in a society, less vu]nerabi]ity to attack, and

participation in the shared ideology of knowledge, nation and economic viewpoint.
\ ' : '
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bonstructing a Pedagogy for World Economics

Several elements emerge from a consideration of economic and educational .
literature related to a rationale for, skeptical and controverSia% teaching about
on#d economics. These elements include the nature of economics as uncertainty
and controversy, ideology and nationalism as dominant constructs in economics
and education, and the array of obstac]esvto enlightened education in this area.
An appropriate pedagogy for world economics would recognize, account for,‘and
even utilize these disparate elements in the search for enlightenment. y

If, as expréssed here, economics is'a high]y controversial subject'in'theory,

' policy, and interpretation, it would be consjstent té provide the uninitiated
with an adequate understanding of the debate. Assuming a concern for continual
enlightment as a basic premise for education, there follows a responsibility of
schooTing to reflect the content of the fie]d in aSSisting students to; understand
it. inte]]igent]y. This\intelltgent understanding requires that students\pecome

f/ familiar with divergent uiews,'including radical positions, and with a,.process
for examining them which does not automatically relegate some of those views to
a position of ridicule or disdain. There may be no such perfect process for o
bringing divergent views to equivalent, scrutiny, but there is an educational need
to strive for that. In this respect, there is a parallel between this proposal
and the idea of discourse as expressed by Foucault (1976). In the pure form of -
discourse there is at 1east equality of discussants, agreement on criteria for
making Judgments, and symmetry in its structure and operation. The impure'forms
should strive for these ideais, making adjustments: as education develops.

The specifics‘of an economy of the world need to be identified by economists;

‘critics, educators, and other concerned representatives of. various ideologjes. That

would not necessitate agreement; rather it .would insure that.the disagreements.are
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are more available to gpitical'dispute in a setting that encourages consideration

of disparate views. Exposure tofthg dispute shod]d be a major agenda item for

schools. The essential content of economics, controversy, should be the content

of education about world economics. The process, ‘critical skepticism, requires
S

'this wide latitude in content and proyides'for consideration of future alter-

i e \_//.

Ideology andvnétionalism are also subjects of appropriate scfutiny in séhoo]s.
IdeoTogy‘in its purest form is, after all, the study of ideas--and that is the
most suitable subject for educﬁtibn.‘-in its mofe commonly used form an ddeology
is a set of ethical and normative viéw5'which serVe as a rationalization of group
interests. Schooling should prévide for a critical understanding of the nature,

‘

forms. and uses of ideology_(ies) to assist students in comprehending the roots of '
/ ' .

debate in world economics. Open éxaminati¢é of compéting'ideologies might prove
more useful in insightful reading of news media than thé standard school\tféatmenf:
of propaganda techniques. | |

i Similarly, nationa]igtic bases for economic viewpdints and information should
be explored iﬁ‘schpols. An understandingiaf historic, contempgrary and future
alterations in'politica1 configurations, with the cﬁncept of ﬁé%ion-state as one
recént example, provides perspective for cbntemplating divergent views in inter-
national economics and for considering future political structures notAbound by
the ;ondept of nation. The study of nationalism in po]itical, ecbnomic, and
educational settings, pursued as an issue in socialqstudy, offers a means for
exgnination of a world eéonomy, a world politic, and a world education. )

| Sthdy of ideology and nationalism as subjects of discourse and-debate, while

controversial itself, provide an opportunity for dealing with them as obstacles to

enlightenment. Incidents of censorship and political restraint become examples
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for c]ass ana]ys1s. The purpose for us1ng them is to further study of 1defvogy

- and nat1ona11sm, not s1mp1e derision or’ advocacy of protest. In some .instances

der1s1on or protest are fully appropr1ate behav1ors, but ‘the genera] framework

wou]d be educat1ona1 Restra1nts on knowTedgeE%re ant}thet1ca1 to en11ghtenment

and restr1cted consideration of ideology and-nat1ona11sm are detr1menta} to

adequate understand1ng of the dynam1cs of know]edge deve]opment and legitimation.

Skept1ca1 and controvers1a1 educat1on exposes defects in 1deo]ogy, operates

_aga1nst censorsh1p, and permits cons1derat1on of new 1deas about a g]obal economy.
In order for th1s form of educat1on to deve]op 1t 1s essent1a1 that aTter-

ations occur in teacher education and 1n the profess1ona1 soc1a11zat1on of teachers.

. Cour'se work 1n economics, history and other social sc1ences needs to prov1de a

°

broader range of 1deas extend1ng to rad1ca] cr1t1ques, than 1s\an standard 1n

higher education. Efforts in these courses should be d1rected at st1mu1at1ng cr1t-'
¥

ical skept1c1sm rather than factual reca]], s1nce many teachers teach as they were
_taught " Study of 1deo]og1ca1 and paradigmatic strictures on scholarsh1p should be
included to encourage the wilting suspension of be]ief in consideration of alter-

native views. This work in philosophy and epistemology is lacking in virtually all
teacher-education programs. Students tend to be trained rather than educated in

»

the relevant subjects. S1m11ar1y, professional study for teach1ng needs to expand

consideration of the diversity of educatrgna] ideas and cr1t1c1sms. Further, such
‘study should devote considerable energy to ethical and 1nte11ectua1 responsibilities
: ' - : s

of teachers and academic freedom, Study of views and’conf]icts in world economics

.is obv1ous]y important for those prepar1ng to teach in this. area. Yet, very few

people preparing to teach have taken such work
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One of the major difficulties in overcoming obstacles to skeptical and

7 controversial teaching 'is that graduates of teacher education, when employed

a

as teachers;'are'thrust'intOQschoo]-situations which tend'toest{fle their intel-
. lectual and critjcal interests. The ethos of the school, With'senior teachers -
hayingrbecome 1ncreasingly conservative, adninistrators excessively fearful
" of controversy; b]and and unidimensional teaching materials, heavy work loads,

and a c11mate of author1ty and suppress1on, sQths the or1entat1on of new

s

teachers from exploring d1vergent 1deas to survival and comfort, Th1s social-

| jzation ‘pattern may be hard to break, but some modification can occur over time
if.a different view of schoo]tng“can arise. In addition the standard profess-

‘1ona] SOC1a11zat1on of teachers is an’ area re]at1ve1y unstudied and unconscious

: (Ne]son 19?3). .The pos1ng-of 1t as an‘area of concern serves to raise the con-

‘sciousness of those enbaged:tn it,'and to consideration of:chanqe. Undertaking
thorough exam1nat1on of teacher 11fe 1n schools would emphas1ze this topic,

: and could Tead to dramat1c a]terat1ons in the pattern of intellectual stagnation.

This c0u1d be a major focus of scholar]y 1nterest in.education, and could produce

s1gn1f1cant re5u1ts. o

v

A]terat1ons in teach1ng mater1als ava11ab1e fo]]ow teacher interest. So 1ong
as teachers are prepared on]y in orthgdox econom1c and educational thought, and are

socxallzed into intellectually ster1]e schoo] sett1ngs, there will be no demand

K ) s N s 4

for d1verse or provocat1ve mater1a]s. Those'teachers who now engage in contro-

vers1a1 educat1on hunt to find appropr1ate mater1als and- have vary1ng‘degrees of”

f? success. It s now poss1b1e to f1nd such mater1a1 but it is not as conveniently

ﬂ

packaged or ava11ab1e as standard v1ews. He need some directed effort among teachers,

3

econom1sts, educat1onlsts and others to chart the domain of world economics 1n a

-manner which penn1ts trans]at1on 1nto school settings - teaching materials, supportive
. *'/'

theory, teacher preparation, etc, - but s not limited to nat1ona11st1c b11nders
- : : " .
3 “i
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An issue of more importance than teaching materials is the po]1t1ca1 cli-

mate in which the schools reside. Finding controversial material takes effort,
being able to use it requires educétion. The public, and school authorities,

need to be educated to recbgnize the value of.free exchange of ideas in schools,
and the necessity to protect academic freedom. This is a much more difficult |
and de]icaté activity, one that demands competent teachers and a supportive pro-
fession. . Teaching about world economics in a manner that involves controvérsy
and'skepticiSm is threatening to many. The fact of severe political restraint

on teachers, fncluding censorship of teaching materials, is evidence that pre-
vious mass‘educatfon has not been enlightenment. The fact of some modest improve-
ment in this condition suggests the educab%lity‘of people.

Collateral efforts of teachers from universities and schools, strong posi-
tions by professionél associations, development of legal and public policy docu-
ments of support, and thoughtful public p;esentation of the case for controversy
and academic freedom in schools would assist in that education. |

While it is disheartening to read prior expositions of censorship and political
restraint of teachers (Pierce, 1933; Beale, 1936), and to recognize that adequate
academic freedom has yetlto be assured (0'Neil, 1981), it is a condition which
requires continuing vigi]ance and periodically restored vitality to resist eﬁcroach-
ments. In considering the teaching of world economics, these factors become increas-

ingly of interest to thnse who desire edpcation rather than indoctrination,

This paper has proposed that the subject of “economics 75, at its base, controversy.
.It also argues that global economics “is not a simple extension of nationalistic

views of economics to the world level, a]though imperialism demanhds that doctrine,

4

NAnd it posits the 1dea of an educat1on which is compat1b1e with the nature of

econom1cs but recognizes nat1ona11st1c and 1deoﬁog1ca1 obstac]es to en11ghtenment
J;g ?..
‘about a g]oba1 economy .

-
,1!."‘
Ny, .
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Incorporating controversy on world economics into social education is con-
sistent with the nature of ecdnomics and education, supportable in its intellectual
rationale, compatible with the cohcept of enlightened political participation in |
a democracy, and sufficiently important to attempt to overcome substantial obstacles.

World economics requires controversial and skeptical education.

v
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