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Abstract:

This paper examines whether or not students develop the “economic way of thinking” (Gwatney, Stroup, Sobel, & Macpherson, 2009, p.10) while undertaking the NZ Diploma in Business 520 Economic Environment. The study sought to discover if teaching the prescribed content of seven learning outcomes was compatible with the students gaining an economist’s perspective in their everyday lives. The research used two methods, a pre-test/post-test and a reflective journal administered over two courses. In doing so it hoped to add pedagogical value across other disciplines in the wide range of subjects taught at the Eastern Institute Technology. The results show that developing “the economic way of thinking” is challenging for many students within the constraints of a tight, content driven prescribed course of study. It recommends that a SHAKE-UP of the course be conducted in order to facilitate the adoption and assimilation of Gwatney et al’s “eight guideposts” that constitute the economists’ world view.
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Introduction
As Senior Lecturers in economics at the Eastern Institute of Technology (EIT), Napier, we have long been concerned that the introductory courses in economics do not necessarily equip the students to adopt the economic way of thinking, a useful tool for business decision making. Not only are the introductory courses of limited duration (fifteen weeks), these students are not embarking on an economics major. The course is just one subject for the Bachelor of Business Studies (BBS) or N.Z. Diploma in Business programmes. Many students do not have a true affinity with the ideas and often it is approached with fear and trepidation as students have heard that this is one of the more challenging subjects. They find the way of thinking is counter-intuitive and therefore develop frustrations along the way (Callander, 2004). Some students, having studied it at school are not totally fresh to it. They might have developed some misconceptions or think it will just be revision, so approach the course too casually. Others have never come across the concepts apart from key words in the news such as Gross Domestic Product (GDP) and the Consumer Price Index (CPI). Students for whom English is not their first language, struggle with the conceptual nature of economics and this poses special difficulties for both teacher and learner.

There is a clear consensus among key economic text book authors such as Callander (2004); Case & Fair (2002), Gwatney et al (2009); Lipsey (1972); Mankiw (2007); Samuelson & Nordhaus (2010); Stewart & Rankin (2008) and many others, about what ‘the economic way of thinking’ means. These concepts have variously been described as guideposts, skills, principles, tools, a single way of thinking or just simply as an approach. The full list of the eight economic way of thinking guideposts upon which this research is based, is attached in Appendix 1.
If we accept our challenge is to help students understand and adopt the economic way of thinking quickly and easily, we need to understand  how students know what they know and learn what they learn (Davidson & Tolich, 2003). The aim of this pilot study then was to track the students progress over the duration of the course towards learning to think like economists to ascertain if the present structure of prescription, learning outcomes and content was the best way to equip students with this skill. 

Literature Review

There is a wide array of research on the subject of teaching economics at the introductory level. Much of the recent research has focused on assessing attitudes towards economics as a subject and attitude sophistication in economics (Soper & Walstad, 1983). Other valuable educational research considers the anxiety and apprehension that goes along with the subject as a block to learning (Benedict & Hoag, 2002). This relatively new way of viewing economics education examines the issue from a behavioural, conceptual and epistemological way by asking questions as to how students learn and what the real barriers to learning are. Gerry (2003) thought that a single exam approach to assessment was causing a lack of interest in the subject in a diverse group of learners in the United Kingdom. Long (2007) felt the problem of a very rigid single paradigm approach to teaching was reducing both interest and mastery in the subject. Dalziel (2009) tried a visionary approach focusing on what his resource management students were interested in - resource management. Heyne, Boettke & Prychitko (2008), authors of text books focusing on the economic way of thinking, have demonstrated different techniques to enthuse students. However, these methods are not necessarily applied worldwide, and even if they are applied they are not always improving the ability of students to think in an economic way or to improve cognitive skills (Becker, 1997; Becker & Watts, 1998; Becker, Highsmith, Kennedy & Walstad, 1991).
In the past ten years there has been a gradual development towards a more conceptual approach to the teaching of this subject. This has led to some new ways of looking at the problem of learning the economic way of thinking which may mean an epistemological breakthrough. Probably some of the most exciting research in recent years in this field is that done by Perkins (as cited in Meyer & Land, 2003) with “troublesome knowledge” and “threshold concepts” (Meyer and Land, 2003 and Tang and Robinson, 2004 and Meyer and Land, 2005). Here the idea of threshold concepts as a gateway to learning alongside troublesome knowledge (Meyer & Land 2005, p. 1-15) and the idea of “liminality” from the social sciences have been considered significant (Meyer & Land 2005, p. 375) and has generated strong interest in the economics education community. It was considered a pre-test and post-test as suggested by Tang and Robinson ( 2004), would assist the authors to discover if students had improved their understanding of key concepts.
Some of the innovative approaches to teaching introductory economics have taken a less quantitative perspective, looking at the problem from a more qualitative and constructivist approach as in the use of reflective journals by the students and, as Ramsey (2002) reported, by her as the teacher. It is considered that a reflective journal style of assessment could be of assistance in helping the students gain a more real world application of course concepts (Angelo & Cross, 1993; Hansen, 1998; Paton, 2006). Journals are a valid way of “capturing insights…., playing with concepts,….(and) the reflection extends the time …. to devote to thinking about the issues… discussed in class” (Ramsey, 2002, p. 382). In addition, Ramsey (2002) finding it impossible to teach the “concepts” of learning organizations, decided to keep a reflective journal alongside her students as a means of “making connections between the concepts we’ve discussed in class and (her) own personal and professional life” (Ramsey, 2002, p. 382). This, it is expected will be the outcome of focusing on the economic way of thinking rather than content. Furthermore Ramsey (2002) goes on to claim that student reaction upon reading her journal entries is evidence of student learning. “The learning they demonstrate goes far beyond the simple acquisition of knowledge…..Their comments indicate that what we’re doing and talking about in class has begun to permeate their personal and professional lives and that the learning that is occurring will likely stay with them long after the semester ends” Ramsey (2002, p. 386). The implication of Angelo & Cross, Hansen, Paton and Ramsey is that the reflective journal could improve their chances of significant reflection and therefore facilitate their learning to think like an economist. Constructive alignment theory, as described by Biggs and Tang (2007), gives further weight to this argument. In this process the learning outcomes, for example ‘demonstrate thinking in an economic way’ are set and the students must the show evidence of their learning and understanding of these techniques via reflection of their own world through the journals.

Many authors of qualitative research methods suggest that “there is no one best way to conduct a narrative analysis” (Sparkes 2005, p. 206). Hermeneutic philosophy is the  “interpretation of understanding” (Arnold & Fischer, 1994, p. 55) that while “acknowledging the limitations in each person’s [pre-] understanding” uses it as a starting point for interpretation” (Arnold Fischer, 1994, p. 57). Other qualitative research approaches regard the interpreter’s presuppositions as “an obstacle to be overcome” (Arnold & Fischer, 1994, p. 57). Grounded theory on the other hand is “a creative process that is appropriate to use when there is a lack of knowledge or theory of a topic, where existing theory offers no solution to problems or for modifying existing theory” (Bluff, cited in Holloway, 2005, p. 147). Of the qualitative analysis options available, content analysis proved most applicable for determining reflective journal themes common amongst the two groups of students in our research. According to Cohen, Manion and Morrison (2007) content analysis “…defines the process of summarizing and reporting written data – the main contents of data and their messages…..” (p. 475). Mayring (cited in Cohen et al 2007) “suggests that summarizing content analysis reduces the material to manageable proportions while maintaining fidelity to essential contents, and that “…one can establish linkages and relationships between concepts and categories, examining their strength and direction…” (Cohen et al 2007, p. 280-282). 
Aims and Objectives

A pilot study was undertaken to determine whether or not students develop the economic way of thinking alongside learning content. Most students who struggle appear to do so because they have not grasped this way of thinking (Gwatney et al, 2009). In the process of the research the course itself was taught in the usual way by focusing on the prescription learning outcomes and teaching by means of instructional power points, exercises or small group activities. Underlying the topics was the thread of the economic way of thinking and an attempt to encourage some reflection by means of minute papers (Angelo & Cross, 1993). It was hoped to add to the body of knowledge at EIT in terms of the understanding of the idea of threshold concepts and troublesome knowledge. This could also add pedagogical value across other disciplines as a wide range of subjects is taught at the EIT. It has epistemological value since it will assist teachers and students alike to think more deeply about “how we can know certain things” (Davidson & Tolich, 2003, p. 25). It could also generate a starting point to discover techniques that will improve those used to teach the courses by focusing on the economic way of thinking rather than the content of the various topics. This might enable students to feel more confident about the subject and assist them in retaining this way of understanding to be applied across their other subjects and in the real world.
Research Question

To what extent do students of the 520 Economic Environment course in the Diploma in Business programme at EIT assimilate and adopt the economic way of thinking while learning content as per the course prescription?
Research Methodology and Methods
The first group studied was a Summer School 2009/10 intensive programme taught over four weeks in two blocks with a two week break in between. The second group was the Semester One, 2010 programme with lectures twice a week with one non compulsory tutorial over fifteen weeks. Total contact time was sixty hours as required by N.Z. Qualifications Authority (NZQA). The methodology of the research included a quantitative and empirical approach whereby results of a pre-test and a post-test, a non-assessed component of the course, were compared. The pre-test was administered as the first exercise before teaching began. The post-test was administered in the last lecture session and before revision had taken place. Of the fifteen students that sat the exam, fourteen from the Summer School group sat both pre-test and post-test. Of the thirteen students who eventually sat the exam, eleven from the Semester One group sat both the pre-test and post-test. We were conscious that the groups of students studied would be small but expected this exploratory study could be used as a template for wider and ongoing research.
The same test was administered as the pre test and the post-test. Twenty minutes was allowed for students to complete this activity. The test consisted of an article extracted from The Economist magazine (How to feed the world, 2009). It had 35 different economic terms or concepts throughout the passage and was rich in economic language and concepts. The students were asked to list the economic terms and concepts they could identify in the article and to write a brief explanation of the concept identified. They could include an example to augment their explanations. The pre-test/post-test is included in Appendix 2.

The pre-tests and post-tests were analysed according to the number of terms identified, the number of correct terms identified, the number of explanations given and the number of correct explanations. The reason for noting number of terms written down and explanations was that it showed an indication of what they perceived, rightly or wrongly, constituted economics. A gap analsis was also alsocarried out in the pre-test and post-test to see if there was a difference between the stated and the correct terms and the stated and correct explanations. The aim of the pre-test/post-test was to ascertain whether, over the period of the course, the students’ understanding of economic terminology, and by implication, their way of thinking about the world, had changed. This method is in line with similar methods of research employed by Tang and Robinson (2004).
The second component of the pilot study was the qualitative analysis of students’ reflective journals and is included in Appendix 3. This constructivist approach was an assessed component of the course. They were meant to illustrate in their individually dated entries evidence of sincere reflection, insight and application of a minimum of ten economic concepts, one for each of the course’s seven learning outcomes and three others of their choice throughout both microeconomics and macroeconomics. Consistent themes did emerge and these were able to be coded and analysed. A simplified version of the grounded theory coding method was used as a basis for descriptive analysis and the development of comments “general enough to be applicable to the total picture” (Glaser & Strauss, 1967, p. 249). The reflective journals was a tool for the students to record the process of their learning to think in an economic way and demonstrate how their perspective of the world around them was now filtered through the economic concepts covered in the course.
The first theme was ‘struggle’ which meant the students were having difficulty understanding and applying even the most basic key concepts. This theme was divided into those who completely misinterpreted what the journal was meant to record (Struggle 1) and those who either incorrectly applied or just used the key words and concepts in a sentence without illustrating their understanding of them (Struggle 2). The second and main theme was ‘Application’. This was further subdivided into four categories. ‘Application 1’ was awarded to students who correctly applied key words/concepts without explanation, illustration, or application. They may have just taken words or sentences straight from lecture notes or textbooks. This category also corresponds in some instances with the concept of troublesome knowledge where students found the information counter-intuitive or alien (Meyer and Land, 2003) and had not been able to unlearn preconceived ideas about a concept or topic. ‘Application 2’ was awarded to those journal entries where key terms/concepts were correctly applied overall but the explanation was somewhat limited with parts of it confused. ‘Application 3’ illustrated sound application to the student’s life or real world environment and showed a degree of reflection. ‘Application 4’ was the same as “Application 3’ with the addition of an appropriate graph. Finally the student’s were deemed to have achieved or not achieved (yes/no) ‘transformation’ where they were able to demonstrate that overall in their entries they were thinking like an economist. 

Findings of the Pre-test and Post-test
Table 1 and 2 below show a summary of the changes between the pre-test and post-test for the two groups of 520 Economic Environment students from the period of December 2009 to June 2010. 
Table 1: Change in students’ results between the pre-test and post-test (Summer School 2009/10)

	Effect
	Given terms and Percentage change
	Correct terms and percentage change
	Given explanations and percentage change
	Correct explanations and percentage change

	Increase
	11                    79%
	10                 71.5%
	10                 71.5%
	10                 71.5%

	Decrease
	2                      14%
	3                   21.5%
	2                      14%
	3                   21.5%

	No change
	1                        7%
	1                        7%
	2                      14%
	1                        7%

	Total
	14                  100%
	14                  100%
	14                  100%
	14                  100%


Table 2: Change in students’ results between the pre-test and post-test (Semester 1, 2010 group)
	Effect
	Given terms and Percentage change
	Correct terms and percentage change
	Given explanations and percentage change
	Correct explanations and percentage change

	Increase
	4                      36%
	5                   45.5%
	7                      64%
	10                   91%

	Decrease
	7                     64%
	5                   45.5%
	4                      36%
	0                        0%

	No change
	0                        0%
	1                        9%
	0                        0%
	1                        9%

	Total
	11                  100%
	11                 100%
	11                  100%
	11                  100%


For the Summer School group as a whole 79% of students increased the number of terms they wrote and 71.5% had an increase in the number of correct terms provided. However, 14% had a decrease in the percentage of terms given and 21.5% had a decrease of the terms provided correctly. There were 7% who had no change in either number of terms given or correct terms provided. There was a 71.5% increase in the number of explanations given and also 71.5% increase in the number of correct explanations provided. There were 14% that decreased terms given and 21.5% that had a decline in correct explanations. There were 14% who did not change in the given number and 7% that did not change in the correct explanations.

For the Semester One group only 36% increased their number of given terms and 64% decreased; 45.5% both increased and decreased their correct terms. There were 9% who had no change in these; 64% increased the number of explanations given but 91% increased the number of correct explanations. However, 36% decreased their number of given explanations. However, ten out of eleven students (91%) improved on the number of correct explanations written and there were 9% who had no change in correct explanations provided. 
It was noticeable in both groups that there was a difference between given terms and correct terms provided in the pre-test. This means their perception of what constitutes economic terms and concepts is not always correct. This is more evident for both groups in the explanations. They could write some explanations but not in economic language and not explained clearly or accurately. One student in each of the Summer School and the Semester One programme did not attempt to write down any words or explanations in the pre test but did in the post test.
Tables 3 and 4 below depict a summary of the findings of students closing the gap between the two tests.
Table 3: Demonstrating whether the gap between terms given and terms correct had closed or widened (Summer School Group)
	
	Terms
	Percentage
	Explanations
	Percentage

	Students closing gap (improvement)
	7
	50%
	7
	50%

	Students widening gap (deterioration)
	4
	29%
	4
	29%

	Gap stayed the same (no change)
	3
	21%
	3
	21%

	Total
	14
	100%
	14
	100%


Table 4: Demonstrating whether the gap between terms given and terms correct had closed or widened (Semester One group)

	
	Terms
	Percentage
	Explanations
	Percentage

	Students closing gap (improvement)
	8
	73%
	6
	54%

	Students widening gap (deterioration)
	2
	18%
	5
	46%

	Gap stayed the same (no change)
	1
	9%
	0
	0%

	Total
	11
	100%
	11
	100%


Table 3 and 4 above shows the closing of the gap between terms given and terms correct, or explanations given and explanations correct over the course. For the Summer School group 50% closed the gap for both terms and explanations (improvement), 29% deteriorated as shown by a widening of the gap and 21% stayed the same. For the Semester One group for the terms, 73% improved, 18% deteriorated and 9% remained the same. For the explanations however, only 54% improved but 46% deteriorated. 
Conclusions from the pre-test and post-test:
Overall it does appear that students could identify terms somewhat better than explaining these same terms. There was some improvement for many of the students in both groups but a number of students also decreased the number of terms and explanations given between the two tests. This was more noticeable in the Semester One 2010 group. In this group, however, there were no students who actually decreased their number of correct explanations. The pre-test and post-test exercise showed that many of the students improved their understanding of what constitutes an economics term or concept. The Summer School post-test results showed that the majority had adopted these words and were trying to apply them with clearer economic explanations. The proportion of improvement and deterioration as measured in Table 3 and 4 may have been as a result of the total number written in the pre-test. Some students wrote a large number of terms and explanations in the pre-test possibly because they were quick readers. Or they may have been  just writing down anything that looked like an economic term of which many were incorrect. 
Findings from the journals
Because of the limitations of sample size and failure of some students to correctly format their journal entries, observations and generalisations only can be drawn at this stage. A small proportion of students spent much of their diaries describing their private lives and feelings. They may have included some key words but only in the context of describing what they had covered in class or were going to study and not in terms of their understanding of these words/concepts (Struggle 1):

‘I’m busy tonight so I’m going to try starting the assignment tomorrow and have a look at doing the question on Production Possibility Curves’.
Entries assigned ‘Struggle 2’ showed students were having difficulty with key words/concepts, either incorrectly applying them or just inserting them in their sentences. For example, one student describing shopping for fruit and vegetables:

‘..as I was driving there , past all the other fruit and vege shops I started thinking about why I shopped at this particular shop. All the shops I passed all operate in the same market, providing similar/same products at similar/same prices. Yet I drive to this particular shop even though it is just out of my way and there are others on my direct route home.


I think the reason I keep going back is some of the non-price competition factors such as reputation, service and product quality. Operating in a perfect competition market must be hard.’ 
Though this student had attempted to apply a market structure, she incorrectly identified it as perfect competition instead of monopolistic competition. Application of the key concepts to the students’ lives and environment was the vehicle chosen to help students start thinking like an economist from the beginning of the course. Four levels of application emerged from the journal analysis. ‘Application 1’, where key words/concepts were used correctly but without any explanation or illustration, perhaps demonstrating troublesome knowledge is shown by the following quote:

‘There must always be some government intervention otherwise public good would not be produce e.g. no parks roads etc. or income distribution, someone has to look after the poor.’      
‘Application 2’, was a correct but limited application of the key word/concept chosen by the student, to their life whereas ‘Application 3’ was given to the journal entries that not only showed correct and expanded application but also illustrated the student’s reflective process:   

‘Many of the terms mentioned in the monetary policy section are new to me. One term, the official cash rate, did sound familiar. I have heard this term before on the news and read it in the newspapers but never really had an understanding. I originally thought the OCR had something to do with the exchange rate and what our dollar was worth. I now know that the OCR is the interest rate set by the Reserve bank of New Zealand…’
Occasionally, as students developed their explanations, they temporarily lost their way in their own words and became confused. This may have been because of difficulty with the written explanation or the exhibition of limited or insecure understanding of the concept. ‘Application 4’ was awarded when students’ bravely included an appropriate diagram to further illustrate a sound application. ‘Transformative thinking’ was only demonstrated by those students who overall scored ‘Applications 3 and 4’ and in some cases only to a limited degree.
Conclusions from the journals
The aim of the reflective journal in this research activity was to illustrate the process of transformation (or not) of students’ thinking from lay person to that of economist. However this was somewhat stifled because the journals were an assessed part of the course and students had to have entries from at least one of each of the seven learning outcomes. This prescriptive requirement defeated the purpose of a truly reflective journal to some degree.
A general content analysis of the journal entries showed that only the more able students could apply the key words/concepts and models into as their own and the world around them. Those students gaining mostly ‘Applications 3 and 4’ did exhibit attempts at transformation of their thinking into that of an economist. This transformative thinking was illustrated by the accumulation of consistently, well applied original examples rather than shown by a major ‘eureka’ moment or single specific quote.
Limitations and Scope for Further Research
For the Semester One group, and to some extent the Summer School group, the limited improvement between the pre-test and post-test  may be due to the fact that the activities were not an assessed component of the course. Some students did appear to take the post test more casually than they might have done (and did in the pre-test) if it contributed to their final mark. There were also time constraints in extracting a twenty minute time slot to administer this test. Some students were absent in Semester 1 when the post test was administered. In addition, the nature of the test may have been too challenging for some of the students with language difficulties. They may have needed more time to read and understand the article. It does appear that the pre-test/post-test method was not a convincing way to discover whether students had improved their level of understanding of the economic way of thinking within a very restricted course time period unless it was used to contribute to their marked assessments. Though explicit instructions and prompts were given as how to complete the journal entries, some students failed to format them in the manner required. This and the fact that the sample in this pilot study was very small, made direct quantitative comparisons difficult.
There were difficulties and limitations in tracking the students’ learning of the economic way of thinking because of the need to adhere to a prescription, seven learning outcomes, and to teach, learn and assess specific content. The findings are not showing any huge improvement from the pre-test to the post-test for a number of students in their ability to either recognise economic concepts or think like an economist. In addition, the reflective journals showed that those students who could reflect on the course concepts and their relevance to their lives were more able to think like economists. If it is accepted that instilling the economic way of thinking could be the aim of the course then maybe there is another way to achieve this. This would enable the tutors to constructively align their course through reflective journals towards the economic way of thinking. We propose that there could be a ‘SHAKE-UP’ of the 520 course prescription so that the course is structured to flow through eight ‘economic thinking’ guideposts where each of them are applied to current real world examples rather than focus on covering content that will soon be forgotten. Further to this, there is rich evidence to show that students would engage more closely in the subject if it were applied to their real world situations, and this can be carried out more easily through reflective journals than any other method.
This small pilot study could be extended to include NZ Diploma in Business 520 Economic Environment classes in other Institutes of Technology and Polytechnics to discover whether or not the results are replicated over a larger and broader sample. Though the Prescription and Learning Outcomes for each institute are the same, teaching of the course would vary. It would be useful to discover for certain if the problem of teaching and learning the economic way of thinking lies completely with the restrictions of content presentation or in teaching methods, a combination of both or some other unknown factor.
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Appendix 1

Eight Guideposts to the Economic Way of Thinking

· That all scarce goods have a cost (the opportunity cost) and there are no ‘free lunches’. As such there must always be a trade-off when making a choice.

· Decision makers must choose purposefully –they try to get the most out of their limited resources. Any individual or organisation has to economise in order to maximise their scarce resources.

· Human choices are influenced by changes in economic incentives. “As the personal benefits from an option increase, a person is more likely to choose it” (Gwatney et al., 2009, p. 10). The opposite is true if the personal costs increase- people are less likely to choose it.

· People make choices at the margin and will weigh up the extra gains and extra costs of a decision. They will look at the difference between these marginal gains and costs.

· The value of a good or service will depend on the individual’s preferences and this is subjective.

· Economic thinking is scientific thinking and the theory developed must work in practice. The usefulness of a theory is whether it can predict accurately what will happen.

· Economic actions will usually have secondary effects as well as the more obvious primary or immediate effects 
· Information is a scarce resource too and perfect knowledge is not usually available. 

Gwatney, J. D., Stroup, R.L., Sobel, R.S., & Macpherson, D. A. (2009). Economics: Private and public choice (12th ed.). Mason, Ohio: South-Western Cengage Learning (p.10).
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Pre-test and Post-test
Instructions:

1. Read the attached article entitled “How to Feed the World” from The Economist, November 21st, 2009.
2. In the columns below:

· Make a list of economic terms and concepts contained in the article.

· Write a brief explanation and/or an example from the article of each key economic term or concept you have identified.


Economic Term




Explanation/Example
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Appendix 3:



Reflective Journal

The objective of the reflective journal is to build a record of how you are learning to think like an economist as you progress through the course. Research has shown that students better understand and retain the material they are learning if they have the opportunity to reflect on the concepts and recognise these concepts as they apply to their everyday lives and the world around them. The real value of the journal is for you to have somewhere to put your musings, questions, thoughts, feelings, and insights about what you are learning and how you see them manifesting in your life.

The reflective journal is a compulsory component of the course. You may write as little or as much as you like for each entry but all examples must be real i.e. non-fictional and may arise from a variety of situations – activities at home, work, television news or newspaper articles, events you have witnessed in the world around you and others. 

Below are some topic suggestions. You may wish to develop these suggestions further in order to explain in detail how the economic way of thinking is beginning to emerge for you. But you do not have to use any of the suggestions provided if you prefer to allow your own ideas to emerge. 

Required:

· A minimum of ten entries (one for each percentage allocated) that shows you have reflected on what you are learning throughout both microeconomics and macroeconomics. Each entry must be dated.

· Application of your chosen economic concept to your life or the world around you.

Marking Criteria:
Evidence of sincere reflection, insight and successful application of ten (minimum) economic concepts from both microeconomics and macroeconomics illustrating how your thinking about the world around you has been transformed during the course. Each entry expressing one economic concept is worth 5 marks which translates to 1% of the course. A preliminary submission of the first two learning outcomes’ reflections will be required to be handed in by Monday 15th March to gauge your development of this process.

Marking Schedule

	Learning Outcome
	Percentage

allocated

	LO1
	1%

	LO2
	2%

	LO3
	2%

	LO4
	1%

	LO5
	1%

	LO6
	2%

	LO7
	1%

	Total
	10%


Suggestions for reflections:

· Consider any example(s) you have witnessed over the past week(s) where you have noticed the concepts of scarcity, choice and opportunity cost, either in your own life or in the real world. (LO1)
· In what ways have you noticed the ideas of rational decision making as you have been carrying out your routine shopping activities? Have you witnessed the idea of incentives being used in any way? You might like to consider this as one of your shopping jobs! (LO2)

· Consider some real world examples of the forces of demand and supply that you have noticed in the news. How has your idea of these events changed due to your new knowledge from the course? (LO2)
· Have you found the concept(s) of marginal returns and marginal costs difficult to grasp? Consider why this might be. Will you apply the marginal way of thinking in the future when you have to consider the costs and benefits of your actions? (LO3)
· Where do you see these concept(s) being applied in the real world as part of business decision making? In what way are they being applied? (LO3)
· Has this learning outcome altered your way of thinking about the many issues you see described in the news concerning the economic problems of the world today, for example carbon emissions, who should produce education or health, or how to solve inequitable incomes? Will you now use a model to assist you in understanding these concepts? (LO4)
· Consider the circular flow of economic activity (CFD) diagram. Substitute the sectors for people you know who live and work in the various sectors of the economy. For example you may wish to put your family in the ‘household’ sector. Tell the story of the CFD making it as real and alive as possible. You may use GDP, inflation, the labour market or any other concept from this learning outcome but discuss your choice of concept in relation to personal experience. (LO5)

· Think about the various taxes your household pays (PAYE, GST, Rates, Interest on Savings and Investments etc) and/or subsidies and transfer payments it receives from the government. Trace the impact on your household, the government budget and the economy (local and national) if these taxes changed. (LO6)
· Choose any key term(s) from the monetary policy section of the course. Compare how you respond when you now hear the term to how you may have responded prior to taking the course. Did you ever ‘hear’ the term before? Are you any more interested in what is being said about it and about the impact of what is now being said than you were before taking the course? (LO6)

· When you are next out shopping, look around at the goods available and estimate the proportion of items that are imported compared to those made locally.  Consider how your material standard of living would be affected if the imported goods were not available or not available from an efficient foreign producer OR When the NZ$ appreciates and the price of imported goods, for example, petrol decreases you may celebrate how this impacts positively on your household budget. Reflect on how this change in the exchange rate impacts other sectors of the economy. In your mind, how do you now balance your personal self-interest (in terms of cheaper goods) with the national interest of a lower exchange rate? Do you in fact balance these conflicting interests? Are you now more aware that what is good for us personally may not be good for the economy overall? (LO7)
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 Tutor Marking Schedule:

For each learning outcome students should clearly explain examples of their reflective thinking and personal application of the ideas and concepts. These examples should illustrate how their thinking about the world around them has transformed by learning about the economic way of looking at the world. Note for Learning outcomes 2, 3 and 6 you will be assessed as below multiplied by two.

	Description of marks

Learning Outcome
	1
	2
	3
	4
	5
	Marks allocated

	
	Attempts the task. Poor or incorrect example.

Mostly a personal journal or diary
	Provides one example that does not clearly illustrate a concept or economic way of thinking. 
	More than one appropriate example, showing understanding of a selected concept. Begins to develop the economic way of thinking about that concept. Shows development of the process of reflection.
	More than two example(s), showing insight as well as understanding and application of the economic way of thinking. Reflective processes have been demonstrated.
	As for 4 but also illustrates a real transformation of the student’s thinking and adoption of the economic way of thinking. 
	

	LO1 (5)
	
	
	
	
	
	

	LO2 (5)
	
	
	
	
	
	

	LO2 (5)
	
	
	
	
	
	

	LO3 (5)
	
	
	
	
	
	

	LO3 (5)
	
	
	
	
	
	

	LO4 (5)
	
	
	
	
	
	

	LO5 (5)
	
	
	
	
	
	

	LO6 (5)
	
	
	
	
	
	

	LO6 (5)
	
	
	
	
	
	

	LO7 (5)
	
	
	
	
	
	

	Total (50)
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