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_ In 1911 the Joint Council on Economic Education initiated an ana!-. .
P oRoysis nd evaluationgof the treatment of cconomics in social studies “* |,
textual materials being used in clementary and, secondary sghools, The
Scars-Roebuck - Foundation provided financial support fqr this - projeet.
Four committees were appointed to study the materials and preparc data
for the reports, using guidelines suggested by the staff of the Joint Coun-
cil., The Committéeyto Evaluate the Economics: and the Teaching Strate-.
- gics in Social Studies Textbooks, Elementary- Grades (1-6%, was chaired
by Donald Davison of the lowa Council on Econdmic Education. The
" group examining jumor high school material (grades 7, 8 and 9) was led
by George G. Watson, Ji.. of Tufts University and the Winchester, Mass-
_achusetts, school system. James B. O'Neill of the University of Delaware
chaired the Committee evaluating U.S. and world history textbooks at
the senior high school level, while Dennis J. Weidenaar of Purdue Uni-
- versity led the group studying other social studies textboeks at ghe high
school level: Each committee was made up of individuals with ‘vast ex-
perience in cconomic education and chaired by persons who serve as
Directorg of Councils or, Centers for Econpmic Education. The .lomt
-Councnl published four reports based upon these studies.*
+ Generally, the committees concluded that the social studies text ma-
tcnals of today- are considerably better than those of a decade ago, but
- that there is still n)udl ‘room for lmprovcmcm “The economics conten
“was often found t be inadequate, and serious errors were frequently
- discovered_in the m..mm.nt of the ¢conomic concepts the works did
mclude 3 .
“In the last few years pubhshcrs havc been under fire from many

-

(%

* Economics in .Sbczul Studies Textbooks, 4 vols. (New York: Joint Council on
Economic Education, 1973). Single reports are available for $1.50 apiece; the set of
four may be obtained for $4.00. .
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Ysources. Tortbooks hau b;cn crmcxzcd for bemg madcquate or mis-

- leading in their treatment of black people, American Indians, Chicanos,
women and many other groups. Too often, the criticisms have been al-

« most entirely negative in toie. churls attucking the text materials have

been  widely pubhc:zed sometimes in a style -reminiscent of - “yellow
M &

Journahsm The Joint Couneil dzCIde upon a gifferent, approach in

digseminatipg its findings. Of coutse, educators and the public at large

would be made aware *8f the content of the committeer reports. First,

however, the Joint Council invited publishers to attend a one-day mect-

4

ing at which they were apprised of the nature of the reports and were -

given the opportunity to react. The, reports were not made génerally

available until after this meeting, ! ,
The next step was pxobably unprecedented and unique. The Joint
Council offered tp hold a seminar in which authors.and publishers would

~be assisted in improving existing materials or devefoping new texts, A
- questionniire was sent to publishers, asking whether or not they wuuld

participate and-—if so—how, many authors and editors - they would like'
to send, what egucational levels th¢y would be inteérested in, and what '
kmds of materials and books they would want to have discussed.. Again. -
with a grant from the Sears-Roebuck Foundation, the Joint Council
conducted the scminar. ,
The seminar bégan on January 7 1974, and ended on.January 10,
Basxcally, there were three types of agtivitics, Papers were presented by,
noted authorities in economics and other ‘social sciences. The -partici<-

. pants and resource persons met in groups reflecting different grade levels

and topics, designgd to enable the participants to discuss common prob-

lems and " obtain general advice and information from the resource , -

people present. Ample time was provided for authors, editors and pub-
lishers to meet on an informal basis with the resource people. Im these
individual mevtings, the participants could obtain specific advice on re-

vising existing textual materials or developing mew publications. _.—""7 |

Fortunately, it is possible to share some of the “output” of the con-

' ference with those who-did not attend. It was believed that the papers
__presented would maké as significant contribution. to those people in. the.

social studies concerned with the integration of the disciplines.

First, James D. Calderwood provides a framework of economic ideas

- and cpncepts. This is followed by ‘Melv'a Tumin's pithy discission of

the relatxonshlp between cconomics and sociology. John Gibson then

describes wdys in which economi¢s can be included in political sciencd *
courses. Paul Ward provides specific examples of the importance of
" economic eventd in history. Clark Bloom shows how economics is es- -

sential "in the study of geography, and Ben]amm Chinitz outllnes the
vital (and relatively new) field of urban economicy. Finally, although- it
was not presented at the seminar, we are including a paper-on the -social
sciences in liberal education by Nathan Glazer. Professor Glazer's dis-
cussion of the place of economics in the social sciences, and in a liberal
education generally, is in kecpmg with , the phnlosophy of the Joint
Council and with the “tone™ of the textbook seminar.

‘.
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The Joint Council has, since its inception, itaken—the position that
eeonomics can best be tiught in schools -as a_dimension of many courses
and -this position is teflocted in every phase of our- program. : °

As i further service to the educasors, authors, editors and publishers
who will use this-collection of papers, we have included lists of *sug- -
gested’ reaglings.  These are ‘works which can provide the reader with -
‘more detailed information on the “subjects covered in the papers but they
do not necessarily reflect the opinions or philosophies of the authors of

- those papers or of the. Joint Council on Economic Education. It is our
»hope thyt this publication Will prove valuable to all who use it. As )
with all"of its publications, the Joint. Council welcomes comments or
criticisms ons this book, and invites readers to suggest other ways in *

~ which the Joint Council and its, affiliates can be of furthef Service.

e e oo 0 ML, FRANKEL, President and Lirector.
' : Joint Council on Economic Education
‘ .' , .
‘ & . _ e
T e
8- -
L] v
o \ , o .
' ‘ F] o v ¢
t [ Y
, ]
* - . ' -
¥ ) .. * )
. \ ] ) ) -
('S -
\.__—/
- -
[ »
. 1 3 \ ¢
¥
‘ . »
’ .
) 0
% A
g
- v




e . PN . - - - B T - 1

A

")
4 '.
u . - .

‘e
Fl

o

DR. CLARK C. BLOOM. "Economics and Geography™
Dr. Clark Bloom is a Program Advisor with The Ford Foundation in

* New York. . He specializes in the ficlds of economics and administration, |
- with particular reference to the Middle East and -Africa. He is the uu-

thor of How the American Economy is Organized and many articles
and reports on cconomics and related topics. Dr. Bloom did his under-

graduate work at Drake "University, and received his .M.A. and Ph.D.

degrees from the-State University of Jowa. He has been a professor at
the State University of fowa and a Director of the University’s Burcau
of Business and Economic Rcscarch. While serving as Advisor on Eco-
nomic Planaing to the Government of Jordan, Dr. Bloom was respon-

~ sible for drafting Jordan's first formal economic. development plan. -He'
. alsp helped to develop and -evaluate technical assistance programs in -
~ other parts of the Middle East, and did similar work in the Philippincs.

Clark Bloom was Chairman of the University of lowa's Committee on
Regional Development -and has been a consultant to a varicty of business
and community development agencices. K

DR. JAMES D. CA_LD-ERWOCD. ““Economic Ideas and “Concepts”

Dr. James Calderwood is Joseph A. De Bell Professor of Business

Economics and International Tiade at the University of Southern Cali-

fornia, and serves as the West Coast Representative for the Joint Council

on Economic Education. He®s co-author of Economics in the Curricu- .

ium, Economics in Action, Introdyction to Economic Reasoning, and

" several other books. -He has also written scveral pamphlets and teaching

guides on economics and various econtomic topics. Dr. Calderwoud was

the “television teacher” in the series *“Economics for the Concerned

Citizen.” He has been a stafl member. or visiting lecturer in many eco-

L) * ‘Vl .. . 3 ’
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nomie edugition workshops, an cconomic education consultant to nu-,

merous state departments of  cducation and public school systems, a
cosultant t several major business tirms, and an cconomist with govern-
ment agencies. Dr. Calderwood has “also served overseas as Economic
SAdvisor o the President. of Lebanon, as Consultant o the Iranian Min-
iry o Planning, and as  consultant on- ceconomic education in the
Philippines. He has made ceonomic Surveys for private businesses in

Coniral America, Venezoola, Pucrto Rico, Australia and.New Zealand. ™ -

DR. BENJAMIN CHINITZ, “Urban Develfpment: Key Economic Con-

L eepts” -

Dr. Benjumin Chinitz is Professor of Economies and Urban Studies at

Brown University. - He comploeted  his undergraduate work at  Yeshiva.

University, received his A.M. degree from Brown, and his Ph.D. at Har-
vard. Dr. Chinitz-has served as Chdirman of the Econdmics Departiment
at the University of Pittsburgh and at Brown University, as Deputy As-

vistant Seerctary ‘of Commerce for Edonomic Development in Washing-

ton, as Chief of the ‘Technical Mission. to Romania on behalf of the
United ‘Nations, Developrivent Program, as consultant to the President's
Council of Fconomic: Advisors, as a member of President  Johnson's
Fask Foree oa Transportation Policy, as*Director of Research for Presi-
dent Kennedy's Appalachian Regjonal Commission, and as advisor to the
Scerctary, of Transportation. On the state and local levels he has advised
the "Govenor of Rhade Islund, directed the Pittsburgh Regional Study,
served as o staff member of the New York Metropolitan Regioial Study,
helped to develop a modet for the Pittsburgh Department of City Plan-
ning, and has been i gonsultant to the Connecticut Development Com-
mission and the State of Pennsylvania. Dr.* Chinitz’s principal publica-
tions include three books and over a dpzen articles in scholarly journals.
He bas served in various advisory capacitios with the RAND Corpora-

tion, the. Urban Institute, the National Academy of Sciences, and The -

s »

Brookiags -Institution.

DR. JOHN S, GIBSON. “The Ec(vr;()nlics,.«)f Politics, and Vice Vcrsu".$
~,.Dr. John Gibson is Director of the Lincoln Filene Center and Profes- .
Ssor of Citizenship and Public Affairs at Tufts University. He has also

held a professorship in the Department if Edifeation and has been” Pro-
fessor of Public Diplomacy at The Fletcher School of Law and Diplo-
macy. Dr. Gibson received his B.A. degree at Oberlin College, his M.A.
at Western Reserve University, and the Ph.D. degree at Columbia. John

<= Gibson has been the author, co-author, or editor of ten books; he has

written chapters in seven other books: and his articles have appeared in
19 protessional journals. He has written rescarch reports for the National
Svienee Foundation and the US. Office of Education and has editod
sny of the Lincoln Filgne Center’s publications. inclyding an extensive
series of instructional programs for sccondary schodl docial studies. Dr.
Gibson has been u consultant to international, Federal, state and local
governmental and nongovermental - agencies,  corporations and  educa-
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tional institutions.; He-has bden Chairman of the Task Furce on Educa-
tion, thy Mayor's :(Boston) Council on Regional Issues, and the Com-
mittee on the Urban University. He has been a member of the Mass-
achusetts Advisory Council on Education,- the Applied Riscarch Pancl

of the U.S. Office of Education, the Committee to Study Boston High .

Schools, and many similar agencies. - !

v

- DR, NATHAN G_L-AZE’R,- “The'Social Scienges in Liberal Education™

Dr. Nathan Glazer is Professor of Education and Social Structure at
‘Harvard University and Co-editor of* the 74e Public Interest. He has
also taight at Bennington College, Smith College, and the University. of
California in Berkeley. In addition to writing regularly for Commentary
Magazine, The Public Interest, and The New York Times Muagazine,

. Professor Glazer is the author or co-author of several well-known books, -
“ineluding The Lownely Crowd (with David i!icsmgm aiid Reuel Denney),
Faces in the Crowd (with David Riesman), Bevond the Melting Pot

(with Danicl P. Moynihan), American Judaism, and The Social Basis of
Americon Convnunisin.” Dr. Glazer served on the staff of Commentary
Magazine for ning years and has been an cditor or editorial advisor to

two major publishing tirms. He held the position of Urban Sociologist

with the Housing and Home Finance Ageney in Washington, D.C., ‘in
1962-63. His réscarch: consultant’work, and lecturing have taken- himto

such places as Japan, India, . Korca, Malaysia, and Austria. Nathan .

“Glazer did his ‘undergradupte work at -the City College of- New York,

received his A:M. degree at the University of Pennsylvania, and carntd
his Ph.D. at Columb'a University. The LL.D.Adegree was conferred upon

him by Franklin & Marshall College in 1971 and by Colby College ir -

1972, He has twice been the recipient of the Guggenheim Foundation

Fellowship and has been nominated for the presidency of the American

Sociological Association.. |

DR. MELVIN M. TUMIN, “The Rulc‘ of Economics in Social Analysis™

Dr. Mclvin Tumin is Professor of Sociology #hd Anthropology at.
* Princeton; University. He studied at the University of Newark, the Uni--

versity %t Wisconsin and Northwoestern University, receiving, his *Ph.D.
degree from the latter institution.  Dr. Tumin has,written over a dozen
books, s well as numerous articles and book reviews. He has been a
consultant to the Curriculum Development Panel. the Regional Labora-
tory Advisory Pancl, the U.S. Oftice of Education, the ‘Agency for Inter-

>~ *

national Development, and similar agencies. - He has also been Director

of 'the Tusk Foree on Individual Violence of the National Commission
an Causes and Prevention of Violence, a member of g steering com-

mittee to evaluate Head Start Programs, the Committee on Health Care .

for the Urban Poor, a Visiting Rescarch Sociologist for the Educational
Testing Scrvice, and a member of the Board of Trustees df Newatk State

Collcge. Dr. Tumin serves on the cditorinl boards of Socidl Edijcation,

T'he American Sociologist, and Social Problems. Melvin Tumin his been
a Scnior Fellow of the Council of the Humanities, a Fulbright:Senior
L : -

! o - viii
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Réscarch Fellow in Norway and ltaly, and a Guggenheim Foundation
fellow. ' : . :

. : ; ! ‘
- TBR, PAUL L WARD,  “Grafting Good Economics onto Basic History

e

Cuprscs“

Dr: Paul Ward is Execitive Secretary of the American Historical
Association.. He received his A.B, degree ‘from Amherst ,College, and
wits also awarded-an LL.D. degree from that institution. * His Ph.D, in
history was completed at Harvard. "D¥, Ward has taught at Harvard Uni-
versity, Russcll Sage” Collége, Colby College, Carnegic Institute of Tech-
nology, and Huachung University, Wuchang, From 1960 to 1965, Paul
Wird was President of Sarah Lawrence College. Heeis the .author of
Elements of Historical I hinking, published in 1971, and co-editor of
William Lambarde’s' Archeion.. During World War 1, Dr. Ward was a
research technician with the OSS, and he continued to work with the

- Siate Department from 1945 to 1946, He has been with the American i
Historical Association since 19635, '
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o . James D. Calderwood.
| | - ‘ ” o'. ._ . . .‘:__‘\ \‘.-
The lmpongince of Eqéno'mie Education K 7~ NG

T am highly honered 't be. asked to'give the keynote address on\tl?\e

ts—

firstday of thistmost iniportant conference. It is an important conference .

because we are concerned, 4n- a broad' sense, with the education of young,

* people for responsible dconomic .citizenship and, given the complexity of

the econamic problems facin this nation\today and in the years to come, |,

I know of no more indportant issue in modern education' than tiat.

_ We have in this country an economic system based primarily on thé /
idea of individual decision-making.in the marketplace. We also have a /.
political system based on the idea of individual. decision-making in the
voting booth. If the decisiofs which' individuals make in the! niarkets

.'Blace and the voting booth are wise ones, stemming from a reasondd
¥wareness of the nature of problems and of the choices confronting ug,
then We can hope to find some solutions to’the complex economic issués’

- which face us today. -But, if the decisions people make in the market-

place 'and” the voting bgoth are foolish ones, stemming from ignorance,
prejudice and emotion, then we got only are not going to. resolve our
problems but they are going to’ get worse. SRR .o -
.1 would remind you that the econoriic decisions which people must
~ make these days' relate both to-their own personat lives and goals and-to
“society’s problemsc®and goals. People havé to' ‘make” decisions .avith fe- .
“spect to such personal matters as selecting a job, planning a savings any
_investment program. borrowing money, and drawing up a family 't{pdgct.'-..
2 . s - t\

" Dr. Calderwood is Joseph A. De Bell Professor of Business Economics and In- \.
ternational Ttade, School of Business Adginistration, University of Southern Cali~

o

' .
s

1

o

.'é

‘otiin, and Western Regional RepJesentative of the Jnint Council off Economic Edu- \

cation, v . -
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-~ At they make these decisions, they must utiderstand such things as inter- .
- est rates, tases, prices, and wagt determination through collective bargain-
iag. But, in our democratic’ society, people must also pasé judgment on
soviety's problems—on the energy crisis, inflation, poverty, urban prob-
kans, the federdl budget, school-bond issues, and the economics of the - «
environment; to mention only a few. - '
There is only one way in which we can achieve our goal of an eco-
nomivally literate citizenry capable of making decisions in the market-.
place and the voting boeth and thut is by getting sound economics into
the schools qt all grade levels. If our future citizens do not agquire a
- knowledge: of the economy in which they live while they are in school,’
' most of them will never gcquire it. T '
" Preparing . young people for responsible economic citizenship re-
. quirgs advanyes on several fronts and, Of course, these advances are what-
the Joint Councit on Economic Edueation is working to-achieve.
.One is in. the field of teacher-training. 'Wg, know that most social
studies teachers in this country have received €ither inadequate training
in cconomics: or no teaining at all. Under-the circumstinces, obviously ' -
* they cannot be expected to give their students proper instruction in the
subject. : : . : ) .
/o A second task confronting us js the revision of the curriculum—
. showing teachers how' the right kind “of economics can.be introduced
into the curriculum at different) grade levels and into different subjects..
But a third task—and the one with which we are primarily con- -
cerned in this conference-—is the preparation of material for use by -
both students and teachers. We need much more material that both - -
contains sound economics and is written at a level that is appropriate to
the rcader’s needs whether the reader be a teacher, a high school student
: or an elementary pupil. : T
. The® preparation of such material is, of course, the responsibility of
« + both authors and publishers. But, if these two groups are to turn out the |\
. right kind of material—textbooks, pamphlets, filmstrips, teacher’s guides,
and .so on—they must concern themselves with two related quetiors. o

2

v

The first is how economics should be presented to the students in our” . |

schools. The second is what kind of economics should be presented.
The -main ‘purpose of this conference, as I,understand it, is go discuss

these two matters. oL L.

-

" Basic Principles of Economic Education \ SR
My principal task this afternoon is to give you my thoughts.on the
basic economic ideas and concepts which should be taught in the
schools. Before becoming specific on this point, however, I think it is
important ‘to spell out one or two basic principles of economic education _
A as they have been developed over ‘the years. Doing this will make the -+

“heart of what I want to say more meaningful.

I}

A

The lmegrale& Curriculum :
. The first principle 1 want to emphasize is that economics needs to be
° - . o ) .

¢

a
*
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introduced into the curiculum @t il grade levels from Kindergarten -

taught ip the lower grad@sleading logically t6 what is taught in the
higher ones.. In this integrated approach to cconomics in the curriculum,
pupils in the elementary grades are introd«% to basic ideas and con- .
“cepts which become the fowidation for a nisre sophisticated apptoach
as they grow older. In the higher grades, there arc countless opportuni-
ties for the introduction of economics into- not only the social studies
courses but also business education, home, ccoriomics, English, mathe-
mdtics, and other courses. The 12th-grade course then-becomes ‘a cap-"
stone experience that palls everything together for the last ‘time.

I would further add that the functioning of our economy can be ap-
proached from the vi¢wpoint of the. consumer, the businessman or the

« worker, as well as thfdugh the medium of various curé nt problems such
as. inflation, the energy crisis or unemployment. To jecho a statement -

- once made to me by a Buddhist monk: “There are many roads to the
summit but, when ‘we get there, we .all see the same moonlight.”

" Subsequent speakers in this_conférence will show you how econom-
ics can bg introduced into such subjects as geography, history, sociology
and political science. What I want to“emphasize now is that publishers
should not adopt a random approach to the production of material on

« ¢economics but should have jln/dvérall understanding' of the integrated

through the 12th ,gradewfgimizcdz sequential way with what is -

curriculum, as I have defined i and publish matcyial which fits into this.
_Finally, before leaving this point, I should emphasize that 1 am not

proposing that all the ideag"and concepts 1 am about to idcnr;ify should

be introduced at cach grade level. The goal is to see that high school

students are familiar with all of them by the time they graduate. But ac-

quiring a knowledge of them must be a_cumulative process during the

thirteen years from kindergarten through 12th grade. '

. v

Economics as a Way of Thinking ' . T

14 .
The sccond principle I want to emphasize is that the primary goal of

--economic education issto teach students how to think obijectively about
econowtic problems, how to make intelligent choices among alternatives,
and how to face ‘up to the ever-present problem of trade-offs as we seck
to achieve our various personal and social objectives.

».. The goal is not to fill up students with masses of facts, many of which
in our rapidly changing world arc' likely to becqme obsolete rather;

" quickly. Rather our goal should be to give them a “way .of thinking"{
about economic problems in gencral—a way of thinking that will help -
them to understand not only today's cconomic problems but also future
economic problems of which we arc as yet unawarc. Indeed, the real
test of whether today's economic education is adequate is how those- re-
ceiving it face up-to tomorrow'’s problems.! An obvious examiple of this
is to be found in today's major domestic, qconomic problem, the energy
crisis, to which no-onc as recently as five years ago gave any thought.
Yet a student who, five years agg, learned about the role of markets and
prices in allocating scarce resources would be intellectually equipped

-
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today to deal with the energy crisis in a<tational way.

When | talk about developing a “way of thinking,” 1 am, of course,
using a nontechnical term. To put it in more technical language, 1 am
saying that the goal of economic education should be to acquaint stydents
with those basic ideas and. concefts which collectively we call the tools
of cconomic analysis.’ Obviously, these basic ideas and concepts should
be related at any moment of time to the problems ofs the real world—for

economic theory alone will turn off students fast, as unfortunately it has .

too often done in the past in our golleges. But the emphasis should be
on providing students with those tools of analysis which can be used over
the years in a wide variety of problem-solving situations. .

To emphasize the importance of: the point 1 have just made, let me
remind you that we live in a world” in which changes are taking place
continuously and at an accelerating pace—changes in technology, in
values and attitudes and “priorities, in institutions, and in organizational

approaches to problems. This means that we have to.educate our young

people. to live in a world the”dimensions of which we can only dimly see.

ourselves—if we can sce them at all. 'This intensifies the importance of
emphasizing basic analytical concepts in ¢conomics rather than just facts

Or current events. . ( —
. A ‘

\ .
Basic Economic Ideas and Concepts

&
.

I now turn to the heart of what'l want to say ‘this afternoon. Econo-
mists say, as [ have just said.that they want yolng peoplc to become
economically literate citizens—to be able to make intelligent decisions

in the marketplace and the voting boath. ® Educators logically respond to-

this by asking economists what it is specifically that we want them to
teach. Publishers also logically ask us what it is }hat-cconomists want

“them to publish. So cconomists have the responsibllity of identifying for
~educators and publishers the basic: cconomic ideas and . concepts which

should be the heart of the curriculum and the central themgs of text-
books. N - o
I shall first ‘identify four major themes that are central to modern

cconomics in the United States and then go on to discuss 4 number of |

more specific ideas and concepts that can be grouped together under
cach of these four headings. Please remember fhat, because of limited
time, I am giving you a highly condensed.version of the hasic economic
idcas and concepts.. For a more detailed presentation, you may consult
Economics in'the Curriculm.*  Please remember also*that, again be-
cause of time limitations, 1 am not going to relate the- bisic “ideas and
concepts to current problems, policies and institutions althcugh teachers
will gbviously do this in the classroom.
The four major themes are:

*

" James D. (I“ alderwood. John D. 1 awrence and John E. Maher, Kconomics in the
Curriciebm, New Yorkh: John Wiley & Sons, Inc., 1970, (Revised reprint by Robernt
E. Krieger Publ. Co., Huntington, N.Y_, 1973.)

+
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l. "‘Ifh‘c central economic problem confronting all ‘individuals and
all societids. '

2. The need for and the nature of economic systems.

3 The determinants of cconomic growth. ,

4. The determinants of the level of incame, prices and employ-
ment. : ’

* The Gentral Economic Problem -

What cconomists call “the central economic problem™ is indeed
fundamental because it is the starting-point for - an understanding of
everything else.  Fortunately, the. central economic, problem is fairly
simple to understand and indeed can eusily be introduced into the carly
clementary grades. . . '

The central economic” problem is actually seven separate concepts
cach of which leads logically to the next and all of which together tell
us what cconomics is all about. The seven concepts are:

Consumer wants for goods and services.
Production. :

Productive resources. :

Scarcity of productive resources relative to demand.
“The need for choosing among alternatives or “cconomizing.”

o

'JIS-DJ!J-—-

~-- -6: The personal and social goals which guide decision-making. .

&

7. Opportunity cost, .

N . . . s 2. ) . .
Economics is that branch of the social sciences which is concerned
with how people satisfy -their wants for ‘maferial goods and services. In -

order that consumers may satisfy their wants, goods and services ntust be

praduced. -Production requires the utilization of productive resources-—

natural resources, human resotirees and capital *goods.  These productive
resources e dimited in supply—are “scarce” relative to the demand for

~them. This scarcity imposes dn cach individual and each society the

need for making choices among “alternatives. What goods and services
shall be prodticed (and ‘which not)? How_and where shall goods and

services be produced? For whom shall they be produced, i.c., how shall o,
the aational output be divided up among the poeple of the society? But *

decisions amopyg alternatives are not made in a vacuum but rather with
certiin objectives dr goals in mind: Thus economigs is concerned with
such gouls as efficiency, growth, ‘stability, sccurity, justice and freedom,
which determine the kinds of decisions people make. Finally, there is a

vost involvedin vach decision. The “opportunity cost™ of something is .
what an individual or u society hds to give.up in order to obtain that "

something. (For, example. the ““opportunity cost™ of an ice cream cor'e

to & child with 25¢ who alyo wants a comic book is giving Up the comic

book in order to have the cone. :”!“ oppoitunity cost of environmental
controls over offshore vil-drilling is hor having as much oil.. The oppor-
tunityecost of putting productive- resources inta the Vietnam War was the
goods we did not produce with the productive resources' so used. )

LY )
Y ' .
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v Econom:c b\siems v 5 . .

{

! » The sceond major theme is the need for and thc nature of economic _
o systems. As just noted, since the basic fact of scarcity prevents people

i . from s.msfymg 911 their wants, every socicty must find answers to the -
i e - three questions:’ What? How apd where? and For whom? -To find these

! answers, every saciety needs some Kind of an economic system. Econo-

i miss us¢ the term “economic system™ to decribe the collection of cus-
toms, institutions, laws, pracedurcs and organizational arrangements that
.+ together enable us,to make decisions and answer the three questions—
i* What, How and where, and For whom? 5

*In cconomid theory, we can rdentify three types of cconomic system.
One is a system in which all decisions are made by reference to tradition
—that is to say, cach generation mherm its decisions from its' predece-
S rsor without question. A second is a systcm based on centralized deci-
sion-making—that is to say, onec in which some authority at the top
' makes all the decisions which then flow down to the people who must
. obey them. The third kind of cconomic system is onc based on decen-
tralized decision-making—that is to_spy, one in which all the people of
. ‘the society participate in making the key decisions regarding what, how
and whgie, and for whom. . In more technical language, this last type is.

known ag.the market system. ‘

In fact. we know thit rcal-life systems contain varying mixtures of
all three of these ways of making decisions, Thus, the Soviet Union is
primlrily a centrally planned ¢cconomy with a minimum role for the free
market while the- United States .is primarily a market economy but with
a substantial and growing public sector where the governiment makes
decisions.  In such less-developed countries as Nepal, Afghanistan and -

=T . Upper Volta,_the role of tradition in dccnslon-maklng is still very strong
QT even. though the market clement is growing in importance.

. Of course, we hope that students by the time they graduate from high

school will have learned something about other cconomic systems in the .

= ... waorld that differ from our own and therc -arc many opportunitics in the

= curriculum, particularly in world history courses, for them to acquire

: . such Knowledge, But obviously., the major cmphasis in instruction will
be on the cconomic system we have 'in the United States today.

. There are severitl basic cvonomic ideas and concepts we can use to

undcrs'tund the steucture of the American cconomy. The main ones are:

Specialization. cxchange, money and interdependence
Private enterprise, profits and competition,
Markets and prices, supply and demand, and how they allocate
resources (determine “what,” “how and where,” and *for whom.™)
~ 4. The ceonomic role " of government in promoting goals.
5. Imperfections in the market mechanism.
We live in an cconomy characterized by a high degree of individual,
business and regional specialization in production. This means we have
,. an “cxchange’ *eovnomy in which s.unds and scrvices are traded in mar-
kets. <To avoid the mmnvcnu.mcs of barter, money.is used as a4 medium

k4
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of cxchange. As a result of all this, we are all intérdependent,
The bulk of production in the United States is carried out by pri-
vately-owned firms who are competing with one another for the consum-
ers’ “spending money™ and are motivated by the desdre to make profits.

In our economy,: buyers and sellérs of goods and services: (consumers, .

producers, workers, savers, investors, etc.) are reg'stering their freely

made decisions in_markets, These decisions “add up” to the aggregate
torces of demand and supply 'which together determine the prices of
~gouds and services, Thise Prices in turn serve as the regulators of eco-
nOMC activity, indicating to us- how'we should $pend our money, what

- we should produce, where we should work, where we should invest our

savings, how much ¢ach of us .will earn, and so on. -

It is important that_ students not be 1:ft with the impression that we
have a pure “frec enterprise system,” however. In fact, not all decisions
are made in the frée marketplacd An .important number of them are
now made in the “public sector™ by federal, state and local governments.

. Government is *'in business,” .employing millions of people and produc-
ing and distributing many goods and services, including cducation, na-

tional defense, clectric power, health, etc. Government also regulates
many markets inNorder to protect the public and. promote’ the “goals of
justice and security N¢.g.. minimum wage laws, social security, Medicare,
farm price supports, consumer protection laws, building codes, zoning
regulations, ctc.). Finally, government influences the whole economy
by. means of monetary and tiscal policy in order to promoté the goals of
Zrowth and stability, - S

Finally, our market cconomy is not” only medified by government
intervention but also by the existence. of private power. Large institu-

tions such as big busindgs erganizations and big labor unions arc in many .
cases able to control or influence markets®and prices and thus determine |

in part what shall be produced, how and where, and for whom.

. Economic Growth , - s
The third major theme is that of cconomic growth. In simple lan-

- ghage, cconomic growth is the process of increasing the production of

goods and services over the years so that we can have more, ... raise
our living -standards. Economic growth is an almost universal goal,
shared by the citizens of the United States, the Soviet Union. the Euro-
pean Common Market, and the “less-developed nations of Africa, Asia
and Latid® America, among others, - TN

What we want students to know is how economic growth tukes place,
why some ceonontics grow faster than others. and why soime cconomies,
such as our own, grow rapidly at certain times and only slowly or ¢ven
‘not at all at other times. For example, why have the U.S.. Japan, Ger-
many and the Soviet Union historically enjoyed rapid growth while the
growth rates of Bolivid, India and Nigeria have been inadequate? Why,
did the. cconomy of the U.S. grow rapidly in the catly 1960's and in
1972-73. but only slowly in the late 1950°s and not at all in the carly
1930 and in 19707 1f students can learn the answers to these questions,

[ - ‘7
”
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they will then haw the tools for understanding many current and future.

problems,
The three basigrideas here are:

I. The. supply of inputs,
2. The demand for output.
3. 'lhc polmcusocmuonomlc envitonment of growi,..

The “mp’uts which &o mm production are the basic pmducuw re-

sources—fatural resources, human resources. and capital goods. Qur
abitity to increase the output of goods and services depends on the quan-
tity of productive resources available to us and on the "efliciency with
which we use them—that is, on . prodmuwty Productivity is in turn a
function’ of such things as educatiy on, rescarch and vaulopmcnt. advanc-

ing fechnotogy, and the uonomm of scale. The supply of mpu;s scts -

th\ upper limit to an cconom drowth,

In-a private enterprise, pnﬁ\t
put will dcturmm; the actual ratdt of gruwth—-—-wnthm the limits sct-on the
supply. side. Aggréeate demand is the total spending of consumers, busi-

ness, government and foreigners: on the goods and scrvices produced. .

If aggregate demand ‘is too ltow, thcﬁ some of what is produced will not
_be sold and the profit incentive to ‘expand production will be reduced.
“It was inadequate demand which was responsible for the “slow growth™
periods of the late 1950 and 1970 in the ‘U.S. In the past, it has been
inadequate demand which has periodically slowed down the growth of

< . ' B . . -
advanced industrial nations whereas it has been an inadequate supply of

inputs and low productivity which have curbed growth in the less-devel-

oped countries, Today, however, we sce US. growth thrcatcncd for the

first time by, a shortage of a crucial |nput--c.ncrg\
“The pnlmcosocmconumu. cnvironment is the collection of polmcal
social and economic. forces which” togcthcr create either a favorable or

~an unfavorable environment for growth. These include political stubility

or instubility, literacy..or illitcracy among the population, the value sys-

-_tems of a pwplc.’ lnuludxng their attitude toward work and’ saving, and
-~ other factors.

The abuve-mentioned way of thmklm, about growth can be.used to
understand the growth of & community, a state, the United States as a
whole, or of a forcign country.,

9

The Determinants of ‘the Level of lni_'ome.
Prices and Employment ’

One of th central coneerns of people in the noncommunist world is -

why. in modern capitalist economies, we sometimes have prosperity and
sometimes recessions, sometimes stables prices and sometimes—as today

—intlation, and sometimes  full melnymcm and sometimes  excessive

unemployment. What can be done to give us a more stable cconomy or,
as cconomists say, high levels of income and employment without m-
tlation?

The basic voneept here is the one 1 mcnnongdu..xrllu—aeg)(egaze

8 b
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“demand or-the total spending of * consumers, business, government and

- foreigners. I aggregate demand is oo low, then we have a recession or

Cof two great men and - events—Thomas Jefferson’s Declaration of -

even a depression. If it is too .high—that is, if the four groups of
spenders Ture trviog 1o spend more sthan the geonomy is capable. of pro-
ducing at full cmployment-—then we have inflation. The policy implica-
tion of this is that we should try to manage demand. We try to do this
thraugh monetary_ policy, which is the policy of the Federal Reserve
System towurd the supply and cost of moncy, and through fiscal policy,
which is the government’s efforts to influence demand through the fed-

cral budget. Thus: aggregate demand, monctary, policy aind fiscal policy .

are the three keys to understanding changes in the level of income,
prices “and emplovnient, ’ ' /

‘Conclusions e

Before finishing, 1 would like to. make two concluding points.- The
first is that 1 have identitiecd only the basic cconomic ideas and concepts
ind. for reasons of time, only in a most condensed way. You may have
wondered, - for example, why | have made no mention of international

economic problems which are of such enormous importance to the U.S. -

today and which happen to copstitute my own professional field of spe-
cializatiofi. This is because international ceonomic issues can be under-
sood through the miedium of concepts T have already discussed. - Inter-
national trade, for example, can be understood through the medium . of
specialization, markets and  prices.  Internaticnal investment and the
problems of less-developed  countries can be  understood through the
medium of the growth process. The cconomy of the Soviet Union can be
undcrstoond by utilizing the coneepts 1 discussed in connection with eco-

nothic systems in general. Teachers and textbook writers will want to ..

. ) [ . s v
discuss these matiers and many other current problems and pdlicies.
All can be understood, 1 think, within the framework of analysis 1 have
presented to you. ' '

My second concluding point is that T have been !ulkin% about what
l

needs o be done over a {3-year period from kindergarten through 12th
‘grade. I mention this again fest you think. I have been urging you to de-
vate too much time in the curriculum to cconomics. . .

Let me close by once again cmphasizing. the enormous importance
of the tusk which we in economic education are undertaking. Two years,
from now it will be 1976 and we will be obscrving the 200th anniversary

- slfpendence, which spglied out with crystal clarity the basic principles of

..\) ‘ . \ ‘ 0002 -

individual political frecdom, and Adam Smith's The -Wealth of Nations,

»which speliad out the basic principles of cconomic frecdom. In fact, we

Will be observing the 200th anniversary of our commitment as asnation
to the idea that-the people can make their owrr decisions. and solve their
problenms  through wise  decisions in the marketplace and the voting

booth. In 1976, todas's tenth graders will be forming familics, making |

-ecopomic decizions in the marketplace, and voting in the clections of

ud - \\ . . " 9
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that year. Quly four years after that, in 1980, today's sixth graders will be
making cconomic decisions and voting. And if that isnt a sobering
" thought, I don't know what is! - :
L ’ -

.

Suggestions for Further
Reading and Reference*

" Forea more detailed diécussi;)n of the major points - made by Dr..
Calderwood, sce the following-publications which are available from the
* .. Joint Council on Economic Education, 1212 Avchue of the Americas,
New York, NY 10036. et
. Janies D. Calderwood, John D. Lawrence and John E. Maher,

Economics in the Cur(iculum: Develppmental Economic Ed-
ucation Program. 1973. 141pp. Checklist No. 134. Price:
$2.00. . . : T .

DEEP 1969: Perspectives on a Five-Year Experiment in Cur-
riculunmt Change. 1969. 112pp. Checklist No. 118. Price; . -
$3.50. ’ ,

Economic Education in the Schools. Report of the National Task
Force on Economic Education. 1961. 78pp. : Checklist No.
" 10. Price: $1.50: e -

Suggestions for introducing cconomics into the school curricelum in

A general and for supplementary materials to consider can be found in the
following Joint, Council publications: . . o ' L
o Handbook for Curriculm’ Change: Guidelines. 1‘969.' 32pp.

Checklist No., 116, Price: $2.00.
Handbook - for Gurriculum Change:. Appendices. 1971, Checklist

No. 143. Price: $15.00. - -

Audiovisual Materials for Teaching Economics. 1972 '56p;5."."
Checklist No. 181, Price: $1.75.

"  Games and Simulations for Teaching Economics. 1974. 130pp.

Checklist No. 205 Price: $3.00.

Study Materials for Economic Education in the Schools. 1969.
. 70pp. Checklist No. 112. Price: $1.50. :

0 * : . :
Scveral publications on the Joint Council's Checklist provide very -~

specific suggestions for including economics, in the curriculum at various
grade: levels. For the clementary level the following are available:

The Child's World of Choices. 1968. 186pp. Checklist No. 129,
Price: $3.00. ’

<

——

* These suggestions are prepared by members of the Joint Council staff.
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Economics and Our Community: A Resource Unit for Grades
45 and 6.° 1973] 26pp. Checklist No.+185. Price: $1.50.
Learming Economics  Through Children's Stories: A Biblios
Cgraphic Reference. 1973, Sopp. Cheiklist No. 115. Price:
$1.75. ] . '
Teuchers Guide ‘to Ecofiomics, Grade 1. 1968. 64pp. Chécklist
. No. 101, Price: $2.00. - (Also available at the same price
) for Grades 2,°3, 4 and 5. Checklist numbers 102 through
105, respectively.) ' g
- Sccondary level materials are as follows: .
Economic  Education  for Wasl;}‘nglon Schools, Grades Seven,
Eight and Nine. 1967, S9pp. Checklist No. 37. Pricé: $1.75.
Economics in the Business Currigulum. 1972, 94pp. Checklist
No. 157, .Price: $2.50 o 7 , :
- Suggested Procedures unel Resources for a Mininuon Course in
© Economics. 1962, 39pp. ° Checkljst No. 54. Price: $1.25.
Teachers Guide to Econonics, Grade 8. 1968, 126pp. Checklist
No. 108. Price: '$2.00, . "
- Teaching a Course in Personal Economics. 1971, 69pp. Check-
list No. 127, Price: $2.50. S o
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. The Role of Economics
...  in Social Analysis
P o | ?,. T Melvin M. Tumin

* ) \

S ince 1 am not very knowledgeable at all about the content of most
social studies books at any grade level, and because no one could
. accuse me of being a spegialist in economic thought, it might well be
-~ ¢ wondered why I.have, been asked to speak here today on the places in
" the study of social behavior wherg economic concepts and .ideas might
fruitfully be introduced, I asstre you 1 do not intend to use the hack-
neyed ploy of claiming that my pristine ignorance is a source of imagi-
_ native thought, unharried and unimpeded by hard facts. So 1 must con-
. fess | am going to be at least partly unfaithful to the charge given me,
« -1 shall talk mainly on a marginally related topic:but one which I hope
will be commensurately useful to you, as people involved in school
social studies and publications, and which may also be sufficiently rele-
vant, in Moe Frankel's eyes, so that when he comes to do a cost-benefit
analysis of my appcarance here, he may not feel terribly over-costed and

under-benefited. ] :
What [ propose to do is to spcak about a series of missions that social
studies in the schools should, in my judgment, be seeking to accomplish,
and 1 will try to indicate where and how various sets of concepts; includ-"
ing economic concepts, but not exclusively so, can usefully be employed.
. to -accomplish those social missions. ' ..
I ought first to indicate my values and biases on a number of educa-
tional issites which relate to the problem in frout of us. First of all, T do
not believe ‘that departments. or disciplines or traditional subject matters
are proper categorics for organizing a curriculum, certainly not in sec-
. ondary school and not cven i{l libéral arts higher education. The only

~

Dr. Tumin is Professor of Sociology and Amhwpology\at_,l’pi(xcewn University, ¢
and a Visiting Research Sociologist for the Educational Testing Service.’ *
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- proper place in my judgment for specialized Study of a discipline per se¢

BEY S

. . . . . "

{
i at rescateh institutes, on the one hand, and in the preparation of | re-
seiarvh scholars and teachers in professional schools, on the other, 1

‘mean.to say that it 1 had my options, 1 would most surcly try to climi-

nate departments and disciplines and majoss in liberal arts colleges as
thgy are now consfituted, abolishing sociology, psychology,” economics,
history, theslot, Towould, however, want.people who have been trained

“in those disciplines to be on the faculty. But their scrvice to the under-

graduate students would be in joint efforts, with other persons from other
disciplines.  (Dare 1 use the beat-up word “interdisciplinary™  here?) -

The undergraduate courses would be  organized along thematic lines,

thut is, major problems and issues of °yesterday, taday and tomorrow,
studied in their - sociological, economic, psycholoéiqal, philosophical,
moral, humanistic and' political uspects, :

Lam not fazed at all by the concern that this will lead to a smattering *

of -knowledge about many things and no deep knowledge abgut any one
of them. 71 have dealt too many years with the so-called best students
trém the best schools with their “deep™ underggaduate ‘majors in soci-

.

alogy and allied topics, and while L find them often very bright and very . -

carnest, <4 also find many of them all too often profoundly ignorant, nar-
row, parochial, -uncultured, and pretentiously professional, sometimes
beyond redemption. C .
Morcover, 1 have found these things to be even more true, and hence
more desperate a fact, about many college professors as well. For in-
stance, T kiow some brilliant physicists who, while clearly post-Einstein-

Hlan in their physics,.are unmistakably pre-Freudian in their psychology,
-in their sociology: pre-Nietzchean in their philosophy; pre-Joyccan in

literature: and pre-Adam Smith in their economics. Well, that's agfair.
Many of them come close to being full-pledaed Smithians in econ;jnics.
- All that asides the crucial thing here and now is the point about .the
importance of general edudation, through the B.A. degree, and, depend-
ing on what happens to the functional meaning of “that degree in the fu-
ture, perhaps beyond that as well. You are all so familiar with the many

“booby traps. that those two words “general education™ can congeal that |

need not go into that mine tield now. 1 will simply assume that we com- -

_monly understand the distinction between general liberal arts education,
~und that which might, by contrast, be called preprofessional training,
“osuch as is implied by courses offered on the, presumption that they are

requirements for some professional or semiprofessional degree or certi-
fication.
[t is obvious then that if I prefer general education beyond the 12th

year, [must prefer it with double, force for studics up to the 12th year,

and 1 do. Though 1 have myself collaborated with various programs for

" the development of sccondary school studies in sociology, I find the:

whole eaterprise in principle both distasteful and dysfunctional. If /you

ask me, then, why 1 participated in writing various units for the sociglogy

sections of the curriculum, it was for two reasons. One was that if /there

was to be sociology, T wanted to have a hand in making it as goa}Ll as 1
: ' ° -y /
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could. Sccondly. 1 was ablg to work on a topic, or theme, called SRace
and Class in the United. States™ which far transcended the limits of soci-
ology, and included cconomic, political, historical, literary, psychological
and other aspects of the total reality of race and class. For me. af least,
those' large problenis of race relations and of social and economic class
structures are examples of the kind of organizing thematic frameworks

/\Zithin which some very important principles of .sociul\ organization and -

onduct can be- taught and {hich do not have to respect the artificial
structures  of professional  disciplinury boundaries. o

.The publications of the Joint Council which you have already scen,

- particularly the one on the -cconomics of poverty and another on the

cconomivs, of, crimey are good illustéations of the same ‘broad-ranging

problem arcas to which ope can address oneself in ways' that are inter-

, usting to-the students, apposite to the day's pressing affairs, and open to

relevant materials from a number of disciplines. “1f, for instance, cost-
benefit fnalysis is one of the main perspectives that cconomics would

like to introduce info thé discussion of social affairs, both thosg, topics

« (Crime and Poverty) and the overlapping themes of race and class rela-
tions, permit such cost-bénefit analysis te be introduced in rather cffecs

tive ways: For there is d'ringe of costs.and benefits that any decent dis-

cussion’ of those topics has to bring to bear, including psychological,
social,. political, moral and desthetic * consideratigns. By introducing
‘these. and by showing the difficulty of weighing them one against the
other. one can bring home to students and to teachers alike tlic crucial
theme of the complexity and multifageted nature of ‘human affairs, and
the difficulty of formulating policy regarding any problems such as crime,
of poverty. of race relations, or social and cconomic inequality in general.

“That is the mission which | said carlier I would like to sec accom-
plished in soctul scicnce training ac high school and college {evels: an
appreciation of the complexity of human affairs and the multifaceted

_motives, values and institutional forces that shape those affairs; the inter-

play of ceonpmic, political, social, psychological, religious, acsthetic and’

- - other ‘considerations; the diﬂiculticgyinvolvcd in, and the methods best
adapted to, discovering the various levels and Kkinds of truths about
, :

social behavior that need to be perecived. .
I sav that 1 believe this to be the central mission, well“aware of the

fact thut it is cminently possible to make too much of the complexity.
But of the two possible errors, making too much of the complexity or too
little of it. | far prefer to start with the former error and then correct
" down for simplification where needed, because it seems almost impossi-
e o ) ] .
thoughtless  oversimplification to the appropriate level of complexity.
We may, to be sare, be cursed by people like mys;-lf who are always re-
minding others that matters are far more complex than they seem, cven
to writers on The New York Times Op-Ed page.- But surcly on the cos-
mic scale we are more painfully cursed by the Archic Bunker type of
oversimplification that dominates -most  thinking dbout social behavior
from the White House up to the ethologists and finully to Archie himself.

-
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" ing those values on a '
- as this may sound to all $f us whq feel overworked and underpaid, the
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(1 hope no one here will be so ungracious asto remind me that it is

- not absolutely necessary o unavoidable thit we choose one of these

crrors over the other and that we could have some nice. balanced megn
position between the two.) : ' ‘ . : :

It this is the central mission of social studies teaching ang publishing,
it pext bcc_nn)-cs appropriate to ask where cconomies fits into the 'method
of dealing with that complexity. 1 would put this in terms-of two major
contributions ceconomics can make. Oie is to provide a technology for
translating certain factors of social life into money costs so that. compet-

. ing sets of costs and benefits can be assessed against cach other in order

W et a net balance of sorts. The other is to provide a set of concepts
that are generally useful for thinking about affairs, even when and if no
translation into ‘money unjts hds bedn made or scems possible,
- bwill explore each of thesein purn. But first | must say that there are
no such things as economic costs per se. Rather, -economic costs. eX-
pressed in money terms, can always be shown to be money cquivalents,
attiached—accurately  or otherwise—to  sovial, psychological, acsthetic
and other values. Simply put, money has no value per se. Rather, its
value lies i what—it_enables us to.-procure among a range of desired
goods and services. It is these goods and services that are valuable to us,
and the money cquiv;%g:nts attached to-them are simply ways of express-
ymmon scale or in terms of 2 common unit. Silly

fact remains that all econdmic tranyactions are made with noneconomic
ends in view, including the amassmént of wealth, which is always* seen,
with one exceptionn, as assuring the ability to secure property,” power,
prestige aind other things contributing to thesenjoyment of life.

The one exception, of course, is the case of the pathological miscr,

« for whom the fondling of foney., the viewing of it and the luxuriating in
Sty presence are apparent end values in_thimsclves. ‘But even here one .

must be mindful of the fact that in Freudian symbolism money is inter-
changeable with gifts, love, babies and feees. So we cannot be sure what
the miser s up to or in to. . S : - _
Anyway. cxeept for the miser, money is always valued instrumentally,
The point of remembering this is that it reminds us always to ask, regard-

oing any enterprise, not how much the enterprise may cost, but always

rather what are we gaining i valued things relutive to other possible things
we might seeure, or‘other possible values we might realize, at The same
monctary cost. . .

llt'. nOw, mouney equivalents can be attached to competing values, ¢.g.,

the cost of more policemien on the streets and more prisons vs. more pro-

~ bation and befter trained parole officers, it then may become possible to

make @ somewhat more precise assessment than we otherwise could of

-eertiin aspects of the competition of alternative values. At least one can
' think®a litde more”clearty about how much preference one may wish to

give o one set of alternatives as against the other. If 1 know that more
policemen will cost me X amount of money, and-more parole officers
will cost 3, assuming, for the moment, that they will both produce
roughly the same results, then T ean say that, as far as actual money costs

- ' s
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~ard concerned, The police alternative seems preferable.  But it someone
then correctly reminds™me that these dlternatives are”not without other
consequences. such as the climate of repression that might ensue from
putting more policemen on ‘the sgrect, 1 am unavoidably plunged into a
more complex set’of caleulations regarding webs and networks of com-
peting values, for many of which no money equivalents can be con-
structed. Can we answer the question as to how mugh political repres-
sion we are willing to put Up with for a saving of X' numbers of. dollars?

Or alternatively, how much is the fecling of freedom from fear of mug-

ging worth in tax dollars? You can pretend that such a measurement. can
be gotten by letting the citizen vote at the next clection for candidates
with different programs of crimg prevention. But at that point all the
precision of cconometrics has gone out the window. Yet, insofar as put-
ting money cquivalents on to.social and political values may sharpen Mp:
some of the vyriables and their calculations, one.sufely ought to use
this approach. o - =

The more promising possibilitics that cconomics provides the social

studics has to do with the repertoires of concepts and models of thinking .

about societal affairs that it has caployed in its limited way 'with mone-
tarily expressed value eqliivalents. 1 think here, particularly, of the way
in which such terms as scarce resources, cost-benefit analysis, marginal

utility. supply and demand, optimization, diminishing rcturns, inventory, -

* investment, social accounting, accountability, trade-oft, and a number of

other basic terms thut were first or most often used in economics, have

crept into the language of other social und psychological sciences.
When these cconomistic terms are used in realms where money cqui-

valents cannot be established without too much loss of the meaning of

the phenomena, (v.g. justices grace, salvation), we encounter 8 most in-
teresting fact, namely, that they serve mainly wnd well to highlight the
“noncomparapility and noncommonness of the dompeting values at stake.
Thus. when | must choose between spending time and encrgy with my
children, or having fun with my wife, as against attending to professional
dutiess in which other of my obligations are deeply lodged, and in which
“other desires, such as for fame and distinction, might be achieved, § sim-
ply have o common scale on which to weigh one against the other. No
money cquivalents serve here at all. Yet 1 am thinking in terms of trade-
offs, and cost-Benefits, and optimization, .and the like. But what I dis-
cover. as 1 have said, is that there is no common scale of felicity: no
common denominator of need or gratification; no master caleulus or
arithmetic of any sort that would be usetul to gmake my calculation
more precise. . . K

It is in situations such as these (and they -can be gencralized to aver-
age situations of groups of people and thus 'not be simply idiosyncratic
individual 'cxprc_.s.sinns) that formal ,cconomic considerations arc least
useful and applicable. while at the same time, the general cconomic

stxle of thinking is indispensable, at least “where rational bargaining

among alternative courses of action is coneerned.
The point here is that the cconomistic style of thinking, as against
. ¢ -
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formal ceonomic analysis, has deeply penctrated social sciendd thinking,
including meral phllmuph\. and has done so not simply because of the

«prestige of hard cconomics, but because the model of rationg! thought
and judygment antong alternatives, swith their respec tive sets of costs and
shenefits, v 4 generd| muodel, used most fluently by cconomists, but avail-
able as u general model 'in all other ficlds of hyman discourse and ine .
quiry as well. So, the formal shop talk of ceonomists is found in many &
noncconomic readims betause it happens to be the formal shop talk of
rational calculation among costs and benetits of altcrnach Once that - ¢
18 awknowledged, then there should be no - question about the places
where ceonomistic thinking can be fruitfully applied. It can be applied
everywhere that seasible .\tumahty is itself wseful. *

To say that, however, is not to suggest that it ought to be assumed, on
principle. that we should go on to search for a common denominator in
which numerous human values can be expressed on a common scale on
whichi they can be weighed. It probably is a better hypothesis that there
_are analytically scparate arcas of human getivity, each with its own lan-
“guage, not translatable into cach/ other, not expressible in cach others’
terms, and henee not really comparable. Think of the vocabularies and:

- grammans of religion, art and musig criticism, science, and ¢ )mtionul re-
Lationships.  And think of the values imbedded in those lafiguages and
expressed by them, and of the, languages created to deal with and even -
to constitute those' realms of human experience.  Consider, for /exumple,
@ debute between a father und a son regarding the son's utterly unacs-
thetic apd aesthetically revolting appearance, as scen by the father, and
his bitter feclings that he is bun" duhbu.itcly savaged by his son insthat
realm of values, as against the son’s values on independence, his joyful v
pretense at inditference to appearande, cte. How does ane ever bargain
those disparate values? How much acsthetic. rev ulsion is. equal to how
much  high-spirited independence?

This may scem like o trivial problem or a trivial example. Consider
it, though. -on a large scale.- Consider the contest between the values ex-
pressed by environmentalists:  the value of open space, of untrummeled
cwilderness, of undeveloped scashores. Contrast these with land devel- -
“opers’ valuds on housing, oil supplics, resorts and tourism, and consider
all the values contained in those two quite disparate nexi of languages,
meaning and concerns. The events of the current day illustrate quite
clearly that the bargaining, such as there is, between these u)mpcung
values, is not rationally calculated on a common scale.* Rather it is al-
most wholly detefmined by political forces favoring one set of values
to some dq_.ru over some other degree of the other.,

The irrcconcilability and noncomparability of these disparate sets of
values, except through a political bau_.‘unmg process, is @ fundamental
fact gbout sovial behdvior and social organization. To teach it requires,
that the competing sets of values be revealed, the noncompuarability be

disclosed, and the political resolution process be understood, while the
model of trade-off is to be upplied in all its richness, Wherever formal .+
ceonomic analysis might clarify an issue, us it can at several junctures,

- -
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it should certainly be ‘brought to bear. But it should not be thought that
the discussion has beerd any less precise thun it could be simply bgeause
most Sf the values involved cannot be expressed.in wmmun value term
\lu.h as monetary equivalents.

" There emerges from this kind of discussion another basic theme
about social behavior that requires continuing exploration and clarifica-
tion in sceondary school social studics. It is really a twofold notion. The
first fold involves the realization that in socicties such us this one there
are numerous competing sets of interests that seck to be realized out of
common and scarce resources of land, money, cnergy, time, concern and
enthusiasm. “1t follows, then, that any policy decision that favors one set
of interests, und calls for the utilization of the scarce resources for the
_implementation of those interests, is 5011\5 to be negative, to that extent,
for wmp;tmﬂ interests.

This is simple cnough, of course, whm stated this way. But the en-

suing implication is more often fudged than brought out, as far as I can
determine. The implication of which I speak is that political struggle is
the - essence- of -interaction among social interests competing for scarce
resources, and that the model of competition thus becomes a crucial
matter. It is here of ‘¢ourse, that the idea of the -deniocratic social order
and polity, and the rules of democratic competition, freedom and obli-
gation begome crucial. But all too often that democratic model is por-
trayed as one that produces mutually acceptable compromises, when in
fact it more often produces mutually unacceptable compromises that

fcave both sides embittered. Mare important still, a high degree of po-.

liticul cnergetic activism is indispensable to even the partial realization
of onc's interests in a pluralistic socicty such as this. That is the second
part of the twofold idea: the idea, in short, that a conflict model of
 deinocracy must he seen as applicable just as often, if not more often, to

‘democratic polity as the, traditional model of sweetness, light and equili-
brium. The naturalness of conflict, I am saying, is a gencral feature of
organized social-life in a diverse society.

The more ggnu’dl point still is that all actions are llkcly to have both . |

positive and negative consequences, or cufunctions and dysfuncuons, as
my professional jargon calls them. Therefore, the meaning and signifi-
- cance of any social action is to be estimated by summing up, somchow,
by un as vet unavailable calculus, the positive and negative functions in-
. to one overall sum or product, so that the wisdom of the action can be
judged. . which, of course, it cannot. To illustrate- the difficulties here:
How. much would you say it is worth while to usc scarce school
resources to try to provide to the bottom ten pcrccnt of the school popu-
lation a sense of their worthiness? Suppose this requires a significant
subtraction of the schools’ time and attention and other resources from
the-education of the top ten percent? Is it worth it? And mind you, here
we are dealing with somewhat commensurate values that might be able
to be cxpressed. at least in part, in some standard scores.

How cficctive is a school which chooses the first option as against
one which goes exactly the other way and concentrates its resources on

18
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its sa~called best students?  Without some prior agreement on the criteria
and measurement of “effectiveness”™ no answer is conceivable, outside of
that yielded by political struggle, And if we seek for some agrecd-upon
measure of effectiveness beforchand, -we will discover that the Very quess
tion of the pro and con of ‘the two interest groups is at stake, namely,
whose interests ought to be served at what cost to other interests?
Bven if all the resources involved could be expressed in mohetary
“terms, s perhaps most of them could, the crucial problem at the heart of
the matter would remain untouched by that translation. The points then
are, first, -the inescapable conflict of positive and negative functions in
resource-allocation in any situation of scarce resources, and, of course,

most important sitdations involve scarcity, and, second, the impossibility, -

of a rational cvidential proof of what is the best coursg of action. You

can do all the cost-benefit analysis you want to, but unless you have a

prior scale of weighting costs agauinst benefits on an agreed-upon master
common unit, you are unavoidably left with the need for concerned, in-
formed but unavoidably imprecise judgment and political action upon
that judgmem., - - : T
Another ‘interesting example of noncomparable trade-off Jhas to do
-with the transfer of property by the mechanism of theft. First it should
be recognized that there is no loss to the society at large from theft, cs-
pecially not of theft of consumer goods, not even if you include costs of

insurance and all those derivations of theft. For the simple fact is that in .

theft the only thing that happens is that property gets transferred. The
net sum of property is exactly the same as bcf?#c. It just happens to be
in ditferent hands. Morever, there is some decent reason to believe that
theft juices up the economy in a number of ways, particulurly because of
the fact thut stolen consumer goods tend to get turned over more often

* than Jegally purchased goods, and hence generate profits for more people

. dlong the route to final consumption. Morever, since stolen goods tend
Yo be sold at cheaper prices than regular goods, there is a ‘measurable
bencfit to the consumers of hot goods. as well as to the thieves. Against

~that, measure the loss for the individual from whom the goods were

. stolen. Assume he is uninsured. So the outcome is bad for him, but
‘good for the thief and the consumers. who purchased the hot goods. It
may also be incidentally good for the insurance company and for the ad-
justors and clerks who are thereby kept employed: and it may be good,
compurably, for the police, prosecutors, court clerks, sherifs, judges and
alt others involved in the administration of criminal justice, not excluding
prison architects, wardens, turnkeys, and associated personnel. So how
dysfunctional is theft? We then start introducing other values such as

* feclings of safety, freedom from the necessity for eternal vigilance, mu-
tual trust, and the like. Those would presumably be enhanced in a con-
dition of lowered theft rates. On balance, are they worth it, comparéd
to the benign outcomes of theft?

That sounds like a wise guy example and it is, because | obviously
prefer the nontheft situation to the other. But one can't ignore the fact
that my preferences are other people’s anathemas, and viee versa.  And
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#5  there ds no way, rationally, to make peace between us, nor resolve with
evidence our value contradictions,

We sce in these mixed outcomes of eufunctions and dysfunctions, as
competing interests are served variably well and: poorly, a reiteration of
the crucial theme regarding the presence of numerous factors in the cau-
sation of social organization and behavior, “Man does not live by bread -
alone™ iseu well-beaten homily, but-it has a strong center of truth, The

> . “fuct is that humans do pursue political, religious, gegstigious, aesthetic,

' .mgral and economic ends, among others. And they :often_pursue these

simultancously. Perhaps more iniportantcis the fact“that these  nuijtiplici-

ties' of ‘individugl motives become multiplicities of group motives and be-

havior as well, so that the analysis of social events has to taks cognizance

of the interplay of multiple factors in the production of social outcomes.

I can conclude now, and perhaps be a little more faithful to my orig-

o inal charge, by suggesting a framgwork of four basic sociological gon-

2 cepts with which most social behavior can be analyzed and which reveal

' the strategic places at which cconomistic-type thinking unavoidably en-

ters into social analysis. These congepts are (1) identity—such as sex,

age, religion and pationality: (2) role, i.c.,, all the structured. sets of obli-

gations and rights that accrue 'to us by virtue of the statuses we occupy,

such as mother or father, husband or wife, child or.parent, employer or

“employee: (3) vilugs, or our concepts of the good life, or those portions

of it which we scek to realize, given our identitics and their meanitigs,

and our Toles and their import; and (4) resources, or the sum of the

property, power and prestige we command and that cnabies us to realize

our values, even against, the opposition of others. - o

' You can sce immediagely the ways (in, which .economistic formula-

tions regarding trade-offs, optimization, competition of values, allocagon

~of scarce resources and related ideas arc indispensable to thinking clear-

ly, even if imprecisely, about these matters. Since most thinking about

social affairs is both unclear ‘and imprecise, it would constitute a signifi-

cant gain indeed- if we were able at’least to reduce some of the lack of

_clarity.  even if we did not increase the precision at all. In sum, one

douesn’t hive to pay the cost-of an embrace by the ogre of Economic Man

- to benetit from the sustenance that both formal. economics and general
cconomistic thinking can yield.

‘} ’
L
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Suggestions for Further

eading and Reference*
- . 4

In his paper, Professor Tumin dealt with economics and sociology in
a general sense. There are few publications that do this, but there are

.
Y —

* These suggestions are prepared by members of the Joint Council staff.
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many which cither relute ecconomic concepts and analysis to social prob-
lems os—with a different emphasis—discuss the sociological implica-
tions of cconomic issues and policies, Several of the Joint Council's
publivations can be used to-give students a better knowledge of crime,
poverty. racial discrimination and unemployment. These -are as follows:

Joseph G. Mete, TheEconomics 6f Crime. 1971, 18pp. Check-
list No. 138, Price: $1.00. Accompanying filmstrip with re¢-
ord orecassette (Checklist No. 167) available for $14.50 or

+ $16.50 (cassette). ° : .

The Ecanomics of Poveriy. 1968, 62pp. Checklist No. 99, Price
~, %2.00. (For junior high school pupils.) Teacher's Manial of
25 pages, (Chegklist No. 100) available for $1.25.

Lester C. Thurow, The Ecodomics of Poverty and Racial Dis-

crimination. 1972, 22pp. Checklist No. 147, Price: $1.25
for,_single copy with “Teach About™ section. Accompanying

able for $14.50 or $16.50 (cassette). .
Sar Levitan and Robert Tagggrt, The Economics of Youth Un-

employment. 1973. 18pp. Checklist No. 163. Price; $1.25 :

for single copy with “Teach About™ scction. Classroom sets
.of 30 (Checklist No. 163a) available for $11.00.

The following list is a sample 'of the publications which teachers and

students can use to learn more about cconomics and specific social prob-
lems or conditions. : T ' .

Henry J. Aaron. Why iy l‘i’?lfare So Hard to Refarm? ' Washing-

9

bound ). .

ton, 'D.C.; The Brookings Institution, 1973, .$1.95 (paper- -+

David L. Bender, editor, Liberals and Conservatives: A Debate

on the Welfare State. Anoka, Minn.: Greenhaven Pross, o

1971, $1.95 (paperbound) (Sccondary level.)

Robert Bennett and Thomas Newman, Poverty and Welfare, Bos-
ton: Houghton Mifflin, 1969. $1.60 (paperbound). (Sccond-
ary level,) . .

Hubert M. Blalock, Jr., Toward a Theory of Minority-Group Re-

¢ lations, New York: John Wilcy & Sons, 1967. $9.50. (In-
cludes socioeconomic _fucto:‘s.)

Hurry C. Bredemeier and-Jackson Toby, Editors, Social Problems
in America: Costs agd Casualties of an Acquisitive Socie:ly,
2nd ed. New York: John Wiley & Sons, 1972, $6.95(paper-

' " bound). _— . o
' Michael Brennan, Philip Taft and _Mark Schupack, The Eco-
nomics of Age. ‘New York: W.W., Norton & Co., 1967. $7.50.
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| Edward C. Budd, Inequality and:Poverty: An Introduction to a

- Current Issue of Public Policy. New York: W.W. Norton &
Co., 1967. $1.95 (paperbound). . ..

Szymon Chodak, Societal, Development. New York: Oxford
Umversvy Press, 1973. $12.50. {(An “mtcrdxscxplmary over-
wew. mcludxm_., ccpnomics. )

Dennis J. Dugan-and William H. Leahy, Editors, Perspectives on
Poverty. New York: Pracger, 1973 $16.50.

David A. Durfec, Poverty in an Aflluent .Saczety anlcwood
‘Cliffs, N.J.: Prentice-Hall, 1970. $1.72 (paperbound).
(Sccondary level.) : :

Lillian.B. Frankel, .This Crowded World: An Introduction to the

Study of, Population. Washingtdn, D.C,: Columbia Books for
the Populauon Reference Bureau, 1970 $1.50 . (paper-
bound). (Intermediate school levcl)

Hclen Ginsburg, Editor, Poverty, Economccs and Society. Boston:
‘ Little, Brown and Co., 1972 $4.95 (paperbound).

Lconard Goodwin, Do the Poor Want to Work? A Soctal-I’sycho- |

“logical Study of Work. Washington, D.C.: Thc Brookings
Institution, 1972. $2 50 (paperbound). .

David Hamilton, A aner on the Econormcs ol Poverty. New
York: Random House, 1968. $2.50 (paperbound).

Michael Harrington, The Other America: Poverty in the United -

States. Baltimore: Penguin Books, 1963. 95¢ (paperbound).

William L. Henderson and Larry C. Ledebur, Economic Dispar-
" itv: Problems and Strategies for” Black America. New York
The Free Press, 1970, $4.95 (paperbound).

Institute for Contemporary Curriculum Development I’overty
How Can Poverty be Eliminated from an Affluent Society?
New York: Cambridge Book Co., 1972. 88¢ (papcrbound).
(Sccondary level.) ‘ '

John F. Kain, Editor, Race and Poverty The Economics of Dis- |
crimination. Englewood Cliffs, N.J.: Prcntice-Hall,. 1969.

/$1.95 (papcrbound). '

Robert A. Liston, The American Poor. New York Dell Laurcl- -

.Leaf Books, 1970. .60¢ (paperbound).

Herman P. Miller, Rich Man, Poor Man. New York: Thomés Y.
Crowell, 1971. $3.95 (paperbound). *

. Llad Phillips and Harold Votey, Jr., Economic Analysis of Press-

ing Social Problems. Chicago: Rand McNally, 1974. $5.95
(paperbound). o
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Review of Social Economy, publistied twice a year by T'hc-Asso-

ciation for Social Econowics, De Paul University, 2323 N.
Seminary Ave., Chicago, 1L 60614,

Bluine Roberts and Bob Holdren, Theory of Social Process: An

CEconomic - Analysis.  Ames, lowa: lowa State University

Press, 1973, $8.50. (For readers with advanced economics
and mathematical buckgrounds.) - . . h

. Charles Sackrey, The Political Economy of Urban Poverty. New

York: W.W. Norton, 1973. S_l.9§ (pqp‘&%:md).

. o
" Harold K. Schneider, Economic Man: The Ant opology of Eco-

nomics. New York: The Free Press, 1974, -°

Elcunor B. Sheldon, Editor, Family Econoniic Behavior: Proh-
lems and Prospects. Philadelphia: J.B., Lippincott, - 1973,
- $15.00. ' :

Peg Shull.'ChiIdren of Appalachia. New Ydrk: Julian Messner,
1969. $3.95. (For clementary school pupils. )

Robert W, Smuts. Women and, Work in Anierica. New York:
Schocken Books, 1971.° $2.45 (paperbound).

Bruno Stein, On Relief: The Economics of Poverty and Public
Welfare. New York: Basic Books, 1971. $6.95. .

~A. Harris Stone and Stephen Collins, Populations: Experiments

in Ecology. New York: Franklin Watts, 1972, $4.95. (For
interimediate school pupils. ) '

- Melvin M. Tumin, Social Stratification:. The Forms: and Function . -

of Inequality. Englewood Gliffs, N.J.: Prentice-Hall, Inc.
1957. . , 4 L . .

U.S. Dept. of Commeree, Burcau of the Census, The Social and ...
Economic Status of the Negroes in the United States, 1971
BLS Report No, 394, Washingtén, D.C.: U.S. Government
Printing Office, 1971. o ' '

LS. (iowmn‘lcm. The Economic and Social Condition of Rural
America. Washington, D.C.: U.S. Government Printing Office,
1971. 5§¢ (paperbound).
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The Economics of Politics,
. .and Vice Versa.

Jokn 8. Gibson
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' Last September, my good fricnd and collcague, Moe Frankel, called

to ask me to give at this conferedce a paper on how cconomic
concepts might best be related to political science instruction and in-’
structional resources in the schools. Because no one says No to Mog, 1
naturally responded in the affirmative. Developing my remarks for today
has beep a geruine educational experience for me and huas done dhuch to
reinforce my conviction that we all have far to go in advancing inter-
disciplinary approaches to social studics teducation. ’
_In my opinion, one of the finest’ practitioners of . my profession of po-
- litical science is- Professor David Easton of the University of Chicago.
In discussing the social sciences aad jocidl interactions in his excellent
work, Framework for Political Analysis (Englewood Cliffs, N.J., 1965,
p. 50). Easton’ turns to politicat interactions. and points out that “what
distinguishes political interactions from all other kinds of social interac-
tions is that they are predominantly ‘oricuted toward the authoritative
allocation of values for a socicty.” ‘ R
The -‘main thesis of my paper is that economic concepts can best be
introduced into political scicnce instruction and instructional resources
if we relate them to what Professor Easton calls the authoritative allocas
tion of values for a socicty. It is public policy—national, state, regional
and local—that performs these regulative and allocative. functions, and
thus our mission is to show how economic concepts arc implicitly and
explicitly ingrained in public policy.

”"

Dr. Gibson is Lircoln Filene Professor, Tuyfts University.
24 b /

- - 00036 c



’-b/’ . - ’ . . - i . .
. . L

Toward this end, the cpnc°cpts, most essential are power, process, de-
isiongmahing, authoritative regulation and allocation, plamiing, a mixed
market, and, responsibility~—personal, ‘institutional and sociotal. Before
turning o the interaction of these concépts and  political  science, |
should like to relate political §eience to the ,social studies curriculum,
suggest a futuristic thrust for social,studiés education, outline recommen-
dations for a “performance-based vurriculum, and present ‘a conceptual
framework for advancing “student knowledge, value clarification, and
performance in the many interactions betwéen économics and political
science, R ) :

“Economic coneepts in the domain of political scienco in the broader
social studies curriculum of schools can be approached from many points
of view. The initial studies by the Joint Céuncil: on' Economic Educa-
tion presented in Economics in Social Studies Textbooks give us an ex-
cellent picture™of where  cconomic concepts do or do not appear in such

“cautses of study as civics and government at the junior-high level, and
government and problems of ‘democracy at the sccondary level, The
authors of these monographs, point to some very capable handling of
- economic concepts it these traditional *political science™ “courses, and
reveal some scrious shortcomings us well. Their reports and recommen-
dations should be carnestly considered by publishers and authors as ifi-
portant guidelines toward the improving of economic education in the
schools. Coe : '
Perhaps the best text.in relating iny discipline of political science to
the social studies curriculum is Riddle and Cleary's Polkical Science in
the Social Studies (Washington, D.C.: 36th Ychrbook of the National
Council for” the Social Studies, 1966). Each of the 21 chapters of this
book focuses on some aspeet of political science in the schools, and the
data provided by Jumes Quillen in his chapter, “Government Oriented
Courses in the Secondary: School,” underline the fact that political
science is-a very prominent part of the secondary school curriculum, cs-
pecially in the courses in civics, United States goverament, and problems
of temocracy. !

Political sciznce is much more aggressive in the curficulum than we
realize. At the clementary level, students usually examine many facets of
the town or city in the third grade, the state vr region in the fourth, and

~ American history in the fifth grade. That latter course is muéh more po-
litical scienee than history, because it generally is a political history of the
, United States. Often there iy an introduction to comparative "styles of
- governing in the sixth grade, if students explore other- continents or na-
- tions. Aside from the standard civics, government, and problems courses
injunior and sehior high, secondary courses in world and United States
" history again focus on political and governing history of this nation and
others rather than on such facets of history as culture, economics, or
literature and the arts. In bricf, the cur<culum is crammed with political
science, for better or Worse. . '

Another important “aspeet of patitical scignee in the curriculum s

the fuct that the vast majority of schpol systems in the United States

- »
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have citizenship education as a central educational objective., Indeed;.
“good citizenship” is often the basis “or rationale for courses in United
States history. In its infinitc wisdom, the General Court of the Com-
monwealth of Massachusetts articulates in Chapter 468 of the Acts of

the General Court that

In all public schools . . . the Constitution-. . . and history and’
government shall be taught as required subjects for the purpose
of promoting civic service and a greater knowledge thereof and
of fitting tht pupils morally and intellectually for the duties of
 citizenship. I _

a

_ Usually, goals for citizenship education/ inclide knowledge about the

United States government and othef governmental institutions, the val- -
ues of ‘democracy and democratic institutions and processes, exemplary
civic behavior, and, quite often, love .of country. Although political -
science is the central discipline in citizenship education, other dis-
ciplines—certainly economics—can and must contributc to any prepara-
tion of the good citizen.- e o '
We can sce, then, that political science is a very promineat disci-
plinc in the social studies curriculumy and that citizenship education is
av overarching goal for clementary and sccondary education. Given
these facts, which are not likely to change in this decade, where can ¢co-
nomic ¢oncepts, be utilized in political science instruction and instruc-
tional resources to advance desired objectives for social studics educa-

_tion? The fine monograph by Ben Lewis, Government and Our Eco-

14

nomic Svstem (New York: Joint Council on Economic Education,
1972) and the Joint Coundil's Economics in the Curriculum (New
‘York: John Wiley & Sons, Inc., 1970) have provided us with meaning-
ful insights on the ‘many and complex relationships betweert governing

“and cconomics. -My purpose, however, is not to review the state of the -

art or even my own writings, which deal extensively with political sci-
cnce and economics. Rather, our task this afternoon is to.fook ahead
.and 'scc how we can improve whatever “state of the art™ we have in
these important disciplines. = S Sa

- Before proceeding further, | want to impart a futuristic orientation
to my paper. After all, education itself is—or should b‘p—-futuriséic. be-
cause it is a structure and process for equipping young people to live,
work, participate in civic affairs, share, and love in the future, their
futurc. 1 feel, however, that much contemporary education seeks to pre-
pare students for a status quo that is rapidly passing all of us by. My
colleagues and | have been engaged—somewhat furiously-——~in futuristic
curriculum development in the social studies, and our deliberations- have
motivated us to suggest at least five conditions for. the year 2000 A.D.
which will mold the lives of our students today: population, a crowded

. and congested society, a technological socicty, 3 brain-intensive socicty,

and a medico-interventionist socicty. =
Given these projeciions, what structurc, process and style of educa-
tion are nceded, especially in the social studics, to increase the likeli-

<
.
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hoad that our students of today will not oy be able to cope’ in the year

2000 A.D. but also sustain and strengthen the values of a free soeiety in -

2000°AD.? I we wddress ourselves to this question seriously, we may
usher in during the 1970's a new cycle of change in the social studies,

somewhat analogous to the “new social studies™ ¢ycle of the mid-1960.
It one aceepts the need for futuristic orientation in the social studics, -

one might also accept the premise that the new social ‘studies cycle
should be termed Uperformance-based social studies.” By this, I mecag
that as students progress through' the grades, their development should be
appraised 1o a considerable, extent by performances they demonstrate

through overt behavior as well as by understanding performances that’

can be appraised n examinations and papers they author. Three offhand’

and specific examples are that cach student before graduating from high
school should demonstrate his or her capacity to read with real cconomic
understanding the finuncial pages of newspapers; describe the political
- structure . of his or her town or city in terms of precincts, wards and
municipal political committees; and write o paper on the economic drain
- of crime and racism, based on research by the student in his own com-
. Anunity, . :

Let me say immediately that the ¢xamples above may or may not be:

- -aceepted by educators, authors, publishers and the public at large. They
serve only to illustrate what 1 mean by a performance-based curriculum.
Such a curriculum also_should not- exclude, by any means, the content
matter from history and the social disciplines that is truly relevant to the
students® intellectual and affective development and that is of value in
standardized testing. The central point I should like to make.is that a
performance-based social studies curriculum stresses the students’ capa-
city to’understand and perform in a manner likely toensure some mea-
surg of success in a progressively changing society.

Several reusons lead me to call for a performance-based curriculum.

In the first place, in the society of tomorrow, which will be molded by at
least some of “our projections, the individual must possess skills beyond
thpse of the computer in particular and technology in general. He or she
must perform, or let somveone else or some machine do the performing.
A major task for cducation today is to make some determination of what

those skills are or should be, especially o task for social science educa--

tion. Secondly, performance-based social studics education will provide
much-needed tools for determining what content in the curriculum rcally
benefits students and what really has become irrelevant. We must have
the -courage to exclude, if we are to help the student through *ducation
W participate ctfectively in the world of tomorrow. e
Third, a performance-bused program may go far toward bringing the
student and ‘education into a state of far greater harmony than ever be-
fore. This will be particularly the case if the student can participate in
determining the performance e or she is to demonstrate as a condition
for upwurd mobility in education. I reading and understanding the fi-
mancial pages is considered a performance to be required of some stu-
dents, simulation of Wall Street procedures, the process of risk-taking,
\ _ ¢
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and gaming in the futures market are means toward the desired outcome.
Student participation in the teaching-learning process, the teucher as a

facilitator and not only a dispenser-of knowledge, and clussroom. and .

out-of-school peer interactions in the process of rescarch and. discovery
«—all *pointed toward specific performance outcomes—might go far to
give the old saw “relevance” some relevance.

Fourth, it would appear that performance-based teacher education is
coming down the pike, and a growing body of literature and even some
court cases seek a close association betweeg what a teacher is called on
to do professionally in the classroom, or classroom performances, and
developing those performances in the training of the teacher. 1 fecl that
a gencral requirement for teacher certification of 18 hours of education
courses, including knowing how to run the 16-mm, projector, will in-

" creasingly be replaced by ecrformarice-based teacher education. ~This,

after all, is the way we train and cducate physicians, dentists and many
other people entering the professions. The main-point here, however, is
that the performancé-based curriculum and performance-based teacher
certification cun complement each other to the benefit of both the stu-
dent and the teacher. : '

My colleagues and.I have given this concept of the performance-
based curriculum much thought and somc action in recent years. This
is true not only of our work in futuristic curricula but also in alternative
educational projects in Boston, especially the Flexible Campus Program.

. The open-campus part of Flexible Campus provides many new curricu-

lum options and opportunities in the high school, -whilc the off-campus
component for more than 2,000 high school students enables them to
engage in learning programs in a host of societal institutions, all of
which call for overt performances. Our use of resources from the John
F. Kennedy Library gives students primary materials to study the Presi-

“dency and the process of governing. The many practical learning activi-

ties—performance-based—we have incorporated in the 1973 Magruder's
American Government (Boston: Allyn and Bacon, 1973) appear to be
yielding desirable outcomes in the 12th-grade United States government

“course. In a way; therefore, the performance-based concept is hardly

new. but it can and should grow and expand in the 1970°s toward the -

" end of better equipping students of today to survive and succeed.in the.

world of tomorrow,

Toward this end, let me outline a possible framework for a perfor-
mance-based social studies curriculum, with particular emphasis on re-
lationships between the disciplines of political science and €conomics.
It is not my task or authority to outline all the possible performances
that might be desirable for students from kindergarten through grade A2
to demonstrate. But | can start with a very fundamental set of concepts -
taken from our Declaration of Independence and Constitution, show
how they are cxpected performances for all of us, suggest how they can
be used to develop a spiraling performance-based curriculum, and de-
scribe what implications this structurc has for political science and
CLCONOMICS.
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* We begin tirst of all with the philosophic assumption ‘that each of uy

is born with the unaliengble rights of life, liberty and the pursuit of hap- -

piniess. At leagt, the Deelaration of Independence says this is so, and be-
cause the structure and process of governing in the United States are un-
questionably based on this premise, the concept of unalicnable rights

based curriculum, . :

can well serve as thé foundation and beginning’ of our performance- .

. P 5‘)
The Declaration’s words that “all men are ‘endowed by their Creator .

with certain unalicnable rights, that among these are life, liberty, and the
pursuit of happiness,” suggest that the basic rights arc not limited to

<

- “three. "Indeed, in the Fifth and Fourteenth Amendments to the Constitu=
\

tion, the words are “life, libekty, and property”; and there is much dis-
sussion today about .whether e{ucation and health carc, among others,
arc “rights.” We generally have paid little attention to the -pursyit of
happiness .as 4 right, but the terﬁ\ pursuit suggests ‘that happiness, how-
ever defindd. is a goal and pursuit\is a process.” We shall return shortly
to-goals and processes. ". Ta.
‘We thén proceed to the Preambly to the Constitution, witich we-all
should know by heart. If we examine'\the Preamble quite closely, we see
that it is admirably suited to be thé matrix of a performance-based social
studies curriculum. “We the people™ are represented hére in Philadel-

phia in 1787 “to form a more perfect union:™ The authors of the Con-
stitution digl ot say “a perfect union,” but “a: more perfect union.” This .

suggests to me that the process of forining and re-forming’ must go on
toward the overarching goal of working toward perfection. Perfection is
the ideal, and our continuous goal is working toward perfection. No one
has defined what a perfect union is. If we "§trive toward it, however, with
Some conception of what perfection might mean for prescrving and
strengthening the enjoyment of our unalicnable rights, we are oriented

toward the future and wili not be satistied with. any status quo definition

of perfection. )

Given the basic goal of “toward a more perfect union,” we now turn
to the tive performance objectives set forth in the Prcamble—again. con-
-cepts well ingrained in the memory juices of your brain. Obviously, *¢s-
tablish Justice, insure domestic Tranquility, provide for the common de-
fence, promote the general Welfare, and secure the Blessings of Liberty.”
Before returning to these five performance objectives, we alsqnote that

o do alt of this, “we the people”™ (as .‘represented” in Philadelphia) *do

ordain and establish this Constitution for the United States of America.”
Orilain can mean “to order by virtue of supcrior authority™ (The Amer-
can Heritage Dictionary of the English Language); and of course the

- . superior authority comes from the “people™ who have the unalicnable:

rights government is designed to secure. The Constitution is established
as i structure and process of government and governing, designed to pro-
vide the machinery for implementing the five petformance objectives.
Tor dingram the Preamble, we draw upon the governing-process model
presented in Chapter Five of the Riddle and Cleary book, Political
Science in the Sociul Studies. That chapter, “The Process Approuch to

-

. ' 29

. 00041



e o (1} The governed

. .
‘ . ~

]

Political” Science,” outlines a structure and; process for political science
that I have used for many yeurs in many kinds of instructional materials
I have authored for students in clementary and sccondary schools.

{5} Decislon-making

(4) The government

-> (8) Foreign | o

\

2} The ofhiclals ;
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policy
Y
{3} Political A - (6) “
process - Domestic, R
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. | ~ The Governing-Process Model

Clearly the goal of structure and process of governing in the United
States is to move toward a more perfect union, and under that goal, to
pursue the tive interrelated performance objectives.” Strucgure refers to
the organization and institutions of American government, while process
is the power and motion that give governing life within its structurc. . An
analogy is the body as a structure and the circulation of blood as a pro-
cess. It is policy, the sixth component of the governing-process modcl,
that pursucs the five performance objectives of justice, domestic tranquil-
ity. common defense, general welfare, and the sccuring of the blessings
of liberty: and the comprehensive goal is the more perfect union.

Lot us pause to make some general comments. For almost two hun-
dred years we have sought to define these ob;utms, Lspucmlly through
policy-making in government and decisions in the courts. It is the func-

tion of democratic governing constantly to pursuc what these objectives

mean. Por instance, a policeman is concerned “about maintaining “do-
mestic  tranquility,” while the citizen wants his “blcssings of liberty”
secuted. Even today, the Suprgm; Court is called on in a number of

_vourt cases to make a determination of what blessings of liberty are not

secured upon the ocCasion of an arrcst -to-further domestic tnmqulhty
It likewise 1s a task for studen® to make their own contributions in class
and clsewhere. toward definitions and redefinitions of these - objectives.

Sgeond. these objectives provide an excellent framework for citizen-
ship education, because they should mean justice among and for all peo-
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ple irrespective of group identities; upholding’ public order and tranquil-
ity: helping one another to enjoy their rights in a free socicty; contribu-
ting to the welfare of all: und enhancing and enriching their individual
blessings. Is not the Preamble to the Constitution a sound and authentic
detinition for citizenship cducation? "
Third, the five performance objectives relate to the social disciplines
found in many social studies programs. 1 take justice to mean policy that
advances the “equality of man™ theme in the Decluration, certainly in
the dowain of democratic intergroup relations and in equality before the
law. Insuring domestic tranquility refers to both political science and
especially programs of law education in the schools, which presently are
multiplying rapidly. Providing for the common defense” would be in the
area of foreign policy, international: relations, and the study of history
that examines the ages of war and peace in the community of nations.
Promoting the general welfare deals with policy largely in the cconomic
realm as well as with sociology: while securing the blessings of liberty,
aside from its psychological implications, permeates all the disciplines:
In other words, the five objectives can be viewed as referring to
specific disciplines, but even more important, they relate to one another
in 4 geauine interdisciplinary sense. What are the relationships between
personal property, as guarantéed in the Fifth and Fourteenth Amend-
ments to the Constitution, und promoting the general welfare? When 1
vole or petition the government for a rediess of gricvances, a subobjec-
tive of liberty in the First Amendment, 1 do so not only in a political
science sense but also have concern for the general welfare (economics),
domestic tranquility (political science), and our common defense (for-
2ign policy and history). All of this, then, bears on.our relating econom-

les to political science, to which we now turn.

\ . : v . e
What ‘I should like to-do is to discuss the performance objective—
promote the general welfarc—and suggest some concepts and bodies of

“knowledge, some aspects of value Tclarification, and some performances

that rglate ceonomics to political science. It would be most desirable if

+ other sovidl scientists would set forth some bodies of knowledge, value

-

o

~clarifications, and performance outcomes for the other performance ob-

jectives suggested by the Preamble. Further, it would be most useful if at
some future time, we could have a full exchange among a small group of
sacial scientists on recommended bodies of knowledge, value clarifica-
tions and outeomes under all tive objectives so as to provide guide lines
to social studigs educators on how they might profitably usc these ap-
proaches to a 'pcrform;uwc-busctj curriculum in secondary school class-
roons, . ) .

In turning to the governing-process model, we can see that it. is cs-
sentiadly a political science design and can be used at almost any grade
level, but with rising levels of sophistication us we proceed upward’ from
the clementary to the sccondary grades. Specifically, it can be used in
any social scivnee course, but it is especially germane in courses in civ-
ics, problems of democracy, and United States government, generally in
grades 9 and 12, We have used the governing-process design in courses
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i civics, United States.government, and problems of democracy and
also, as | indicated earlicr, as a matrix for an interdisciplinary approach
to social studies education at all grade levels.

The principal input of ecoffomics into political science is in our
fourth performance objective, promoting the general welfare. We take .t
that to advance toward a more perfect union, we must devisc wise pgl-
icy: (No. 6 of the governing-process model) that can promote well-being.
for the greatest number. The main link between cconomics and political
science is the role of national policy in regulating and allocating things

“of value in a democratic society, toward the objective of promutmg the

general welfare, or well-being. -

* Whatever-1 have to say about cconomic concepts in political science
relates to my strong feeling that we should look forward ihto the lives
of the young people we rcach as well as backward into the history that
has shaped the conditions in which we find ourselves today. Given what
we think lies ahecad in terms of population, an urbanized socicty, tech-
nology, and other projections, what can economics and political science
contribute toward citizen efficacy and socictal success and happiness ‘in
the decades ahead? ;What can we do today so that the students of today
will continue to have justice, domestic tranquility, a common defense,
general ‘welfare and well-being. and security for their blessings of liberty
tomorrow? What can we do today in education so that our students in

“future decades will be able to work toward that more perfect union?

Some social studies concepts in political science—it is difficult to
call them solely economic—are power, piocess, decision-making, au-
thoritative regulation and .allocation, planning, a mixed market, and
personal, institutional and societal responsibility. Undoubtedly there are

-and should be many others, but if we give these concepts decent treat-

ment, we shall have painted our canvas quite adequately. :
Under the idea of promoting the general welfare or wcll-bcmg, we

are concerned that students shall be well grounded in the distinguishing

aspects of political science, the authoritative regulation of people and

_ institutions and allocatiop of things of valuc, toward the goal of a more

perfect union and the performance objectives in the Prcamble of the
Constitution. There is a body of knowledge they should know; they

- must have facility to clarify values; and they need behaviors or perform-

“ances that demonstrate that they can give tangible meaning to their

knowledge and values. Knowledge, values, and behaviors do not come in
scparate compartments, because cach depends—or should depend-—on
the others. For the purposes of cur discussion, however, 1 will take them
up onc at a time. -

I assume that in essentially political science courses such as civics,
problems of democracy, and United Stites government, students should
know about the American governing process and the American mixed
market system and should learn the facts and figures at increasing levels
of sophistication as they move up in the grades. As a political scientist, 1
want them to know about the - structure and process of governing in the
six essential component parts of the governing-process model. If politi-

n
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cal science is concerned at its roots with the authoritative reguiation of
people and institutions and the allocation of things of value—No. 6 of
the governing-process diagram—I want them to know ‘about the body
politic, what Kinds of people tht governing officials are, how they got in-
to authorititive positions in the government, the structure of the govern-
ment itself, as well.as how it began and how it has| developed and
chunged over the years. They need to know about the process of deci-

sion-making within the structure of government, and [the overarching
policies and laws that seek to regulate and “allocate as|this democratic -

society strives toward the more perfect union, i

More specitically, | want Students to examine, through case studies or
otherwise, the duthoritative regulatory and allocative fupictioff of public
policy. One interesting way in which this can be done is| to compare the
American governing-cconomic. system of the period argund 1880 with
the contemporary international system of nation-states. “Today, in the in-
ternational community, we have about 135 nation-states; buying and séll-
ing, giving and taking, sharing and hoarding vulucd,/ but scarce, re-
sources essential for the security and well-being o’f/‘ﬁcsc states, Qil is

/

only one example of a valued and scarce resource,” This community of /

nation-states is a chaotic marketplace, -where rélations among;stat?‘
sceking scarce and valued resources, is generally dominated by the major
_powers, especially the United States and the Sgviet Union. Existing in-
ternational institutions, such us the United Ngtions, and precedurgs for
bringing order to relations, or international Jaw, do not have the influ-
enee and power to regulate this marketplacy and allocate things of value

essential for international peace and well-being. Thus the chaos contin- -

ucs, causing incquitics among nations. A hundred years ago, this kind of
marketpluce characterized the United States, especially as our national
cconomy boomed after the Civil War, The cconomy and government

- were dominated by ‘the Morgans, the Rockefellers, the Carncgies, and | .

the formidable financial and manufacturing institutions of the time. It
Was they, in general, which dominated the market conditions and ex-
hanges. Then, for reasons we alrcady know, along camc the Sherman
{Anti-Trust Act and a subsequent stream of legislation or regulative and
allocative policy, which profoundly altered the old market systém and
led to the mixed system we have today. Al of this presumably is toward

the broad goal of the more perfect union, and such objectives us estab-

ishing justice and promoting the general well-being.

Students must examine in some detail this history of the increased
rgle of public policy to regulate and allocate and how it generated the
tixed system we have today. 1 want them to understand how the *pol-
ey bux,™ or No. 6 of the governing-process diagram, cxpanded so much
ince 1890 and what this has meant for promoting the gesieral welfare
or well-being of the people of the United States. 1 want them to realize
that much, but certainly not all, of the growth of authoritative regulatory
and allocative policy came about because many individugls and institu-
tions did not assume sufficient responsibility to regulate themselves and
W compromise in the allocation of valued, but scarce, resources. The
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first part of Upton’ Sinclair's The Jungle does a fine*job for us in this re-
spect, as do several of the MeGraw-Hill films on this concept we made
for clementary school students,

1 want students to understund that in the absence of sclf-regulation
and socictal responsibility by citizens and institutions, the government
and huge private institutions such as our supercorporations will do the
planmng, regulation, and allocation for us. If these responsibilities are
not underdtood and exercised, we shall have very few personal options
for exercising responsibility and” plunning by the time of -the active and
ruponsnbl; adulthood of pur students of today. Certainly the current

, energy crisis is 4 salient case in point.

In any in-depth understanding of the role of regulative and allocative
policy in the structure and process of governing, the concepts | have
fisted are both implicit and caplicit. Power is vested in the individual

- who has authority to regulate and allocate the values of others, (This
definition of power is based on the writings. of the famous Yale social
scientist, Harold Lasswell.) 1 want students to know the role of vested
interest groups in dur socicty that have such profound inflibnee on shap-

© ing policy throughl the role these groups play. In addition, they might
fL‘dd but not xxuqsarlly agree with, John Kenncth Galbraith, who, in his
most recent book,: Economics and the Public Purpose, umdudcs again
that cconomics is a branch of polltus

0 In his review of this book in The New York -Times, Sgplumbcr 16,
1973, Richard J. Barnet writes as fUllt)W\

. In The Affluent Society (1958), John l\cnm.th Galbr..uth s domi-

- nant theme was that production for private afflucnce * brought
publiv squalor. His The New Industrial State (1957) explained
why our system produced such an overabundance of dog ‘food
and male deodorants and " such a shortage of deeent houslng,

- medical care and breathable air. Galbraith’s answer |in his. fatest
hook| was that the growth of power in both publlt. and private
burcaucracies “was the decisive foree in cconomic and pohtu.al
lite.” . - :

Agree or not, | oshould’ fike to have students examiine those institutions
groups which exert such a powerful force ‘on the shaping of public

policy: how governments have or have not responded (eg., the ITT
cuse): and from this rather large body of knowledge and central con- .

cepts o form their own judginents of what all of this means to them,

There are more bodics of knowledge and concepts they should know,

but the above certainly is a staster. It also should demonstrate how com-»

plex governing and cconomic systems are, how interrelated they are,’ and

- that therefore the simple and casy answers and, panaceius we so oigen

- hear today about governing and cconomics really solve mothing.

~ - Falso want students to examine the regulatory and allocative policy

- in such other nations as the Soviet Union. Sweden and Israel, and in
some authoritariun nations in Africa and Asia as well. In such a com-

parative study, I wunt them to use the governing-process model to realize

-
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the problems and scarities in other countries und to come to their own
conclusions about the capacity of the United States to promote the gen-
eral welfare for the greatest number.

But. the words Anowledge. understanding and othgr cognitive terms
e ot chough.. | want them to imove on to clarifying their own values
and belicls about the nuture and function of authoritative regulation and
altocation in our system. 1 should like to have them sort out and debate
some of the following questions: As an ideal, what is a perfect union in
the United States? What Kind of public policy can advance us toward
that mofe perfect union” How much or how little regulation and alloca-
tion of things of value is necessary to pursue the desired end? Provided:
with some cxcerpts from Galbraith's Ecanomics and the Public Purpose,
- haye them debate his recommendations for increased regulation in vari-
ous arcas of our cconomy, which this noted author says is cssential to
preserve the open=market system. L

Further problems might be: What do we mean by personal, institu-
tional.and socictal responsibility in such arcas as consumerism, energy
consumption, environmental protection, health, and resources essential
for one’s “senior citizen?d’ years? What were the advantages and disad-
vantages of the American cconomy in 1880 and 1973, and what should
this system be like in 1980 and 20007 What is necessary to get to where
you think we should be, given what we think lics ahead? Is Ralph Nader
_nats, or is he a knight on a shining white horse? When do you exercise
your independent spirit or when do you compromise? Do you travel at
S0 or 70 miles an hour; do you buy up all the gas you can; or do you
voluntarily comply with authoritative national, state and-or local policy?
Why? )

The possibilities for value discussion agd clarification can be cx-
tended atmost indefinitdy, and the nicans for doing this abound. Text-

books and other instructional resources can contribute in many ways to

helping students to sort eut their own salues after providing bodics of
knowledge and concepts that will permit them to do some thinking for
- themselves. In December 1966, 1 dwelt on this point in a paper | gave
~before the American Textbook Publishers Institute Industry Caonference,
entitled “The Publisher us Teacher,™ | suggested how publishers could
provide ways for.young people to consider and debate their values, es-
pecially through students” own input into the teaching-learning process.
Much has been done in this arca, but much more remains to be done,
Eurther, the publisher has an obligation, in my opinion, to enlarge the
capacity of the teacher 1o be u facilitator of knowledge and Ilearning as .
well as a dispenser of Knowledge. These are arcas where we must con-
tnue to work closcly together, and this-is another reason for this con-
forence. . .

Performance outcomes serve as the third component in the teaching-
learning process, following knowledge and value clarification. 51 can pro-
vide no hard definition of -desirable outcomes for the performance ob-
jective of promoting the general welfare or well-bing. 1 only ask that
the concepts, bodies of knowledge, and value claritications should lead

. e
-
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to somethings more than the standardized test; but | certainly will be
presumptuous enough to suggest in more detail what 1 consider perform-
ance outcomes to be. : -

To perform means, to me, to demonstrate. Demonstrations may be -

made by descriptions of what you know and cven value in writing, oral-
ly. or in other forms of overt behavior. Performances; as a result or pay-
off from knowledge and value clarification, can casily take place in the
classroom, such as a student's writing or talking about the process.of

in this paper can be brought into play. 'Insurance for thic car, for in-..

purchasing a c7r. Here many of the things we have been talking about .
stance, involves knowledge, valuc judgments and futuristic planning.

Off-campus performances can be demonstrated through student intern-

ships in societal institutions, such as in the kind of off-campus activities

found in thc Boston Flexible Campus Program. - '

Again, possibilities for authors, publishers and other educators
abound. for developing ways and meahs to give rcal mecaning to a per-
formance-based curriculum. The student should describe his or -her
knowjedge and values about authoritative regulation and allocation through
public policy and what this means. to the student and the society at large.

" Again, the current cnergy crisis could be an excellent case study to tic

all of this together. I especially want the student to demonstrate his or
her knowledge and attitudes with respect to the role of vested interest
groups in influencing the shaping of authoritative policy and in seeking
to persuade .public opinion of the righteousness of their cause. I only
want to expand means to assist students to show what they know and to
have their values respected, and to stimulate their own capacity to respect

" the values of others. The observer can make an assessment of what

the student knows and his or her ability to démonstratc that knowledge,
but not the student's values. The closest example I can give you is the

~cuse-study approach to -legal ,education and how the law professor as-.
sesses law students. . . ' '

1 want the student to be a social scicnce diagnostician and, toward
that end, to explain to me through the financial pages of newspapers
where government and the economy intersect. What is the role of the
Securities and Exchange Commission with respect to those figures on the
pages? What regulative and allocative authority does the Federal “Re-
serve Board have, and how does it affect me when 1 seek a loan to buy
that car? The financial pages have many economic indicators, and 1
want students to rcad and hear thc media not only from the point of
view of cxamining the day’s events but to sort out indicators of the qual-

ity of life today and its portent tomorrow. In other words, we should

develop political or civic and social indicators in addition to the well-
Woned sets of cconomic indicators. The concept of the student’s using
cconomic, governing, and social indicators to help him or her to diag-
nosc the quality of life in his community and nation is being developed
as a useful tool to improve on that quality of life in the futurc. Dis-
covering and discussing indicators, then, can help students to simulate
decision-making, using the governing-process design to determine what
kinds of governmental decisions are necessary today to improve the
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qua!ity .of life tomorrow: -

, Here is where we want o develop planning skills among students,
once they haveltools to assess the quality of life through the tools of
social science indicators. We "have found that student teams which,
through division of labor, plun and build futuristic model cities help
to demonstrate the: kinds of performances that we consider essential for
living in thc world of tomorrow. -Students can observe city planning
agencics in changing the fuce of urban life in America, and can learn
many of the rcgulamry and’ allocative tasks and prioritics that require
authoritative decisions. Diagnostic tools and planiing skills all draw up-
on students’ knowledge and values, especially when there is disugreement
in the classroom over the alternative futures cnvisioned by differcnt
groups of students.

I could go on at some length.in dealing with performances and dem-
onstrations of knowledge and valuc clarifications by students at all gradc
levels. My principal task, however, is to provide cxamples of economics
in political science courses and curricula and not to write curricula or
instructional resources that will help this cause. Let me say that per-
formarices and demonstrations in an action-filled, performance-based so-
cial studies ‘curriculum should have the added advantage of giving the
student some competence in his or her capacity to put knowlcdge to use,

~ Knowledge and even value clarifications are not enough. We must ex-
“tend and apply knowledge. and. through demonstrations of performance

" students can tell us that they mdccd have learned by doing. 1 know
Dewey said all of this before, but’ perhaps the exigencies of the present

. and the challenges of Tomorrow make it all the more necessary that cdu-

Vv

cation should have a greater pay-off to students than getting good grades

in courses and on the SATS. .
I believe a very . significant contribution we as authors and publishers
can make toward the advancement of learning in American schools is to
- persuade educational decision-makers at the local and state levels that
the future does indeed lie ahead. Sratus quo cducation retards the stu-
denis’ capacity to perform effectively in the future. Education is' for
their future, not ours. Unless teachers recharge their batteries and unless

instructional “resourced reflect the constant changes in knowledge, a °

school system simiply cannot prepare ﬁrst-gradc Susic or twelfth-grade
Richard, for the good and meaningful life in the year 2000——when Susic
will be 32 and Richard will be 43, Let's make it possible for Susic and
Richard in 2000 A.D. to look buck at us—now-—and appreciate our
clarion call for authoritative regulation and allocation, to move cducation
with the times—and toward the future.

There is always much a long-winded professor- \g%uld like to say as-

he comes to his conclusions. | have sought in this paper to point out
where political science generally is found in the curriculum and have
stressed. necessity, as 1 see it, for this social science and others to have a
futuristic thrust. 1 related this to the concept of a petformance-based
curriculum that would cnable students to demonstrate their l\nowlgdgc'
values und skills. I then suggested a conceptual framework, using the
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Declaration of lndepcndcncc and the Prcamble to the Constitution for
relating cconomic thought and concepts to pohtxca! science tcauhmg and
-leurning. An ovgrarching consideration 1 had insmind was relating the
five pcrform.mcc\\bjcctwes in an mtcrdnsuplmary way to the students’
. efficacy, involvement and potential in the socicty of wday .md the in-
orcasingly complex s%cxcty tomofrrow.
In reviewing my taik before pubhshcrs in 1966, | think my c.om.lud-
ing words then are cqua y- appropriatc now:

Let us look ahead, thcn, especially in facm% this question posed
by Dr. -Conant, “What kind of education do we need today to
guarantee the survival of a free dnd open society tomorrow?”
We cannot guarantee. anything, but. we can strive more cffectively . .
toward two essential goals for education—helping young people
to realize their sclf-potentml and guiding them toward behavioral
goals for cmz.enshxp This is toward the end of helping them-to.
“carry on’ that precious .heritage which 'you aiid 1 have been privi-
leged to cn;oy. liberty of the mind, spirit, and action.

. i
4 \

4 ’

Suggeslions; for Further

Several items on’ the Joint Council's Checklist can be used to help -

teachers incorporate geconomic concepts into courses dcahng with gov-
. crnment and politics. T'hese are; . .

“Government and the Econamy A Resource Unit for "Grades 7,

8, and 9. 1974. 32pp. Checklist No. 204. Price: $1 3.

_-,Reading and Reference +

Sar A. Levitan and Robert Taggart, The Economics of Youth o

Unemployment. 1973. 18pp. Checklist No. 163. Price:
"$1.25 for single copy with “Tgach About“ section; $11.00
for classroom set of 30. .

Ben W. Lewis, Government and Our Economic .Syslem. 1972.

76pp. Checklist No. 179. Price: $1,50." Accompanying film-

strip with record or cassette (Checklist No. 178) available
for $14.50 or $16.50 (cassette).

Wilfred Lewis, Jr., Economic Stabilization Palicies. 1970. 24pp.

s Checklist No. 1192 Price: $1.25. Accompanying filmstrip

' - with record or cassette (Checklist No. 169) available for
"$14.50 or $16.50 (cassette).

* These suggestion§ are prepared by members of the Juint Council staff.
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Herbert C. Morton, Taxation in the United States. 1969. 18pp.
Checklist No. 114, Price: $1.00. Accompanying filmstrip .,

with record or cassettes (Checklist ‘No. 170) av‘ul{gble for
$14.50 or $16.50 (casserte).

Reudings in Economics for 12th Grade Smdems of* American

Democracy. 1968, 199pp. Checklist No. 91. Price: $3.00.°

2 Teacher's Manugl of 82pp., Checkhst No. 92, available Yor
$1.50. . .

Publications available from other sources and suitable for student
use”are numicrous.  The following list is a representative sample: -

Robert Berger and Joseph Tellin, Law and the Consumer. Bos-
ton: Houghton Mifflin, 1969. 90¢ (paperbound).

“John R. Coleman, Camparanve Economic Systems: An Inquiry

' Approach, rev. ‘ed. New York Holt. Rinchart and Winston,
1974, $6.60.

William: -Ebcnstem. Today’s Isms, Tth ed. Englewood Cliffs, N.J.
Preatice-Hall, 1973, $7.95.

Gerald K. Gumber, Government in the United States Economy.
St. Cloud, Minn.: St. Cloud State College: Center for Eco-
nomic Education, 1973. Free (paperbound). ,

Juseph A. Kershaw, Government Against Poverty. Washington,
D.C.: The Brookings Institution, 1970. $2.95 (paperbound).

Robert A. Liston, Who Shall Pay? Taxes and Tax Reform in
America. New York: Julian Messner, 1972, $4.95.

-+« ‘Donuld Oliver and Fred Newmann, The New Deal: Free Enter- - -
prise and Public Planning. Columbus, Ohio: American Edu-
cation Publications, 1968, 45¢ (paperbound).

. Adrian’ A. Paradis, How Money Works: The Federal Reserve
- System. New York: Hawthorn Books, 1972, $4.95.
Teachers and students of superior ability can’ us¢ one or more of the
- following books to learn more about government's role in. the economy:
William H. Anderson, -Financing Modern Government. Boston:
Houghton Mifflin, 1973. $11.50.

/
Patricia F. Bowers, Private Chivice and Public Welfare. Hinsdale,
Hl.: The Dryden Press, 1974, $12.50., -

Robert B. Carson, Jerry L. Ingles and Douglas 4ud, Editors,
Government “in the American Economy. Lexington, Mass.:
D.C. Heath, 1973. $4.95 (paperbound).

Robert E. Cl.cary and Donald H. Riddle, Eds., Political Science
in the Social Studies, Chapter 5, “The Process Approach to

(
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Political. Science,” by John S. Gibson.» Washington.. D.C.:
National Council for the Social Studm. 1966. $4.00 (paper-
~ bound). .

Federal Economic Policy 194 5-1965 sthmgton. DC Con-
gressional Quarterly, Inc.,, 1966. $2.50. .

Arnold C. Harberger, Taxation and Welfare. Boston: Little,
Brown, 1974, $6.95.

-Robert H. Haveman and Robert D. Hambrin, Eds, The Palnwal '

Economy of Federal Policy. New York: Harper & Row.
1973, $4.95 (paperbound).

James Heilbrun, Urban Economics and Public Policy. New York
St Mamns Press, 1973, $9.95. :

David N, Hymdn. The Economics of Governmental Activity.
Hinsdale, 1ll.: The Dryden Press, 1973. $11.00.

: Miéhacl E. Levy, The Federal Budget: lts Impact on the Econ-

omy. New York: The Conference Board, 1973. $3.50.

'H. H. Licbhafsky, American Government and Business. New '

York: John Wiley & Sons, 1971, $12.75.

Lloyd D. Musolf, Government and the Economy. Chicago: Scott,
Foresman and Co., 1965. $1.95 (paperbound). .

Doug!ass C. North and Roger Leroy Miller, The Econoniics of
Publi¢ Issues, 2nd ed. New York: Harper & Row, 1974, $2.95
(paperbound).

Charles L. Schultze, The Politics and Economics of Public
Spending. Washington, D.C.: The Brookmgs Institution, 1969
$1.95 (paperbound).

Gordon Tullock, Private Wams Public Means An Ecorw»nc
Analysis of the Desirable Scope of Govem’hem New York:
Basic Books, 1970. $6.95.

The US. Economy: Challenges in the 1970 s. Washington, D.C.

Congressional Quarterly, Inc., '1973. $4.00 (paperbound).

Richard E. Wagner, The Public Economy. Chicago: Rand Mec-
Nally 1973, $10.00. ’
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- Grafting Good Economics
onto Basic History Courses

Paul L. Ward

&
L

WHAT can we do to improve the incidental learning of cconomics
in history courses in the schools? Certainly a large part of the ma-
terial in these courscs is in substance economics, and much of it is poor
in quality. The Joint Council on Economic Education has recently con-
ducted a eommendable review of exactly this material at the various
school levels, through a systematic sampling of textbooks. The specific
deficiencies of uncounted separate picces of  economic instruction have
been helpfully pointed: out,” and improvements suggested, It is hard in-
decd. to see how the job could be done better.

But something different may now .be in order. The Joint Council's
- surveys give teachers a long array of separate items of economic knowl-
- edge, one that also could easily be cxtended. How choose among all
- these items? Which should be emphasized? After all, historical facts
“learned in school seem peculiarly liable to being forgotten, as witness
the findings of polisters when testing citizens’ knowledge of our country’s
history. To give history teachers long lists of improved items of informa-
- tion thus risks being an invitation to bad teaching—that is, to the hand-
ing out of inert data for students to memorize and later forget. The
schooling of American youngsters, many of us feel, is already over-
burdened with such dead-end learning. Lists deserve to be supplemented
- by firm advice as to How to select from them. ‘
‘ At the risk of being sententious, 1 would put it next that the art of
helping students to fearn involves attention successivély to three things:

*

Dr. Ward is Executive Secretary of the American Historieal Association,
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significance, activity and pay-off. First. that is, the item to be learncd
needs to be brightened for the student by some touch of special signifi-

" cance. In my ownpast teaching of historical dates—dates are the small-

est example 1 could give, but often the millstone around the neck of

student interest—I ecarly found it useful to insist, “Don't ever learn a

Jdate until you first know what difference it makes that it is not afew”
vears carlier or fater.” Second, the teacher has to sce to it that the stu-
dent’s learning of the item is active, a matter of doing things and making
Jdecistons, not passive. This, and not any need to imitate the professional
historian, is why history learning does well to involve inquiry. Third, the
teacher has to make sure that the learning is followed by a pay-off, some
satisfying result that is not fully signaled (and therefore discountable)
ahead of timie. To the extent that these requisites are present, I am per-
suaded, learning is less wxely to be forgotten, and more likely to have
transfer -value into new and unexpected situations, which is after all the
goal of all nontrivial lcarning.
This is by way of saying that any items of cconomic knowledge

~ chosen for emphasis in history courses should, 1 feel, be ones that lend
- themselves to the three steps of significance, activity and pay-off. It says

that they should be good discussion material for students of the age level
in question, but it says more than that. We can try to make sure that
ciach item has a varicty of angles of significance for the: students; that
cach has the right degree of difficulty to call for working through active-
ly and without too much frustration; and that each offers the learners
some bits of skill and understanding that they can put to unexpected
good’ effect. Such items are likely to be issues or competencies that re-
pay recurrent attention and so subsume many smaller items, such as the
definitions und propositions and facts in the Joint Council’s surveys. As
basic issues and competencies they can give coherence to what otherwise

for some students may be a rope of sand. - - _
Before 1 suggest a few such issues of economic knowledge, let me

approach the problem of choosing them from yet another angle. 1 am,

~after all, not an economist but an historian, What I 'hope 1 best under-

stand, from nearly a lifetime of continuing attention, are the underlying

_characteristics of historical study as a, human enterprise, when successful,

The grafting. of. cconomics learning onto history learning is worth while
only if the.latter is healthy cnough to nourish the former—if, in simplest
terms, the students’ minds are alive any learning, not turnced off, at the
points in the history where challenging economics is introduced.

“To agree as to what are the underlying objectives and rewards of his-
tory learning-—that is, the criteria of its feal success—is of course not a
simple matter: In my view these objectives and rewards come down to
certain competencics of perceptiveness and balance, of mental dexterity
and self-management, that make historical study a sclf-renewing enter-
prise and one of the dependable resources for the modern human spirit.
It is the need to develop and test these particular competencies, 1 would
argue, that is precisely the one credible explanation for good history
teachers’ stubborn reliance on essay guestions, on course papers, and on

.
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master's and doctor’s dissertations. But until now these competencies
‘have been feft implicit in the procedures of apprenticeship, as if all seri-
ous students of history were necessarily headed for careers us profes-
sional historians. So the list of five basic competencics that T ventured
to publish Jast year and shall now use must be considered highly tenta-
tive and partly, of course, idiosyncratic.!

" They will, however, serve the need of the moment, which is to makc
clear how the issues of economic knowledge chosen for successful graft-
ing onto history courses can not only lend thenisclves to meaningful, ac-
tive and satisfying cconomic learning, but also fit the necessities of suc-
cessful historical learning., As will become plain; the five competencies

1 shail treat are not themsclves alien to successful learning in the field -

of ccononmics proper. But pervasively the emphasis is so different that
any blurring of the two ficlds mvm,s a whole range of unnccessary
_-difficulties.

Let me start with the one of the five historical compctcncncs most,
congenial to our present purposes. This is the ability to reach rclauvely
sound initial or heuristic judgments on present-day hypotheses or propo-
sitions through the use of a wide range of past evidence, with a grasp of
“both the values and the difficultics of historical comparisons. This abil-

~ ity is particularly appropriate in the case of propositions, so common in
current public-policy debate, that rest of recent or inherited experience.
One such topic within- cconomic knowlCdge that comes immediately to
. mind is inflation as a long-run phenomenon.  Much popular thmkmg
about inflation, 1 submit, is shaped by awareness of two dramatic cpi-
sodes of the recent past: the collapse of Confederate currency in the
Civil War, and the collapse of the German mark in the carly 1920's that
robbed the German middle class of its security and so helped to open
the way for Hitler. It is such Simplistic views as the propos:txon that in-
\atmn. being. unnatural, arises only as part of such major failures of gov-
¢rantent that are worth critical consideration by students. :
pportunities arc actually many, both in world history and American
courses, to provide a more thoughtful cumulative treatment of
inflation\ They can scrve as introductions ‘in various ways to the theory -
/ of ‘money and prices. ‘The great inflation of the sixtecnth century, by *
three timgs at the Dutch textile center of Leyden, was presumably due
not simply to.the flood of silver from -American: mines, but also to the
quickened pace of commerce promoted by the new major trade centers
like Antwerp, The memorable deflation extending from the Civil War
almost to the Spanish-American War was perhaps duc both to th¢small
world output of old between the Californian and Alaskan gold rushes,
and to the greater real output from New World prairies and elsewhere,
transported by the new railroads and stcamships and coordinated by the
. London market. Altcrnatwdy, it may be better explained by the con-
tinuing habits of high saving after the demand for investment in railroads
and the like declined.

- . . [}

! AHA Newsletter, May 1973, p. 25.
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I would suggest to students, ‘rankly, that this late nineteenth century

" deflation, during which anyone could put monthly savings in a bank and

end up disproportionately ahead, subsequently lay powerfully behind the
simplistic notions that crystalized as anti-New Deal conscrvatism. On the
whole, we should bear in mind, the movement of prices since Charle-
magne’s curreney reform twelve hundred years ago has been almost cons
tnuously intlutionary, punctuated by more or less brief deflationary per-
iods.  In other "'words, we can say that today's conservative mentality,is
stronger because of a relatively peculiar bit of monctary experience

our grandfathers’ duy. The predominance of inflation over the centu- -
ries is not o perverse phenomenon. In general those who gain by defla-
tion are the widows living on ‘pensions and similar rentiers. Those who

gain by inflution are the active businessmen, who characteristically bor-
row money: when they then repay they have to pay less real value. These
latter are the members of society who are bringing about improvements
and adjustments—is it not cosmic justice that on the average they ‘benefit
from price movements more than those who do nothing? If the moral

- problems of inflation are not hidden from the students’ eyeé, therc is
much in past experience of -inflation and deflation to occasion pay-offs

of ipsight and cnlightening comment.

Recent advances of statistical work.in economic history have brought
past instances of inflation and deflation under better scholarly control,
so that the pitfalls of glib historical comparison can more easily be seen
and pointed out. Major price movements have normally been .so impor-
tant for their own day that analytic attention to their causes and charac-
ter, sclectively, can only make the history more interesting and better
histpry. There scems littie chance that inflation will not continue in the
later 1970's to be an cveryday topic of debates and assertions that merit
matching against historical parallels. In short, inflation is a good subject

for lmrning how and how not to use history as a storehouse of examples;
and it has the lively significance, degree of theoretical difficulty, and usc-

ful pay-offs for effective economic lcarmng
My second suggestion focuses on the historian’s competency at com-

hmmg critical analysis with narrative reconstruction, to the advantage of . -

bath. Often historical writing falls most naturally into one of these” two
modes only. with the other presupposed as adequately provided by the

.,rc.uer or student’s prior learning. But the value of combining the two.

is at times particularly clear, and so it is in the case of my suggestion
now: mercantilism before the American Revolution. Textbooks usually
treat the issues involved in mercantilism from one angle only, which is
the one corresponding to the Patriots’ position in our War of Independ-
ence. A more penctrating attention to the human sequence of things, -of
what happened why, opens up a better dnalyuc understandmg, I would
argue.

seventeenth century, were measures of commercial protection against
the all-too-aggressive: Duteh. Throughout that century the tiny Dutch
nation owned und operated most of the ‘shipping of northern Europe,
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and their Amsterdam was overwhetmingly dominant as ‘the international
trade center. On our own side of the Atlantic their merchants by 1650,
indignant at the monopolistic Spanish. had turned the Caribbedn for two
decades or so into a Duteh lake. The English had embarked on heavy
investments of men and capital in colonics both down there and up here

+on the mainland coust. -Continuation of English investments required
tariff-like protective measures, or ¢lse all returns might be siphoned off
by the enterprising Dutch, with their low prices and prompt payments
for goods bought. To be sure. by the 1700 the British na:  had become
supreme and London had improved as a market. But even then the
Dutch remained the ever-present competitors, particularly in the Carib-
bean where the Dutch king of England, Williawa 111, had ot them keep
St. Eustatius as an intense commercial -center right in the midst of the
English and French sugar-producing islands. The attitudes of the 1650's
were still partly justified in the 1770, ° - :

So the Duteh represented free trade, battening on the fruits of invest-
ment and of military outlays by their less advanced neighbors? Professor
Douglass North has recently demonstrated that niost of the great increase
in productivity in Western Europe in the two centuries 1600 to 1800 was
through reduction of shipping charges thanks to the elimination of piracy
on ose route after another.s The Dutch had initially contributed to this
climination, but the British and French navies had then become the chicf
guardians of the sea fanes, muking possible the cheap transport of basic -
goods from the places of their most economical production, for the ben-

- "¢fit of alt Europe.. Why sheuld the Dutch free traders be the chief bene-
Ruiaries” - S . o : -

Now the argument against mercantilism and for free trade as present-
ed incurrent textbooks—following Adam Smith—is nccessary if stu-
dents, are to understand the highly effective role of unfettered individual
enterprise, like that of the Dutch. in the cconomic growth of the Atlantic

' World in those centuries. But a sense of how the contrary policy had
~ previously been established by the sequence of events is also needed if
students are to see the paralicl with the rise of protective tarifls in the
new- US. nation, after the accidental shelter of the wars of the French
" Revolution and Napoleon had passed and new factories in New England
found theanelves exposed to competitors all too like the Dutch carlier.
The contrast between the carly colonists’ resistance to the Navigation
Acts, which in 1684 had actually forced London to revoke the original
Massuchusctts charter, and the desireYof Massachusetts textile factorics
for protection in the carly nineteenth century, is ironic and cnlightening.

More generally, the pataliel and contrast between the mercantilistic
situation and the tariffs of developing nations are useful for both ceo-
nomic and histoncal learning.- In both historical situations investment

2 D, Co North and R, P. Thomas, The Rise of the Western World tCambridge:
University Press, 1973), p. 137; for the argument that transactions costs counted for
more, p A4 cies o forthcoming adticle by €, Go Reed in the Journal of Economic
History, »
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needed protgction of its fruits—we know how essential investment is for
economic development—and yet dwnccs of protection also in part sim-
ply diverted profits from some men’s pockets to others”. "In both cases the
tension of interests can be made clear by following, in g sequence of
gvents, the personal views and interests of peaceful men who gained
from free trade and peaceful men who deserved protection from destruc-
tive competition. Stereoscopic vision can help both cconomic and his-
torical leurning.

My third suggestion poses an issue of cconomic knowledge that' in-
volves the most work-a-day historical competency, the ability to digest
a mass of detail by-a sclection achicving both depth and' comprehensive-
ness. The difficulty of such note-taking is greatest when strong precon-
u.ptlons make it hard to combine listening and catching what is between
the lines with inquiring acutely and extorting answers that speak to the
inquirer’'s own questions. This is a difficulty commonly found in history
courses whenever the relation of political governments . to the economic
functioning of their socicties is in question. So this topic is my third
suggestion. .

Objection may be raised that this is a topic for history, for Marxist
philosophy, for political science perhaps, but not for economics. | would
answer that the. plausibility of this objection reficcts the abstractness of
much ccofomic thinking, abetted by the sturdy parochialism of the Wall
Street mind. The final chapter of cconomics textbooks 1 have used, on
“Alternative Economic Systems,” by no means does justice to the lmpor-
tance of governmental arrangements to economic effectiveness, and vice

© versa, in our twentieth century. In the Journal of Economic History re-
“cently, Messrs. North and Thomas have analyzed the medieval manorial
system by treating the lord’s protection as one of the cconomic varia-
bles.’ Many of the institutional arrangements provided by government,
indeed, can be treated as transaction. costs responsive to cconomic pres-
surcs: costs of search, negotiation and enforcement, in North's language.
Given the size and low population density of the United States, transpor- -
tation costs may have been the limiting factor, and so can be scen as
having impelled all the American government’s successive subsidizing of
railroads, automobile highways and airports.

The task for studeants is to learn to spot what is most significant so as
to ask the peactrating questions. They will do better, - I suggest, if they
recognize the essential two-sidedness of business-government relations in
the development of institutional arrangements for more cfficient’ cco-
nomic organization. To hark back for a moment, mercantilism’s cmpha-
sis on gold. and silver représented the central guv;mmcnts pc.cd to have
at hand reservoirs of currency for peremptory usc in any cifiergency. So
the Goldsmithy' Company in London received  special pnwkgus from
Charles 1, and then, like so many business favorites of royalty in pre-
vious centurios, was ruined by his taking its funds in a forced- loan. Yet

D. C. North and R. P. Thomis, “The Rise and Fall of the Manorial System: a
Theoretical Maodel,”™ Journal of Economie Hivtory, 31 ¢ December 1971), 783.
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unly' a few years later the Glorious Revolution made possible o new age
of government finuncing <of emergency needs: under a Duteh King
(William 1) and a triumphant Parliament, a Bank of England muodeled
on the great Bank of Amsterdam was founded in 1694 and drew to it
much Dutch investment capital, From that moment the English govern-
ment could wait for the emergency actually to arrive and then borrow
all it needed through the Bank at low rates, since the bankers were si-
multuncously, in effect, members «of the, relevant committees of the
House of Commons, deciding there in the atmosphere of aroused patrio-
tistm on the taxes to repay the loans. The English thereafter could defeat
the mighty Louis XIV on.land and sea, for their government could put
its hands on all the money it needed at no increase of rates, whereas he
could not borrow all he needed even at twenty per cent. It was only a
matter of time before Adam Smith would discover and proclaim that the
“weilth of nations™ lay not in any reservoirs of cash but in their total
functioning cconomics.  The sensitive cooperation between money-niina-
gers and defense-managers has ever since underlain the strength of demo-
erittic governments, most pliinly in’ world wars,» .

Is there an.analogy within American history for 1694 as turning-
point in world history? The New Deal legislation of F.D.R. would seem
the major turning-point in U.S. business-government relations.  Perhaps
we can say that the eriergencies in view then were not wars, but major
dt:prcssmn\ which in the nineteenth century had ‘been tolerable because
impersonal and presided over—to the extent that they were international
in cause or correlations—by the scrupulous London market” for money
and commadities.  But by the carly 1930°s the New York market had
Aone of age, and the \wrld of trade was being powerfully influenced by
the sclf-wills of Stalin and Hitler and Mussolini. Even before Keynes
provided the explanation that depressions were not automatically sclf-
correcting, the Roosevelt administration was creating new means of sen-
Cositive cooperation between  the money-managers and  the - national-wel-
farc-manigers. This January these new means are being put to a severe
test by the politicocconomic decisions of the Arab oil governments.,

Fhose two, the Glorious P ovolution and the New Deal, are only ¢x-
amples. What 1 am suggesting is that the whole subject of government-
business relations is so richly exemiplificd in history-courses that we must
tuke special pains to seleet certain aspects and turning-points to under-
line the decisive elements. which can then serve cconomic understanding,
My two examples relate, 1 belicve, only to long-term transaction costs
arising from tear of military defeat or serious d;puusmn. and to the costs
of such ovents when they occur. But cconomists: u‘my be able o say
much that I am not aware of about assimiliting the extraordinary, .md
the threat of it 1o the gperitions of the ordinary.

My fourth suggestion focuses on the historian’s competency at engag-
g and testing his personal values without distorting, and only deepening,

FGLML brevelyan, “The Eaglish Resolution, 16XX1684." quoted in e Making of
Modern Furope, Ho Ausubel, B, ‘:c'cu. York: 1hyden Press, 195813, 1 317,
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his perceptions and conclusions. The esseatial here, 1 submit, is to be
cngaged in candid. dialogue with an opposing value position, ii full mu-
wal respect. Given this kind "of thoughtful dxalogue and the requisite
disciplinary skills, objectivity in the right sense is only heightened
through openness -and sensitivity. " I would suggest that the question of
“growth™ now engages our values, as students and scholars, both pro and
con, much more effectively than the questioning of progress ever did in
past generations, The latter wus more-of an intellectual exercise or an

. Olympian appraisal of one's place’in the sweep of history., Now suburbs

consider. preventing any further building of residences; young people
have the choice before them of having few children or none; at a.trivial
fevel, older.folk like myself must consider taking walks. for recreation.

But the questioning is so ncwly on us that effort is néeded for teacher
and student to break out of the cultural envelope that assumes all growth
to be good. History courses can seize opportunities to sce the opposite
through the eyes of people in the past—people of energy and ambition,
not just the soured and reactionary who can be found in any age. Writ-
ing on “Technological Innovation and Economic Progress in the Ancient
World,” M. 1. Finley has shown that the men of Greece and Rome were
simply not interested in increasing production even when the means was
plainly in their hands.” We can explain this by believing .that they
thought of production as a matter of slave labor, but all the same their
disinclination to valuc productivity scems to have been as natural as the
opposite is with us. Again, research into the background of the French
Revolution has at last made it plain that much of our dim’culty in under-
standing it is due to our stubborn assumption that-in the ancien regime
the nobles must have had a nonmodern and the bourgeonsxe a modern
attitude toward moncy-making: Colin Lucas is persuasive that all were
chicfly interested in social promotion, so that each rising bourgeois famn-

sy made its own calclilation as to when it could best cut its connection

with trade as a source of wealth.: THe basic premise of an idealistic
cconomics is. of course. that each individual human desires above all to
maximize his wealth. The free market may need this as a pervasive mo-
tivation, but other motives govern many of men's economic decisions
even in our world, History can help the student to reckon with this ra-
tionally and so become able to conduct more enlightening arguments pro
and con over growth,

The possible contribution of history to balanced discussions of the
ceological aspects of growth is hardly advanced by an acute dbut histori- .
cully ill-informed article recently in Science on “The .Tragedy of the
Commons,” by Professor Garrett Hardin, Land open to cveryone’s use,
as the Mojave Desert is to motor cyclists of .southern California, does
run dunger of destructive abuse. But contrary to Hardin's belief, the vil-
lages of medieval and carly modern Europe usually restricted use of their

'i'{w Economic History Review 2nd series'. 18 (19635}, 29-45.

. Luvas, “"Nobles, Buuri,eons and the Qrigins of the French Revulutmn.. Past
ald l’n sent £ August 1973), 93,
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commons precisely to avoid excessive grazing.” Furthermore, as Profes-
sor North has shown, it is simplest to understand the historical growth
since 1000 A.D. of government's role vis-h-vis production as impelled
precisely by the “free rider,” the individual or individuals who could not
rcsist using common resources without contributing proportionately to
the costs.” Voluntary action, for this very reason, has yiclded to govern-
mental sanctions and taxes. Our civilization has perhaps more experi-
ence and skill for the problem Hardin poses than for any other com-
parable one. . :

'In American history one turning-point affecting the issues of growth
was, I suggest, the Charles River Bridge case of 1829 and 1837. .When
the Supreme Court decided that the new ard competing Warren Bridge -
should ‘be allowed in spite of the older)bridge’s franchise, on the grounds
that all private property is inherently subject to risk of indircct loss duc
to government action, the balance was tipped further in favor of .disre-
garding the indircct effects of new construction.® Students should find
it easy now both to appreciite the benefits for our country during the
nineteenth. century of the free rein. given to construction and innovation,
and yet from what they themselves have seen to visualize the wastelands
of ghost towns and slums and strip-mined countryside that have also re-
sulted. Now at fast in the 1970 we are beginning to experience the
money costs of the social side-¢fiects that cconomists used to treat as
unquantifiable cxternalitics. Arguments bringing rationally into play deep--
lyhddemmnnbmhswwcﬁijﬁucamrmwhuncmmﬂwa _

The fifth and last historical competency to which 1 want to direct
attention is the combining of positive interest in the “pastness” und pecu-
larities of historical experienge, with a mature alertness to its suggestive-
hess and cven demonstrative value for present understandings. Here of
course lics the fun of history, which is greater when not antiquarian but
intellectually responsible, consisting in ability to throw onesclf into the
scarch for what realty was the situation, or the cause of it all, while re-
maining alert for screndipitous insights. A concern for economic mech-
anisms may scem antithetical, and yet an ability to attach importanee to
~the full range of ways in which cconomic *mechanisms themselves have
“operated may be in fact the best preparation Yor applying the abstrac-
tionsof cconomic thought subsequently to the confusions of actual life.
‘No abstraction is perhaps more central than the market, and whenever
imperfections of the market, imperfect competition and oligopoly and
the rest, dre treated as perverse deviations from an cssentially ideal pat-
tern, analysis of the market becomes hard to relate to more than a few

.

* Jerome Blum, “The Internal Structure and Polity of the l-‘.uro;wun Village Com-
mumty from the Fifteenth to the Nincteenth Century,” The Journad of Modern His-
forv, 43 €1971), S49-851 The Hardin dnticle appearcd in Science, 162 (13 December
196K, 1233.124K, ' .

~ North and Thomas, Rise of Wedern Weordd, . 4-7.

* Oswar Handlin and M. 1. Handling, Commonwealth (Cambridge, Muss.: Har-
Sard University Press, 19695, pp. 196.197, '
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picces of ‘past history. .

In a related -ficld, Thomas Kuhn's Structure of Scientific Revolutions
presents the cursent classic argument against rcading the history of any
specialized development as essentially the gradual accumulation, or spor-
adic foreshadewing, of its present salient featurcs: Kuhn shows that so

to read it serves neither historical nor theoretical understanding. 1 want
to suggest that the functioning of the market in history can bg under-
stood as based on variables such as the volume of transactions and the
standardization of commoditics, and that from this standpbint many more
past instances become interesting and relevant. '

I would go one step further, indeed, and saggest that, whether or not -

it has been a corollary of volume of transactions, the degree of “open
outery” is worth emphasizing: that is, the degree to which prices and
terms of the transactions ar¢ made publicly known upon completion.
From this angle, price is a mechanism not simply for rationing supply
but more importantly for influencing the quantity. supplied and the quan-
tity demanded. and “open outery™ does much to make it effective. At the
opposite: extreme from the New York Stock Exchange there stands the
Oriental bazaar, where despite frequent transactions the actual prices
agreed upon through bargaining remain confidential, so that notions
of “just price™ have to circulate in their place. It is personal experiences
of bargaining, in Lebanese markets as a student and in central China
later as an institutional treasurer, that persuade me that the “‘just price”
of the European Middle. Ages deserves to be understood in this fashion,
I may point out. - : ' N

So a landmark date for Europe’s market cconomy was 1583, when
upon the fall of Antwerp and the immediate mcteoric risc of Amsterdam
in its place as Eurfope’s market, the carliest known weekly commod-
iy price list was printed -at Amsterdam. Presumably the weckly
list at once made for faster adjustments of amounts supplied and demand-
‘od, bringing about much speedier economics of scale. Professor North
emphasizes that herc for the first time a country, the Netherlands,
achieved sustained economic growth, cconomic production more than
keeping pace with population growth at last.™ A whole accumulation of
improved arrangements so increased the speed of response to price at
Amsferdam that the first boom and crash took placc only some forty

years later, ‘the commodity in question being, delightfully enough, the

tulip.

Professor North is ready, to ascribe the appearance of commodity
price lists at Amsterdam to the increased scale of transactions alone.'
But the volume of transactions achicved at times in major Oriental citics

makes this unlikely. Printing, which flourished in the Low Countries,

must be another part of the explanation. The peculiarly enterprising
nature of Dutch agriculture, and of Dutch voyages to. overseis producing
arcas. can have ensured a réadership anxious for the latest word upon
1 North and Thomas, Rise of Western Worlfi, pp. 116-117, 132
tt Ihud.. p. 116,

.90

0N062



a
LI

¢

°

which to Buse a decision as to the next.venture, The Lick in the Nether-
Kands of any real government, by contemporary stardards then, allowed
the reporters of prices to carn trust in their reports, we can assume, with-
out interference from on high, .

The fast of these factors deserves 1 moment's emphasis. In the hal-
eyon laisses-faire days -of the nincteenth century, businessmen all over
the world trusted London prices to be free from political manipulations:
whereas in our century much of the world thinks capitalist activities a
conspiriey, and even the stock market in New York uscfully has a Secu-
rities and. Exchange Commission to guard against price-rigging. "The de-
gree of trust pecessary for today's complex cconomic operations, and the
~degreeof virtually idealistic devotion necded to maintain trustworthy
systents of open outefy—-when any  reasonably eynical  businessman
would of course.prefer to keep the exact terms of his transactions sceret
- —need o be underdined t students. The peculiarities of past cconomic
patierns and crises can then both delight them and prepare them to put
more intelligently to use the cconomics they learn, '

My list of five suggestions is completed.  As issues they have little
novelty:- long-run inflation, mercantilism and tariffs, business-government
institutional cooperation, the pro and con of growth, open outery, One
or another may be worth developing in some textbook along the lines in-
dicated, or else in a separate pamphlet to give the teacher a sense in
depth of how the topic, thus viewed, can be woven into classroom dis-
cussions at different stages of the world history course, or American
history course. My underlying interest is to recommend choice of ‘sub-
jects (and of emphases) in the interest of a particular way of teaching
and learning, one which I now find well put by Byron Massialas, and
Nancy Sprague in this month's Social Fducation. If 1 shift the angle
from the: teaching side to'the learning side, their definition of teaching
as-inquiry reads: “The goal of”" learning “is to clarify the Yissue, to™ un-
- cover and explore “different hypotheses or positions related to the issue,

and then™ as far as possible "o resolve value conflicts which arise and to
determine defensible solutions to them.™'" Factual knowledge learned
“as purt of such inquiry is not incrt and is likely to have significant value
even when half-forgotien. ¢ :

But what may have been more confusing are the five historical com-
petencies which | have been iltustrating, To repeat them in reverse or-
der, bargue that o mature historical curiosity, a responsible handling of
one’s owan vidue assumptions, a pereeptive digesting of available data, a

“combining of Jogical thinking with humanistic insight, and a responsible

- using of historical instances to test and refine contemporary propositions,
are all essential skills to be learned. if the student is to cnable himself to
profit from the recorded past whenever he has reason.  Each requires
ciort and practice for mastery, that is, for self-conscious and fluent
control.

OB Gl Massiadas and NoFo Sprague, “Teaching Social Iswites as Inquiry: A
Clarification.” Social Education, 38 £1974), 14,

’ » _ /
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In one further respect what 1 have said about all five issues may have
a sameness that T shoukl acknowledge. All represent an attempt to medi-
ate between conventional economic analysis and the views of business-
men committed tp the free market. 1 happen to be persuaded that it is
the tension between these two worlds of thought that has given character
and strength to the subject of cconomics since the days of Adam Smith

: at least. Both seem to me important for the understanding of the history,
of our modern world. The complexity of what has happencd—and in
* happening has shaped oursclves and our wbrld—needs to be clarified by
both the concern tor better analytical understanding, and the concern
for what has thus far brought about nearly four centurics of cscapc from
the Malthusian dilemma.**

One last objection should be met before T close. Many may say that
rgood teachers do the Kind of thing I am’ suggesting, without benefit of
suggestion or help. I beg to diffier. To look beyond the historical ‘¢x-
ample or incident that comes first to hand,. to sca_rch out alternative bod-
ies of data when the first scems to have been reasonably good, requires
effort and timg that few teachers can muster, In my experience, after this
hesitation, and this cffort and expenditure of time, the sequel is almost
always a surprise. There are other possxblhtu,s. and onc of them is better
for students’ learning than the first in view—often it is illuminatingly
better by scholars” stundards also, History touched by a concern for anal- -
ysis is not one thing after another as things come to mind, but a careful
sclection and ordering of what will best scrve the understanding.

Suggestiozls for Further |
-Reading and Reference*

The Joint Council on Economic Education has produced several
ftems which can be helpful in teaching economics in history courses.
Note the following:

Economics Readings for Students of Eighth Grade United States
 History, 1966. 87pp. Checklist No. 23, Price: $1.75. (Ac-
companying Teachers Manual of T5pp. is also available for
$1.75. Checklist No. 24.)
Economic Themes in United States History: A Resource Bulletin
for Teachers. 1962. 15pp. Checeklist No. 14, Price: $1.00.

* _ Fluctuations in the American Economy. 1972. (Hipp. Checklist
No. 158. Pricc: $1.50. (Teacher's Guide included.) Ac-
' North and Thomas, Rive of Western World, p. 103, -

¢
* These suggestions are prepared by members of the Joint Council statl,
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companying filmstrip with_record or cassette - (Checklist No.
19S) available for $14.50 or $16.50 (cassette). )

The Growth ot the American Economy. 1972, .43pp. Checklist
Nuoo 160, Prices” $1.50.0 (Teacher's Guide included.)  Ac-
companying filmstrip withgrecord or cassette (Checklist No.
1961 available for $14.50 or $16.50 (cassette).

v Readings in Economic for T Grade Students of United States
History: A Lt on the Great Depression,  1968.  32pp.
Chechlist: Noo 94, Price: $1.50. (Accompanying  Teacher's
Muanual of 17pp. is abo available for $1.25° Checklist No.
93.) " !

Teaching Feonomics in American History: A 'I;"eacher’s Manual
jor Secondary Schoods. 1973, 100pp.  Checkhist No. 182,
Price: $3.50. (This book can also be obtained as part of a
fearning activities packet titled Feonomics in American His-
rory. The packet contains 120 color slides and a 20-page
Feacher's Guide suggesting various usgs, guestions and activi-
ties. Checklist No 198, Price: $57.00.) .

Works ot cconomic history in general which are suitable for use in
sevondary schools are rare, but the following books could be used by
stugdents.

Harvey C. Bunke, A Primer on United Stutes Economic History.
New York: Random House, 1969, $2.25 (paperbound).
George G. Dawson, Qur Nation's Wealth: What You Should

Know About Ecopomics in American History., New York:
Scholastic Book Services, 1968, 95¢ (paperbound). (Suit-
able for upper clementary and junior. high school pupils.)
Paul Hohenberg, 'd Primer on the Economic History of Europe,
New York: Random House, 1968. $2.95 (paperbound).
Robert H. Walker, Evervday Life in the Age of Enterprise. New
York. G. P. Putnam’s Sons, 1967, $3.50. (Suitable for upper
clementary and junior high school pupils.) ‘

Two college textbooks in introdgetory cconomics “which relate eco-
~nomic analysis to historical events are as follows:
Martin G. Giesbreeht, Fhe Evolution of Econemic Sovieiy: An
Introdaction to Economics. San Francisco: W, H. Freeman,
1972, 83.95 (paperbound).

Lafusctte G. Harter, Economic Responses 1o d Changing World,
Glenview,  Hlinois: Scott, Foresmaun & Co., 1972, $8.95

Among the manmy cconomic history books which might be usd by
teachers wishing to increise their own knowledge are:

John Chamberlain,  The Enterprising Americans: A Business
History of the United Swates. New York: Harper & Row, 1974,
$8.95.
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Shepard B. Clough. Ewropean Economic History: The Economic:

Development of Western Civilization. New York: McGraw-
Hill, 1968. $10.50. _ y P
Lance E. Davis, Richard A. Easterlin and Williai N. Purker,
Editors, American Economic Growth: An Economist's His-
tory of the United States. New York: Harper & Row, 1972,
$13.95. : . ' ‘
Gilbert C. Fite and Jim Reese, An Econuz;n'c History of the United
States, 3rd ed. Boston: Houghton Mifflin, 1973, $11.50.

John D. Guilfoil and Duniel E. Diamond, U. . Economic History, -

Morristown, N.J.: General Learning Press, 1973. $12.50.
Gerald A, J. Hodgett, 4 Social and Economic History of Mediéval
Europe. New York: Barnes and Noble, 1972. $9.50. -
Roger LeRoy Miller, Amgrican Economic Life: Yesterday und To-
day. San Frzmgiscu: Canficld Press, 1974, $5.95 { paper-

bound). .

R. H. Tawngy, Religion and the Rise of C apitalism. New York:
New American Library, 1954.-95¢ (paperbound).

-
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Economics and Geography:

<

: Clai'k C. Bloom

td

rFYHREE basic {acts undgrhc this presentation: (1) Specific economics

courses are not included in the programs of most public school stu-
dents. Formal cxposure to economic ideas must thercfore come in other
courses. (2) Specific courses in geography, or courses with a strong geo-
graphic oricntation, arc almost invariably included in students’ programs.
These courses usually appear from the fourth through sixth grades and
again as part of the junior high school curriculum. Further, such an ori-
entation is also possible for portions of both the cleventh-grade United
States history course and the twelfth-grade problems course. (3) The lo-

cation in space of many items significant to geographers is fully explain- - -

able only in terms of economic forces. Although the areal distribution

“of natural resources may be given by forces other than economic, the
- distribution of those actually used and the distribution of persons, busi-

~* nesses, and cities not narrowly tied to them arc explainable only in eco-
' nomic terms.

Thus. a person interested in the effective presentation of economic
ideas in the public schools finds few economics courses, a larger number

-of geography courses, and the necd to usc economic ideas to explain the

distribution in space of phcnomena in which geography is interested.
Such a person is immediately concerned with identifying the economic
concepts required for such an explanation and with specifying the mech-

Dr. Bloom is a Program Advisor with The Ford Foundation.

* This item draws heavily on the author's “Teaching Economic Concepts Through
Geography.” Councilor, 21 (March 1960), 32-42, Indeed, it reproduces much of this
prior article, making such modificalions as required by subsequem developments and
adding additional material,

*
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anisms whereby, at some point, the student is made aware of the eco-

nomic ideas léarned and of their significance. He is further concerned

< that this increased preoccupation with the cconomic be accomplished
without significant loss to the effective teaching of geography. The au-
thor of this brief article is such an interested persoi,

-

-

The Need for Economic Concepts

Geography courses, or coyrses with, 4 geographic orientation, neces- .
surily describe the spatial distribution of sclected phenomena; that is,
land masscs, bodies of water, rivers, mincrals, tethperature and rainfall
characteristics, agricultural outputs; manufacturing plants, towns and cit-
ies, and the like. These courses should also explain the reasons for the

" described distribution.  Some explanations will be found in the natural
sciences within which .the development of the present physical charaeter:
istics of the carth are systematically presented. Other explanations will be
found in- the social sciences within which—given the existing physical en-
vironntent—the location of people and their activities arc systematically
worked out. ¢

Explanations found in the social sciences importantly include those

., found in economics. These economic explanations stfongly contribute to
an understanding of the location of producing enterprises—and hence of
the workers and their families reqaired thereby. In the U.S. and in many
other countries these explanations are predominantly in terms of personal
striving for higher, rather than lower, incomes. Individugl decision-mak-

) , ers (businessmen, consumers;: workers, capital-suppliers, ¢id.) arc scen as
responding as they sec fit to price alternatives determined jn the,market
place. Equipped with a reasonable knowledge of alternatives, these deci-
sion-makers arc scen as moving to those activitics in those locations
“which yicld higher incomes. The spatial distribution of cconomic activi-

.. ties. and herice of people, is thus both an important part of the concern-of

geography and within the purview of econoniiis. SR ,
It is not cluimed, however, that the location of all activities and per-
sons perfectly reflects income-maximizing adjustments. Of course, some
--- -individuals (1) may prefer familiar ways, persons and communities to
higher incomes in strange or distant places, (2) may not recognize in-
come increasing opportunitics, or (3) may®not be strongly motivated by
the lures of higher monetary rewards, However, the economic viewpoint
does hold that individuals will insist on 2 minimum income level and
mave to activities and locations necessary to provide it—a fact sufficient
in itseli to explain much movement. The cconomic viewpoint further
holds that many decision-makers are, in fact, sufficiently free of commu-
nity and fumily ties (e.g., the well-educated, well-financed young), suffi-
ciently  well-informed  (by cmployment agencies, guidance specialists,
and hiring firms nceding labor), and sufficiently motivated by monetary
lures (in a pecuniary socicty) so that cnough movement is obtained to
give the US. cconomy its special characteristics and to set its spatial, dis-
tribution of activities and people. There s, further, ample cmpirical evi-

- deace o support this view. '

e
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Of course, the locations of enterprises and people in centrally planned
ceonomies will not be responsive to individual responses to market tures.
They will reflect the decisions of government officials. But these Gfficials
will be seeking greater outputs of desired goods from existing resources
-4 greater aggregate income-—and will need to locate enterprises to

achieve it, & process not wholly unlike the maximizing processes of indi-.

viduals-—and a process also studied by cconomists.
" The Spcciﬁt Application of Economic Concepts

A course oriented to geography will properly describe the natural re-
source characteristics of that part of the carth’s surface under study and

will explain these characteristics in {erms of conterit drawn from the. rele-,

~vant physical sciences, It .will also properly describe ‘the spatial distribu-
tion of social phenomena and will explain this distribution in terms of
content drawn from the relevant social sciences, taking due account of
natural resource locations.'  Economics will account for an important
part of this distribution of social phenomena, Specifically, how will it do

8ey?
¢ . N . 4

A General Analysis )

Economists ‘start with certain data: (1) the location of natural
resources (as described by geographers); (2) consumer tastes (i.c.; the
wants, needs and desires of consumers as ctidenced in the market place
‘via the number of units of cach product desired at cach possxblc price);
( 3) technical data (i.c., the cngincering relationships between inputs re-
_quired and outputs forthcoming) which strongly. influence the costs of
production of cach product and the.size- of individual producers. Given
this information, cconQmists huve developed analytical techniques for de-
riving the demand for, and costs of production of, cach possible product
at cach possible location. On the basis of these demand and cost data,
and assuming that businessmen prefer higher to lower profits, it is possi-
ble to specify for cach producer (1) that product which yiclds the great-
est relative réturn on time, talent and property employed, (2) that vol-
ume of output which yiclds the highest pruﬁt and (3) that loca-
tion which maximizes returas, Funhcr. since businessmen can—and will
-—pay more  or resources, both human and material, where profits arc
high, resources will move to lines of activity in locations offering profits.
And, of course, it is clearly recognized that decisions are interrclated so
that a shift in the volume or locatiop of one activity will change dcm.md
and costs - and, hences volume and location—for another,
These techniques allow cconomists to.note that the volume and make-
up of ceonomie (business) activity will vary from place to place over the

' Fhese statements might be held to suggest that all “explanations™ fall outside the
reddm of geography, However, they might equally be heid to suggest that geography
“earves” these explanations out of other disciplines and embrages them,  In either
vase, 17 nupht he held properly 1o concern itvelf with correlations between the spatial
distnibutions of the vanous phenomena studied.
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carth's surface with concymitant (in many casés, rcsultan& variations in

the density and composition of population, Since the spatial distribution

of many other phenomena fe.g., housing, transport media, juvenile de-

hnguency. recreation facilitics, cte.) are functionally related to either or
buth econsmic activity and population, these techniques allow indirect
indications of the locations of these other phenomena,

tEeonomists note that some entarprises locate near certain natural re-
saetitees when the costs of transporting the extracted resources are high rel-
ative 1o the costs of moving products fabricated - therefrom. They note
that some other businesses locate near, or in, population centers when the
costs of moving necessury input is low relative to the costs of moving
products fabrivated therefrom. They note that -some  businesses, using
more than one input coming from more than one location or selling their
products in more than one market, may not be located at either a mate-
righ locition or population center when transport costs are minimized at
some Cinshetween™ location. They note that there are tendencies . for
nany producers to locate near both suppliers and customers té minimize
transpabt costs and to facilitate intercommunication, They note that the
resultant agglomeration may itself spell high-wage, site #nd tax costs in
urhan centers and encourage o movement to outlying areas of industries
for whonr transport cost disadvantages do not grow too rapidly. They
note thut the number of customers. or size of area served, ifcreases or de-
credses as lechnological changes modify that size of firm which allows
the achicvement of minimum costs—changes which’ modify the location
of producing firms. These. apd other factors are noted by cconontists as
underhying the location of ceonomice activitis and their - composition at
amy given ocution, '

. e .

A Parfial - 4naisy

bomust B admitted. however, that a4 general solution to the spatial

~ditribution of ceonomic uactivities is likely -to be highly simplified and

Mpothetical. There are simply o many different activities influenced
By oo mamy different’ factors for economists to handle all of them em-
prrcadly ar the same time As o comsequenee, hypothetical situations are
detined i which consequences are logically worked out. The process
by which cconomic activitios are located is thus illuminated and their
mote mportant epected characteristios presented. But thesresult s still
averabstract for many purposes.

Fherctore, much cconomic analysis purporting to explain the s\f)miul
dntnbution af coononme activities simply deals in greater empirical detail
with e simgle activity, or o single arca. It tukes the location of other activ-

e, the cvoneamic compesition: of other arcis, as both given and un-
satleciod by changes i thic activity or arca under study, The activity. or

arcas wndedstudy s esplained” inwrms of the vest of the economy tak-
vias eiven This tvpe of analvsis is termied Cpartial.” .

Fhese partial e clyses include the following: ¢ 1) studies accounting
tor the lecaiion ot speaitie activity (industry ) —wheat furming, steel
Moducion retal tood stores, ctes () studies accounting for the specific

o ( N
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composition of cconomic activity in particular cities or regions—the rea-
sons why one city specializes in a certain type of manufacturing activity
while another offers retail servives over a wide area, the reasons why one
region specializes in corn-hug production while another specializes in the

“abrication of steel and products made of stgal and the like: (3) studies

accounting for the development of urban c¥hters at particular locations—
specifying the reasons for agglomeration at certain points in space.

These partial analyses can be—and are—reasonably complete and
embrace most of the impaortant factors underlying the location of a spe-
cific activity or the muke-up of a particulur arca. They are complete and
conerete where the general analyses are simplified and hypothetical. How-
ever, they do not provide a systematic treatment of mutual interrelation-
ships among “uctivities and arcas.  Attempts to remedy this defect have
given, rise o still another application of techniques used by economists to
the explanation of the arcal distribution of social activitics. Cme

-

Interimdustry Relations Studies

The techniques refetred to in the preceding two sections explain the

“lodation ¢f cconomic activities in space and thereby account for differ-

ences theeein from place to place. or from arca to area. These activitics,
however, are ‘not separate and discrete, but parts of sequences, or
“strings,” of activities  which ‘one activity buys inputs from others and
selfs outputs to still others. Obviously, what happens at any point in such
a4 sequence influences what happens to all other activities in that sequence.

Economics includes systematic statements  of such sequential relation-

-,

ships, of suct interindustry relations. : : : -
o These systematic statements allyw cconomists to cxplain changes in

some economic activities, changes at some points or in some arcas, in

terms of what has happened in others. Thus, economists can cxplain a
decline in the production of military vehicles, and a resultant decline in
activity in a city or-state specialized therein, in terms of a shift in mili-
tiry needs. Simiarly, they can account for stability in one activity and

s speciadized area of production while another activity and its special-

~zed area of production grows in wrms of differing responses of demand

to growth in per capita income in market areas. They can note regilari-
ties i responscof various activities to the vicissitudes of the buginess cy-
cle and thereby project the srea consequences of the gycle. Or, they can
hote the conseqiicnces on activities and arcas of changes in techniques of
production which chunge buch the composition of necessary inputs and,
viit changes in costs and -prices, the volume of produ¢t Which bavers will
Lake

Usefulness in Geography Courses—FElementary Grades . .

Fhe forcgoing pages present a rather formidable indication of the
content of cconomics as it relates to the spatial distribution of social phe-
nontena. But hdw can this content be applied in the usual context of
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Fconomic motivatioy {incentives). As a child first looks at any geo-
graphic area, including his awn community, he is properly led to note
that employed pessons undertake particular, specialized” tasks in specific,
specialized enterprises  (both private and public). Why do individuals
select some obs rather than others? Why do enterprises develop to pro-
duce some goads und services rather than others? These are important,
hasic guestions to both geography and economics.

At this point. the student can be introduced to the idea of individual
response to market alternatives to makimize—or, alternatively, to obmm

“an acgeptuble level of—income.  Individuals are seep as desiring higher

incomes to provide their famities with better food, housing, medical care,
education. ete. These higher incomes can also be seen as: desirable to sup-.
“port. should the individual desire to do so, voluntary organizations un-
degtaking a variety of scientific, educational, religious and charitable
work, Dosiring higher incomes, they can be seen us moving, both func-
tionally and geographically, towuard those positions yielding higher in-
comes. The ability to move to such positions is seen as depending upon
knowtedge of the existence of higher-paying alternatives, upon ability to
micet skill and educational quilifications necessary to perform the job,
and ‘upon the degree of willingness to make the necessary changes.

Suee much modern cconomies is built on the observation that indi-
viduals - generally  react in ways  contrived to  yield higher, rather
than lower, tncomes, it is important that this be demonstrated carly. Al-
most the.first look at a Lummphu arca—or community—provides .an op-
portuniy to do so.

The oreanization of economic enterprises. Students will immediately
recognize, however, that most individuals do not work alone (i.e., that
they are not self- m\plmul) They will note that, idstead, they work in
groups (in businesses, in schools and hospitals, in governnient units, etc.).
Agiin, why -—and with what consequences? -

At this point. the student can be introduced to the idea that spacial-
ized individuals working cooperatively in an organized group can pro-
duce o greater ot outputand hence a higher joint income. than they
could working as individuals. They will gote that some private individu-
als, recognizing this possibility, will undértake to organize these groups
i return for o portion of this higher income. These organizers will be
husttessmen and the results of their activity will be private enterprises.
In other cides, the organizers will be private individuals secking service,
not persenal income. who organize hospitals, colleges, or charitable enter-
prises. In sull other cases, they will be government officials developing
government units to produce goods or to provide desired services.

In any case, the enterprises—private for profit, private for service. or
government——can be scen as resublting from the desire of individuals to
sceh higher incomes rather than fower, Such 4 recognition of enterprises
thus can deepen and broaden an understanding of income incentives.

The wse of nonfubor resources. It is not a difficult matter to induee

13
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even very young students to note that individuals produce more—and en-
joy higherdncomes—when, in their work, they are not only educated and

skilled but well-cquipped -with materials, supplies, tools and equipment
with which to work. Furthermore, students will readily note that indivi-
dualy who possess the necessary natural resourees, tools, and equipment
will wish to sell the services thereof—just as they sell their personal serv-
ices - at higher prices, rather than lower. They will note that sometimes
individuals will give, rather than sell, some of “these resourees to some
hinds of enterprises—hospitals, schools, cte.—and  forgo income  on
them. They will note that, in still other cuses, government will own these
resuuregs, tools and equipment, choosing either to carn an incomg on
their use or to make them availuble *without a price (thus subsidizing
those who realize a higher income, through their use).

Insotar as these resources are availuble in some places rather than oth-
ers, workers and enterprises who require these resourees to work effec-
tively can locate only where these resources are available. Thus the geo-
graphic distributionrof resources also deterinines in- part the geographic
distribution of jobs, and enterprises. '

The student can ‘also now be introduced to the fact that individuals
will have income not just from their own work but from the resolrees,
tools and - equipment that they own.  Differences in incomes resulting
from ditferences in property ownership as well as from differences in
Anowledge and skills-— and @ willingness o move to areas of higher in-
come - - itk now be demonstrated. i . :

ldeas of capital accumulation cgh abso be simply intgoduced. If peo-
ple can have higher incomes as a result of owning more resources, tools
and equipment, they might well be motivated to reduce consumption in
order to buy additional stocks of such tools and cquipment. Thys, the
i of saving and investment may be introgueed. ’

CSpearalization. Onee individuals “are seen as secking higher income

and  thus holding specialized jobs in—-and  furnishing specialized  re-

sources, Toods and egupment to--specialized enterprises, then it is desira-

ble tir indicite some of the consequencees of this, specialization, 1t can he
noted that speciatized persons and enterprises produce goods and services
for mones, money which the individuals and enterprises now have avail-
able to buy the goods and services produced by other specialized units. 1t
cant he noted that this specializianon allows larger incomes urising out of
capanded production, .

~ o However, it should e pointed out that this specialization also means
dependence The speciatized person, producing only a very small portion
af the ponds and services be reguires, will be dependent upon others for
mecting s needs. Sinee he is unlikely to know most of these other peo-
ple or to deal swath them directly, he is dependent upon a0 systen- an
ceonomie ssaten - tor reliting himselt effectively to them.

Phe nature afd consequences of specialization cian be spelted out
several fevelss AL the Tevel of the individual, the specialized nature of the
autput of his work or of the resolirees he furnishes can be noted and the
generabized nature of his comumption shown. At the Tevel of the enter-
prisc. the speculized nature of the product produced can be noted while
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the enterprise is seen as assembling labor and materials from many
sources while distributing income from the sale of products to individu-
als supplying their services and their resources and who buy a great vari-
ety of goods and servicps out of such income. At the level of the place
(or cconomic regioi ), it can be seen as specializing in the production of
4 limited number of products produced by its enterprises, assembligg ma-
terials from niany places to produce these products, while sending its
specialized products back in exchange therefore.

By Gra#® Level

Second grade. Social, studies at this level frequently introduce the
child to the facts of occuputional-industrial diversity in the community.
This introduction—via. units. on “What Daddy .Does,” “Community
Helpers,™ or descriptions of, and visits to, interesting local activities—is
of interest to both geographers and cconomists. The geographer is inter-
ested in an approach which stresses that different communities in different
focations will provide different jobs. The cconomist is interested in an
approach that (1) links job selection to possible incomes, incomes which
are used to buy things necessary for a comfortable life, and (2) links
output to the education and skills of the worker and the quantity and
quality of machines and tools he has to work with. That is, the econo-
mist wishes the child to see that workers produce something that someone
"wishes to buy, that as a result they carn moncy to buy things produced by

"+ others, and that how workers do things changes and how much they pro-

duce grows with more and better skill, cducation; tools and machines.
Third grade. In this grade. a part of the social studics period is fre-
quently devoted to the study of means of transportation.  Unfortunately,
this study is frequently little more than a description of air, rail; bus or
ship travel. Both the geographer and the economist have a stake in mak-
ing it much more. They wish the child to see that workers in the commu-
nity work largely within business firms to produce the community's spe-
ciglized goods which are sold to customers ‘outside the community to get
.the income by which the community buys specialized goods produced
outside the community. They want the child to see that this speciatiza-
tion depends upon the existence of efficient. transportation.  Evonomists
want it emphasized that the kind of specialized activity existing in a com-
munity is that, which offers @ monctary reward to those undertaking it
Fourth. tifth and sixth grades. In these grades, a specific commitment
to geography is common. Conventionally, this commitment is met via a
region-by-region study-of the United States and selected foreign coun-
trics. For cach region physical and social characteristics are carefully
catialogued or deseribed. Some attempt is made at explanation of these

characteristics? The ccononust is interested that reasonablke attention be ‘

given to explunations of the spatial distribution of social phenoma. par-

ticularly of ceonomic activities, and the resubtant distribution of popula-

tion and cities and variations in their make-up.  Portions of cconomic
analysis, as outlined carlicr in this article, can be drawn upon-as appro-
priate to student abilities to this end.
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A specitic illustration h desirable at this pni;n. Suppose the region
under study is the southeastern United States.  In addition to the usual
description of the area, the vast changes which have convulsed the area in
reeent vears can be presented—the shift in agriculture from cotton to
grass and cattle, the growth in nationally oriented textile, apparel and
chemivcal industries, and the gréwth in manufacturing for regional mar-
kets. Questions can be raised as to why these changes have occurred, em-
phasizing changes in profit potentials in the light of changing market
conditions. Relationships of this region to the rest of the nation and the
“world. in the light of resulting trade can be specified. The region can be
seen as the developing product of its necessary participation in a fync-
. tioning national or worldwide cconomic system.

-Or, when the region in which the student’s school is located comeg
under scrutiay. his study can be personalized. Students can be asked t6
identify the specialized activiticd of their own community, why this spe-
cialization oceurs, and what changes have historically occurred with re-
spect to it. They can be askegto identify the source of materials and
“supplies brought into the community to allow its specialized activity.
They cun be asked to identify the nature and location of customers for
their community’s specialized outputs, They can be asked to project fu-
ture chinges in the light of the situations facing supplicrs or customers.
They can be asked the extent to which their community is iike the rest of
the region and to account for differences. ¢ ‘

Usefélness in Geography Courses—Junior and Senior High
Iinportant ldeus . ' '

Deepening the analvsis. Much of the material referred to for inclu-
sion in the clementary grade?® will necessarily be dealt with there in pre-
liminary, partial and perhags oversimplificd ways, The same topics can-
be dealt with in the later High school grades in more complete and so-
phisticated ways. Examples might include the following: (1) Sccing en-
terprises in more specific and precise ways involving the computation of
profits at given price and output levels, moving to an explanation of the
fuctors leading to changes in the prices of both inputs (labor, materials,
cte.) and products based on demand supply analysis and changes in
echnology, and then moving to note the impact of such changes on the
composition and lesel of ceconomic activity in specific enterprises and
geographic arcas. (21 Providing a more complete description and analy-
sis of the processes of saving, investment and capital flows, including the
refationships of money and credit creation to these flows. (3) Adding
the special considerations arising in international trade, including consid-
crations ot multiple currencies and the rates at which they exchange, and
of taritfs and other national restrictions on the free movements of goods
and people.

The specific inclusion of distancg as a variable. At elementary levels,
patural resources will be seen as unevenly availuble geographicadly, giv-
ing rise to specitic cconomic activities varying from area to arca, depend4
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g upon the quantity and quality of such resources. At the junior high
tevel it onght to be posible to note more speeitically. that the value of

such resources depends upon their ocation with respect o markets; the -

turther from markets- -and thus the larger the, transport costs of such
resodrees or the products in which they are embodicd—the lower the
vilue of spch resources until as a limit, they become valueless and hence
utitsed. ' : N ,
The location of economic activity. At this point, it sheuld be possis
bi¢ to indicate that the profitubility of an enterprise producing uny par-
ticular product will depend upon the locationr of that enterprise.  This
will be the case inasmuch as product and input prices—us well as trans-
port costs - -reflect alternative focations. It can thus be pointed out that
somy uetivities will produce profits in some focations, but not in others.. Iy
van be pointed out, that as conditions change, some activities will disap-
pear in some locations while growing in others. -

An econoniic syvem. At this point, the student should be ready for
a simple exposition outlining the cconomic system and its interrelation-
ships. 1 would suggest o version of the system presented in How
the American Economy Is Organized: A Primer of Economics, Ne, 2
ta document prepared. for senior high sebpol use but which can be adapt-
ed by the teacher for use'ut lower grade levels).* Such a “systematic ap-
proach™ to.the presentation of the system should now allow the student
to see the system as a whole. .

Levels of economic activity. Onee the system is presented as a whole,
it will be possible to indicate reasons for changes in the composition of

output or for levels of employment and output. And once these matters -

sare presented. it can be noted that g® region—or geographic arca—will
be greatly atfected by the overall performance*0f—by overall changes in
-—the economy.  Thus, o concern with the well-being of specific arcas
“must also be aconeern with the well-being of the cconomy as a whole,

oo Stminary. Thus, | see development during the high school years as
broademing and decpening the understandings fisst obtained in the ele-

mentiry years. then extending these understandings into a total sygtem, - -

and seeing the petformance of individual regions in werms of that total
sastem. :

-

By Course

During one or mare of the seventh, cighth and ninth grades, the stu-

dent gy well by contronted with a specitic geopraphy course, 1t is likely
again o be organized by region. Commients given immediately above
e agiin appropriate.. With more mature students, (1) simple profit and
loss cateudations can be made showing in more detail the forees at work
m determining the nature and size of business operitions: (2) @ more
abstract analysis of factors giving rise to locational changes can be intro-
duced. (3 simple-facts and figures on employment, population wnd in-
U ¥

Bure s of Business and Feonomie Research, Collepe of Business Adnunistration,
State T onerany of fowa, 19ni .
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come can be introduced: and (4) governniemul activities can be more
extensively dealt with,

History courses. History can be usefully, although only partially,
scen thmugh the prism of differential rates of chinge  incldding eco-
nomic cl‘ungc.-—-frnm geographic arca to geographic area. Thus, the his-
dory of the Unfted States is to an important extent a history first of the
growth of the New World and related to changes in Furope and then
of the growth 'of the West and a change in the content and nature of ¢co-
nomic activity in the East related to this growth. Similarly, changes
through history in the relative position of countrics on the international
scene is in some measure a conseguence of a growth in the importance of
resourees of some areas (e, oil in Saudi Arabia) —or the skill of areas
in devising a better system for theirouse (i.e., the skills of the Japanese)
—coupled with declines in some resources. or in the relative skill in which
they dre used in other arcas. Viewed in this way, there is a high geo-
graphic content in history courses. History courses thus allow one to sec
geographic  developments resting in part on ¢conomic phenomena as
they work themiselves out in the historical, devilopment of regions and.
countrics, ' ,

The problems course. Topics of geographic-economic significance
whichmamight be prefitably dealt. with here would certainly include the
following:

First, a unit entitled “Economic Analvsis of the Community.” This
unit will serve four purposes: (1) Provide meaningful, objective detail
on the economy of the community and sources of information on it;
(2) summurize, broaden and refine ‘concepts presented carlier in the stu-
dent’s expericnee deiling with the reasons for the spatial differentiation
of economiv activity: (3) furnish an attractive entree. into the broader
stidy of cconomics: and’(4) provide the analytical and factual base up-
“on which to build a discussion of the development nceds of the
community, '

A suggested outline for this unit is appended to this article, Note that
it (1) cmphasizes again the specialization of cconomic activity in re-
sponse to market forees; (2) provides time for use of secondary data and
the development of primary data relating to the manufacturing compo-
nent of the cconomy, these data being used in assigning reasons for the
existing: community specialization: (3) summarizes  the  entire local
cconomy; (4) relates the ceconomy to agriculture and to chafiges oceur-
ring thereing €5) evaluates prospects for growth via manufacturing devel-
apment in the light of both the focal situation and the nation’s ¢cconomy:
(6 notes that local well-being depends on the nation’s cconomic health
—-thus suggesting o discussion of factors relating o this overall well-
being: and (7K;uggcxls the importance to the local seene of workdwide
ceonomic develdpments. The unit thus uses an analysis of the Joca! arca
and its inevitable cconomic contacts with the rest of the nation and the
worll as o realistic and interest-catching wedge into the whole arca of
ceonomic study  while providing @ basis for dealing with community
developmint programs
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“Second, a unit dealing with “Planning Growth and Change in Less-
Developed gountries.” This unit could examine a less-developed goun-
try as a specific geographic arca (like the community dealt with above),
then ask the class 1o constitute itself as a planning agency and to look to-
ward the identification of opportunitics for future growth. it could also
be asked to indicate the people and institutions which would need to be,

-y organized and, trained if these opportunities were to be seized.

Third, a unit might be organized dealing with the causes and conse-
"quences of a more rapid worldwide growth in demand than in supply
. for feed grains. Impacts on grain prices, overall price levels, relative
well-being from country to country, cfforts to expand production and to
reduce population growth, ete., would be both important and interesting.
~ Finally—ignoring many other possibilitics—a unit dealing with occu-
pational choice might be most attractive, Students could be ashed to use
v ceonomic analysis to identify activities likely to be advantageous and in
what locations while then moving to a discussion of desirable individual
adjustments in education, job sclection, and q{micc of place to live and

" work. : ' .

Appendix
An Outline of a Pwp%llnit* "

“Ihe Economic Analysis of the Community” -

SESSION NUMBER 1

*Topic: The Ildea of “Specialization
Description: In this session, it will be pointed out that—in §s price-
direeted cconomy—individuals, business firms, and communitiys spe-
cialiee. Euach individual, each business emterprise, will tend 1o that
activity which maximizes income. Geographic areas will be viewed
as specialist in those activities which its -individuals and businessmen
find most profitable. ' .

SESSION NUMBER 2 '

Topic:  The Consequences of Specialization .
Description:  Specialized individuals, business firms, and communitics

" This outline implicitly assimes # community embracing considerable manufactuy-
ing activity but located in, and providing services to, a surrounding agricultural arca.
It will obviounly have to be maodified in detail for communities with i different eco-
npomic bgse ’
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afe necessarily dependent upon (1) other spgcialists for the other

- goods which they require, and (2) a mechanism for dependably rc-
lating themoto these other specialists, The price-market system pro-
vides' this dependable mechanism.  Further, however, theii positions
reflect changes in the position, tastes, and capacities of other special-
ists with whom- they deal. ~ :

SESSION NUMBER 3-—38

Topic: The Specialized Manufacturing Activities of the Community
Description:  Students should dctermine the kinds of specialized
manufacturing -activitics ¢xisting in the community and the reasons
therefore, They should note recent changes und likely changes in the
neir future. . This can be done via (1) a carcful study of existing
sources, and (2) a questionnaire developed with the cooperation of
leeal manufacturers and completed during a personal interview.
Quustionnaire emphasis shauld be on the identification of required
inputs and the ipeation of markets in which they are acquired and of

\ resultant outputs and the location of customers. Extra time niay be
taken to susmmarize resylts for presentation to local service clubs and
other groups.

SESSION NUMBER 9-—11

Topic: The Specialized Trade and Service Activities of the Gumnun-
uy - : '

Description: A community will specialize in the furnishing of ser-

vices to surrounding arcas as well us in the fabrication of manufac-

¢ tured goods. These services should also be identified in a fashion

~analogous to that specified for manufacturing above, except that time

may be saved by bringing a few businessmen to class rather than via

the questionnaire technique. , e

SESSION NUMBER 1213
Fopic: Other Activities
Description: In addition to ceconomic activities yielding a good or
service for sile ehewhere, cach community will embrace activities
0 oyielding atgood or seevice for locul use. What activities are of this
type? How important are they to the cnmnmnit)(.’ Is their velume
incrcasing or decreasing? Why?

SESSION NUMBER (4 .

Topic: 4 Summuary of the Community's Activities
Deseription: The total economy of the community should be: sum-
marised during this session, : '

SESSION NUMBER 15 —19

Topw: Avgriculture-- And Ity Relationships to the Community

Description. The community will no doubt find that it (1) uses in-
puts furnished by the surrounding farm arca, and (2) finds some of
its customuers in this areia. Observers of the community will now wish

‘e
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SESSION NUMBER 20—

to note (1) the type of agricultural products produced by its hinter-
fand, why these prnduus are produced rather than others, and pro-
spective chinges in produets, (2) such changes in farm enterpriscs
as have affected-—or will affect—incomes and demands for commun-
ity-produced goods and (3) the impact of governmental activitics
related to agriculture,

>

Topic: Manufacturing in the Community Compared to That in the
Stafe, Region, and Nation
Deseription:  Munufacturing activity in a community will vygry from
that of the state, region, or nation in terms of (1) its relative impor-
tance to all components of the eeonomy, (2) its composition, and
(3) rate of growth. These sessions should, therefore, compare the
community with broader arcas in terms of these characteristics and
aecount for appurent  differences,

SESSION NUMBER 23—24

Topic: Growth Via Industrial Growth

Dowription:  Previous sessions will have accounted for the focation
of manufuacturing sctivity in the community and for diffcrences as
between the cosimunity and the broader arca of which it is a part.
Given this knowlédge, what are the possibilitics for expanded achv-
ity? What organization for growth is required?

SESSION NUMBER 2526

)
»
-

<

Topic: Income Developments mzd Population Change
Description: Levels of incomie and population in a community are
Sintimately  tied to ceongiic developments. These ties should  be
spelled out in these \Lyﬂ/«ms - '

sfssm\ NUMBER / R

Fopic. The Commumity and Changes in the National Level of Eco-
nemic Activiy :

Doscription Industries vary mdd}, in théir uspnnscs o ch.mggs in
bBustiess conditions. Some slump badly during recessions—others do
not. A community with industrics hurt badly - will pself ‘suffer decline.
I the paricalar conmunity being studied of this type—or is it rela-
taely insemsitine o depression”?  In either case, can the community
insulaie itsell from nutionwide developments? If not, how can na-
Honwide stahifity be obtained? : :

SESSION NUMBER 29—30

68

Yopicy The Community wul the World 5

Deseription: Worldwide changes have an impact 0N CCOROMIC cons
ditons i the nation and in individual communities.  What is this
impact on the communjty being studicd? ‘
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Suggestions for Further
Reading and Referencex

Two of the p.zmphkts in the Joint Council’s Economic Lopics series
vin be used inrelating ceonganies to geography. These are:

Marshall R Colherg, The Economics of the Oceans. 1971, 18ph.
Checklist No. 141 Price: $1.25 for single copy with “Feach
About™ section: $2.00 for chissroom set of 30, Accompany-

“ang filmstrip with record or cassette (Cheeldist No. 16H)
available for S14.50 or $16.50 (cassette).

CHarold Wolozin, The  Leonomics of Polhwion. 1970, 18pp.
Checkhlist No. 1220 Price: $1.00 for single copy with *Teich
About” section,  Accompanying filmstrip with record or cas-
setie (Chechldist, ‘\n f6x) available for $14.50 or $16.50
fuassetic ),

Several basic hunk.\ in ceonomic geography age available for teachers
amd students of superior academic ability. Among these are the follow-
g .
Fred B Dohrs and Lawrence M. Sommers, Editors, Eeonomic
Geography.  Selected  Readings. New  York:  Thomas Y.
Croweli, 1970, $4.98 (paperbound ). :
CPaul F. Gritling er al., Culture, Resotiree and Feonomic Activity:
An btroduction 1o Economice Geasraphy. Boston: Allyn
and Bacon, 1971, $10.98. ° .
Robert B. McNeeo A4 Primer on Economic CGreogranity.  Noew
York:  Random House, 1971, $2.75 (paperbound). - -
Richard S, Thoman, er al, The Geography of Feononie Activi-
rv, 2nd vd. New York: McGraw-Hill, 1968, $12.90,

Fhere are many. works of 4 somewhat more specialized nature that
cat be used as reference materiad when teaching cconomic coneepts in
geography courses. Sone boohs dealing with agriculture are:

\LtrL iret (.m\m.k The Economics of Agricultire,  New York:

SMartin's Press, 19700 $9.95,

Harold 1. Guither, Heritage of Plenty: A Guide to the Economic
History and Development of US. Agriculture, 2nd od. Dan-
ville. U the Interstate Printers & Publishers, 1972, $4.95
{ paperhound s, ] ' :

CFwell PoRov, Flowd L. Corty, and Gene D, Sallivan, Feonomics:
Applications 1o Agriculture and Agribusiness. Danville, T
Fhe Interstate Printers & Publishers, 1971, $7.95.

Lhese sargestions are prepared by members of the Jomnt Councdd stail.
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Most children and young people are concerned about conservation of
natural resoureed, Among the miany books on this topic are:

- Marion Clawson, dmerica's Land and its Uses. Washington: The,
Johns Hopkins Piess for Resources for the Future, Inc., 1972,
$2.43 (paperboundy. - (Suitable for college undergraduates.)

Fhe Comservation Story. Columbus, Ohio:  American Education
Publications, 1964, 30¢  (paperbound).  (For  sceondary
schpol pupils.)

C. William Harrson, - Conservation: The Challenge of 'éealuun-
ing onr Plundered Land. New York: Juliun Messner, 1973

’ . $398. (For upper clementary and secondary pupils. )

P.E. MeNall and Huarry B. Kircher, Our Natural Resources, 3rd

ed. Danville, Hi: The Interstute Printers und Pubhshcx‘s.
‘ Inc. 1970, 85.25. (Secondury level.)

David R. Michelsohn, The Oceans in Tomorrow's World: How
Can We Use and Protect Them? New York: Julian Mess-
ner, 1972 34 Ys, (Uppcr clementary and junior high school
lewvels.) '

Reed Millard, e al., Natural Resources: Will We Have Enough
for Tomorrow's World? New York: Julian Mossaer, 1972,
$4.50. (Junior high school level.)

}'umu C. Siith, The First Book of Conservation, New York:
Franklin Watts, 1954, S% Yys. (fur clumcm.uy school pu-

ils. _ _
F"H L e ,
D. Strong, The Conservationisis. Menlo Park, Cal.:  Addison-
- Wesley, 1971, $1.62 (paperbound).  (For secondary level
pupils.) _ o . o
Public interest in environmentalpoliution in recent years has resulted  /
in un uulpnurmu of books and materials on ihls subjux Advice for !
Aeiwhers i contained in the following: S

Larry L. 5;&5;: and Efnest W, Lee, Environmental Education in the
Flementary School. New York: Holt, Rinchart aind Winston,
1972, $4.95.

Cornclius Troost and Harold Altman, Editors,  Environmental
Fducation iy Fvery Teachers Responsibility, New  York:
Juohn Wiley & Sons, 1972, $11.95. .

V.S, Burcuu of Land Manugement, ANl Around You: An Envi-
ronmental Study  Guide. Washington, D.C.: US. Govern-
ment Printing Oftice, 1971, $1.50,

Phe following list is but a small sample of the existing publications
on the eavironment:

Claude F. Andesson and William C. Roamsaiy, Managing the Fa-
vironment: An Economic Primer. New York: Basic Books,
1972, $7.50. '
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" Thomas  Aylesworth, ¢ Polliited  World,  Columbus, Ohio:
Amcrican Education Publications, 1972, d0¢ (puaperbouad).
tFor sccondary school pugils.)

Joe 8. Bain, Fuvironmental Decay: Feonomice Canses and Reme-
diev. Boston: Little, Brown and Co., 1973, $4.95 (puper-
bound). -

Michael L. Brenner, Fhe Political Economy of Americd’s Envi-
vironmenial Dilemima. Lexington, Mass.: D.C. Heath, 1974,
$12.00,

Sterling Brubaker, To Live on Farth; Muiaiid His Environment
in Perspective. Washington, D.C.: Resources for the Future,
1972, $6.95. (Also published by Mentor, 1972, $1.50.
Paperbound.) : ' :

Duane Chapmaun and Robert V. O'Neill, Ecology and Resource
Economies, Springticld, V.. U.S. Dept. of Commerce, 1970,

$3.00 (puperbound ).

Matthew Edel. Eeonomics and the Environmeni.  Englewood
Clifts, N3 Preatice-Hall, 1973, $2.95 (papurbound).

Environmentat Proteetion Agency. Your World, My Wnrld. A
Book  for  Young  Environmentalists.  Washington, D.C.:
Government Printing Oftice, 1972, $1.50  (paperbound).
' (Su.nnd.ir) level.) '

A. Myrick Freeman, HIL Robert H. .l"ld.VLI“dn and All(n V.

. Rnesse, The Economjics of Environmental Policy. Ncw Yurk _

John Wiley & Sons,/ 1973, $6.95.

Marshall 1, Goldman, Editor, Fcology and Economies: Controll-
' ing I‘ul!mh’m in the 70°v. Englewood (hﬂs. N.J.: Prentice-
Hall, 1 $2.95 (puperbound), :

Carl Marsani, l/ze Wounded Earth. Menlo Park, Cal.: Addison-
-Wesley, 19720 $5.95 (Sccondary level.) ‘

Lawrenee 3. Pauline and Howard Weishaus, Ecology: Man's Re-
 Aationship 1o His Envirenment. New York: Oxford Book
Co., 1971 $1.50 (paperbound). (Junior high school level.)

Donald Savage, et al., Fceonomics of Environmental Improve-
ment. Boston: Houghton Mifflin, 1974, $4.50 (paperbound).

Joseph L. Seneca and Michael K. Taussig, Em-z‘mmif&ual Lco-
nomecs, Englewood Cliffs, N Prentice-Hall, 1974, $10.95,

r 4
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- Urban Dev elopu enl
|  Key L('onomu /Gonwpls
. Ben jazriin. Chg’lnpitz"
. h.m‘k!mimn o : ‘ . : .

- -

e study n! urhan dudupmuu and urban pmhlum pmv:du a very

ternle ficld. indeed. for the claadation and illustration of some funda-

mental cooonie concepts. By the same token, a proper understanding

ol the role of ceonomic forces in shaping urban development calls for a

suld grasp of these economic prmuplu Thus. the sxudy of economics
mthe, comtext of urban development is beneficial both in terms of ex-
pambing the vufrdes understanding of ceonomies and dn terms nt en-
hanviyg s grap of mtreate urbin n,hcm\nwnd

ot concomtrate on four hey ceonomic concepts which ure abso-
i h mdiepensable moachieving a proper understanding of urban devel-
epuncat. They are

I Resowree allocation

2 Foenonies of seale )

Vobatcinad coononnes and discconomics

3 Spear izaton apd the division of Jabor

e ot . .

Reswurce Allocation

In vomventional coonomies we are quick o establish thegtoposition
that tesources ar caee meelation o hundin, needs and huaian demands
for the goods ame the services produced by those resources. Since we
vanto! have evenvthing we want, we mu-t choose from among the infi-

DGl o Proteaer of Baotieauss and Drban Studies, Brown University,
1]
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“nite list of needs and wants those which will conmmand resources and the
dygree to which they will command resourees. Fhus, we ostablish the

foundation for ™Resource allocation™ as te principal function of the

ceonomic syschl. . : .

. -However, i the typical textbook treatment of this key concept, the
resourees which are identiticd as being searce are labor., capital and nat-

“wral endowmsits such aX coal, “oil, fertile soil, timber, et Rarely, if
ever, do ‘we inchidd in this list of scarce resources SPACE, because in
~the absence of urbidization it is assumed that there is Sufficient SPACE
oft the carth’s surface o accommodate all of man's needs. at least in the

foresceable future. ' . -
Once weintroghuee the reality of urbanization as the predominant

“ X L - o, o . . e ...
torm of settlement in-advanced socicties, SPACE emerges u:e R ‘l‘rmcul

searee fueldr which needs to be “allscated” hy the same priciples and
mechanismd which govern the allocation of other resourges. OfF course,
i we think of SPACE as “land.” then there s a eriticalSglitference be-
tween SPACE and other resources. Whereas prices which serve to al-

»

. locate other pesources also serve as an incentive to increase the supply of

these resourees, in the case of SPACE when viewed as lund, prices or
“rents” scrve only the purpose of allocating the existing supply. but do
not serve to call torth additional supply since the supply is fixed by
ature, - " Coe S

But this distinetion evaporates once we take a broader view  of
SPACE o include not just fand inits raw form, but “urca™ for the ac-
commodition of activities. “We can create “arca”™ just as we can create
trated manpower, capital cquipment und fertile soil, Thus, rents in the
urban context serve not only to allocate the existing supplies of SPACE,
but also serve as an inducement to add 1o the supply of SPACE through
the: construction of tall buildings as well as the construction of highways
which open up new arcas for development.

~ Heneeo much of our understanding of urban development turns on
this rathgt Tundamental notion of resouce allocation in which SPACE
cmerges s the eritical scaree resource. As 1 osaid at the outset, 1 can't
think of a better way to convey the sotion of scapeity even in a general
treatment of cconomies. By the same oken, i book which deals - with
urban development and wrban problems must use this coneept from
stundard”cconomnes and breathe new life into it by emphasizing SPACE
AN SGITCE Tesouree.

Fconomies of Scale N .
Wiy wreate an anitlicial scarcity of SPACE? Why cities? ‘The gut
response ef the trained ceonomist is “Eeonomies of scale.”  Onee again
wooare dvaling with a coneept which is developed with great care in
conventional ccononties in the conteat of the individual firm. 1 the
average vest of production fulls, the greater the volume of output, we
say that the particular process is characterized by cconomies ot scale.
“In the absenee of ceonomios of scale, we would be hard put indeed to
sxplam the emergence of omarket system or any other form of cconomic

L
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organization which calls for ditferent people and different institutions
doing different things. I you could produce one copy of one textbook
as cheaply as you vcould produce thousands of copies of hundreds of
textbooks, you woubldn't be carning your livelihood as editors and pub-
lishers of textbooks. :

" +y The recognition of the key role of cconomits of scale in understand-
ng the rationale for a modern cconomy does got usually include an un-
derstanding of the role of the ceonomies of scale in the rationale for
¢ities and urbanization as the predominant form of scttlement. The
transition from one to the other ¢an be simpliigd if we think in terms of
a single firm which has such overwhelming cco tics of scale that all

- the production is concentrated in one place and by Ytself creates such a

" substantial coneentration of population us togqualify for the adjective
warban.”” This is not a bad way to introduce the notion of economics of
scale us a foree for_urban growth. Historically, it can be illustrated with
such cases as stecel in Pittsburgh and gutomobiles in Detroit with the un-
derstanding that both cities existed prior to their becoming major centers
in these industries. -

¢ 4 But the role of cconomies of scale in generating urbanization is a lot

more subtle than that, -Urban arcas as we know them- today are not typi-
cally onc-company towns. ~The sedle of urban development as we know
it cannot be explained in terms of the cconomics of scale associated with
the produggion of a single commodity. Rather, we have to look for rca-
sons why firms in different industrics which.are unrelated to each other,
- cither as supplicrs or customers, would seck out the sume’ focation and
would wiant to be near cach other despite the high cost of SPACE and
«the inconvenience of congestion.  Part of the answer lies in cconomices
Wi scale associated with the provision of services used by many different.
kinds of industry. My favorite example, and one whici 1 believe to be
of Cruciyl importance, is transportation.  Historically, cconomivs of scale
in water and then in rail transpostation made it very profitable for firms '

- different kinds of industry to congregate near harbors and rail

“terminaly. The bigger the ships and the fonger the trains the greater was
the benclit in having })urgc market both for shipping and recciving

freight as well as passengées, -

In contemporary cifcumstances, the airport exercises i similar in-
flucnce. In the carly days of aviation one could think of the airplanc as
having a decentralizing influence  because with the very small aircraft
then availuble you wauldn't need myeh volume to support air service
and with an airplane yourcould get to a lot of remote places which were
inaceessible to both water and rail transportation. But with the techno-
logical progress in aviation which has brought us bigger and faster
plancs, it is only the very largest: urban centers which can support sched-

. ules which are rich both in terms of frequency of service and numbers
of points served by nonstop and direct Hights.

Let nie try to state the proposition.in more geaeral terms, The city

o is a vehicle for giving full expression to the cconomics of scale inherent
in the provision of the whole range of supporting services which are cru-
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ol to the economye ife of both the houschold and the business estub-
Jishment in a moddin cgonomy. The provision of water, electrical power
amd telephone sedvices all require heavy capital outlays which must be
spread over a largd market in” order to bring down unit costs. Examples
of this prnciple abound. in ticlds such as education, health, culture,
sports, ete. Fam sure you can all think of examples just by examining
YOUP OWIE CXPURICRee as consumers if not as producers. ' :

External Economies and Diseconomies
Somce of what I aave just said under cconomies of seale overlaps and
feads us very directly into the considerations which 1 subsume under the
third heading. By external cconomies 1 mean the benefits which acerue
to firm “A™ fron ity proximity to firm “B” other than those whih arise
from their customer-supplier relationships and the sharing of overhead
—items such us were discussed under my previous heading.  External ccon-

\ . omivs were seriously neglected in elassical  economics beeatise they"
3 greatly complicate the analysis of workings of a free competitive market

system. External economics undermine the fundamental normative pref-
ceence for free competitive markets because when there are significant
cXternal cconomies Adam Smith's famous “invisible hand” no longer
functions perfectly to cquate the search for private profit with the social
welfure. If ‘neighbors, whether in business or in residence,” profit from
cach other's outlays or expenditures, then'it follows that putely private
caleulations of benetits and costs will not- he properly responsive to so-
cial beactits and “costs. Left to your own “devices, you will not spend as
much as weo your neighbors, would like you to since presumably you will
not take imto-account the benetit which you confer on your ncighbors,
External cconomies are perhiips the most unique characteristic -of
cities. Paradoxically, they play a role in both the private and the public
sectors. In the private sector, they serve to lower the unit cost of pro-
duction in ways which are logically similar to those of cconomies of
saale, - Farlieigwe talked ubout sharing overhead costs of -a kind which
would_be inescapable even under conditions of certainty and in the ab-
o« senee of risk. When the realities of risk and uncertainty are introduced,
there is @ very strong incentive to economize on capital in order *» avoid
miahing commitments which may prove to be mistakes. But the city offers
greater opportunities for cconomizing on capital by virtue of the close
proximity of many firms one to another. For example, an enterprise in
isolation might have to invest In its own vehicles whereas an enterprise
i the city can rely upon the availability of “for-hire™ vehicles. An en-
terprise in isolation might have o carry  large inventory of supplics and
poerhaps even a larger working foree to shield itself against being cayght
short in the face of an-unexpected increase in sales. In the city, the'firm
. ocan “hegs borrow or steal™ and can. therefore, own smadl stocks of both
materials and labor. -
O course, there iy the other side of the coin, mumely, diseconomices,
Havmg neighbors is not an unmixed blessing, I we go back to our dis-
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cussion of SPACE. one obvious disadvantage in having neighbors s the
inability to cxpand in face of rismg demand and the congestion which is
assoctiated with your neighbor's busiiess in addition to your own,
Eanternal ceonomies and disceonomies are critical to the role of the
public sector in urban arcas. Onee again, the urbun scene provides a
. very real and important example of o principle which was devetoped in
comventional ceonomivs. Here, T have in mind the ficld of public finance
in which the rtionale for the existence” of government is usually ex-
plored. in the injtial chapters of textbooks in the field. The rutionale
mueludes the divergenee between privite and social caleulatidns of bene- ,
fit and costs as an abstract cpneept. In the absence of urbanizatioh, one
in strained to come ap with Yealistic illustrations of. government activity .
which can be justitied in” taese terms. On the other hand, the urban
. wene is replete with examples of externalities which can only be deult
with by the public sector. The fact that local governments in urban
arcus tend to spend more per capita than local government in rural arcas
is attributable in farge measure to the pervasiveness of externalities.
While we tend Yo emphasize cconomies in the private sector and dis-
~ ceonomies in the pubijc sector, it would be a mistake to view the role
S of the public sector pupely in terms of the management of disceonomics.
It is true that a lot of government activity is gencrated by the need to
control sanitation. potlution, ¢rime. incompatible fand uses, congestion,
ete. But that does not exhaust the-role of government in relation to ex- .
wrnalitios in urban arcas. - On the positive 'side, the settlement of farge
~ populaticis in high density patterns creates opportunities for collective
r action which do not exist in rural arcas and which cun generally be exs
~ ploited only “through governmental mechanisms. Thus, for cxample we
- - have o muoh larger stake in the education of our neighbors' children
who play ‘with our children thyn we do in the education of ncighbors
who live ten miles down tht road. Simitarty, many cultural and recrea-
tion projects coudd not punih?,\ be undertaken for a small population
eittered over a large arca and therefore do not show up in the budgets
of their local government~do view these Kinds of .expenditures_in the
Birge city as a “burden” in the same sense_that we view other forms of
public spending is to fail to distinguish between the positive and the
negative aspects of urban hife,

Specialization and the Division of Labor’

Ao time ago Adam Smith advanced the well-known theorem that
“specialization s limited by the extent of the market.”  On a national R

. seale, the richer and the more populous the country, the greater is the

potential for specializaton beth in terms of individuals and i terms of

organizations. Again 1 ean refer 1o your trade Tor iHustrative purposces.

Fsoteric: magazines and books require o very farge market within which

' thers can be enough demand for cach of a great variety of publications.

Now when transportation and communicition are either irrelevant to the

cise at hand or so cheap as to be a trivial consideration, then it will be

the tevei of natiomd attluence and population which will determine the
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Cdegree of specialization. But tor most goods qunl servives tansportation
Costs, i 10t communication. costs, are not el and, therefore, “the
extent of the local ket o paraphase Adam Smith, will determine
the degree of specidization. Phere s long Tist of activities ranging
dver agreat varicty of ficlds which are of interest to producers, con-
sumers and workers which are found maindy, it not exclusively, i citios
and in many instances only i v Furge cities. This diversity is hoth a
citse and consequence of urban develapment '

Suggestions for Furthoer
Reading and Referencex

-

Severfal items on the Cheeklist of the Joint Councit on Feongmic
Education can be used in teaching about urban  ceonontiv problems,
For the elementary school level, note the following:

“ Beononics and Our Community, A Resowrce Unit Jor Gdes 4,
Seand A 1973 26pp. 'Checklist No. 185, $2.00. (S%me of

——» - theosuggested- activities may -also be suitable for, junior high
' school use.) _ -

Students-in senior high school and introductory college cconomics

vounes can use several of the Joint Coupeil’s Eeconomic Topic pum-

" phlets to acquire a better understanding of some ditlicult urbai problems.
These are: : '

Sar Levitan and Robbert Taggart, The Feonomics of Youth Un-
emploviment. 1973, 18pp. Cheeklist No. 163, Price: $1.50
for single copy  with “Teach About™ section; - $1EO0Gagor

. clissroom set of 30,

Loster Cothurow. The Feononties of Poverty and Racial Dis-
crioungtion. 1972 22pp. Cheeklist Now 147, Price: $1.50
for single copy  with “Teach About”™ section: $1L00 for
clagsroom set of 29, Accompanying filmstrip with record or
vissette (Chechint Nou 165 available for $14.50 or $16.50
{oassette ), ' s . '

Joseph G. Mote, Hhe Fceonomics of Crime. 197}, 18pp. Check-
st Noo 1380 Price: $1.25, for wingle copy - with “Tcach

~About™ section. Accompanying fitmstrip with record or cas--
sette ‘(.]]L'L'l'}il\[ No, 167y available for S14.50 or $16.50

fodssetie s,

Phew meesnions are prepased by members of the Jomt Goundil statl,

-
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Harold Wolozin, The Economics of Pollution. 1970, 18pp. *
Checklist No. 122. Price: $1.25 for single copy with “Teach”
Aboui” Sectipn. Accompanying ﬁ!nsmp with rccord or cas-
sette (Checklist No. 168) available for $14.50 or $16.50
{cassette ).

Educators desiringl to increase their oWn knowledge of urban ¢co-
NOMICs mxght refer to one or more of the following pubhcauons

Robert L. Bish and Robert J. Kirk, Economic Principles and Ur-
: ban Problems. Engkwood Cliffs, N.J.: ‘Prentice-Hall, lnc,
. 1974, ‘ .
Douglas M. Brown, lgtroduction te Urban Economzcs New York: -
Academic Press, 1974, $9.95,

Bcnjdm/n Chinitz, Ed., City and Suburb. The Economics of Met-
ropolitan  Growth. Englewood Cliffs, N.J.: Prentice-Hall
Spectrum Books, 1965, $1.95 (paperbound).

Amhoﬁy Downs, Urban.Problems and Prospects. Chicago: Mark-
ham Publishing Co., 1970. $4.50 (paperbound). -

“H. Wentworth Eldredge, Ed., Taming Megalopolis, 2 vols. New
York: Doublcday. 1967. 600pp. cach. $2.45 ecach (paper-
'~ bound).

The Future of the City. Washington, D.C.: C‘ongrcssmnai Quar-.
terly Inc., 1974, $3.95 (paperbound)

R-uld E, Grieson, Ed., Ufban Economics: Readmgs and Analy-
sis. ‘Bosten: Little, Browfi and Co., 1973. $6.95 (paper-
bound). v S

Werner Z. Hirsch, Urban Economic Analysis. New York:
McGraw-Hill Economic Handbook Serics, 1973. $10.935.

. Heinz Kohler, E conomics and Urban Problems. Lexington, Mass.:
D.C.-Heath and Co., 1973. $5.95 (paperbound).

Edwin S. Mills, Urban Economics. Glenview, Ill.: Scott, Fores-
man, 1972, $9.50. '

William B. Neecnan, Political Ecc@wmy of Urban Areas. Chicago:
Markham Publishing Co., 1972, $4.95 (paperbound).

Robert B, Pettengill and 1.S. Uppal, Can Cities Survive? A Study
of Urban Finance. New York: St. Martin’s Press, 1973,
$2.50 (paperbound), ,
. David W. Rasmusser, Urban Economics. New York: Harper &
Row, 1973. $6.95 (paperbound).

David W. Rasmussen and Charles T. Haworth, Eds., The Modern
City: Readings in Urban Economics. New York: Harger &
Row. 1973. $4.95 (paperbound).
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Wilbur R. Thompson, 4 Preface 1o Urban Economics. Balumorc
The Johns Hopkins Press, 1965, $7.50,

Lowdon Wingo, Jr, Bd., Cines and Space: The Future Use of -
Urban Land. Baltimore:  The Johns Hopkins Press, 1963,
$2.98 (paperbound).

Jowurnal of Urbun  Economics. Editor Edwin S. Mills, New
York: Academic Press, Vol. 1, No. |, January 1974, Quar-
terly, $30 per year. lnfurmanon n,g,ardmg, individual sub-
scription rates may be obtained from the publishers.

Among the books on urbunism written with the. teenage reader in
mind are the following:

Constance Mcel. .xuz,hlm Green, The Rise of Urbun America, New
York: Harper-Colophon, 1967. $1.60 (paperbound).

Edwin Houg, . American Cities: Their History and Social Devel- .
opment, Phnladdphm J.B. Lippincott, 1969. $4.95,

David R. Michelsohn and the Editors of Science Book Associates,
fhe Cities in Tomorrow's World: Challenges to Urban S‘urw-
val. New Yurk Juh.m Musncr. 1973. $4 50. '

79

00091



¢

The Social Scicnées.
. in Liberal Education+

S Nathan Glazer

When we g,nn\ldu‘ thu full range of the problems that afflict liberal
education in the colleges, the social sciences do not appear to be particu-
Tarly at a disadvantage, These problems are well known, some have been
taken up in other papers at this conference, and I do not mean to devote
much time to most of them, They include the conflict with vocational
. .objectives; the overlap with the cver more ambitious offerings of high
‘schools, which deprives. the first college year of its impact as something
new; the contlict with the organized departments, which tend to establish
or to wish to establish their own sequences, and to give little support to
- gencral educations the ever present staffing problems that result from the.
fact that  college teachers are truincd as specialists and  progress as
specialists.

By saying [ will not discuss thug issues | du not suggest in the shght-
est they are unimportant:  They are all key issues which must be resolved
it strong liberal education is to flourish, But in my carcer as a teacher
of the social scienees, one which has encompassed the teaching of courses
that have reflected most of the popular approaches to general education
in the social sciences of the Last decade, 1 have become personatly increas-
ingly aware and increasingly troubled by what I would call the specifi-
cally intelleciual problems of providing a general or liberal education

©lhas . paper wis prepared tor the University Centers for Ridional Alternatives
('onhrcmg on “lhe Philoeophy of the Curticulum,” New York City, September 21-
22, 1973,

Di. Glazer is Professor of Education and Social Structure. Graduate School of Ed-
uvittion, Harvard mversity, ‘
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based on the cmgm;mmr} social scienees. Foomy mind, these specifi-
cally intellectual problems are more severe in the social sciences than in
the humanities or the natural sciences. And we cannot apparently avoid
them whatever the type of approach we develop to introduce college stu-
dents to the sovial wienees. As a teacher, |ohave participated in and
‘helped organize courses that are explicitly interdisciplinary; courses that
attempt to deal with great issues; courses that are based on great or im-
portant books. T now teach o coutse on urban social policy that is ¢x-
plicitly  probleme-vriented and implicitly  multidisciplinary.  And | am
convineed our tirst problem as socil scientists is not that students are

sevking job training, or that they lust for the relevant and the seosational -

(after all, we should do best at providing that), or that the departments
are unfriendly, or that the assistant professors are uninterested-~it is that
we do not Anow, for reasons themselves tied up with the development of
the social sviences, what we should teach as a foundation rcquir:;«‘i of any
educated person.

Interestingly cnough, whenever people get together and discuss the

©objectives of general cducation, first pluce—or at least @ very important

phice s always given o the social sciences. Thus, Professor de Bary
poiits out in his paper that in the Carnegic Commission’s report on “The
Purposes and the Performance of  Higher Education in the  United
States,” general education is defined only twice, once in the words, “ac-

quiring a general understunding of society and the place of the individ-

4

wal withinit . Jincluding |- contact, with history- and the nature of other:

“eultures”™ epo 13) and “broud learning expericnces-—the  provision of

LOpportunities to sarvey the cultural heritage of nunkind, to understand

, tan and socicty™ (p. 65),

- Clearly there is here i mandate for-the social scienees to play a lead-

~ing role ingenenitl education. But whereas we tind that natural scientists

have undertihen sueh great and apparently suceessful tasks as the reform
ol the tewching of physics, chemistry, and Biology in the high schools

—and colleges, whereas we tind that humanists cagerly play leadirig roles in

iy cfort to revive or revise generad education, we will find that social
sudentists e almost idways the most reluctant to engage  themselves,
Their distinguished  men will not teachs introductory  courses (as will
naturil scientists and to a lewer degree humanists), their young men. will
evide penerid cducation, and their leading lights have had little w say
about the subjeet. OF course we must also add that the single most valu-
able book on general edugation, o my mind, is Professor Danicl Bell's
Fhe Retormung of General Fducanon, bur-l would hazard that huminists
would make as strong o claim that he is one of them as soeial scicntists
dosand his own range of interests and knowledge makes iy unigue,
Inany e the evistence of this book, which must he the starting
pomt to my mind of any contemporary discussion of gencral educa-
tion, dous not vitiate my point that the erisis of general education, seen as
an educational and inteflectual problem, is preeminently the crisis of the
socrd scences. On the one fand we are summoned by feaders 4n the ficld
of higher education to provide students with “a general understanding of

Rl
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suciety and the place of the individudl within it,” to provide opportuni- (
ties “to survey the cultural heritage of mankind, to understand man and
society.” On the other hand, those who would appear on the surface
best qualified to do this, to whom this summons is addressed, seem most
reluctant to answer, .
One could give easy but to my mind false answers to explain this sit-
uatiog. One could say, social scientists are lazier than.their colleagucs
and will not apply their minds to the prohlems of general education. Or .
one could say, social scientists are more ambitious, and fat with research
W grants-——they will not devote the necessary attention to the teaching of
the tirst and sccond years in college. (As a social scientist, | will have to
admit that rescarch mlghx well bear ont these cxplananons--perhaps it
will be found that social sucmsts are lazier, or more ambitious; it is juss,
this- difficulty of making relotively wvell-established assertions that is onc
of our problems in the social scienzes.) Other cxplanations however
mike better sease to me. 1 believe it was Scymour Martin Lipsct who
pointed out that natural scientists scem more willing to take up tasks in
the field of generat education—a position as dean, the devclopment of a
" course, cte.——because their major work is generally done while young. It .
nuty alse be pointud out that for humanists opportunities for rescarch are
more limited, that in any case the urgency of rescarch because of the
“character and nature of the fields involved is not as ‘marked as it is for
the natural and social sciences, and the concentration on a canon of given
works means that -whether one-teaches novices or graduate students one
may well be talking about the same thing, which .makes the demands of
shifting from one level to the other less severe. But what appears to me
most compelling in cxplaining the problem of incorporating the social
sciences into general education is the simple fact that our foundations _
are insecure, we are uncertain what our foundations are, we cannot agree -
on what should be taught first and what should be taught sccond, and in
the nature of most of the disciplines included in the social sciences it is
not likely that we will soon, or cver, overcome these problems.
In contrast to the uncertainty created by these shifting foundations, |
constder the situation of the natural sciences and the humanitics. What-
ever the problems in incorporating the natural sciences and the humani-
ties lnm liberal education—and they are certainly severe—for the most
part, thé natural sciences and the humanities cannot be other than they.
dare. The natural sciences are-based on i sequence or hierarchy of sccure,
if changing, laws, theories, concepts. Their relations to their own history
and nner disputes must always be secondary to the teaching of the body
of established (as of tREé time) knowledge. As Daniel Bell writes, “sci-
ence is a sclf-corrective system of dlspmmg of .useless facts™ (Reform-
ing,’p. 175).
"And | would argue that the humanmcs are given a secure base be-
cause in the end they are based on a canon, on texts. The canon changes,
the texts change. but whether in literature, philosophy, art, or music,
there iy some clear couception at any given time of what should be
known, what should be understood, what should be pondered. ®

1
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As one evidence of the security of the natural sciences and the hu-
manities as against the social sciences, I would point out that when we see
—as we have—a sudden increase in student interest in the natural sciences
and humanities, it is.nor because they are Suddenly teaching something
different, or 'in a new wuy. I is becguse for various reasens—a new
interest in -carcer, perhups a new nterest in the exotic and the nonrele-

* o vant—students turn.to these fields, and when they do they find in them
what they cxpect: rigor and sequential learning in the natural sciences,
. s@reat works—however they may respond to them—in the humanitics. [
would argue, too, that teaching in these ficlds changes less than in the so-
Cidl sciences, and in particular that what is taught in these ficlds changes
less than in the social scien-es. dn the social sciences we can sce the miost
radical shifts in what'is considered essential to learn in u very short time.
in part these shifts are responses to the changing times, student interest,
and the interests of social scientists themselves. In the. natural sciences
and the humaniticg it is only possible to respond to shifts of stadent in-
terest by considering how what is already definite and secure c;én be pre-
sented—one cannot abandon astronomy for ‘astrology, the teaching of
French litgrature for instruction in how to travel in’ France, dgspite, the -
fact that one may suspect. that astrology and travel are of greater intetest
", to students than astronomy and French literature. (One can of course’
repluce Shakespeare with the Beatles, but how often rcally is that donc?)
In the social sciences it unfortunately is possible; and cven respectable, to
respond by literally changing what one teaches: To give up-Max Weber
for Frante Fanon, a pluralistic approach to American society and politics
for a Marxist one, to replace Western civilization with Eastern, or with
-African studics. ' % : : '
“This chameleon-like character of the contemporary social sciencus,
-one might thick, should fead to great student popularity. At times it
does; at other times nothing quite seems to work, and the new and the
old, the conservative and the radical, the empirical and the theoretical, the
relevant and the irrelevant, the, disciplinary and the multidisplinary, the
committed and the urcommitted, the valie-based and the valuc-free, are
all cqually in distavor. | think we are passing through such a time now.
It is my wldcrslanding that it is not only at Harvard that weehave
seen @ surprising drop in enrollments in various introductory and gencral
" education courses in the social scienees, and an even more surprising loss
of fuvor of certaim newer efforts of the social sciences to respond to con-
temporary concerns, fof example, Afro-American studics and urban
studies.  (Jewish studies seem to be flourishing, but because of their con-
tent—Hcebrew, texts, history—they are closer t¢ the humanitics than to
the social sciencees, which bears out my general point.), Morte significant,
to-my mind, is the student judgment on courses in the social sciences. |
T hyve been studying an interesting report from the Dean of Harvard Cal-
gege on the evaluation of courses that enroll large numbers of freshmen
- by the students in them. About half are general cducation courses: the
rest are dantroductory courses in various departments. The report summar-
i7es "questionnisires distributed o students in classes last spring. They are
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asked to rate the courses .ﬂong a number of axes, mcludmg, “dull-stnnu-
fating,” “clear-incoherent,” “time well spent-time wasted.”  The eurv;y
included cleven courses in the social sciences, eleven in the natural sci-
fences, and five in the humanitics. “The courses in the social scicnces were
almost uniformly raied more incoherent, duller, and time-wasting than
the courses in the natural scienees and humanitics, This very ‘modest sur-
vey is of course not conelusive—-I would like to see others, in other times
amd places-—but | Feport’ it because I believe it is representative of what
wa would find in our universitics and colleges around the country, and it
conforms with my experience in ' pumber of universitics and colleges.

I note too, with interest, that a survey made of the college class of
1961 seven years after theirgraduation, when the respondents were asked
“Are there any courses you wish you had tuken which you did not take?”

not o single social svienee subject was listed. The subjects they were

sorry they had not tiken were: furcq.,n languages, literature, English, cre-

- ative writing, scienee, philosophy, art, and art history (Recent Alumni

and Higher “Fdu ation, by Joe L. Spacth and Andrew M, Glu:luy. cited
in Willium Petersen, "What Remains of Liberal Education?” in Change
(Summer 1973), p. 47.). While it is not casy to fully intcrpnt this re-
sponse, it.is clear that whitever they had of thc social sciences did not
impel them to wish for any more. -
Parudoxically, there is little the natural sciences and humanities can
do ubout student unpopularity---yet at the moment they are popular,;

there is muach that the social scienees can do and do—yet they are at the

moment unpopular, But my-point is pot to argue that it is unfortunate
that the social sciences are unpopular. It is to- suggest that there is some
basisfor i student judgment of incoherence and to set the stage for argu-

ing that the problems in integrating the contemporary social scicnees into

asysiem of u.ncml or tiberal cducation are primarily internal to the so-
cial scienees as itellectual Cnterprises. '

o Letane tiest specify the sockid scicnees 1 have in mind whcn I arguc
that infellectual difticultios are at the base of their role in general educa-
tion.  Leonomics is of course a sociad sefence, but its dudupmcm has
been ditferent from sociology, anthropology. and political science. Spe-
cifically, cconomics hus developed to the point where it may be appro-
priately ordered from the clementary to the advanced, presented sequen-

- tadly, requires increisingly a base of mathenitical competence, and thus-

i these three hey respectss as well as others- —hecomes divoreed from
sociology, .mthmpulnﬂ‘.. and pnhm.ll scienee, which are the social sci-
cnces | principathy hidde in mind in considering the problem of the role of
the soctal seiences in general educiation,

One indication of both the problem of the social scicnees in general /

.utd the unigue role of ceononues is to apply the test, Can one congeive
of the introductory course in those tickds organized so that one is given to
students who have had advanced work in the ficld in high school, @nother
to those who want only as much of the ficld as is necessary for a liberal
cducation, a third to those who plan to go on to advanced work, a fourth
perhaps to the specially pifted in this fickd? This kind of tracking is now
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quite common in. L mathematics, physics, and d\ums:ry, and is. urged for
other fickds by Damel Bell (see Dantiel Bell, pp. 202-2032 251 Jt is
crent o some modest estent (G more modest-than for the scicinges) pos-
stbic in the humanities, But it is very hard to sce how it can bedone in
©oosadiology s anthropplogy, pu{m;.:l scienve. We have a situations in which
' there o tapparentisy no more clementary and less-elementary forme of
these disciplines, no casy way of distinguishing what freshmen might be
taught from what graduate students might be taught. If one studies thc
ory, then Marx, Durkheim, Weber, Parsons, and Merton are as suitable u
the begmning as at the end I one studies specific subject matters, th 'c
is no reason why fone should hu,m with stratification, or cthaicity, {or
marriage and the fannily, or sociatization,
Political science may  properly begin with  political phllusﬁphy or
- Americap government, or international relations, or even, T would guess,
studies of voting behavior. Generally, the pnlllluﬂ scienee or government
department is a collection of *subdepartnients with these and other inter-
ests as primary, and finds great diticulty in establishing what_should be a
proper.introduction to all its semi-independent branches. A common
solution these days is to demand three or foar introductions, one to cach
subdepartment, thus carrying the division of the curricufum by the inde-

pendent departmental powers one step further. . Anthropology we know'

is the scicnee of culture, and clearly the elementary course must deal with
this Lirge. clusive, and indeterminate concept, One will find, however,
that the graduate fevel cousse —insofar as anthropalogy tries to be theo-
retical  deals with at abso. In contrast, it is possible in cconomies to
track the mteoductory course to have one for those. who wadit only a

v

weneral mtméhunnn o economivs, o have another-for those wlm want to

spu.l.lll/k i it, -
in distinguishing ceonomics from the other social sciencees, 1 have al-

reads potnted out what 1 believe to be a K y('pmh!un for them: There is 7

no principle. s mechanism, no generally areeped set of concepts at the
Jpresent time by owlich wé can distinguish the elementary from the more
ud\ anced, po wa in ulm howe can order the mhml If we cannot gfder
1 We Cannot d;lummu “what part of it belongs in the education of the
citizen, belongs to general o liberal education. 1 do not suggest that we
camd seorder these fickds, or that we Bave not done so in the past--
»atter ally general edacation at Columbia, Chicago, perhaps insits carly
divs at Blarvard, was such ang ordering, But any such cfforg”today  has
wabout it something aohitrary, 1t is for this reason that the efforts to bring
saciodogy, anthropology, and political science into the high school curric-
ulum strike some of us as a terrible idea, Bowe cannot decide on the in-
troductory course in college, and on thetcontribution we should make to
general cducation, how can we decide on a curricutum for high schools?
Danield Belt points out that the pattern of fearning in the natural sci-
setiees i osequeniialy o the socstl scicnces that of establishing linkages be-
tween one disaipline, one ficld, or one set of concepts and another: that
m the humanities s congentric, in which one returns again and again to
the same tests or materfaly with deeper and fuller ginderstanding. Clearly
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there Is no pruhlcfi\_nf. ordering«rom elementary to advanced in the nat- -

ural sciences Cand'in economics). But even in the humanities some kind
of orderig, if not as organic as that of the natural scienees, is- possible,
dind provedes o frame. The ordering prineiple in the fumanitics is chron-
ologival. there is w before and an afters and it is meaningful. One studics
4 ext or a work ofart or a philosophy independetitly but ofic important

Cway of studying it involves what came before and witat came fter. And

even df one s original and begins history or literature with the: moderns,
it is always implicd that one does so to work one's way back, and m any,
case out there, leading an_ independent and real existenceis the ordering
frame. Every quddtion in history involves Knowledge of some pre-exist-
ing condition, and any study, of a work of art, or the developiicit of g
bady of work, involves the notion of development, even‘if in shofte takes.

e Admittedly. this may not be the only or the most important way of -

-
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Siii‘d,ﬁng the work of art, but when it intrudes it is not completely agbi--
trdry it iy meaningful, {t is one way,. . o

© The behavioral sciences, 1 have said, cannot-determine their sequpnces
tadmittedly, fnis is-open to argumont, but- it is my conclusion after
twenty vears with attempts t$ fornmulttesintroductosy scquences). Nor do
they have the vut Of the humanitiey;, There is no chronologival ordering

w

Arame that responds “to their claim u; be sciences, establishing gencralizas

tions, laws, governing concepts. As feiences, these generalizations should
have an ordér, rather than the accidengal order of cither history, or their
own development as diseiplines.  Actually, one relatively satisfying way
of ordering the social sciences s historically, in which case they becoric

- generalized history. Anothef way, which is scarcely. satistying, s’ to uge

their own “history as an ordering principle—the history of their -great
minds, their great books. But as we know from the natural sciences and
ceonomics, the history of the discipline is only a minor branch of a de-
veloped field. For sociology, political science, «and unthfupnldgy. there s |
the fear that in emphasizing the history of the discipline one abandons

the claim o science, for scienee is a “eorrective ‘system of disposing of

useless facts.”. Nevertheless, the temptation to simply teach the histor 6{
the discipline (Marx, Durkheim, Weber, cte.) is always there, because as

...

-

a matter of fact we have nd Wiy of deciding what facts (or theories) arey -
4 \

rFeally uscless, onee and for all. Just as we have no domsinant ordering

_principle that determines what is clementary and what is ad,v;mccj. we

have no principle for determining what historically generated théories
should be set aside and whdt ones should become the basis for discipli-
nuary work, co

- Nuthing. it scems, in the fields 1 am considering is cver shoved under
/”’J\Trﬁ; forever. What after all ‘seemed -as dead a few years ago as genctie

exphuttions of intelligence? What seemed as limited as Mucxism,;in' its

cvarious forms? The revival of interest in gengtic interpretations of such
-matters as variations in - intelligence, income and  occupation, a

d in
Marxist theory is pot based basically on internal development in Wisci-
plines, something which-has brought-new data to light and made old the-
ories less adequate. While there has been new work and important work

.
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- in genetics, it is not that work, but rather l\CW smml devclopmcms Iead-

ingrus back to old studies, and -well-known “data, which lcad to the new
- prominence of genctic theories. It is” even hardu to poirt to what Kinds
ofdevelopments, in the disciplines involved, provided any scientific rea-
Qoas for the new prominence of Marxist, theory. In both cases, elearly,

- external developments led to the Jeturn of what ‘was considered carlier

simply outmaoded, maduqu.nc wrong. There is alus no final graveyurd
of social theory. And this is another problem in determining what shoujd
be taught as part of a general or liberal education.

Now 1 do not want to be taken us having presented a purely nihiljstic
4 skeptical attitude about soffic, of the key disciplines of the social sci-
engas. First of all, these dmlplmu provuk us with data-—facts; and

whalever the state of theory we apply to° facts, the facts themsclves are

useful: as to social conditions, political structures and procésses, cultures

~in varjous parts ‘of the world, and the like. Secondly, putty of all these

disciplines havegthe lincaments of the better déveloped’ sciences: -bodies
of theory, tested by experimenit and data’ collection.  Thus, duuogmphy
in sociofogy, perhaps some of the generalizations of ‘voting behavior in
political scienee, linguistics in anthmpnlu;,y, are scientificaliy in somiewhat
better shape than other parts of the ficld. And finally, some theories scem
to me more adequate than others. 1 prefer the complexity of Weber's

views of social change to, Marx’s; T find social explanations of- phe--

nomena—whiche I 'will hot bother-here to gxplam——mou aansfymg than
racial, climatic.-eand otherst 1 think  pluralistic interpretations - of the
sources of American power and polities more adequate than _monistic

ones. And yetyas T move from the arcas of secure or relatively secure

data, and from well-organized and structured subfickds, to.these [dl'ng'

© questions, which we must include if we -are to make general education in

the social sciences serve for “dcquiring a g,mem! understanding of socicty
and the plage of the individual within it,” R is not casy to establish be-
fore a-Body of students, influenced by the idéas and tempers of the time,

“my preferences, which to me are fairly solidly based. Passion influences

them: and 1P cannot deny that p.lssmn ‘influences mie. too, in my prefer-

ences, even if they arg nundgd on a. broader b_as_g _N knowledge,

thought, undcrstandmb
Nor can we limit ourselves snmply to the data and the hore secure
parts of our ficld. L,nfnrtun.ltcly ‘when, presenting our ficlds to young
minds," we choose such subjects as social change, the social preconditions
of democracy or of pohtud! duvclupmcms cultural . change under cco-
nomic dwclupmmt. our communication is often at the level of an or-
dered history, or @ history of ideas, or a higher journalism. 1 would be
the last to spurn such contributions: 1t is the one 1 believe 1 make in my
own teaching, but then ‘ohe must beready to deal 'with the student query,
what do you have to offer that T would not have if 1 had beenggcading sta-
tistical abstracts, newspapers, and better journals more regulfrly? As the
largest claim for sociology, politicul scicnce, and anthropoldy, 1 would
“say that those of us working-in the ficld often believe we can mdkcr good
cases for one large gencral theory.as agatnst another, and perhaps we can,
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but_ we must always be ready for. amibushes from abandoned theories,
genetic, ecqnomic determinist, climatic, which often ‘put up u surprisingly
strong case and leave us very uncértain -over the status of our disciplines
not only a§ sciences but ds sOmething we ould proffer to the young as ¢
part of their general education. o N . a
I will not say we present illusion or falsehpod or uncertain knowledge °

_as truth (though many of-us do); we can make a contribution to general V- °
education. "But the fact that wecannot decide what in our fields is ele-

-~ mentary and what advanced, and that we cannot decide what theorics and

» general explanations we can.finally discard, makes this task a véry difff-
cult one. . S oot :

v'And ther&is no question that our uncertainty about these muitters:is
now much greater than it was ‘ten or fifteen years ago. .We have passed -

- well beyond the hevday, of ‘expectations about the ‘formation of a gencral
behavioral science that would serve as, the foundation of the policy sci-
ences. The Center for Advanced Study in the Behavioral Scicnceg still - -
take$ in fifty scholars a year—but they are ever more divorced from cach, _
other, ever more wrapped up in specialist undertakings, and the hape em- * .

. bodied in the title of that institution has receded. They Department of
9 Sovial Relations at Harvard, another symbol. of the hogc.of a behavioral -
science, is now disbanded into its various varts. Those parts of the ri'c,:wlfi .
developing behaviorial science about which many pcople felt best—for
example, the new subdisciplines ‘of economic development “and of politi-
P development of new states, both of which, in their blend of materials

R
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. from a variety of social sciences and their focus'on great contemporary -,
issues, offgred ideal subject matters for -general education in the social
sciences—both now seem to have weaker foundations than we thought.
" Who. 25 years ago, could have predioted ‘that only Israel and India
_of the new states would not be under military or one-party rule, or that
. Chile. Argentina, and Urudguay would be considered part of the ¢cortonii-
cally underdeveloped world?  Undoubtedly all this can be explainefl;
The problem is. it is not ¢igar to our students that we can explain it any
belter than daily newspapers-and weekly magazines—cven {hough we are -

-~ better funded to do it. ' -
. There is an interesting passuge in The Reforming of General Educa- -
- tion (p. 211) in which Danicl Bell writes that “the ‘intcllectual capital’

+- of both courses [he is speaking ef the Columbia’ Humanities and Con-
temporary Civilization courses] is being used up. This is a process_ at
* work fin uny intellectual enterprise,” he continucs, *as the organization of |
ideas{ once novel. becomgd common coin, or, as new critical views de-
velopl intellectual stylcs~§cnmc altered and the analytical conceptions,
he ‘jrg:mizing principles of the course, become questioned,™ Clearly the
intellectual capital that Bell refers to herd is in part an educational ap-
proach. in part “rcal” intelfectual capital. a point of view, an approach,
which has become common or questioned. . If inteliectual capital can
be dxhausted. pne may also fuce a moment, and 1 believe we do in the
social scienees. in which not only old approaches are questioned. but sat-
isfactory ‘new ones have fot been formulated. We arc well past the en-
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thugiast of social planning and engineering in the New Dual period,
©past our self-confitlences about aeshaping a sdemocitatic and productive
world with the aid of the social sciences in the post-World War 11
worlde In"the sixties there was a burst of enthusiasm over the use of the
social sciences to reshape domestic socicty—about - moving on fram a
more sdbstract and ramote-ind explanitory social scidne, to one that be-
came direetly invol V8 in the- shaping of poficy. 1 think that s 4 most
productive ‘igc of glevelopment, but we @rtainly . mast report that carly
enthusiasms’ bécamg rapidly sobered, and, new foei of research and teache
ind—for example, urban studies, or policy studics—have been difficult to

* v

T incorporaté into general, education ‘because their intgllectual . foundations

were so diverse. Onee again, in these new areas as in othiers, it was hard
for us to-determine ‘what was- clementary and what was advanced. or
what our theorgtical foundations were, if any. . . ' .

Admittedly thére are many social scientists who feel much more san- -

guine about our present condition than 1 do, who feel more contident
about presenting the fundamental§ of our*disciplines to young minds as
a: Key part of their education”in understanding the world aboul them.
But 1 would suggest that on the whole, if we review the history of qur
disciflines since 1945, we' will Aind ‘that,” while there has been progress,
. it is @ moduest progress and more in miethod than.in erdered Knowledge.
v any case, we are faced with students today, and we must usc-the dis-

ciplines we work in in their conditiod today, and even if we plead that”

we stand alus only where the natufal sciences stood in 1550 or 1600, we
are. syl called to give anwaccodnt of ourselves in gencral cducatjon. It
is ens/ier undoubtedly‘to devote ourselves to researeh and graduate train-
ing for rescarch in the hope that eventually we will give adbetter account
of oursclves. The question is, what can we do now? ~

It is far casicr to describe our problems than to prescribe solutions,

"but let me make three suggostions which I beliéve, on the basis of my
experience as a teacher, might enable us to contribute more cliectively -

to, general and liberal cducation. .
- Fipst: - 1 believe we should think of social science liberal. cducitiop
~as based primarily on two disciplines, higtory and cconomivcs. It is these
that | would like to see strengthened in the sccondary schools and in the
- first year, or twp of college. History provides to my mind the best basis
for the as yet undeveloped social sciences of sociology and political
scicnee, “Daniel Bell felieves that anthropology. too, is a good founda-
tion for the other social scicnces. 1 tind, ethnographic data and general-
izations cither too special or 100 uncertain to be of great value. Noever-
theless, 1 am impressed with the long-lived contribution of anthropology
to the curriculum of ‘even primary schools, with its Eskinmos and jungle
dwellers, and could well admit ‘some part of anthropology to general
education. My fears for anthropology.begin when it considers developed
societivs and where it achieves the same uncertaintios—in’ its attempt to
describe their structures, predominant values, national character—that
I find in sociology. The history I conceive of us being one of the two basic
foundations for general education in social science is onc that is in-
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“formed—as history. increasingly is—by the large gcndal considerations
that have, been a contribution af the other social scicnces: 1 think of
« history as including the development of urbanization, patterns of social
mobility, the social characteristics. of major revolutions, the famzl) and
demographic chang,c burcauumgy and pamcnpauon ind govcmment In
all these arcas‘we huave seen the ingenious use of reconstructed - statistics .
in order to answer the kinds of questions that sociologists-and polmcal
scientists have raised for contemporary society. .
On the other hand, cconomics is the most developed socml science . ¢

. and permits ‘us to intspduce the student to the complex relations be-
. tween theory building and data collection, to show how certain ¢uestions
- could only be answered after the development of 3 certain data-gathering
- technology, and how certain, questions could only be asked when certain

kinds of data become available. But most 1mportant it shows ‘us a social;
science-built on clear and well-developed concépts, incorporated. into. the: - .
oretical schemes, and interacting® with empirical mvcmgauon ! s
Whije the two foundations for geﬂcral cducation in socml science
should be history and cconomics, certainly sociologists and pohucal $Ci-
entists cafi and should play a role in general cducation. After all, many
soctologists and political scientists today train themselves in economics
and work with historical materials. And cven if they are without the full
competence of those working in these disciplines, they can pl;;y a'role in
- gem.ml ;ducatlon-—-and to the benefit of their own work in their own
' propdr fields.
4 Sccond: Those purts of sociology, political science and anthropology
that are best developed as systems of gencralizations interrelating with /
empirical data should also play a role:in general education. Thus’ leadnpg
candidates from these ficlds for general educationdn social science would -
be demography from sociology, electoral analysis from political science T
sociolinguistics from anthropology. These may only biush some of the
large theoretical gencralizations that arc so often the meatv-unsausfymg
meat. [ belicve-—of genesal education in the social’ scicnces, But they
~ have a number of virtues: They introduce students to the use of numbers
_inssocial scienéey and to teach the social sciences without numbérs and
.+ some numerical skills is a serious mistake. Sccondly, they permit students
to make some modest acquaintance with' empirical work in the social
sciences, and to teach the social sciences—even in general education—
without empirical work' is, 1 believe, a scrious mistake. Our danger is
windy abstraction, gnd whatever we do to protect ourselves from it will
be worthwhile. Small polls can be taken: small studics undertaken in the
use of language exercises in the significance of certain changes for popu-
lation growth. Admittedly these rather more modest cssays will never
solve the qugstlon of whether Marx or Weber was right. But thén, what
can? . ‘
Third: 1t is on the basis of such a toundatnon-——pcrhdps in a seccond
year, or a third year, or cven, as Danicl Bell suggested, a synoptic fourth
year—that 1 would want the large questions and the large abstractions to  °
., Play a major role in general education. Herg we would confront all the,
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problems I—and others—have described; we would have to present our
- .materials very often in the form of debates, some -long and wtll-estab-
lished and not soon-if ever to be resolved, others new and recently

launched, and conceivably in-time-to-be-settled-by. further rescarch,
It is on the basis of secure disciplines and’ preliminary cssays in the

scientific side of the social sciences that we would tell 'students whom we

want to educate that they can enter as educated men and women into
these comroverste's The controversies’ jnevitably lead a double life as -
part of the coin of everyday discussion and political conflict, uind as part
of the unfolding disciplines of the social sciences. We can neither indoc--
trimate—because we are teachers—nor. can we provide more settled knowl-

.edge and understanding than we have. But in the context of a hope that

" human Knowledge does d;velop. we can give an honest staicment of

~where we are, after first requiring from students, that they accept the re-

sponsibility Of learnjng what limited knowledge and.science we do have.
I am not-happy with these tentative suggesneﬂs. and would thus add
finally that we have necd of leading Sowiahscichtists engaging themselves, ™

more than they have, with, the problems of general education. Is our

lack of Ychievement in devclopmg new curmula, as the natural sciences

havedoge, a final spatement on the character of our-fields and their possi- -

bic contribution to an ordered education? "1t may be. ‘Or is it possible to .
invest further effort in the creation of a‘sound and valuable gencral ed-
ucation on ‘man i society? For the moment, I vote for the second alter-
native, Wc will nét know if it is feasible' until more of us try.
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