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Foreword

The Master Curriculum Guide was published to be used as a tool for curriculum
development—it is not a curriculum per se. It is designed as a resource document
for school systems engaged in K~12 economic education curriculum development.
Part I provides a framework for teaching economic ideas and Part Il provides
detailed classroom lessons illustrating useful ways in which these ideas can be
taught at different levels of difficulty. Thus, the Master Curriculum Guide indi-
cates what economic ideas can be taught, where they can be taught, and how they
can be taught.

It was decided to slice the school years into three segments: primary, inter-
mediate, and secondary—with the secondary packets oriented toward subject
fields. Curriculum committees were established for these segments. Teachers
> must decide the appropnate grade for each lesson based upon the capacnty of their
“students. Those teaching in *‘middle schools’’ will want to examine both the
intermediate-level package and the various secondary packages.

By judiciously selecting lessons from the volumes of teaching strategies,
teachers can systematically upgrade the quantity and quality of economics instruc-
tion in their existing courses. Each lesson is self-contained and ready for teaching,
but good teachers who have had economic education training can readily modify
the activity to fit their special classroom ngeds. T!.2 lessons are concept-based
rather than unit or theme-oriented. Once teachers have mastered the instructional
actnvnty placement within existing courses or inclusion as supplements to text
units will rapidly follow. Sample materials for classroom use (e.g., pictures, cards,
games, etc.) may be reproduced at the teacher’s discretion.

Most of the curriculum strategies published in this volume have not been
classroom-tested. For this reason, we see the present edition as a working docu-
ment that will be improved on the basis of responses from users throughout the
country. The Instructional Activity Evaluation Form (shown on pages 9-10) or
modified versions of it, may be used by supervisors to obtain feedback from
teachers. We urge teachers to send copies of such evaluations tc the Joint Council.
This will enable us to obtain insights for future revisions. Furthermore, since we

. view these collections of concept-oriented curriculum activities as starting points,

teachers are urged to submit their own activities dealing with concepts selected
from Part I, the Framework. Those teachers wishing to submit activities should
use a format that includes the essential elements of the format outlined on page 11.
This guide was developed to encourage writers to provide immediately teachable
lessons. IT the Joint Council receives a sufficient number of activities that have
been classroom-tested, it will be well on its way toward supplying multiple vol-
umes of conceptually oriented lessons at various grade levels. In fact, it would
have a growing *‘curriculum activities bank’' which, when published, would pro-
vide teachers with a rich source of tlassroom-tested lessons designed to teach
various components of the economics framework.

The Master Curriculum Guide Project, like all ccmplex undertakings, is the
product of many people whose contributions must remain unacknowledged,
because it is nearly impossible to assign authorship to ideas that have been shaped
ard reshaped as they were molded into a published document. Perhaps by briefly
tracing the evolutionary character of the product, we'can not only clarify its
purpose but also give credit to some of the principals involved.

The Master Curriculum Guide Project is an outgrowth of the Developmental
Economic Education Project (DEEP). Working documents produced for the
DEEP experiment in curriculum change conducted between 1964 and 1969 in-
cluded the ‘‘two little red books,"’ as they were called in the field: one a statement
of economic concepts to be taught as outlined in the Task Force Report on
Economic Education in the Schools, and the second, some suggestions for grade
placement. These materials were later fashioned into a single volume entitled
Econoniics in the Curriculum. During the 1960s and the early 1970s, these publica-
tions were extensively used, especially by those schools associated with the DEEP
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Cooperating Schools Program. Literally hundreds of curriculum guides and lesson
plans were generated from these documents and through them thousands of
teachers and students were introduced to economic education.

During the 1973 meetings of the National Association of Affiliated Economic
Education Directors, many Council and Center directors, led by the California and
Oklahoma contingents, urged the Joint Council to undertake what has become
known as the Master Curriculum Guide Project. It took three years for W. Lee
Hansen's committee to develop A Framework for Teaching Economics. At the
same time that the Framework was being prepared, curriculum task force groups
were established, chaired by the individuals whose names appear on these pub-
lished volumes. Behind the scenes, the project relied heavily on a steering commit-
tee of professional economic educators: Peter V. Harrington, director, Indiana

Council for Economic Education, Purdue University; Hugh G. Lovell, professor

of economics, Portland State University; Clayton Millington, executive vice presi-

dent, Oklahoma Council on Economic Education, Oklahoma State University;

Leon M. Schur, director, Center for Economic Education, University of
Wisconsin-Milwawkee; Roman F. Warmke, chairman, Department of Economic
Education, Ohic University. .

These individuals served in an advisory capacity for various project commit-
tees and significantly helped to shape the product. June V. Gilliard, director of
curriculum for the Joint Council, contributed importantly to the design of the
teaching strategies and prepared the Instructional Activity Evaluation Form. Each
committee was given the responsibility to make a first selection of those economic
concepts that could be most usefully taught within the grade level and subjectarea
establishied. We know that more ideas than are included in these volumes can be
taught. Our objective for these first editions was to produce a few quality activities
that could be immediately used by tea ™ 2rs.

We are indebted to all individuals who have participated in the preparation of
Strategies for Teaching Economics: World Studies, but special thanks are due to
the chairperson, james B. O'Neill. Through his leadership, we have good teaching

models that will serve to accelerate concept learning in economics.
0 :

S. Stowell Symmes
Director of School Services
Coordinaior, Master Curriculum Project
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Preface: . °

Strategies for Teaching Economics is one component of a two-part publication
entitled Master Curriculum Guide in Economics for the Nation’s Schools. Part |
of the guide, A Framework for Teaching Economics: Basic Concepts, presents a
conceptual structure of economics and shows how that structure can be used to
assist in more effective personal econdmic decision-making. Part I1, Strategies for
Teaching Economics, demonstrates to educztors how the conceptual Framework
can be taught at various grade levels: primary, intermediate, and secondary. It is
published as several volumes to allow more flexible use by classroom teachers and
curriculum development specialists.

The Joint Council gréatly appreciates the fine cooperation given to us by the
many universities and school systems associated with the development of these
curriculum strategies. We are especially indebted to the individuals who drafted
the materials. While no claim is made that these lessons have been evaluated under
all classroom conditions, it is expected that the lessons will work with the pupil
populations designated. We consider the present volume as a working document
and expect that revised editions will be forthcoming in the years ahead.

The entire?Master Curriculum Project was made possible by generous contri-
butions from all our many dedicated sponsors. In addition, supplementary grants
were received from General Motors, Ford Motor Car Fund, and American Tele-
phone and Telegraph. We appreciate the confidence these sponsors have ex-
pressed in the economic education movement. Special commendation should be
given to S. Stowell Symmes, director of school services, who has coordinated the
project for the Joirt Council from its inception and to John de Vita, June Gilliard,
and Lawrence A. Mayer, who skillfully clarified difficult segménts of the guide
during the editing process.

We are confident that Strategies for Teaching Economics will serve teachers
well as practical guidelines for building economics lessons into existing curricula.
Properly used, the Master Curriculum Guide can become a powerful device for
accelerating economics instruction at all grade levels.

M. L. Frankel
Former President

Michael A. MacDowell
President
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Overviewand Rationale

A diffusion of the desire for higher living standards—
the so-called revolution of rising expectations in the
less economically advanced nations—has had far-
reaching economic and political effects. The *‘revolu-
tion” has sped,up in recent decades partly because of
advances in communications. As a result a planet,
earth, has been transformed into a global vil-
lage. As‘in any village, its inhabitants inevitably face
certain economic problems in common, and conse-
quently such<toncerns as the burgeoning of popula-
tion, the consumption of resources, the uncertainties
. of energy supply, and the possible limits to growth
increasingly force us to look at the world as a global
economy.

Some of € chief economic worries of the present

day turn on shortages of one kind or another. At pres- -

ent, the underdeveloped nations can be said to face the
greatest shortages because they are so heavily depen-
dent on the industrialized countries for financing, tech-
nological assistance, capital and consumer goods, and
specialized services. The world is thus confronting
with new urgency the problem that has always been
central to economics—scarcity. The factors of
production—land, labor, and capital—have never been
unlimited, and today some nations are severely short
of one or more of them. - :

There are other significant economic problems that
confront the world in the early 1980s. Trends in the
foreign exchange system, e.g., in the relations of na-
tional currencies to one another, are far too volatile for »
comfort. The debt of some underdeveloped countries
to private banks in the industrialized countries may be
too burdensome. The problem of-how, to combat the
combination of virtually worldwide inflation a: -~
unemployment remains unsolved. Aud hiow .
energy will be available at what set of prices snay be the
~ost urgent and far-reaching problem of all.

All these stresses and strains make teachers feel that
there is more place than ever for economics in world
history or world studies courses. And since many eco-
nomic problems of today are by no means new, linking
them with the experience of earlier times can suggest
dangers to be avoided as well as routes to solutions.

In order to analyze economic events of the past
intelligently, students need to understand the basic
concepts of economics—an understanding that will be
useful throughout life, not in the classroom alone. The
teaching of the basic concepts should ideally begin
early in a student’s career so that teachers in succeed-
ing grades can build on an ever-sturdier foundation. In
this way, early economic experience rooted in the

child’s familiar environment can be fashioned into gen- -

eral principles that encompass the national and even-
tually the world scenes. The Master Curriculum Guide

for the primary level intreduces children to basic con-
cepts such as-scarcity, choice-making, opportynity
costs, specialization, diyjsion of labor, and exchange.
The guide for the intermediate level deepens, expands,
and refines these concepts by developing them into

T clusters dealing with economic systems, demand and "~

supply, equilibrium, competition, monopoly, and the
like. i

The specific purpose of this publication, Strategies
for Teaching Economics: World Studies (Secendary),
is to apply economic analysis to world history and to
the contemporary world scene. Indoing so, we present
opportunities to reinfcrce earlier lessons in economics,
take up more con:plex issues, and show how basic -
economic concepts and analytical tools.can be applied
to a wide variety of situations. Because other publica-
tions in the MCG series largely deal with economics in
the context of market economies, this volume contains
no specific. lessons on them. Here, descriptions and
data about market economies are chiefly used to make
comparisons with othier types of economies.

The Basic Economic Problem

Every economic system must contend with the basic
economic problem: the lack of enough productive re-
sources to supply all the goods and services its
members want. This relative scarcity of supply in rela-
tion to demand gives rise to the need for economiz-
ing—the need to make the best possible allocation of
productive resources among all their alternative uses.
When analyzing scarcity and its implications, one must
consider the availability of factors of production (pro-
ductive resources), particular scarcities and choices,
opportunity costs, and trade-offs. |

Lesson 1 uses a series of questions to help students
understand the corcepts of scarcity, choice, and pro-
ductive resources. Questions about a site map of a
Bushman camp in the Kalahari Desert illustrate how
proper inquiry can serve as a tool to study a culture and
its economy. Lesson 2 presents a game of the Robin-
son Crusoe type, Scarcity and Allocation. It drama-
tizes the need to make skillful choices in order to deal

 most effectively with scarcity.

The Development of Economic Systems

The learning activities in Lesson 3 take five class
periods during which students collect and record data.
characteristic of traditional, market, and command
economies—the three main types of economic sys-
tems. In a traditional economy—in this case an Eskimo
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community—the major forces affecting economic deci- .

sions are shaped by ‘tradition: religion, custom, and
habit. Traditional economies are prone to use out-
moded techniques of production and trade because
"*things have always been done this ‘way."" The eco-
nomic and social practices of small villages in India are
a contemporary example of ho: * restrictive the effects
of tradition can be. '

The basic economic questions of what to produce,

how much, by what means, and for whom, are overtly -

and specifcally addressed in a market economy, as is
|llustrated ip a model called *'By Bread and Cheese
Alone.’” The United States, of course, is basically a
market economy—most decisions are made by com-
panies or individuals, and changes in prices s:gnal
whether more or less of ﬂartlcular goods and services
should be produced. .

In a command economy, by contrast, production
and other decisions are centrally formulated by a na-
tional authority. In the Soviet Unicn, this authority is
the GOSPLAN. The basic questions of what, how
much, how, and for whom are thus decided by an arm
of the government.

Students should come away from Lesson 3 with the
realization that all present-day economic systems are
more or less mixed economies—a point that is also
stressed in Lesson 6. There are no purely traditional,
market, or command economies, though one form is
generally predominant in any nation.*

The Emergence of the Market Economy

The market economy, in which the forces of demand
and supply determine prices and these market-
determined prices guide production, developed only
recently in human history. Earlier societies were domi-

“nated by custom or command. The economic system of
the feudal societies in Europe during the medieval .

era—often defined as thz period from the ninth to the
thirteenth century—was an example of a ccmmand
economy, though it had many elements of a traditional
one. The medieval economic system, analyzed in
Lesson 4, contained features that helped transform it
into a market economy, and decentralized decision-
making began to become increasingly important.
Lesson § shows that this evolution occurred through
the expansion of trade, the growth of towns, the in-
creasing use of money, the permissive attitude toward
trade that accompanied the Protestant Reformation,
and the transformation and combination of feudal
domains into the beginnings of the modern nation-
state.

Lesson 6 attempts to round out the preceding
lessons by suggesting objective methods of reaching
conclusions about how economic systems may be clas-
sified and compared..

*All the basic concepts in Lesson 3 can be reinforced if the course
also includes the industrial revolution.

Economic Systems Tocriay

Practically all present-day nations, regardless of
which economic system they exemplify, are faced wnth
serious economic problems.

I. The tradmonal economies find it hard to increase
their econumic output—that is, achieve economic
growth—precisely because their orientatior to tra-

“dition shackles growth. Such absolute growth as

they do achieve usually does not result in a signifi-

cantly improved standard of living today or suffi- *

cient investment to raise-the standard of living in

the future. In many caseslan important reason is '

that their population tends"to grow so rapidly that .

even though total output increases, output per per-

son fails to increase or increases very little. (By the
beginning of the 1980s there was evidence that the

‘rate of growth of population in traditional econ-

omies, though continuing to rise at fairly rapid

rates, was beginning to slow down.)

2. The fundamental problems of command econo-
mies are:

a. The tendency of central planning to be inhe-
rently inefficient because it lacks or ignores
signals from the market;

b. The planners’ insulation from the market, lead-
ing them to emphasize physical quantities in
their production goals, which diminishes the in-

. centive for industries or individuals to improve
the design or quality of existing products or to
introduce new products;

c. The propensity of authoriticz such as those of
the Soviet Union to favor the production of
investment and military goods over consump-
tion goods—a disregard of consumers’ needs
which may lead to political as well as economic
problems, a point the lesson on command econ-
omies stresses.

3. The problem of market economies in modern
democracies is to strike a balance between the goal
of maintaining a relatively free and efficient mar-
ket and the desire to provide financial assistance or
subsidies to people in need because of age, ill-
ness, lack of skills, discrimination, etc., factors
that make them unable to earn sufficient income in
the market. There is a similar problem between the
compatibility of government regulation and the
principles and workings of the market. More short-
term, but seemingly recurrent, are the problems of
keeping the economy growing at a suitable rate,
keeping unemployment low, and avoiding inflation
or deflatiocn—problems that are at present exacer-
bated by the rise of energy prices and the uncer-
tainty of energy supplies.

Obviously, the problems of the prevailing economic
systems are more complex than can be adequately de-
scribed in the summary statements just made. Those
statements do, however, provide a focus for working .
through lessons 7, 8, and 9, which form a sequence in
themselves.

10




The Pattern of Development

. There seems to be a common evolution awono-
mies proceed on the path from underdeve ped to
developed status or, to put it another way, from a
traditional to a moderni zed form. This common pattern
is explored in Lesson 7, which illustrates how the
structure of production, the composition of the labor
force, and the distribution of population between ruraly

and urban components change as economies evolve. -

_The lesson is based on data for present-day, economies,
but also includes text and charts describing the_con-
tours of the typical historical pattern in eagy-to-
visualize forms. ’

-

Less Developed Economies

The so-called revolution of rising expectations has
perhaps had its greatest effects in the new nations
forned out of tefritories released from colonial rule
since the end of World War I1. The inhabitants of these
countries have beer*trying—with varying degrees of
success—to escape from poverty through a combina-
tion of their own efforis and the help of foreign'loans
and foreign aid. Underdevéloped countries (see ‘Hand-
out 8-2) that have made the least progress are typigglly
traditional economies tnat produge little but food and
raw materials—usually in insufficient quantities.
~ Lesson 8. “‘Less Developed Economies,” uses sta-
tistical and visual techniques to give, students insights
into the factors that determine an economy's output
and to arrive at a definition of *‘underdevelopment.’®
By identifying the problems of less developed econo-

mies and by evaluating possible solutions in terms of -

their consequences for such economies, the.students in
effect have a model approach for analyzing similar eco-
nomic situations or problems. The lesson should also
serve to enhance the ability of students to work with
and interpret statistical information.

Command Economies

The nature of an authoritarian economic system is
taken up in Lesson 9 on the problem of Soviet-style
command economies. Learning about the conflicts in
the Soviet Union concerning the allocation of resour-
ces and the various approaches taken by the authori-
ties to reduce this conflict should improve student un-
derstanding of current Soviet economic policies.
Teachers ougiit to remind students that Communist
countries do not all follow the Soviet Union's lead
exactly. For example. the Yugoslavianeconomy incor-
porates more market el¢ments, Poland has begun to do
. so, and China—at this writing—shows some signs of
diverging from the Sovict model.

b
Economic Growth

The rate of economic growth per capita is one of the
most important criteria by which economies are judged

to be developed or to be in the process of developing.
Sustained growth, in other words, is & hailmark of a
modernized economy or one that is moving toward
modernization. Developed market economies—mainly
the United States, Canada, Japan, and most of the
countries in Western Europe—constitute the bulk of
the modernized or advanced countries. Command eco-
nomies may also fit the designations ‘*advanced’’ or
“‘modernized.”” Much of the data in, for example,
Lesson 6, clearly show the Sdviet Union, Czechoslo-
vakia, East Germany, and Poland to be growing more
rapidly or enjoying a higher standard of living than
many economies that fall—more or less—under the
category of developing or *‘traditional.’’

Whereas it was once tacitly assumed that continu-
ing, unbounded growth was an economi: blessing no
matter how advanced a country-might be, that-assump-
tion is now being subjected to consideérable criticism.
The wisdom of considering economic growth to be an
unambiguously worthwhile goal undér all circum-
stances began to'be sharply attacked in the early 1970s.
Though the ‘‘growthsmen'' were no doubt far more
numerous than the ‘‘no-or-slow growthsmen,’ the
whole issue was still very much afive at the beginning
of the 1980s. o ‘ ) )

Lesson 9 takes up the limits-to-growth issue by ex-
amining the possible future characteristics of the basic
economic problem-—scarcity. Some who have pon-

- dered the matter predict that world economic growth

must be curbed or even halted if we are to avoid a
“doomsday'"; others >predict’ that the benefits of
further growth will outweigh its disadvantages. World
studies and world history classes can provide an op-
portunity for students to think about these possibilities
and the destiny of Spaceship Eagh.

.

lnternationa_l Economics -

History teathers who want_to expand the eco-

- ymic content of their world studies courses can .

readily do so by including topics in international eco-
nomics. International trade is logically the first. The
essence of the impetus to trade between nations is that
all participants gain thereby; each nation buys from the
other what the trading partner can produce with.com-
paratively greater efficiency. This is the economic doc-
trine of comparative advantage. o
The determinants of foreign trade ifi the real world,
of course, differ from the doctrinal ideals. For exam-
ple, if sales of some domestically produeed products
are hurt by foreign competition, tariff barriers may be
erected. Many governments subsidize the sale of ex-
ports in order to enable their procucers to compete

in another country. Subsidies can also be used to

undercut the prices of competing exporters in a third °
* country. Instead of subsidizing the selling of exports

through special funding or tax relief, some countries
finance exports at subsidized interest rates..And so on.
There are two basic positions on foreign trade pol-

icy. The protectionist position, in effect, is thatacoun- _ . -

‘

11

-

_with or to undercut the prices of domestic producers .




try's employment of economic resources and eco-
nomic welfare are maximized if tariffs and other im-
pedime;
ducers from their competitors abroad. Free traders and
most economists argue, in effect, that employment of
resnurces and the economic wdifare of individual na-
tions and of the world as a whole are maximized when
the possible impediments to international trade are
least.

Foreign trade policy is also, of course, a part
of total foreign policy: trade between countries can
be used to strengthen international ties; embargoes or

]

%

to imports are used to shelter domestic pro- .

other barriers to trade can be used to threaten or
punish other niations. Lesson 11, *‘Protectionism in,
Foreign Trade,’’ introduces students to the basic con"
cepts, practices, and terminology of trade among
nations—including absolute advantage, comparative
advantage, opportunity costs, tariffs, quotas, embar-
goes, the infant industry and other protectionist argu-
ments, and free trade. This material can also be used in
teaching about the eighteenth century struggle for
overseas empires, the commercial revolution, mercan-
tilism, and some of the economic causes of World
Wars I and 1.

-




OMASTER CURRICULUM GUIDE

Instructional Activity Evaluation Form

Please complete an evaluation form for each activity used and return to:

(Name of Supervisor)

[4

NAME: SCHOOL ADDRESS:

(Person Completing Form)

DATE: o

TITLE AND/OR LEVEL OF ACTIVITY PACKAGE:
NUMBER AND/OR TITLE OF ACTIV!: _
DESCRIPTION OF CLASS WITH WHICH ACTIVITY WAS USED:

Course Title: ' . . AN

Age Range or Grade Level: — SN
Title of Textbook (if any):
Studvent Ability Level{(sy—(Check ore): -

N

Above Average
‘Average |

Below Average

Heterogeneou:s Group Including All the Above
ACTIVITY EFFECTIVENESS (circle the number you think indicates the appropriata rating):

1. Are objectives clearly stated?

Very Clear 5 4 3 2 1 . Vague
2. Are objectives realistic in terms of studeqgt maturity at the specified age or grade

level?

Very

Realistic 5 .- 4 3’ 2 1 Unrealistic
3. Are teaching procedures stated in @ manner so as to be easily understood?

Easy to S Very Difficult

Understand 5 4 3 2 1 to Understand
4. Are teaching procedures appropriate for accomplishing objectives?

Very ' Not

Appropriate 5 4 3 2 1 Appropriate

Are teachmg procedures appropnate for students of this age or grade level?

- Very - Not
Appropriate 5 4 3 2 1 Appropriate

(%1}
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.'Are recommended student materials ppropriate for the’qgg\o'r grade level

specified?
Very Not
Appropriate 5 4 3 2 1. Appropriate

. To what extent does this activity contribute to pupils' understanding of the

particular economic concept it is designed to teach?

Very Not
Much 5 4 3 2 1 At All

Did you use any of the items suggested for evaluation?
If yes, please provide the information requested below.

Number of Evaluation Item Average Level of Class Performance (Circle one)

Excellent Good Acceptable Poor

—_— Excellent *Good Acceptable Poor

Excellent Good Acceptable Poor

Excellent Good Acceptable Poor

Excellent Good Acceptable Pocr

. What would be your overall rating of evaluation techniques suggested for this
activity?

Excellent 5 4 3 2 1 Poor

What would be your overall rating of the activity in terms of its effectiveness for
achieving stated objectives?

Very . Not At All
Effective 5 4 3 2 1 ' Effective

COMMENTS AND RECOMMENDATIONS: What changes and/or additions would you
recommenc for making this a more effective instructional activity? Please describe or, if
available, include some samples of any additional teacher or student materials you used
. (for exampie: evaluation techniques). We welcome specific elaboratioii concerning any of
the above.questions. '

(Attach extra sheets with comments and materials or use back ot form)

Form prepared by June V. Gilliard,
Director of Curriculum, JCEE

!




MASTER CURRICULUM GUIDE

Instructional Activity Format

TTLE:
TIME REQUIRED:

RECOMMENDED GRADE LEVEL:

MAJOR CONCEPTS:
RELATED CONCEPTS:
INSTRUCTIONAL OBJECTIVES:

RATIONALE:

MATERIALS:

PROCEDURE:

EVALUATION:

Name of lesson.

Time or number of class periods needed to compiete
the activity. .

Grade and/or ability level of students for whom the
activity is intended.

Conceptsaround whichthe activityismainly organized.
Other econoriic concepts dealt with in the activity.

For each objective we specify (1) the particular
know!edge, skill, or attitude the student is expected to
demonstrate; (2) the action the student will perform in
demonstrating this knowledge, skill, or attitude (e.g.,
write, compare, state, list, etc.); (3) the conditions
under which the action is to occur (e.g., given certain
data or information, after viewing a particular film,
participating in a particular field trip, etc.).

A brief statement explaining the significance of the
activity. The statement may focus on what students
should know, be aware of, or be able to do. Or, it may
focus on the importance of the instructional approach
being taken (e.g., :se of gaming/simulation for moti-
vational purposes or to have students apply certain
skills, knowledge, etc.).

A list of all materials needed for the activity (e.g.,
bocks, games, films, etc.).

A description of the teaching-learning process to be
used for pupil attainment of objectives. Includes both
teacher strategies and pupil activities.

A description of strategies, testing .instruments, or
other materials to be used for assessing student
learning.




Lesson 1: A Primitive Economy

TIME REQUIRED: Two or th. ee class periods
RECOMMENDED GRADE LEVEL: 9-12

CONCEPTS: The basic economic problem: scarcity
and choice
Productive resources

Instructional Objectives: Using a site map, students

will

o Classify the productive resources shown as natural
resources or capital resources;

e Deduce what skills the members of the society oc-
cupying the site possess;

e Infer how the society answers the questions of
what to produce, how to produce, how much to
produce, and how production is to be distributed,
and defend these inferences.

Rationale: The study of world history or world cul-
tures in part involves examining the nature of various
economies. This lesson focuses on the economics of
early societies. In them, one can see—in simplificd
form—some of the choices all societies must make in
order to cope with the economic problem of scarcity.

Materials: One copy of Handout 1-1 for each group.
One copy each of Handouts 1-2 and 1-3 for every stu-
dent.

Procedure:

1. Divide class into groups of five students each. If
large tables for group work are not available, have
each group place several desks together so as to
form a flat surface on which to spread out the site
map and other materials.

2. Distribute Handout 1-1 (cne per group) and have
students tape or paste together the two halves of
the map.

3. Distribute Handout 1-2 (one per student) and in-
struct groups as follows: Examine the map care-
fully before beginning exercise 1. Then, using only
the information on the map, determine what pro-
ductive resources are available to the society and
classify them as human, natural, or capital re-
sources. Then write them down in the appropriate
columns of the work sheet. (To make sure students

‘understand key terms ask for volunteers to define
and give examples of human resources, natural
resources, and capital resources. If students need
more extensive review, distribute Handout 1-3 and

have ciass read and discuss it before beglnmng '

exercise 1.)

4. Allow approximately 15 minutes for groups to

complete the exercise.

NOTE: Human resources available to the society
are not explicitly dezalt with on the map, so stu-
dents may find it difficult to state what they are.

Use questions similar to those below to assist

groups having trouble with this category.

—What are some of the natural resources available
on the site? How are these used? What kinds of
skills or labor are needed to employ the re-
sources in this manner?

—What are scme of the capital resources avail-
able? What kinds of skills are required to pro-
duce them? How are the resources used?

5. Have one group write its lists on the chalkboard.

Ask the remaining groups to compare these lists
with their own and to indicate any additions or
differences of opinion. If differences appear, the
groups should cite the evidence on which they
base their classifications. They should then try to
resolve the disputes.

NOTE: Some resources do not clearly fall into a
single category and therefore are difficult to clas-
sify. For example, eggshells may be classified as a
natural resource (i.e., a gift of nature). If,
however, students conclude that the shells are
stockpiled and later used as storage vessels or
broken into pieces and used for making other items
such as jewelry, the shells could be classified as
capital resources. If students cannot resolve differ-
ences as to how resources that do not clearly fall
into a single category should be classified, you
may allow them to include disputed items 1n more
than one category or to create a new category of
‘*hard-to-classify’’ resources. Students should
omit any item for which they cannot name a pro-
ductive use. Examples of items students may in-
clude in the various resource categories are:

NATURAL RESOURCES: Nuts, trees, stones, animals,
vegetables. (Such items as eggshells, animal sinews,
and vegetable fibers may be included in this category
or under capital resources, depending on students’
conceptions of how these are used.)

CAPITAL RBBOURCES: Anything that is by evidence or
inference used to produce other gocds (or services)
for the society.

HUMAN RESOURCES: Hunters, food gatherers, leather
makers, rope or twine makers, ctc.

6. As an assignment or at the beginning of the next
class period, have groups use the map to answer
the questions below. Tell students to be prepared
to justify their answers.

a. What are some of the goods and services this
society can provide with its available re-
sources? (Answers depend on how imagina-
tively students use information available on
site map. They shouid, of course, limit them-
selves to the technologies and goods suggested
on the map.)

b. How do you think the work of this society is
organized to provide goods and services? (An-
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swer depends on how much division of labor
the students can reasonably assume from the
evidence.)
c. How do you think the goods and services are
distributed amotg ‘members of society? (Po-
-tential answers include barter, money, a com-
bination of both. Question: Would a single unit
of production of one commodity always be ex-
changeable for a single unit of another com-
modity?) .
Have groups report and discuss responses to the
questions in exercise 2 of the handout. Answers
will differ because they must in large part be in-
ferred. The suggested procedure for group reports
and class discussion is to ask each group to report
its answers to-question a and explain how they
were derived. (For ease of comparison you may

wish to have the answcrs written on the chalk-
board.) Encourage students to challenge conclu-
sions that are contrary to evidence or based on
faulty logic. Use the same proceduie for reports
and discussion on questions b and ¢.

Evaluation:

1.

Ask the students to describe in writing an imagi-
nary day in the life of someone who lives on the
site.

Have the students name all the possible capital
resources found on the site and give the evidence
that leads them to place artifacts in that classifica-
tion. (NOTE; Filmstrips of various Bushman
societies are available. They would allow students
to see how their inferences compare to reality.)




Handout 1-1
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KEY TO NUMBERED CONTENTS OF SITE MAP

4. 5.

1. Wooden Bowil, thick bottom
2. Th'n Wooden Wand, polished on one end
3. Thin Wooden Wand, holes in side at one end
4. Blunt Thick Stick
5. Rolled Copper Sheet, charred inside
6. Curved Stick, pointed ends
7. Cylinder of Bark, crossed ai one end by leathet
8. Piece of Bent Wuod, hollowed and charred inside
9. Metal Cylinder, ‘netal bottom
18" - 10. Animal Sinews

11. Vegetabie Fibers

12, Treated Animat Hide, halr removed

13. Small Scraps of Hide

14. Piece of Thick Leather, thongs attached

15. Bag Made of Leather, laced with sinews

16. Hammered Metal implement

17. Shaped Metai

18, Shaped Metal

19. Tortoise Shell

20. Flat Stone, peck or tool marks

21. Round Stone, peck or tool marks

22, Egg Shell, large, hard, thick (ostrich)

23. Animal Bone, holiowed and charred inside

24. End of Large Animai Bone, cup-shaped

25. Egg Shell Scraps, drilled in center

10" 10"

’ 10. TWINED

VA ARS

FROM 5"x8" TO 20" x40"

16.

2y

20.

FROM 1'% 1" TO 3" §" Ya” TO Y2 DIAMETER




Handout 1-2

2

“SITE MAP WORKSHEET

1. Examine the site map carefully. Based on the evidence provided, list the productive resources available
to this society and, in the space below, classify these resources under the headings indicated.

Natural Capital Human
Resources Resources Resources
W
2. Using the site map and the resource lists, discuss the following questions in your group and write the s

group conclusions in the spaces provided.
a. What are some of the goods, and services this society can provide with its-available resources?

b. How do you think the work of this society is organized to provide goods and services?

%

4

c. How do you think the goods and services are distributed arnong members of the society?

Name ' - Class _

{ .
From Master Curriculum Guide for the Nation's Schools, Part il Strategies for Teaching Economics: World Studies (Secondary), 1980,
Joint Council on Economic Education, 1212 Avenue of the Americas, New York, NY 10036.

»

;"' ' 13
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Handout 1-3

PRODUCTIVE RESOURCES

Before goods and services « an be consumed, they must be produced. For
this to occur, productive resources (also called factors of production) are
necessary. Productive resources constitute the input to production, while the
goods and services produced constitute the output. There are several kinds
of productive resources.

Natural resou:ces are the gifts of nature used to produce goods and ser-
vices. They include land water, oil and mineral deposits, the fertility of the
soil, climates suitable for growing crops, timber, and so on. Some of these
resources are used up in the process of production, others renew themselves,
while still others can be.renewed through the conscious effqrts of people.

Human resources are people and their physical and mental capacities. The
number of people available for work and the hours they work constitute one
dimension of labor input. Another is the quality of the labor skilts provided
and the motivation of those who provide them. The quality of the labor force
reflocts past efforts to improve skills and knowledge by means of education
and training.

Capital goods are those things created by man'’s past efforts that are avail-
able to produce goods and services in the future. They include machines,
tools,.and factories. The kind$S of capital goods used and how they are used
reflect the state of technology which, in turn, is a reflection of scientific
knowledge and the resources devoted to acquiring this knowledge.

Two dimensions of productive resources are often important. One is time
which is required in the production as well as the consumption of goods; time
cannot be recaptured, stored, or renewed. All people face the prospect of
tinite days and of finite lives, thereby forcing them to make decisions about
how to allocate their time among various activities. Space is also important.
The amount of living space’available, the density of an area’s population, and

.the distances that must be traveled to carry out economlc activities influence
eccnomic behavior and are influenced by it.

From Master Curriculum Guide in Economics for the Nation's Schools, Part |, A Framework for Teaching Ecenomics: Basic Cancepts

(New York: Joint Councll on Economic Education, 1977), p. 10.
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Lesson 2: The Game of Scarcity and Allocation*

TIME REQUIRED: Approximately four class periods
«RECOMMENDED GRADE LEVEL: 10-12

CONCEPTS: Scarcity and choice
Opportunity costs
Trade-offs

Instructional Objectives: Students will .

e Understand the basic economic problem of scar-
city and choice;

® List the alternative uses for the resources avaiiable
in the game; :

e Choose the use of resources they believe will yield
the greatest benefit and indicate which goods
should be produced immediately, which should be
postponed until later, and which should be forgone
entirely;

e Relate their experiences in the game to problems of
economic scarcity and choice that confronted pre-
historic societies and that confront contempogary
societies.

Rationale: Because _scarcity is the basic economic
problem, it is necessary to choose how to make the
best use of available economic resources. In the game
of Scarcity and Allocation, students are required to
make such choices. Dealing with scarcity is a task that
_all societies from prehistoric times to the present have
had to face. )

Materials: One copy each of handouts 2-1, 2-2, and the
Factsheet for every student. (The Factsheets are avail-

able at $5.00 per 100 from Didactic Systems, Inc., 6 .

North Union Avenue, Cranford, NJ 07016.)

NOTE: Planning is essential to the success of the
game. Rules and procedures for conducting the game
cannot be understood without the Factsheet. Conse-
quently, you should order the Factsheets well before
the time when they will be needed. In advance of the
first lesson, you should read all the materials provided
for students, including the Factsheet, as well as the
instructional procedures given below. You should also
consider the following in deciding how to organize the
class for playing the game.

Scarcity and Allocation can be played by individuals
but team play is more effective for groups of students.
Team members can discuss procedures and choices as
well as help one another become familiar with the
game. Moreover, slower students will not stop when
they run into difficulty but will tend to follow the lead
of others until they understand the game. Teams of any
size can play, but those of three or four members work
better than larger ones.

You may wish to place a scoresheet like the one
below on the chalkboard or on a‘large sheet of paper.

It can be used to record the three or four best results
of individual students or of teams. Showing it to the
students early in the game helps to direct their thinking

and encourages competition. .

SCORESHEET
Scarcity and Allocation
OE——
Final Daily
Student (or Team) | Working Hours | Net Hours Saved
A
B
C
D A3
£
P
ele. '
Procedure:

1. Distribute Handout 2-1 and worksheets. Assign
the handout as overnight reading or have students
read it.in class.

2. Discuss the introductory section of Handout 2-1
with students, emphasizing the points below:

"a. The game roughly parallels the earliest experi-
ences of human socjpties. Prehistoric people
were forced to spend all their time huating and
collecting food to avoid starvation and pro-
tecting themselves to avoid sudden death.
Gradually humans improved their lot. They
domesticated animals and thus gained a steady
supply of meat as well as additional working
power to apply to chores that individuals
could not perform alone.

b. Units of time can be used as a measure of
value or price. On the island the value of a
good is measured by the nuaber of hours of
work it represents. :

c. Each period in the game equals ten days. Time
spent on farming will not produce food until
two periods later. Before a tool (e.g., a plow)
can be used to make work easier, it must be
built. Building tools requires time and effort.
Moreover, the possession of a plow does not
in itself assure a harvest. Seed must be col-

*The Joint Council on Economic Education gratefuily acknowledges the cooperation of Erwin Rausch. president of Didactic Systems, Inc,, who

devcloped the Scarcity and Allocation game.
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lected and land cleared, plowed, and planted.
All this takes time, and the island’s inhzbitants
must stop fishing to do it. Yet, they must se-
cure enough food to sustain life while they
build up the farm.

~d. The class must accept the following assump-

tions inherent in Scarcity and Allocation or the

game will lose its effectiveness:

—The situation—an island inhabited by survi-
vors of a shipwreck—actually exists.

—Ail survivors have equal ability in skills
needed on the island.

—Any given hour spent fishing will bring in
.he same amount of fish (food) as any other
hour. The same assumption applies to food
obtained by hunting, collecting, or farming.

—Every person needs the same amount of
food.

Without these assumptions, the development

of the island community would be far too com-

plex to be covered in a few classroom ses-
sions.

. Distribute Hai.dout 2-2 (Worksheet) and the Fact-

sheet. Explain how the Worksheet and Factsheet

are used in the game. During the explanation you

may need to point out the following:

a. One object of the game is to build etficient
tools.

b. Tool combinations not listed on the Factsheet

are assumed to be less efficient than the com-
binations shown.

c. A tool must be built before it can be used to
benefit the islander.

d. Sometimes it will be necessary to build a tool
that will give less benefit by itself than a tool

already available. In this case the older tool

should continue to be used until the new tool,

in combination with another, can render better
results. For example, if a net is available it
takes 8 hours to obtain one Daily Food Supply
for one person. If a wagon is built next, it will
still take 8 hours to obtain food—not the 9
hours shown for the wagon—because the
wagon will not be used as long as it doesn’t
improve the situation. When a trap ihas also
been built, however, the wagon can be used to
bring home the catch. reducing the time for
obtaining food to 4 hours a day.

e. Students should not bmld tools they will not
need. Doing so will only prevent them from
saving time, and success is in part measured
by the number of hours saved.

Have students play the sample game step-by-step
as described in Handout 2-1. Experience has
shown that where ample time is taken with the
sample game, students understand the game more
quickly and enjoy it more. During the sample
game, defer questions concerning theory to the
review.session, if possible. Questions pertaining to
rules and procedures, however, should be an-
swered in detail.

5.

-

Befor: beginning the first round, tell students

whether they will play as individuals or in teams.

If you use a scoresheet, explain the scorekeeping

procedure to the students and tell them where the

sheet will be posted. Finally, remind them that

a. Entries on the Worksheet should be in pencil
because there is likely to be frequent erasing.

b. Each game period (round) consists of 120
hours (10 days of 12 hours each). A Daily Food
Supply must be provided for each of the ten
days of the period betore any time can be
spent building tools or farming.

c. The Worksheets will be collected at the end of
each class period.

Have students play the first three rounds. At the

end of the third round, review the rules for farm-

ing, and remind students that

a. Time spent on farming should be entered on
lines 9 and 10 of the Worksheet;

b. Any Daily Food Supplies from farming should
be entered on line 6°two periods later.

Have students resume play through Round 12.
NOTE: The game has no provision for trading
hecause experience has shown that many students
cannot grasp all the complexities when the game is
thus expanded. If the class catches onto the game
quickly, you might wish to experiment by aIIowing
informal trades. The best way to do so is to
decrease the length of time needed to build a copy
of a tool to less than that shown on the Factsheet.

Students can specialize in making certain tools and

then trade them.

For the review period, have students dlscuss the

following:

a. What were the principal problems you had to
solve as you played the game?

b. What alternatives did you have for using re-
sources at the end of the third round?

¢.  Which alternative did you choose?

d. What factors entered into your decision?

e. What effect did this decision have on your
ability to produce food?

f. What were some of the choices you made in
other rounds? What alternatives were avail-
able at that time? What influenced the decision
you made?

g. In what ways do you think the problems you
faced in the game were similar to the economic
problems faced by prehistoric societies? In
what ways were they different?

h. Do you think economic scarcity is a problem
in present-day societies? Why ot why not?

Evaluation: Provide each student with a new game
Worksheet (Handout 2-2). Ask students to take home
the Worksheet and Factsheet and replay the game,
completing the Worksheet for all twelve periods. In a
subsequent class discussion, have students compare
their Worksheets with those they completed when they
played the game in class.
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Handout 2-1

SCARCITY AND ALLOCATION GAME*

You might call Scarcity and Allocation a *“Robin-
son Crusoe game.” It deals with conditions on a
desert island, and its objective is to increase the
standard of living of people stranded there.

Primarily, of course, the game is concerned with
problems that stem from the basic economic con-
cept of unlimited wants and limited resources.
There is no end to human wants, but there is to
resources. Hence a person or a society must make
+ choices about what to produce, how much to pro-
_* duce, and when to produce it. '

Scarcity and Allocation is a model of a real situa-
tion. It contdins certain assumptions and rules that
provide a simple framework within which to work.
To play the game you must accept the rules and
assumptions. Do not expect the model to duplicate
reality. From the game, however, you can derive
principles that can be applied to reality.

" ,
Tools Mean a Better Life .

You will imagine that you are one of a group of
people stranded on an uninhabited insland. Al-
though you are shipwrecked survivors from a con-
temporary ship, you have salvaged no modern con-
veniences to ease your existence. You are far away
from regular shipping routes and chances are slim
that you will be rescued soon. Fortunately, the is-
land is rich in vegetation and wildlife. Fish, game,
and fruit should afford you an adejjuate and healthy
diet. You are as good a hunter and fisherman as any
of your companions, and as adept at making tools
as they are. If your group is industrious, you might
reach modest affluenice: good tools to help you with
_your work; comfortable shelter and clothing;
enough emergency stocks to see you through hard
seasons; and ample time for recreation and leisure.

At first you have only your bare hands and a few

;o\l-shaped rocks with which to obtain food. Your
greatest desire, besides finding a cave to sleep in,
will be to reduce the long hours you have to spend
searching for food. '

Very soon some or all of your team begin to make
crude tools. One of you might make a spear from a
straight branch, a sharp rock, and some vines.
Somebody else might make a fishing rod and hook,
or a primitive plow with which he can take the first
steps toward farming. More elaborate tools can be

J

&2

fashioned with difficulty: fishnets, traps, and
wagons. Perhaps you will learn tc domesticate
animals so that they can pull a plow or supply milk
and m=at. '

As you acquire tools, you need less and less time
to find your food. Your life becomes less difficult. In
Scarcity and Allocation, as you accumulate time,
you accumulate savings. :

The point is (that) in this simple environment
hours are quite sufficient to measure value. For
example, equating fish with meat or meat with vege-
tables, hour for hour, would be quite fair. One day's
catch of fish would equal the harvest of one day's
work on a farm or the amount of meat a pérson can
bag in one day of hunting. :

Savings, then, are measured in hours. Of course.
time cannot be stored. But remeniber that all the
saved hours may be used for projects that lift .
you—~the castaway—above the survival level. Per-
haps you make some animal-skin clothes, or some
luxury like a fan or a hammock, or you collect food
to be used as emergency stocks. Perhaps you
spend your free hours in sheer relaxation, which
also is valuable, although not an economic product.

In other words, a greater number of hours saved
means a higher standard cf living. For the purposes
of the game, we assume that this saved time, like
savings in a bank, can be carried over to the next
period. The object of the game is to utilize your time
in the best way so that you can accumulate more
and more hours. The person or the team with the
most hours saved and the stiortest workday (the
least amount of hours spent in getting the daily
food supply) wins the game.

Two forms are required for playing the game. The
Worksheet provides a record of your decisions and
their results. The Factsheet contains the informa-
tion necessary for making key decisions. Be sure to
look both over carefully before you begin.

_ The Sample Game

In the sample game sheet that appears below,

_periods 1, 7, 8, and 9 of an imaginary game have

been filled out. To illustrate the procedure for play-
ing, periods 7, 8, and 9 are explained step by step.
Period 1 is fairly simple. Follow it yourseif, line by
line, to be sure you undeistand it. The middle pe-

*Copyright © 1974 by Didactic Systems, Inc., Cranford, New Jersey 07016 U.S.A. All rights reserved. Reprinted by permission.
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: Handout 2-1 (continued) .‘

riods providev better examples of how to play,
because more activities take place at that time than
at the beginning lof the game.

STEP ONE. Find the hours available. In the
game, each period consists of 10 days. It is as-
sumed that there are 12 hours of daylight in each

day, which gives you 120 working hours for each -

period. Therefore line 1 has been filled out for all
the periods. if you have any hours saved trom the
preceding period, you enter them on line 2. (:n
sample period 7 there is nothing to enter on this line
because building a wagon in period 6 used up ail
the hours left over from previous periods.) You will
always enter the total of lines 1 and 2 on line 3 to
find the total hours available for use during the cur-

rent penod (In sample period 7, this number is still
120.) .

STEP TWO.: Obtain dailv food supply for the

' period. Ten daily food supplies are needed dur-

ing each period. This number does not change
throughout the game, so line 4 has been filled out
across the Worksheet. What might change is the
number of daily food supplies you obtain from hunt-
ing, fishing, collecting, or farming. '

You cannot begin farming until period 4. The rea-
son for this is simple: it takes time to clear land,

SAMPLE GAME

build a plow, gather seeds, and otherwise prepare
to farm. Moreover, when and if you do start to farm,
you cannot get more than half your needed food
supplies in that way. The reason is that you should
have some food obtained from fishing or hunting to
give you a balanced diet.

In sample period 7, all ten daily food supplies are
obtained by hunting, fishing, or.collecting, and
none by farming (lines 5 and 6). But a trap and a

.wagon are now available for use. Information on the
Factsheet shows that with .this tool combination
only 4 hours are needed to obtain each day's food
supply (line 7), or 40 hours in this pariod (line 8).
Lines 9 and 10 are left blank, since no time is spent
in farming. So the total haurs used ta:obtain food in
the period (line 11) are the 40 rom hunting, fishing,
or collecting. Subtracting that from the 120 hours
available in the period gives 80 hours lefi, or
“saved” (line 12).

STEP THREE. duild tools. If enough hours are
available after current food needs are satisfied, you
can build tools to shorten your future workdays. In
sample period.7 a plow is built (line 13). The Fact-,
sheet shows that a plow takes 30 hours to build.

" This fact was entered on line.14. Subtracting 30

from the 80 hours that are left after obtaining food

Period 1 7 '8 9 10 11
1. Per Period /20 /2o | j20 | /20 | /20 | /20
Hours 2. Saved from Preceding Period 0 0 | s0 | o | 30
\ 3. Total Avaitable /20 120 | 170 | /180
| 4. Total Per Period /0 /0 /0 | /0o | /0o | /O
: \Daily Food Supplies | 5. By Hunt_ing, Fishing, or Collecting] /0 /0 /0 /0 5
6. By Farming (no more than 5) 0 0 0 5
Hours Spent Hunting, | % PerDay | o ¥ | 4
Fishing, or Collecting | g, per Period /10 4o | 40 | 4o
Hours Spent Farming 3. Per Day g g 4
10. Per Period 0 . V7] /0
Getting or - 11. Total Hours Used /10_] 4o | 40 | 50
Growing Food 12. Hours Lett /0 go | /30| /30
— 13. Description 0 Olow |Avimall O
Toal Bullding 14. Hours Spent 0 30 | 70 23
15. Net Hours Saved /0 S0 | 60 | 130
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Handout 2-1 (concluded)

gives a net saving of 50 hours (line 15). Enter this ,

also on line 2 for the next period.
- For sample period 8, 170 hours are available (50

saved from the last period plus the 120 of the pres-
ent period). All ten daily food supplies are still ob-
tained through hunting, fishing, or collecting (with
atrap and a wagon). So we still need 40 hours to get
tood (lines 8 and 11). Subtracting 40 from the 170
hours available leaves 130 hours (line 12); a total of
70 hours are expended domesticating an animal to
pull the plow (lines 13 and 14), and 60 hours are left
over (line 15).

At the start of sample period 9, 180 hours are
available. All food supplies for the period are ob-

tained by hunting, fishing, or collectlng. which still -

takes 4 hours a day.
Now that a plow and animal are available, some
hours are spent in farming. The farming procedure
is a liftle different. Remember that most of the work
in farming precedes the harvest by weeks or
months. Crops must have time to grow and ripen. In
the game, the time spent on farming does not pro-
.duce food until two periods later. ~
The Factsheet shows that with a plow and animal
it takes 2 hours a day tq get food by farming {line 9).
Since it is a game rule that only half a period's food
can be from farming, 10 hours (5 food supplies at 2
hours each) were so used in period 9 (line 10).
In period 9, then, 50 hours were spegat to gather
and grow.food (40 plus the 10 on

tracting this sum from 180 leaves {30 hours. No -

tools .were built, which tha¥ ali 130 ‘hours

.
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were saved and can be ‘‘carried’’ to the next period.

Although the next period is not filled out in the
sample, you should be able to understand that the
farming effort must be continued. The result will be
that the crop matures in period 11 (two periods after
planting). It will satisfy five daily food requirements
in that period and each period following as long as
time is expended to keep up fields. Your hunting,
fishing, or collectmg time is thus reduced from 40
to 20.

Ready Te Play

You are now ready to start your own game. In
period 1 you have only 120 hours available, and it
will take you 11 hours to get one daily food supply,
because you have no tools so far (see Factsheet). As
soon as you begin accumulating hours, you will
have to decide on the best way, that is, which tools
to build, to increase your saved time. '

Be sure to use a pencil to record your data so that
you can erase easily it you make a mistake or
change your mind. ~

The best way to play the first few periods is to
reread the sample game and follow it step by step as
you play.

One more word of introduction. If you do not im-
mediately understand all that is expected. of you in
Scarcity and Allocation, don't worry about it. Re-
member, the best way to learn a game is to play it.
As you play, the rules and procedures will soon
becoine clear.

R7
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WORKSHEET

Handout 2-2

Period 1 2 3 4 5 6 7 8 9 10: 11 12
“~ T 1. Per Period /20 | 1z0 | 120 | 120 | 120 | 720 720 | /20| 120 | 120 | 120 | 120
Hours 2. Saved from Preceding Period (/]
3. Total Available /20
4. Total Per Period 70 | 10 /0 /0 /0 /0 /0 /0 /0 /0 | /0 10
Daily Food Supplies 5. By Hunting, Fishing, or Collecting] /0
6. By Farming {no more than 5) i
Hours Spent Hunting, |7 Per Day /
Fishing, or Collecting | g vper Period 777}
, 9. Per Day
Hours Spent Farming
10. Per Period
Getting or ll..TotaI Hours Used //0 -~
Growing Food 12. Hours Left /0
Yool Building 13. Description 0
' 14. Hours Spent 0
15. Net Hours Saved /0
’
¢ Name :
Class
29
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'~' Lesson 3: Traditional, Market, and Command
Economic Systems ‘

TIME REQUIRED: Approximately five class periods
RECOMMENDED GRADE LEVEL: 10-12

CONCEPTS: 1vpes of economic systems: allocation
: srechanisms

Instructional Objectives: Students will
e Collect and record data about the three types of
economic systems, -

e Analyze the data and make inferences about the

economic goals of particular cultures;

o Distinguish between economies in terms of the
relative importance of different allocation mech-
anisms. -

Rationale: An economic system is a complex of insti-
tutional rélationships that determine what goods and
services will be produced, how they will be produced,
how much will be produced, and who will consume
them. Investigating these relationships provides stu-
dents with useful knowledge of different economic
systems as well as the social and political development
of different cultures.

Materials: One copy each of handouts 3-1, 3.2, 33,
34, 3-5, and 3-6 for every student. r\
Procedure: | o

|. Distribute handouts 3-1 and 3-2. Ask students to
read the selections in Handout 3-2 and then to fill
‘out the three boxes in Handout 3-1 that appear
under the heading ‘‘What is the main economic
problem?”’ - :

2. Distribute Handout 3-3. Ask students toread itand
-then fill out the top box in column 2 of Handout
3-1. :

3. Distribute Handout 3-4. Ask students.to read it and

then fill out the middle box in column 2 of Handout
3-1. ‘

NOTE: After students read Handout 3-4, but be-
fore they complete Handout 3-1, you may want to
point up the role that prices play in a market ecori-
omy. If the price of a good or service tends to rise
during a noninflationary period (or faster than the
average of all prices in a period of inflation) the
usual result will be to reduce the demand for that
good or service and to increase the amount that is
produced or offered for sale. If a price tends to fall
in either absolute or relative terms, the opposite
should happen: more of the commodity or service
will be bought and less. produced or offered for
sale. In short, the market uses prices as key
signals—or information—with which to help make
economic decisions and to bring demand and sup-
ply into balance. That is why the market system is
frequently called a price system.

The point may be driven home by referring to
that part of the reading titled **A Model: By Bread
and Cheese Alone,”’ and requesting the students to
assume that people in this. imaginary economy
want more cheese and less bread. Then ask:

a. What will happen to the price of good dairy
land? To the wages of bakers?
b. Why would the changes the students describe
take place? v
4. Distribute Handout 3-5 and have students fill out
the bottom box in Column 2 of Handout 3-1.

5. Have students review all the previous readings and
then fill out the three boxes in Column 3 of Hand-
out 3-1. .

Evaluation:

1. Distribute Handout 3-6. Have students complete
the exercises given there.

2. Have students write an essay on the following
statement: ‘‘No economy is fully a traditional,
command, or market economy. Each has traces of
all three systems."’
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Handout 3-1
TYPES OF ECONOMIC SYSTEMS

.\

Type of
economic system

What is the main
economic problem?

M)

How does this type -of economy decide
What? How? and for Whom?

(2

What goais/values are implied as being
. important in this type of economic system?

(3)

TRADITIONAL

MARKET

COMMAND

”

Name and Class -

'LV
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From Master Curriculum Guide for the Nation's Schools, Purt |l, Strategles for Teaching Economics: World Studies (Secondary), 1980.
Jolnt Councll on Economic Education, 1212 Avenue of the Americas, New York, NY 10036.




Handout 3-2

THE ECONOMIC PROBLEM

. . . [Much] economics grows out of one simple
but powerful fact: There is never enough of every-
thing to go around. For this reason, the study of
economics focuses upon the concepts of scarcity
and choice. Every society must find a way to divide
what it has among what it needs. This generaliza-
tion applies to such varied goods and services as

_food. shelter, transportation, and medical care.

The world’s poorest societies face scarcity in its
most severe form. Anyone living in an-underdevel-

- oped country where a typical person’s income may

average less than $100 a year knows that he cannot
have everything he wants, The same point applies,
however, to the governments and people of rich
societies, such as . . . the United States. The United
States may have to choose between trips to the
moon and a-clean environment. A rich family in the
United States may have to choose between an ex-
pensive automobile and a vacation in Europe. . . .

Economies Along Spectrums

Throughout history, people have developed many -

ways of organizing a society to decide what, how,
and for whom to produce goods and services. Dif-
ferent values, backgrounds, and geography have
produced a wide variety of economies. Out of this
variety, however, three general types or categories
of economic systems can be identified—traditional,
command, and market. '

The oldest of these systems is the traditional eco-
nomy. . . . Such systems answer the what, how, and
for whom questions largely according to what was
done in the past. They stress the old ways, not new
ways or progress. People in these societies would
be puzzled by the emphasis which {many modern]
economies . . . place on constant change and im-
provement.

A second group, nearly as ancient as the first,
includes the command economies. Rulers run
these economies from above. The commands of
these rulers determine the answers to the key eco-

N

nomic questions. In the past, and in a few modern

societies, the command economies have often pre-
ferred old, set ways of doing things. In that respect,
they resemble traditional economies. But today
many nations with command economies, such as -
the Soviet Union and China, stress progress.

A third group, only a few centuries old, contains

. the market economies. . . . [T]hey include some of

the wealthiest economies the world has yet seen,
such as the United States and Canada. Like the
newer command economies, they emphasize pro-

_gress and change. For the most part, the buying

and selling activities of private citizens answer the
what, how, and for whom questions in market eco-
nomies. Citizens sell their labor to one another for
whatever price they can get. Then they use the
proceeds to buy whatever they want and can afford.
Therefore, unlike a command economy, the general
public—not the rulers—decides what should be
produced or how to produce it.

Each of the three types of economic systems has
been described very simply here. Moreover, when

~ you try to put the world's economies into one of

these three groups, you will find that no economy
fits exactly into place. Although the United States
serves as an example of a market economy, it has
elements of . . . traditional economic systems. For
example, . . . some individuals, almost without giv-
ing it another thought, go into the same line of work
as their fathers or mothers. [In many instances,
women do not yet receive as much pay as men frr
equal work.] '

[T]he Soviet command economy has some ele-
ments of a market system. Some farmers on collec-
tive or state farms sell parts of what they raise for
whatever they can get in the market. Likewise, the
Soviet system has elements of a traditional econ-
omy. The long history of the Soviet people still in-
fluences the country today. Yet, for the most part,
‘the Soviet economy operates on commands from -
the central government. . . .

No economy is fully a traditional, command, or
market economy. Each has traces of all three
systems.

Excerpted from Comparative Economic Systems: An Inquiry Approach, by John R. Coleman, Ted C. Soens, and Edwin Fenton, pp. 18, |

24-24. © 1974 Holt, Rinehart and Winston, Publishers.
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Handout 3-3

WHAT, HOW, AND FOR WHOM IN A TRADITIONAL ECONOMY

... Until recent y&ars, the Eskimos produced and
. distributed food, clothing, and shelter exactly as
~ their ancestors had done for generations before
them. When they killed a seal or a caribou, they
divided the meat and hides according to the cus-
toms of the past. Each husband and wife educated
their own children as they had been educated. They
also provided other services, such as medical care
or law enforcement, as their ancestors had done.

[The following] reading(s] concentrate . . . on the

ways in which the Eskimos answered the three

basic economic questions associated with the con-
cept of scarcity: what to produce, how to produce
it, and for whom tc produce it. . . . -

What To Produce: The Seal or the Caribou

The Noahanirgmiut (no-a-ha-NEERG-me-ut) were
still living on seal meat and were making no attempt
to kill any of the numerous caribou that were conti-
nually migrating past . . . (they) had never hunted
caribou on the ice.and had not considered it possi-
ble. It would in fact be a fairly hopeless thing for
them to try it; and while no doubt some of them
might occasionally secure. an animal, they would
waste so much time that the nUmber of pounds of
meat they obtained in a week'’s hunt that way would
be but a small fraction of the amount of seal meat

they might have secured in the same time. Besides

that, this is the season which the Eskimo give up to
the accumulation of blubber for the coming
year . .. By getting seals in the spring . . . they se-
cure an agreeable article of diet for the coming
autumn and provide themselves as well with a sort
of insurance against hard luck in the fall hunt. Each
. family will in the spring be able to lay away from
three to seven bags of oil. Such a bag consists of
the whole skin of the common seal. The animal has
been skinned through the mouth in such a way that
the few necessary openings in the skin can:be easily
sewed up or tied up with a thong. This makes a bag
which will hold about three hundred pounds of
blubber, so that a single family's store of oil for the
fall will run from nine hundred to two thousand
pounds.

.,J\', ~

How To Produce It: Catching a Seal

The whole principle of successfully stalking a
seal is just in realizing from the first that he is bound
to see you and that your only hope is in pretending
that you are also a seal. If you act and look so as to
convince him from the first that you are a brother
seal, he will regard you with unconcern. [Imitating)
a seal well enough to deceive a seal is not difficult,
for, to begin with, we know from experience that his
eyesight is poor. You can walk up without taking
any special precautions until . . . you are within two
hundred and fifty or three hundred yards. Then you
have to begin to be more careful. . . . You must not
only crawl ahead, seal-fashion, but you must be
careful to always present a side view of your body to
the seal, for a man coming head-on does not look
particularly like a seal. . . . In this way you can craw|
within five or ten yards of him if you like, and as a

-." matter of fact | have known of expert seal hunters

who under emergencies would go after a seal with-
out any ordinary weapon and crawl so near him that
they could seize him by aflipper, pull him away from
his hole, and club or stab him. .

For Whom to Produce It: Dividing the Seal

.. . [Bloiled pieces of seal meat had already been
taken out of the pot and lay steaming on a side-
board. . . . My hostess picked out for me the lower
joint of a seal's foreleg, and handed it to me, along
with her own copper-bladed knife; the next most
desirable piece was handed to her husband, and
others in turn to the rest of the family. . .. [Olne
extra piece was set aside in case | should vant a
second helping, and the rest of the boiled meat was
divi.ed into four portions, with the explanation to
me that there were four families in the village who
had no fresh seal meat. ]

The . . . adopted daughter of the house, a [chjld]
of seven or eight, had not bagun to eat with the rest
cf us, for it was her task to take a small wooden
platter and carry the four [small} pieces of boiled

- meat to the four families who had none of their own

to cook. . . . Every house in the village in which any

From Vihjalmur Stefansson’'s famous 1913 account, My Life with the Esidmo, first published in 1913; as quoted in Comparative
Economic Systems: An Inquiry Approach, by John R, Coleman, Ted C. Soens, and Edwin Fenton, pp. 38-42. © 1974 Holt, Rinehart and

Winston, Publishers.
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Hand(mt 3-3 (conclu‘ded)

cooking was done had likewise sent four por-
tions. . ..

During our meal presents of food were also
‘brought us from other houses; each-housewife ap-
parently knew exactly what the others had put in
their pots, and whoever had anything to offer that
was a little bit different would send some of that to
the others, so that every minute or two a small girl
messenger appeared in our door with a platter of
something to contribute to our meal. . . .

The Influence of the Past on Decision-Making

.. . We had several excellent fish nets in our boat,
and | had said to [the] Eskimo in the beginning that
| thought we ought to put them out to see if we
could catch any fish; but they said very definitely
that there.were no fish here. At that time | had had
no experience with Eskimo in a country new to
them. | had dealt only with Eskimo near [their]
home, and my experience with them was that they
knew exactly where to put nets, and knew also what
places were hopeless as fishing localities. | know
now that the Eskimo . . . never expect to find any-
thing in any place where no one has found it before,

so far as they know, and never having heard of any
one catching fish in Smith Bay they had felt sure
there would not be any. . ..

The Influence of Beliefs on Decision-Making

... [T]he wonders of our science and the wildest
tales of our own mythologies pale beside the mar-
vels which the Eskimo suppose to be happening all
around them every day at the behest of their magi-
cians. ...

When | showed them my binotulars that made
far-away things seem near and clear, they were of
course interested; when | locked to the south or
east and saw bands of caribou that were to them
invisible, they applauded, and then [made] the sug-
gestion, “Now that you have looked for the caribou

* that are here today and found them, will you not

also look for the caribou that are coming tomorrow,
so that we can tell where to lie inambush for them.”
When they heard that my glasses could not see into
the future, they were disappointed and naturally the
reverse of well impressed with our powers, for they
knew that their own medicine-men had charms and
magic paraphernalia that enabled them to' see
things the morrow was to bring forth. . ..




Handout 3-4

THE MARKET ECONOMY AS AN ORGANIZING TOOL*

Every day thousands of people take part in mak-
ing or buying such different items as groceries, ten-
speed bicycles, toasters, steel rods, houses, basket-
balls, magazines, factories, cars, cement mixers,
and clothes. Who decides which of these items
should be produced? Who will get them? What will
these goods cost? How many of each item should
be made?

It would be simple if an individual or group could
be singled out as the decision-maker. It would
also be simple if some overall plan existed which
set . prices or production goals. However, such
decision-makers and plans do not exist in a market
economy. ...

The Market

Because we live in a market-run society, we are
apt to take for granted the puzzling—indeed, al-
most paradoxical—nature of the market solution to
the economic problem. But assume for a moment
that we could act as economic advisers to a society
that had not yet decided on its mode of economic
organization. . ..

We could imagine the leaders of such a nation
saying, ‘'We have always experienced a highly tradi-
tion-bound way of life. Our men hunt and cultivate
the fields and perform their tasks as they are
brought up to do by the force of example and the
instruction of their elders. We know, too, something
of what can be done by economic command. We
are prepared, if necessary, to sign an edict making
it compulsory for many of our men to work on com-
munity projects for our national development. Tell
us, is there any other way we can organize our

_society so that it will function successfully—or

better yet, more successfully?‘”
Suppose we answered, "Yes, there is another

way. Or janize your society along the lines of a

market economy."’
“Very well,” say the leaders. “What dc we then

various tasks?"

L

“That's the very point,” we would answer. “In a
market economy, no one is assigned to any task. In

fact, the main idea of a market society is that each
~ person is allowed to decide for himself what to do.”

There is consternation among the leaders. ‘You
mean there is no assignment of some men to min-
ing and others to cattle raising? No manner of
designating some for transportation and others for
weaviiig? You leave this to people to decide for
themselves? But what happens if they do not de-
cide correctly? What happens if no one volunteers
to go into the mines, or if no one offers himself as
a railway engineer?” '

“You may rest assured,” we tell the leaders, . ;

“none of that will happen. In a market society, all
the jobs will be filled because it will be to people’s
advantage to fill them.” ‘

Our respondents accept this with uncertain ex-
pressions. ‘‘Now look," one of them finally says, ‘‘let
us suppose that we take your advice and allow our

" people to do as they please. Let's talk about some-

thing specific, like cloth production. Just how do
we fix the right level of cloth output in this ‘market
society’ of yours?"

“But you don't,"” we reply.

“We don't! Then how do we know there will be
enough cloth produced?" A

“There will be,” we tell him. ‘'The market will see
to that."” ' -

“Then how do we Know there won’t be too much
cloth produced?’’ he asks triumphantly.

“Ah, but the market will see to that too!"

“But what is this market that will do these won-
derful things? Who runs it?"

“Oh, nobody runs the market,” we answer. "It
rups itself. In fact there really isn't any such thing as
‘the madrket.' It's just a word we use to describe the
way people behave."

“But | thought people behaved the way they
wanted to!" : ’ '

“And so they do,” we say. ‘“But never fear. They
will want to behave the way you want them to be-
have."

*The first two paragraphs and “A Model: By Bread and Cheese Alone’ are from Comparative Economic Systems: An Inquiry Approach,
by John R. Coleman, Ted. C. Soens, and Edwin Fenton, pp. 88 and 90-91. © 1974 Hoif, Rinehart and Winston, Publishers. '"The Market"'
Is from Robert L. Heilbroner, The Making of Economic Society, 5th edition, © 1975, pp. 18-19. Reprirted by permission of Prentice-Hall, -

In¢., Englewood Clitfs, New Jersey. "
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- Handout 3-4 (concluded)

“| am afraid,” says the chief of the delegation,
“that we are wasting our time. We thought you had
in mind a serious proposal. What you suggest is
inconceivable. Good day, sir."

A Model: By Bread and Cheese Alone

. .. Imagine a market economy somewhere in the
world which produces and consumes only two pro-
ducts. The people in this economy live entirely
on bread and cheese. Study the model carefully,
and consider how this economy decides what to
produce, how to produce it, and for whom to pro-
duce it.

- First, much of the what question is answered by
the fact that these people just happen to like bread
and cheese, and only bread and cheese. But how
much of each? Since these people live in a free
market economy, they are not told which to buy.
They will divide their spending between bread and
cheese in whatever way appeals to their tastes. As-
sume that they have been spending half of their
income on bread and half on cheese. Now suppose
these people decide, of their own free will, that they
want more cheese and less bread. What happens?

First, the bakers and the cheesemakers learn of
the change in taste not from a king or commissar,
but from simple observation. The bakers find them-
selves with bread unsold at the end of the day. That
is a signai to them to cut back production. The
cheesemakers, on the other hand, find that they
have soid all their cheese before the end of the day.
That is their signal to try to expand production.

But the chain of events has just begun. The
cheesemakers cannot simply make more cheese
immediately. First, they will have to get more milk,
more labor, and more equipment. If any of these

ingredients is in short supply, the cheesemakers
may change the way in which they make cheese as
well as the amount. If skilled labor is hard to come
by, the cheesemakers may train more people, work
their present staff overtime, cut corners in the
cheesemaking process, or try to devise new ma-
chinery to do part of the work that has been done
by labor. From any of these changes, a new how

“answer would result.

At the same time, bakers will find that they must
lay off some of their skilled workers as production
is out back. These workers may be lucky enough to

- find jobs in the expanding cheese irdustry. How-

ever, their new jobs will probably neither pay as well
nor be at as high a skill level as their old ivbs in the
bread industry. Farmers with land that is fine for.
raising wheat but not so good for raising dairy
cattle will also feel the squeeze [at least until they
can shift to another crop that is just as profitable].
Their friends with good dairy lands will prosper.
Thus, there will be a redistribution of income as a
result of the shift in tastes from bread to cheese.
The for whom question is answered not by law but
by impersonal market forces. Those who gain from
the shift in taste get more income with which they
can buy more of the economy’s bread and cheese
than before. Those who {ost from the shift in taste
end up with less money to buy bread and cheese.

The real world, however, is more complicated
than this imaginary economy of bread eaters and
cheese eaters. In the real world, thousands of prod-
ucts exist. But the same basic process is still at
work. In a market economy, free market forces, re-
sponding to the demand of consumers alone, make
the major decisions about what goods are to be
produced, how they are to be produced, and for
whom they are to be produced.
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4

THE CORE OF THE COMMAND ECONOMY* .

..In a market economy, productive resources
such as steel, timber, skilled labor, and computers,
would go to whoever bids highest for them. In the
Soviet Union, government planners decide where
such resources are to go. They say, ‘‘Here are our
most important goals, and here is the way we will
use our available resources tc achieve these
goals.”

When conslderlng the distribution of key re-
sources, tha planners face an important question:
How should they divide production between capital
goods and consumer goods? If they chose to, the
planners could raise today's standards of living
quickly. They could allocate resources to the pro-

duction of consumer goods which the people de-

sire. But they kn9w that steel used for automobiles,
washing machines, and refrigerators cannot also
be used for railroad cars, bridges, and more steel
mills. And if the stock of capital goods does not
increase, the nation will not be able to make more
consumer goods in the future. The problem, then,
is: Find a workable balance between giving the peo-
ple what they want in the short run, while providing
for the long-term expansion of the nation's produc-
tive facilities. .

All of the separate pieces in the Soviet Union'’s
economic jigsaw puzzle somehow have to be fitted
together. This is the task of the Gosplan, the state
economic planning agency of the Soviet Union.
This committee of econoftic planners receives its

general directions from the central committee of
the Communist Party. The party frames the five-year
plans for the society.

In translating the general commands of the party
intc many closely related, specific targets, the Gos-
plar has help from subordinate commissions that
govern different industries and regions. The plan-
ning agency also uses statistics and computers to
help fit the pieces of the economic jigsaw puzzle
together. .

Even wuth the various types of assistance the Gos-
plan receives, the task of the economic planners
remains complex. The planniers must make most of
the economic decisions that the free market makes
in the United States. Outsiders know many of the
mistakes that Soviet planners have made. Too many
shortages and too many failures in achieving goals
make these mistakes difficult to*conceal. . . . ‘

The Gosplan takes its orders from the Communist -
Party. The party is an elite group and is deliberately
kept small. In fact, only about six percent of the
adults in the Soviet Union today belong to the party.
But once they become members, each plays a part,
however minor, in setting the goals for the nation.
The members of the Gosplan are the key tech-
nicians whose skills help determine w’hether or-not
the nation’s goals are achieved. But the goals
themselves—and the final control of the
economy—still remain firmly in the hands of the.

_ Communist Party. .

*Excerpted from Comparative Economic Systems: An Inquiry Approach, by John R. Coleman, Ted C. Soens, and E¢win Fenton. pp.

156.-69. © 1974 Holt, Rinehart and Winston, Publishers.
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Handout 3-6

EVALUATION EXERCISE

Below are statements-describing various economic actions. In the space provided label or classify each
statement according to whether you think it is typical of a traditional economy (T), a command economy /
(C), or 2 market economy (M). ' X

.y .

“On the farms, the working day iasts from before sunrise until dusk or dark. As they have
done for centuries, women follow the reapers and binders on. foot to gather the gleanings
from the fields. . . ."” . '

2.  “The problem of finding skilled workers was immense. There were simply not enough trained

‘men available. His competitors were fighting for their share of the labor supply. [He] decided « -
to |ntroduce a five-dollar-a-day minimum wage. The new minimum more than doubled the

xisting wage: . . ."” ) :

S

3. “The practice of giving certain industries [first call on scarce materials} has brought more .
rapid over-all economic growth than otherwise might have been possible.”
4. ["The proclamation of the [head of state] declared that no banking operations should be
* carried oh throughout the country until further notice.” : .
5. “The [people being studied] were still living on seal meat and were making no attempt to

il any,of the gymerous caribou that were continually migrating past. | thought at first that

there might be some taboo preventing them from hunting caribou on ice, but this they told

me was not so. It was simply that thay had never hunted caribou on the ice-and had not
considered it possible. .. ."” . 4 :
“Holding prices in check was difficult. A great burden fell on the Office of Price Administra- 5
tion, created.to keep the lid on prices by setting price ceilings on a large iist of commodities

which were much in demand.” : .

N\

/ !

Name i Class

From A;asrer Curriculum Guide for the Nation’s Schools, Part ||, Strategies for Teaching Economics: World Studies (Secondary), 1980.
Joint Council on Economic Education, 1212 Avenue of the Americas, New York, NY 10036, AR
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Lesson 4: Europe’s Economy in an Age of Transition:
« - I The Medieval Economy . - .~ '

TIME REQUIRED: Two to three class periods = -lings; a member’s son entering the guild had to

‘ . pay 4 shillings.)
RECOMMENDED GRADE LEVEL: 10-12 : 'b. What effect do you think membership rules '

CONCEPTS: Types of economic- systems c described above had on the guild? .Why?

. (Guild membership would tend to stay in the
Instructional Objectives: Students will o original families since membership fees were
e Describe the characteristics of medieval society much lower for sons than for strangers.)

that restricted change; ¢, Why do you think-the guild fined members -
e List the features of the medieval economy that fit who conrveyed its decisions to outsiders? (To
the traditional and/or command economic system. keep outsiders from competing With guild
. members.)
Rationale: It is important to understand the economic d. What were some of the rules governing the
system of the Middle Ages because it contains ele- Hatters’ Guild? (The most experienced ruled
ments out of which market systems developed. the guild as wardens. No one could make, or
’ . , sell hats unless he was a member of the guild.
Materials: One copy each of handouts 4-1, 4-2, 4-3, and Apprentices had to serve for seven years be-
4-4 for every student. fore becoming journeymen.)
. e. What effect would the .rule allowing only
Procedure : members of the guild to sell hats in London
1. Distribute Handout 4-1. Allow time for students to -~ have on the economy? (Mamtaln prices and
read the material. Then have them write answers limit compeatition.)
to the auestions_provided in the handout. f. How would you explain the concem of the
4. What were some of the obligations John of Hattérs’ Guild for“quahty control’’? (It made
“Cayworth had toward his lord? (Cultivate; suppression of competition more effective.)
_ carry manure; carry wood.) g. What effect did rules like these have on the
b. What were some of the obligations ‘e lord economy of the penod? (Restricted competl-
had toward John of Cayworth? (Provide him tion. Acted to limit innovation and price cut-
_ with a house; providc him with 30 acres of ’ ting. Total effect was to hold back economic
/" land; provide meals in return for John of Cay- . growth and limit the efficiency of the market.)
worth’s work of harrowing, carrying manure, 3. Dijstribute Handout 4-3. Allow time for students to
and carrying wood.) read the materials. Then have them write answers
c. What provisions were made in this contract for to the questions provided in the handout.
passiag on land from father to son? (Payment a. What did St. Thomas Aquinas list as proper
of a’ year’s rent pIus continuing payment of reasons for a person to obtain a profit?
rent.) (Improvement of the product or payment of
d. What economic effects would any/or ak of the expenses of transporting the product to where
things mentioned in the preceding questions it was needed or could be most useful.)
and answers have? Why? (Because people b. What was his view of interest? (He thought .
were locked into traditional economic and interest was ‘‘unjust.’’) -
social roles, upward mobility was severely re- c. What effect would banning the payment of in-
stricted. Lack of sogjal mobility, in turn, terest on borrowed funds have upon economic .
limited the possibilities for aggregate eco- life? (It would reduce the quantity of money
nomic growth.) people would be wnlhng to lend and would also
2. Dlstnbute Handout 4-2. Allow, time for students to tend to reduce economic activity.) Why?
read the material. Then have them write answers (There would be no incentive to lend. Eco-
to the questions provided in the handout. nomic activity would slow because those who
a. What wese the rules governing membership needed to borrow in order to meet personal
in the Merchant Guild on Lynn Regis? (A ' expenses or to carry on 1 business would re-
stranger entering the guild had to pay 100 shil- main without the required funds.)
40




Evaluation:

1.

Distribute Handout 4-4. Have students read it and
write an essay on the following: What political,
economic, and social factors within medieval
society acted to restrict changes? (Political fac-
tors: the breakup of the Roman Empire; the exist-
ence of small feudal states; the constant warfare.

Economic factors: the large amounts of resources

used for wars; the limited economic activity in
towns; the guilds’ control of their respective mar-

Y

11

kets. Social factors: great restrictions on rising
into richer or more prestigious social and eco-" ~
nomic classes: restrictions on migrating to other
places, i.e., limited social and economic mobility.)
Ask students to write an essay on the following
statement: C lassify the medieval economy as a tra-
ditional, market, or command system and explain
your reasons. (Students will indicate that elements
of tradition and command dominated the medieval -
economy. Assess the quality of responses based

ont gency of the reasons given.)




Handout 4-1

A Contract Between a Villein and His Lord, 1307*

During the Middle Ages, economic life centered on the manor. Lords re-

- ceived manors from kings and other lords in return for military service. A

manor consisted of the lord’s house, cottages for his tenants,a church, mill,

and workshops; and woodlands, fields, and pastures. Most of the tenants

were serfs bound to the manor for life. Other tenants, called villeins, were
legally free but sul, . (o the authority of the lord.

Each villein had a contract with his lord spelling out-[their] rights and
duties. Eventually lords wrote these contracts down in account books so that
everyone would know what the villein's dunes were. An example of such an
account book follows.

John of Cayworth (villein) holds from his lord one house and thirty acres of
land. For his right to this land, he must pay the lerd two shillings a year at
Easter and Michaelmas. At Christmas he must give the lord one cock and-two
hens worth four shillings.

He must harrow (cultivate) the lord’s land”for two days during Lent at
sowing time with his own horse and harrow. He receives from the lord each
day that he harrows three meals.

He must carry the manure of the lord’s animals for two days using his own
two oxen. He receives from the lord three meals each day that he carries the
manure.

He must carry wood from the lord's forest to the manor house for two days
in summer. He receives from the lord three meals each day that he carries
wood.

John of Cayworth may not allow his daughters to marry without the
consent of the lord or the lord's bailiff [general overseer]. Neither may he
permit his sons to enter the clergy without the lord’s consent. He may not cut
the timber growing on his lanu without the consent of his lord or the bailiff,

-and then only for the purpose of building.
After his death, his survivoiz will pay to the lord the best animal that he had,
unless he has no living beast, and then the lord will receive no payment.
- ' And if his sons or daughters wish to continue holding his house and thirty
acres after his death, tfiey must make a payment to the iord equal to the entire
rent for one year, and contiriue paying the rent as set down in this contract.

Questions:
a. What were some of the obligations John of Cayworth had toward his lord?

b. What were some of the obligations the lord had toward John of Cayworth?

c. What provisions were made in this contract for passing on land from father to son?

d. Whateconomic effects would any/or all of the things mentioned in the preceding questions and answers
have? Why? ‘

*Reprinted from The Shaping of Westem Society: An Inquiry Approach, by Edwin Fenton and John M. Good, p. 44. © 1974 Holt, Rinehart
and Winston, Publishers.
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Handout 4-2

" GUILD RULES*

During the el3venth century, trade and the use of money increased, and
town life revivea. As town craftsmen began to manufacture more goods, they
organized into guilds, or craft associations. Each town established separate
guilds for merchants and for members of each craft such as weavers, hat
makers; or glove makers. Gradually the rules of the guilds began to regulate
economic affairs in the towns. The following regulations come from two

medieval guilds.

s

The Merchant Guild of Lynn Regis

It any stranger wnshes to enter the Merchant Guild of Lynn Regis, he must
pay the alderman one hundred shillings. [Note: The ‘alderman was the leader
of the guild.]

If any member of the guild has a son or sons who Wish to enter the guild,
each one ought to pay the guild four shillings for his entrance. ‘

If any of the members of the guild tell any stranger the plans or the deci-
sions of the guild, without the permission of the alderman, they shall pay a
fine of thirty-two pence. .

If any of the members should fall into poverty or misery, all the members of
the guild are to assist him out of the treasury of the guiid or out of their own
pockets.

If any member should fall asleep because of too much drink at a general
meeting or at the feasts of the guild, he must pay a fine of four pence.

The Hatters’ Guild of London - ~

The most experienced and best hat makers shall rule the guild as wardens.

" They shall watch all members of the guild to see that the regulations arekept.

No one shall make: or sell hats in London unless he is'a citizen and a
member of the gunld
Only men who take an apprenticeship under one of the masters of the guild

may enter the hatters’ trade. An apprentice must serve a term of at least seven

years before he may become a journeyman.

Because some of the members of the guild have made nats that do not meet
the standards of the guild, no workman in the trade shail work at night. All
workmen in the trade shall make hats in the daytime so that the wardens may
inspect their work.

*Reprinted from The Shaping of Western Society: An Inquiry Approach, by Edwin Fenton and John M. Good pp. 47-48, © I974 Holt,
Rinen.art and Winston, Publishers.
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Handout 4-2 (concluded)

Questions: )
a. What were the rules governing membership in the Merchant Guild of Lynn Regis?

b. .’hat effect do you think the membership rules described above had on the guild? Why?
c. Why do you think the guild fined members who conveyed its decisions to outsiders?

d. What were some of the rules governing the Hatters' Guild?

4

e. What effect would the rule allowing only members of the guild to sell hats in London have on the
economy?

f. How would you explain the concern of the Hatters' Guild for “‘quality control’’?

£ - K

g. What effect did rules like these have on the economy bf the period?

- Name , Class _

From Master Curriculum Guide for the Nation's Schools, Part Il, Strategies for Teaching Economics: World Studies (Secondary), 1980.
Jolnt Councll on Economlic Education, 1212 Avenue of the Americas, New York, NY 100386,

3444
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Handout 4-3

ST. THOMAS AQUINAS ON VALUES*

A society’s values affect its economic decisions as much as they affect all
other aspects of its condugt. Medieval values came primarily from the teach-
N ings of Christianity. In the thirteenth century, one of the Church’s great reli-
B gious thinkers, St. Thomas Aquinas, explained how the good Christian should
/g:)/ndact himself in economic affairs. His ideas were based on both Aristotle’s

orks and the moral teachings of the Church.

/ If a man buys something, he may lawfully sell it at a profit if he has made

-~ ' the thing better or if he has had to meet the expenses of transporting it from
one place to another. :

But to take interest for lending money is unjust. Money was invented chiefly
to make exchange easy. In itself, it does not fill a need of life. Money only
represents the goods that can be acquired with it. Hence, to take interest for
money lent means to take a payment for something that does not satisfy a . ..
natural need. Rather, the payment is taken to satisfy greed.

Questions:
a. What did St. Thomas Aquinas list as proper reasons for a person to obtain a profit?

b. What was his view of interest?

c. What effect would banning the payment of interest on borrowed funds have on economic life? Why?

*Reprinted from The Shaping of Western Society: An Inquiry Approach, by Edwin Fenton and John M. Good, p. 48. © 1974 Holt, Rinehart
and Winston, Publishers. '
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Handout 4-4

Medieval Society: A Historical Essay*

" The end of Roman authority changed the polit-
ical, economic, and social forces that had shaped
western European society. Feudalism, a system of
small semi-independent local governments based
on personal contracts between lords and vassals,
replaced Roman law and government. The broad
commercial economy of the Roman Empire was re-

_* placed by manorialism, an economic system based

on farm communities called manors.-Manors sup-
plied most of the goods and services the people
living on them needed. The vibrant urban life that
Roman commerce had supported nearly disap-
peared, cutting off the exchange of ideas and insti-
tutions between Europe and the Middle East. . . .

Medieval Europe inherited many Roman tradi-

tions and institutions. German tribal chieftains imi-

tated Roman emperors and wealthy landowners. -
They settled on estates farmed by serfs, who were .

not allowed to leave the land. In 800, on Christmas
Day, Charlemagne, king of the Franks, was given
the Roman title of emperor by Pope Leo lll. He
united under his rule most of the western Roman
Empire and some lands that had not been in the
empire.

The kings of western Europe needed the allegi-
ance of the nobles if they were to stay on their
thrones. The nobles enforced the laws and manned

* the armies that protected the kindgoms against in-

vaders. Even Charlemagne depended on the noble
landowners to see that churches were maintained,

roads kept up, and the laws enforced. Through the .

institution of feudalism, the Frankish nobility sup-
ported Charlemagne For their continued oaths of
" loyalty and obedience, Charlemagne gave his
vassals grants of land. In return, they came
equipped to do battle whenever he calied. . . .

From the ninth century until the thirteenth, most
of Europe was thus divided into hundreds of small
feudal holdings. No monarch emerged, such as
Charlemagne, powerful enough to rule over a large
territory. For hundreds of years, the feudal govern-
ments provided Europe with adequate local admini-
stration and defense against invaders.

The Church, also inherited from Rome, played a
major role in" the feudal system. Christianity had

become the dominant religion of the Roman Em-
pire by the fourth century. . . .

The popes called upon the kings and nobles togo
to war on behaif of the Church. Beginning in 1095
and continuing for two hundred years, the popes
called for Crusades to recapture Palestine, the Holy
Land of Jesus' birth, from the Muslims. Armies of
Europeans went to Palestine. Although the Cru-
saders failed to take Jerusalem, those who returned
to Europe brought with them a desire for the pro-
ducts of the East and curiosity about the rest of the
world. .

At the same time that feudalism developed and
the Church'’s influence increased, Europe’s polit-
ical unity was destroyed. Commerce was disrupted
as thieves and the wars between nobles made trade

- dangerous. Tolls collected by each noble at the

border of his territory made transporting goods ex-
pensive. Pirates on the Mediterranean Sea ended
almost all trade between western Europe and the
Middle East for hundreds of years. Europeans had -
to produce their own goods and services.

Most medieval Europeans were peasants who

" farmed the manor idnds. Their contracts with the

manor lords gave them protection and the right to
cultivate a part of the land in return for dues and
services. Most of these peasants were serfs who
were not free to leave the manor. Those who were
freemen could leave. Cut without much hdpe of .
finding a better life in the towns, they usually re-
mained on the manors.

A small number of people continued to live in the
towns during the Middle Ages. The medieval towns
were the administrative centers of the Church. In
addition, they housed a few small craft industries.
Beginning late in the eleventh century, trade and
the use of money revived. The population of the
towns began to increase. As the merchants and
craftsmen found -a greater demand for their pro-
~ducts, they organized into guilds.

Manors and guilds were responsible for most of
the economic-decisions during the Middle Ages.
They decided what goods and services would be
produced with the available resources. The manor
lords selected the crops that would be grown and

*Excerpted from The Shaping of Western Society: An Inquiry Approach by Edwin Fenton and John M. Good, pp. 56-62. © 1974 Holt,

Rinehart and Wlnston Publishers.
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the items that would be made in the manor
workshops according to long-standing traditions.
Ih the towns, each guild regulated the production of

a particular item. Manors and guilas also decided

how resources would be used. Contracts with the
lord of '@ manor stated when the peasants would
work for the lord and when they w 'ld work for
themselves. Guild regulations specified what
capital and natural resources would be used to
make each article. Finally, manors and guilds
~ decided how goods and services would be distri-

buted. Contracts also stated what portion of the'

peasants’ crops and labor went to the lord. Guild
rules listed prices craftsmen could charge for their
articles and how miich of the profits went to the
guild masters.

The manors and. guilds also regulated the roles -

and status of medieval men and women, and . ..
established the -forms of behavior. In addition to
stating the peasant's economic duties, a manorial
contract specified whom his daughters could mar-
ry, what his sons would do when they were grown,
and what would become of his wife after he died.
The contract of a serf gave him less status on the
‘manor than the contract of a freeman. On the
whole, role and status were inherited. The son of a
serf grew up to be a serf: the son of a fr~eman grew

up to be a freeman. Likewise, the oldest son of the

manor lord inherited his father's role and status.

Questions:

Handout 4-4 (concluded)

[Inthetowns,] inheritance played a smaller partin
controlling role and status, . .. but they were still
largely inherited. Guild rules often barred from the

- trade anyone who was not the son of a member.

And fathers expected their sons to practice their
crafts. Guilds also concerned themselves with
norms of behavior. Guild regulations had provi-

* sions about drunkenness, thievery, and piety. More-

over, the guild determined the status of its members
according to their rank as craftsmen—apprentice,
journeyman, or master.

Status in the medieval Church also often de-
pended on [that of] one’s father. Bishops and other

- high Church officials were generally selected from

the nobility. Parish priests were usually the sons of
peasants. On the other hand, the talented son of a
peasant might become a bishop or even a pope, as
did Gregory VII, son of an Italian peasant. A serf’s
son could become an administrative officer of a
diocese. Within the monastic communities, men of
humble origins scmetimes worked their way up.
The political, economic, and social systems of the
Middle Ages restricted change. Besieged by in-
vaders and divided into small political units, me-
dieval Europeans followed the ways of custom and
tradition. Political power, wealth, role, and status
were generally inherited. The same families often
owned and ruled their land for many years.

) )

1. What political, economic, and social factors within medieval society acted to restrict changes?

2. Classify the medieval economy as a traditional, market, or command system and explain your reasons.




Lesson 5: Europe’s Economy in an Age of Transition
II. The Emerging Market Economy

TIME REGUIRED: Two to three class periods

RECOMMENDED GRADE LEVEL: 10-12
CONCEPTS: Types of economic systems

Instructional Objectives: Students will

® Describe the transition from the medieval economy
to the emerging market economy;

o Specify the main changes facilitating the emer-
gence of a market economy.

Rationale: A student who understands the historical
emergence of the market economy will be better able
to analyze today’s changing economic systems.

Materials: One copy each of handouts 5-1, 5-2, 5-3, 54,
and S-S5 for every student.

(NOTE: This lesson requires students to refer back to
readings in Lesson 4 in order to make comparisons.)

Procedure:

1. Distribute Handout 5-1. Allow time for students to
read the material. Then have them write answers
to the questlons prowded in the handout.

a. What main points does the readmg “Eco-

- nomic Growth in a Marke’, Economy’’ make?
(Contrasts the market with the traditional
system of deciding whit to produce. Great
Britain's economy bega'i to grow more rapid-
ly. Modern industzialization was born.)

b. What differences are there between the con-
tract described in ‘A Serf Makes a New Con-
tract’’ and the: contract of John of Cayworth
described in Handout 4-1? (The new contract
did not require services to be performed by the
serf. He was only obliged to pay rent for the
house and land.)

c. What difference is implied by the change in
obhgatron from performmg services plus pay-
ing some rent to paying an annual rent only?
.(The serf had acquired more freedom to earn
money outside the feudal relationship.)

d. Why do you think the difference stated in the
previous questlon would result? (Some sort of
“*market’’ was appearing.)

2. Distribute Handout 5-2. Allow time for students to

read the material. Then have them write answers

to the questions provided in the handout.

a. What are some of the specific details of the
revised regulations? (All weavers could work
day or night. Weavers could sell cloth at any
price. Expenenced journeymen were given
the opportunity to open their own shops.)

38

b. What differences are there between the Tou-
louse regulations and the guild rules from
Lynn Regis and London stated in Handout

4-2? (Allows individuals much more freedom;
creates more competition.)

c. What differences would the new rules make in
the economic activity of an area like Tou-
louse? Why do you think so”? (Prices would fall
because of greater competition; economic ac-
tivity would increase.)

3. Distribute Handout 5-3. Allow time for students to
read the material. Then have them write answers
to the questions provided in the handout.

a. What are some of the promises the Royal
Treasury makes in this letter? (It will subsidize
navigation. It will remove trade barriers—
specifically tolls. It will encourage and/or sub-
sidize eswablished businesses and the forma-
tion of new ones. It will encourage trade by
sea.) -

b. What conclusion can be reached if Colbert’s
files contained many letters such as this one?
(There was a national policy of promoting eco-
nomic enterprise by helping to increase pro-
duction and by making transportation by land
and sea cheaper or easier.)

c. What effect would the’ attitude expressed by
Colbert in this letter have on economic activ-
ity? Why? (An increase in economic en-
terpris¢ would increase national economic
growth. The potential profits of doing business
would rise and the costs of entering a business
would be lowered,) :

4.  Distribute Handout 5-4. Allow time for students to

- read the material. Then have them write answers
to the questions provided in the handout.

a. What does Defoe describe in this commen-
tary? (To be a tradesman or merchant can help
a man rise in social status. Merchants can be
‘‘gentlemen.’’)

b. What positions does Richard Baxter state in
the excerpt from A Christian Directory?
(People have a God-given duty to work and

- not live off the sweat of others. Itis all right to
become wealthy and to make as much profit as
possible.)

c. Howdo these positions compare with those of
St. Thomas Aquinas that were stated in Hand-
out 4-3? (To Aquinas. profits had to be
*“‘earned’’ by improving the quality or availa-
bility cf a product, whereas Baxter encou-
raged people to maximize profits so long as the
motive was not solely to enjoy the pleasures of
the flesh.)
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d. What effect do you think this change in theol-
ogy had on economic life? Why? (It encour-
aged economic growth by permitting indi-
viduals much more latitude in the wav they
made profits.)

Evaluation: Give students Handout 5-5. After they fin-

ish the reading, have them complete the.following as-
signment: ‘*With the help of the above reading and all
the other material in lessons 4 and S, prepare an essay
_ describing what you consider to be the major changes

in medieval society that eventually gave rise\(:N}e

market economy of the eighteenth century. Explain
why you selected them.’’ (Some of the main poinfs the
students should include are the changing values of the
church [St. Thomas Aquinas vs. Richard Baxter]; the
breakdown of tradition, the establishment and growth
of centers of trade . the improving social status of mer-
chants.) :

. NOTE: You may wish to substitute a classroom

discussion/review.




Handout 5-1

THE EMERGING MARKET ECONOMY

A Serf Makes a New Contract

Inflation created a need for money in the late
Middle Ages, and many lords worked out new con-
tracts with their cerfs. In return for cash, the lords
released the serfs 'rom their obligations. Following
is an example of such a contract from 1278.

Let everyone know that we have freed from the
yoke of serfdom, William, the son of Richard of Wy-
thington. Previously William has been our serf,
along with all of his children and all of his posses-
sions. Now, neither we nor those who follow us as
lord of this manor shall be able to require services
upon cur land from William and his children.

William will receive the house and land he now

' occupies by paying to us and our successors forty

shillings each year, rather than. . . the old manorial

rents.

. Economic Growth in a Market
‘Economy

The values, folkways, and institutions that domi-
nated Europe during the Middle Ages gave way to
many pressures for change. In one of the ‘most
dramatic of all these changes, Europeans created
new ways to answer the basic economic questions.

Questions:

Medieval Europeans relied on tradition to guide
their  economic decisions, but later Europeans
turned to the marketplace.

In a market economy, the consumer decides what
goods will be produced, how they will be produced,
and who will receive them. If consumers ‘flock to
buy one style of shoes, manufacturers will produce
more of that style and stop producing less popular
ones. In order to compete successfully, they will
combine human, natural, and capital resources as
efficiently as they can. Manufacturers will divide the
income among themselves, their workers, and the
suppliers of natural and capital resources accord-
ing to the contribution each one makes.

The change from a traditional to a market econ- -

_ omy took place over many centuries. It involved

both agriculture and industry. Both the social
system and the political system contributed to the
pace of economic change. Whole societies had to
accept new ways before the market could dominate

-economic life.

The economy began to grow at a more rapid rate
during the latter half of the eighteenth century, par-
ticularly in Great Britain. There a unique combina-
tion of economic, political, and social changes led -
to rapidly accelerating economic growth. Later,
new cities were built around factories, mills, and

‘mines. Modern industrialized, urbanized society

had been born.

a. What main points does the reading ‘Economic Growth in a Market Economy” make?

b. What differences are there between 'the contract described in ‘A Serf Makes 1 New Contract’’ and the
contract of John of Cayworth, described in Handout 4-17?

c. What difference is implied by the change in obligation from performing services plus paying some rent

to paying an annual rent only?

d. Why do ycu think the difference stated in the previous question would result?

Both readings are reprinted from The Shaping of Western Society: An Inquiry Approach, by Edwin Fenton and John M. Good, pp. 187

and 189. © 1974 Holt, Rinehart and Winston, Publishers.
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Handout 5-2

TOULOUSE REVISES ITS GUILD REGULATI‘ONS*

Medieval guild regulations turned men away from the trades, blocked new

AN production techniques, banned the sale of goods from other towns, and even

\ ruled on the.morality of the guildsmen. In time, however, town governments

N litted many of these restrictions. The following selection from the early four-
teenth century gives an example of revised guild regu:ations

A number of worthy men of Toulouse (France) have come to the council-
men of the city complaining of many conflicts between the drapers, weavers,
carders, and finishers of woolen cloth.

Therefore, the councilmen of Toulouse, having conferred with many ex-
perts and members of these trades, issue the following ordinance.

All weavers may work at their profession, day and nlght wherever it pleases
them in the city or the suburb.
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