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The problem.—In mandating new curriculum, state legis-

latures frequently have opted to require school districts to 

"infuse" new content rather than adopt a new course. The 

lack of procedural guidelines in these legislative mandates 

leaves curriculum specialists to struggle with an "infusion 

dilemma," the problem of implementing the new curriculum 

without knowing how it should appear, once implemented. The 

purpose of this study was to examine interpretations of 

infusion held by persons responsible for operationalizing 

an infusion mandate. 

Methods.—The interpretations of "infusion" held by 

people concerned with the implementation of the 1977 

Economic Education Act in Texas were investigated. Selected 

legislators, state agency personnel, curriculum consultants, 

economics educators, and classroom teachers were interviewed 

about the concept and process of infusion. Responses to 

each question were organized to permit within-group and 

between-group comparisons. This analysis produced a set 

of data from which tentative explanations were drawn. 



Findings.—The analysis process resulted in inferences 

regarding the nature of infusion and the positive and nega-

tive characteristics of infusion programs. Most respondents 

had little problem interpreting the concept of "infusion." 

Yet the brevity of the responses and the limited operational 

definitions led to the inferences that infusion represented 

an idealized concept that few individuals expected to achieve. 

Characteristics cited by respondents as promoting suc-

cessful infusion programs included effective inservice, com-

prehensive planning, applicable materials, local commitment, 

and student interest. Characteristics cited as inhibitors 

of infusion included institutional resistance to change, 

ineffective planning and enforcement, negative teacher atti-

tudes, and lack of provisions for teacher preparation. An 

examination of these characteristics permitted the develop-

ment of implications for persons faced with the implemen-

tation of an infusion mandate. 
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CHAPTER ONE 

INTRODUCTION 

Over the past two decades government bodies have 

accepted an increasing responsibility for encouraging cur-

riculum change in public schools. State legislatures as 

well as other external change agents have assumed an 

expanded role in pressing for changes in specific curricu-

lum content areas (Kirst & Walker, 1971). Drug awareness 

education, career education, law-focused education, and 

free enterprise education all have been mandated at one 

time or another by legislatures as essential curriculum 

elements. The mandates consistently have proposed one of 

two formats for establishing compliance. While state 

legislatures have at times required the addition of a sub-

ject to the curriculum, the more common pattern has been 

to require that local districts "infuse" the new curriculum 

element into the existing curriculum plan (Farmin & Hollins, 

1981). 

Infusion is a demand easily rationalized by legislators 

supporting curriculum change. In their views, the benefits 

of infusing a new curriculum element clearly outweigh the 

costs. Legislators contend infusion requires no new courses, 

no new teachers, and does not take time away from the basics 

of instruction. It is viewed as a relatively easy process. 



Experience with new curriculum projects, however, sug-

gests strongly that any curriculum change is hardly a simple 

process and that the outcomes of that process rarely coin-

cide with the original intentions (Berman & McLaughlin, 

1976, 1975a, 1975b; Fullan & Pomfret, 1977). The problem 

is even more intense with the curriculum process of infusion. 

The lack of procedural guidelines and the multiple inter-

pretations of legislative mandates leave curriculum 

specialists and teachers to struggle with what Farmin and 

Hollins (1981) have termed the "infusion dilemma"—the 

problem of implementing the new curriculum element without 

knowing what it should look like, once implemented. Many 

of the problems reflected in the infusion dilemma seem to 

suggest differences in understandings of the intents and 

parameters of the idea of infusion (Peterson, 1976). 

Clearly, there are great gulfs in the understandings of 

the process of curriculum infusion held by legislators, 

administrators, and teachers. 

Statement of the Problem 

The problem of the study was interpretations of the 

concept of "infusion" in curriculum change. 

Purpose of the Study 

The purpose of this study was to examine the inter-

pretations of the concept of "infusion" held by people in 



some way concerned with the implementation of the Economic 

Education Act (Senate Bill 1040) in Texas. 

Research Questions 

Three research questions formed the basis for this 

study. 

1. What are interpretations of the concept "infusion" 

(as used in a free enterprise education mandate) expressed 

by Texas legislators, Texas Education Agency personnel, 

economic education center personnel, curriculum consultants, 

and teachers? 

2. What are similarities and differences in inter-

pretations of the curriculum goal of infusion held by 

people in the categories listed in research question one? 

3. What are implications of these interpretations for 

the process of infusion? 

Background and Significance of Study 

In 1977 the Texas legislature ratified Senate Bill 

1040, commonly referred to as the Economic Education Act. 

In the words of this bill, all Texas school children were 

to be provided opportunities to acquire a positive under-

standing of the American free enterprise system. Local 

district compliance was demonstrated through the development 

of a comprehensive K-12 infusion plan. Districts were 

given until the 1981-82 school year to identify key free 

enterprise principles and infuse them into the K-12 social 



studies program. While the legislature was content with 

its decision to mandate infusion, curriculum specialists 

and teachers faced the problem of translating the language 

of the mandate into curriculum practice. 

The concept of infusion seems to imply different 

meanings for different people. This inconsistency in 

interpretations is not an uncommon phenomenon in the cur-

riculum innovation process (Vandenberghe & Pottie, 1978). 

As an example, "back to basics" has been interpreted in 

many ways over the last few years. Common terms and pop-

ular slogans often are utilized in the processes of cur-

riculum development and diffusion to rally public support, 

motivate new interest, or change directions of old or new 

programs (Charters & Pellegrin, 1973; Everhart & Doyle, 

1980). Nearly all new curriculum innovations would seem 

to contain some symbolic aspects. Unfortunately, slogans 

are not easily enacted into practice and offer few sug-

gestions to persons responsible for the task. 

Although the literature on curriculum implementation 

has grown rapidly in recent years (e.g., Doyle & Ponder, 

1977; Elliott, 1976; Frey, 1979, 1978; Fullan & Pomfret, 

1977), few have addressed the individual understandings of 

particular curriculum change concepts (Charters & Pellegrin, 

1973; Vandenberghe & Pottie, 1978). Charters and Pellegrin 

(1973) examined the attempts of four schools to implement 

"differentiated staffing" and concluded that the failure 



of the project directly corresponded to the lack of a clear 

definition and plan for implementation. In their study, 

Vandenberghe and Pottie (1978) examined the relationship 

between different perceptions of the values of innovations 

and identified factors ultimately restraining the use of 

particular innovations. 

The present study addressed the issue of procedural 

clarity with respect to infused curriculum elements. The 

main intent was to examine the interpretations of the concept 

of "infusion" (and its attendant social, organizational, and 

curricular change processes) held by people in some way con-

cerned with the implementation of the Economic Education Act 

in Texas. To achieve this goal, legislators, representatives 

of the Texas Education Agency, district-level curriculum con-

sultants, representatives of economic education centers, and 

classroom teachers were interviewed. The subsequent data 

and interpretations offer the possibility of making the 

infusion process more explicable and controllable. 

Definition of Terms 

1. Curriculum consultants and specialists.—Educators 

at school district mid-management levels responsible for the 

supervision of particular curriculum programs. Examples 

include Free Enterprise Consulting Teacher, Economic Edu-

cation Consultant, and Social Studies Consultant. 



2. Agency personnel.—Those persons employed by the 

Texas Education Agency to develop and supervise programs 

and translate legislative mandates into education code. 

An applicable example is the Director of Social Studies. 

3. Economic education center personnel.—Those per-

sons working on university campuses in facilities recog-

nized nationally for contributing to the preparation of 

educators to teach economics and free enterprise. Local 

examples include the North Texas Center for Economic Edu-

cation and the Texas A&M Center for Research and Leadership 

in Free Enterprise Education. 

4. Free enterprise education.—A mandated program of 

economic education in the state of Texas. 

Limitations 

1. Generalizations relating to the concept of infusion 

may be limited as a result of the narrow scope of the study 

(free enterprise education in Texas). 

2. The recent expiration of the legislative mandate 

may have influenced responses in the study. 

3. The principal investigator was personally and 

professionally engaged in the curriculum project. Con-

sequently, the usual limitations of participant-observer 

research are applicable. 



Procedures for Collection of Data 

The primary method of data collection was an open-

ended, in-depth interview. Theoretical as well as practical 

questions were directed to the issue of "infusion" in public 

school classrooms. Oppenheim (1966) indicated that flex-

ibility is the greatest single advantage of the focused 

interview. The interviewer has the option of changing the 

order of questions and providing any necessary clarification. 

Brandt (1972) suggested that interviews allow one to obtain 

an individual's current retrospective account of a setting, 

event, and practice. He maintained that this information 

is almost impossible to observe directly and too complex for 

a questionnaire. 

Teacher interviews have been used successfully in 

several studies measuring the level of acceptance and imple-

mentation of particular curriculum innovations (Brown et al., 

1976; Charters & Pellegrin, 1973; Fullan & Pomfret, 1977). 

Loucks and Pratt (1979) also suggested the use of focused 

interviews as a reliable means of obtaining information 

about the process of curriculum implementation. Hall and 

Loucks (1976) serve as the primary example of using the 

focused interview in determining "levels of use" by 

teachers of team teaching, an elementary science curriculum, 

and the use of modules. Hord (1978) utilized the focused 

interview strategy to measure the impact of the ethnographic 

research methodology on the subjects of particular studies. 
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The results of her study increased confidence in the 

validity of the focused interview and in the reliability 

of ethnographic research. 

The position of the principal investigator enabled 

her to act as participant-observer while conducting the 

research. The investigator served as the Consultant for 

Free Enterprise Education in one of the ten largest school 

systems in Texas. For two years she had been working with 

teachers and administrators toward successful compliance 

with the economic education mandate. The possible insights 

that such a position afford have been documented through-

out the naturalistic research literature (Garfinkel, 1972; 

Willems & Raush, 1969; Wilson, 1977). 

The sensitive issue of the entry of the participant-

observer into the setting was highly pertinent to this 

study. As recommended by Wilson (1977), the investigator 

had had time to establish empathy with participants and 

to develop a broad intuitive understanding of their actions, 

thoughts, and feelings with regard to infusion. Brandt 

(1972) suggested that the unique role of the participant-

observer offered the possibility of greater reliability 

within such a study. 

The subjects of the focused interview were selected 

from five categories. Two Texas legislators responsible 

for the passage of the Economic Education Act provided one 

perspective on the issue. The Director of Social Studies 



Education for the Texas Education Agency and one of his 

curriculum specialists responsible for translating the man-

date into a curriculum framework provided another. A third 

perspective was presented by leading representatives 

selected from the staffs of State Centers for Economic Edu-

cation. One individual from each of three centers, the 

North Texas Center for Economic Education, Texas A&M Center 

for Research and Leadership in Free Enterprise Education, 

and the University of Texas Center for Private Enterprise 

were interviewed. 

Five local district-level curriculum consultants respon-

sible for implementation provided another viewpoint. The 

social studies consultants for Abilene ISD, Garland ISD, 

Richardson ISD, and Dallas ISD as well as the economics con-

sultant for Houston ISD were interviewed. Each of these 

sites were selected because they had demonstrated a commit-

ment to compliance with the mandate. Each district had par-

ticipated in seminars designed to increase awareness and 

implementation of economic education programs. Further, 

each district had an identifiable consultant responsible for 

this area of the curriculum. 

For the final set of views, representatives were selected 

from over one hundred junior high social studies teachers 

serving in the investigator's school district. These teachers 

had participated in a concentrated three year effort to infuse 

free enterprise into the social studies curriculum. The 

impracticality of interviewing all one hundred teachers led 
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to the decision that a minimum of one teacher from each of 

ten junior highs would be interviewed. The teachers were 

selected randomly from each building. The single require-

ment was that the teachers participated in the three year 

program. 

The focused interview was piloted with a teacher and a 

curriculum consultant. All necessary revisions were made 

and noted in the interview schedule in Appendix A. 

The data collected from all the interviews provided 

valuable pictures of the various interpretations of the 

"infusion dilemma." 

Procedures for Analysis of Data 

Once the interviews were completed, the data were 

reduced and aggregated so that they could be searched for 

similarities and differences in patterns of interpretations 

(Doyle, 1978; Oppenheim, 1966). The various responses were 

analyzed and divided into categories for between-group and 

within-group comparisons. This process provided a basis 

for the iterative process of developing tentative general-

izations, with the intent of producing a descriptive cate-

gorization of interpretations testable by further research. 

More specifically, the analysis proceeded as indicated in 

the following paragraphs. 

As noted previously, all data were collected through 

a focused interview. These interviews were recorded with 
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the participants' permission. The first step of the analysis 

involved a careful review of each tape, listening to each 

tape at least twice, in an effort to transcribe the most 

characteristic responses to each question onto paper. Each 

interviewee was assigned a category and code (see Appendix 

B for examples). Their answers were transcribed into sum-

maries. Key comments in support of the translation were 

recorded verbatim. Tapes then were reviewed again to 

assure the accuracy of the written translation. Four 

university professors and one member of the staff at the 

North Texas Center for Economic Education provided an 

additional objectivity check. These individuals listened 

to the tapes and validated a 10 per cent sample of the 

transcribed responses. Numbered questions and coded 

respondents were selected randomly for validating proper 

interpretations. The typed interview schedule and 

responses then were sent to the respondent for verification. 

A matrix of responses for each group was developed and 

answers for each individual were recorded in appropriate 

cells (see Appendix B for example). This created further 

reductions in the data and provided for within-group com-

parisons. The next step was to create a matrix of responses 

for the entire population. This permitted between-group 

comparisons (see Appendix C for example). 

Once the data were reduced and displayed in this form, 

they were searched for similarities and differences in 
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responses. The information was studied carefully in an 

effort to indicate all similar and different patterns of 

responses to the questions addressed in the interview. 

Finally, the material was again analyzed in order to 

develop inferences about conceptions and interpretations 

of "infusion" held by teachers, legislators, consultants, 

and economic education centers and how these understandings 

may function to facilitate or impede curriculum infusion. 

These inferences were developed through an iterative pro-

cess with repeated reviews of the original transcripts, 

matrices, and tentative generalizations until the inves-

tigator was satisfied that they explained the data. 
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CHAPTER TWO 

REVIEW OF LITERATURE 

"Infusion" in some form has a relatively long history 

in curriculum discourse. But no study has offered a precise 

definition and procedures for implementing "infused" programs. 

This lack of information has led to the "infusion dilemma" 

described by Farman and Hollins (1981), in which curriculum 

specialists are expected to produce a change in practice 

without knowing what it should look like. The lack of 

definition and guidelines for the concept and process of 

infusion therefore result in additional problems. 

This chapter is devoted to a study of "infusion" and 

its related problems. It begins with a review of several 

definitions of the concept of "infusion." It continues 

with an examination of the concept in the context of cur-

riculum history and concludes with an examination of the 

various functions of infusion. In that section, infusion 

is analyzed as an educational slogan and then as educational 

policy. Finally, the implications for infusion in curricu-

lum change are examined. This information provides per-

spectives for the information produced through the data 

collection process. 

16 
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Definitions 

Educational literature offers neither a precise inter-

pretation of the concept nor prescriptions for its enactment. 

Webster's Third New International Dictionary (1965) gives 

this definition for "infuse": . . . to introduce, insinuate, 

suggest (as an idea). . . . infuse implies the introducing 

into one thing of a second that gives life, vigor, or new 

significance." Unfortunately, neither definition offers 

procedural help to those persons struggling with an "infusion 

dilemma" (Farman & Hollins, 1981). 

Traditional sources of information, including the 

Dictionary of Education (1973) and the Encyclopedia of 

Education (1971), do not offer definitions for the concept 

of infusion. The term is used frequently in curriculum 

literature, as evidenced by titles such as "Energy and the 

Curriculum: An Infusion Process" (Fellows, 1980), "Infusing 

a Future Perspective into Standard Social Studies Courses" 

(Franks, 1979), "Infusing Career Education" (Stout & 

Walsh, 1979), and "Curriculum Infusion of Economics and 

Multi-cultural Concepts: Economic Education Houston Style" 

(Bristol, 1979). However, few writers include definitions 

for the concept in their articles. Only one author of the 

above five volunteered a definition for the concept of 

"infusion." The staff of the Project for an Energy-

Enriched Curriculum (PEEC) offered the following. 
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The term infuse means to introduce a principle 
or quality into something; infusion implies 
pouring in something that gives new life or 
significance to the whole. PEEC hopes that 
the infusion of energy into the curriculum 
will enrich existing courses . . . (Fellows, 
1980, p. 12). 

The Project for an Energy-Enriched Curriculum (PEEC) 

also supplied operational examples for infusing energy con-

cepts into the ongoing social studies and science curricula. 

A teaching unit entitled "How a Bill Becomes a Law to Con-

serve Energy" provides one such example (Fellows, 1980). 

This example is rare when one examines the vast number of 

articles directed to the concept of "infusion." 

Metaphors or analogies are used commonly in efforts to 

describe such complex concepts as "infusion." Fellows 

(1980) used this tactic, as did Tyrone (1980) in the 

following excerpt from a recent speech on citizenship 

education. 

The infusing concept (adding to a body of 
knowledge, course or unit) is like filling 
a cup with coffee and adding sugar. The 
ingredients mix and do not spill over the 
brim (Tyrone, 1980). 

Although the example was interesting, images of "adding" 

and "not spilling" may seem contradictory, and the anec-

dotes provided little help in translating the concept into 

practical operations. 

History 

The literature that described the conceptualizations 

of curriculum organization may provide some background 
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information related to the concept of infusion. The most 

common framework for organizing the school curriculum is 

the subject-centered approach. A student attending a 

secondary school, for example, in which the school day is 

divided into six or seven periods with courses from separate 

disciplines, theoretically experiences the subject-centered 

approach. In contrast, a student participating in a program 

designed around his needs and interests experiences the 

theoretical reverse, the student-centered approach. 

Virtually no schools follow either approach exclusively, 

and most include elements of both. 

As a sort of middle ground, the idea of an integrated 

curriculum has long been used by educators to create the 

image of a curriculum designed to meet the needs of both 

learner and society (Kelly, 1977; MacDonald, 1971; Morgan 

& Greenberg, 1973). Oliver (1977) illustrated the rela-

tionship between these three general approaches to curricu-

lum organization by positing a curriculum continuum 

extending from the subject-centered to the student-centered 

approach. In this scheme, the correlated, fused and core 

organizations represent variations of the integrated 

approach. Lounsberry (1978) and MacDonald (1971) concur 

that these are the most common integrated curriculum 

formats. 
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Subject- Student-
centered Correlated Fused Core centered 

Fig. 1—Some Curriculum Organization Patterns (from 
A. I. Oliver, Curriculum Improvement. New York: Harper & 
Row, 1977). 

Oliver (1977) indicates that the fused curriculum 

could also be labeled either "integrated" or "broad 

fields." Oliver selected the term fused because it implied 

"to blend together." There are many different types and 

levels of fused curricula. In general, the purpose of the 

fused curriculum is to bring together several subjects. 

For example, biology is the result of the fusion of prin-

ciples and knowledge from botany, zoology, anatomy, etc., 

all of which could be taught as separate subjects. 

The foundations for the concept of "infusion" seem to 

reside in the fused curriculum approach. Oliver (1977) 

asserts that the fused curriculum makes learning more 

meaningful, as it fosters the fusion of closely related 

knowledge, causing the sustaining central ideas to be 

remembered rather than the independent facts. Like others, 

Oliver uses an analogy to describe the fused curriculum. 

By pouring together the different elements; 
such as water and sand and cement, one gets 
a new, stronger mixture. Thus here, in the 
"mid-position," a pouring together of sub-
jects and students might provide a stronger 
base for learning (Oliver, 1977). 

From this review of definitions for the term "infusion," 

one might conclude that the fused curriculum results from 
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the process of infusion. One thing is certain. The dif-

ficulty in defining the concepts of "fused" curriculum and 

"infusion" forces theorists to resort to metaphors and 

analogies. No practical definitions for the concept of 

"infusion" surfaced through the literature search. No 

completely operational descriptions or procedures were 

offered. In essence, the literature appeared to avoid 

direct discussions of the concept of infusion. This creates 

real problems for persons responsible for the implementation 

of "infusion" programs. These individuals cope with 

"infusion" as a slogan or as a policy. They are called 

upon to translate it into practice without procedural 

guidelines. The lack of an operational definition for the 

concept of "infusion" creates additional problems for cur-

riculum specialists. 

"Infusion" as a Slogan 

Slogans are used widely as devices to promote change. 

"Education for Life Adjustment," "Pursuit of Excellence" 

and "Comprehensive Change" have all been identified at one 

time as slogans (McClellan & Komisar, 1961; Everhart & 

Doyle, 1980). Slogans characterize prescriptive statements 

based upon beliefs and meanings and can be defined as "dis-

tinctive phrases or mottos meant to refer to characteristics 

of a group or a cause" (Everhart & Doyle, 1980, p. 68). 

Problems often occur when slogans become part of public 

policies. The lack of agreement surrounding their inter-

pretations creates serious dilemmas for persons responsible 
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for policy implementation. The infusion of free enterprise 

into the K-12 social studies curriculum in Texas schools 

provides an example of such a problem. 

Slogans serve ceremonial and nonceremonial functions 

(McClellan & Komisar, 1961). "Right to life" elicits 

strong feelings and emotional responses by the public. It 

provides an example of the ceremonial nature of slogans. 

A ceremonial slogan is simultaneously both meaningless and 

rich with potential meanings. It operates to instigate 

interest, incite enthusiasm, and engender loyalty. 

In contrast, the nonceremonial function of a slogan 

provides direction and information. "Competency-Based 

Education" denotes a particular policy to all educators. 

Precise directives and clear explanations can evolve from 

nonceremonial slogans. This is not meant to imply that the 

process will be easy. Slogans operate as complex language 

systems in and of themselves and their use is further com-

plicated in the educational arena. Although slogans are 

used commonly either for their ceremonial or nonceremonial 

nature, in education they often serve both functions simul-

taneously. 

Educators concern themselves frequently with what 

McClellan and Komisar (1961) have termed the logic of 

slogans. An individual's ability to translate the meaning 

of a slogan may provide him or her with some of the tools 

for successful implementation. McClellan and Komisar (1961) 
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describe slogans as ''summarizing assertions" in that clues 

to their meanings rest with the assertions they summarize. 

Educational slogans such as competency based education, back 

to basics, and flexible scheduling frequently contain pre-

scriptive elements. The slogans not only denote a particular 

practice but appear also to recommend certain programs. 

McClellan and Komisar (1961) suggest that all slogans 

create some systematic ambiguities. Often slogans become 

attached to specific proposals rather than stating their 

own particulars. Beginning in the early 1970s, "Back to 

Basics" erupted as a popular educational slogan. Numerous 

school districts across the nation responded by implementing 

their version of a "back to basics" approach to education. 

The type and quality of the programs associated with the 

slogan differed in each locale. To one school district 

"Back to Basics" may have implied renewed emphasis on 

reading, writing, and mathematics while to another school 

system it implied stricter discipline in the school. The 

slogan "Back to Basics" became attached to a number of dif-

ferent educational reforms. McClellan and Komisar (1961) 

would argue that the systematic ambiguities associated 

with "Back to Basics" were never erased because no one 

could adopt the slogan with a complete understanding of 

all its implications. 

Numerous examples in the literature provide further 

elaboration for McClellan and Komisar's (1961) analysis. 
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Kliebard (1971) examined the "Structure of the Disciplines" 

as an educational slogan and described the difficulty in 

interpreting the slogan as used by Jerome Bruner. Although 

"structure of the disciplines" enjoyed much popularity as 

a slogan, confusion attended its translation into practice. 

Kliebard (1971) concluded that "structure of the disciplines" 

had been imbued with almost "mystical" qualities. While 

its stature as a slogan had grown, its usefulness in edu-

cational policy settings had evaporated. "Structure of the 

disciplines" operated as a ceremonial slogan but lacked suf-

ficient clarity to enable it to be defined in behavioral 

terms and to direct action. 

Charters and Pellegrin (1973) reported the failure of 

the slogan "differentiated staffing" to move successfully 

from its ceremonial appeal to a nonceremonial function in 

four different school attempts to implement it. In each 

attempt, the school administration promoted actively "dif-

ferentiated staffing" as an educational innovation involving 

massive organizational changes. The project crew experienced 

little difficulty in establishing a ceremonial purpose for 

the slogan. The program was acclaimed widely. Initially, 

the administration made no attempt to define the plan and 

preferred to leave the staff to handle the situation. No 

practical definitions ever surfaced, as a result "differ-

entiated staffing" as a nonceremonial slogan never occurred. 
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McClellan and Komisar (1961) assert that administrators 

abuse slogans quite frequently. They point to the adminis-

trator who gains acceptance for a slogan at the ceremonial 

level and proceeds to implement a program without permitting 

adequate opportunities to develop a nonceremonial trans-

lation. Popkewitz (1979) maintains that slogans often are 

incorporated into existing school programs. They help to 

create the illusion that the school is responding to the 

desires of its constituency. Popkewitz (1979) indicates 

that administrators choose slogans carefully for their 

ceremonial function. The sense of ambiguity inherent in 

slogans enables them to symbolize the values and aspirations 

of most of the members of the group. Few individuals 

recognize the tactic or demand to see a nonceremonial 

description of enactment. The widely accepted usage of 

the slogan will imply to many that it is being implemented 

(Popkewitz, 1979). 

In another example, Everhart and Doyle (1980) studied 

the use of slogans as one component of a five-year Experi-

mental Schools Project funded by the National Institute of 

Education (NIE). The Jefferson County (Colorado) School 

District adopted the slogan "comprehensive change" in their 

initial application for participation in the study. The 

slogans and goals of the school district changed often 

throughout the course of the five-year project. Fre-

quently, the data seemed to indicate that the administration 
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adopted new slogans to hide the inability of the school 

district to achieve stated goals. Ultimately, new slogans 

rallied public support behind the old status quo and no 

one ever seemed to question the strategy. 

The literature on curriculum change contains numerous 

examples of attempts to translate the ceremonial charac-

teristics of a slogan into nonceremonial prescriptions. 

The difficulty of the procedure appears throughout the 

three previous examples. In all three attempts ceremonial 

slogans failed to stimulate any real change. In the Jef-

ferson County School District example, the slogans aroused 

new support for an already undefined status quo. Unfor-

tunately, all slogans do not appear to follow a natural 

cycle of movement from ceremonial to nonceremonial func-

tions. 

Infusion seems to contain characteristics that qualify 

it as a slogan. Infusion has popular appeal, as witnessed 

by its inclusion in the Texas free enterprise mandate and 

in numerous article titles (Bristol, 1979; Franks, 1979; 

Stout & Walsh, 1979; Fellows, 1980). It has the necessary 

ambiguity about its meaning and purpose as indicated by the 

lack of definitions within the literature. Moreover, the 

term itself seems to provide no help to educators in identify-

ing the what, when, where, and how of implementation. Clear 

conceptualizations of strategies for achieving infusion 

have yet to be identified. While the concept is vague 
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enough to attract followers, it appears to lack the neces-

sary specificity to direct action. 

Infusion as Policy 

The role of slogans in developing educational policy 

is problematic. Policy formation at any level requires 

that societal goals be translated into operational programs. 

However, the goals of different groups within a society 

often conflict, resulting in a situation in which the only 

slogans that produce public support are those with such 

high levels of ambiguity they prevent easy translations 

into programs (Elborn & Dror, 1970). In times of slower 

transition or greater social stability, such problems in 

policy formation and program development have been less 

noticeable. But in the last twenty—five years, legis-

latures have become more active in establishing curriculum 

policy for the schools and in directing educational change 

(Kirst & Walker, 1971). 

At present, little information is available on the 

relative impact of legislative mandates on curriculum 

change. Even less is known about the effects of change 

efforts promoted by the slogan of "infusion" as compared 

to other strategies. Lehne and Rosenthal (1980) indicate 

that the passage of a legislative mandate does not guaran-

tee enactment of new policy. For this reason some recent 

studies have focused on the impact of legislative mandates 
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as well as on the process of enactment in schools. 

Examples of such studies follow. 

In 1973 the American Bar Association commissioned a 

large-scale study to examine the impact of legislative 

mandates on educational innovations (Henning, 1979). The 

study attempted to determine the impact of law-related 

educational programs that were legislatively mandated. 

The Ford Foundation funded this five-year study that 

focused on four questions. 

1. How does the high school social studies curricu-

lum currently deal with law-related topics? 

2. What factors influence the presence or absence 

of law-related education? 

3. What are the relevant state laws and their 

impact? 

4. What are ways law-related education is taught? 

Initially, the study described the typical patterns 

involved in translating a mandate into practice. State 

legislatures adopt statutes specifying new curriculum 

content for the schools. State departments of education 

evaluate the statute and develop appropriate guidelines. 

Legislative statutes and state department guidelines 

constitute local curriculum mandates. The research team 

found that curriculum mandates usually were initiated by 

the state department and rarely by the legislature. 
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Many Texas teachers participated as interview sub-

jects in the study. Currently, the state department 

mandates sixteen hours of instruction in law-related 

materials during the eighth grade American History course. 

Few Texas teachers indicated an awareness of the various 

courses and topics mandated by the state. They assumed 

their administrators were familiar with the law and kept 

them in compliance. The authors hypothesized that the 

difficulty in locating the statutes may have led to the 

teachers' reliance on the administration. For whatever 

reason, the impact of mandates on instruction in Texas is 

viewed as uncertain and related to the levels of knowledge 

and commitment displayed by administrators (Henning, 1979). 

Although law-related education was mandated by the 

state, other forces determined whether it was included in 

the curriculum. Two factors seemed to encourage the 

inclusion of law-related materials. The teachers noted 

that the enthusiasm and interest of their students as well 

as their understanding of the subject encouraged them to 

include the topics in their curriculum. Other factors, 

including a lack of understanding of the subject as well 

as a lack of appropriate materials, discouraged the use 

of law-related education. 

The investigators concluded with prescriptions for 

insuring instruction in law-related materials. The study 

established a need to require a course or an appropriate 



30 

number of instructional hours in law-related education. As 

alternatives, students could be required to pass a particu-

lar course or test for graduation. 

A similar study designed to measure the response to a 

state mandate was conducted in California in 1975. Peter-

son (1976) attempted to report the response of a complex 

organization to a legislative mandate. The study employed 

an ethnographic approach to measure the response of a 

multi—campus community college system to a Board of Governors 

mandate to implement a Program Planning Budgetary System 

(PPBS). The ambiguity, arbitrariness, and authoritativeness 

of the mandate led to three responses from persons respon-

sible for implementation. These individuals proceeded 

through the three stages described by Walker (1975) in 

their attempt to implement an appropriate policy. As a 

result of the investigation, Peterson (1976) argued for 

certain guidelines when attempting to establish new policy. 

He encouraged preserving familiarity, avoiding broad 

labeling, and assigning discrete tasks with appropriate 

deadlines. 

In another study, Elmore (1979) examined the relation-

ship of legislators to the implementation of curriculum 

innovations. He cited four concerns expressed by legis-

lators regarding policy development and enactments. 

Legislators first noted the difficulties they often exper-

ienced in making decisions from conflicting options. 
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For example, mandating a free enterprise course may please 

the business lobby and at the same time create animosity 

among labor organizations. Secondly, legislators were 

concerned over the number of mandated policies that were 

overly ambitious and would create substantial difficulties 

for districts that attempted to comply. The third concern 

was related to the second. They often recognized the 

financial and administrative hardships created by such 

mandates. Finally, they frequently were angry with state 

educational agencies that lost the spirit of the legis-

lation when they translated it into policy guidelines. 

Infusion of free enterprise education as a policy 

mandate from the Texas Legislature has resulted in many 

of the same responses and problems for Texas educators. 

Following the passage of House Bill 1118 mandating an 

elective course in free enterprise, Knebel (1979) reported 

a survey indicating that 80 per cent of the states' 

teachers had never completed a course in economics. 

Administrators as well as teachers expressed concern over 

the lack of knowledge in economics and the lack of appro-

priate materials (Knebel, 1979). Ziegler (1979) con-

firmed Knebelfs assessment of the situation in Texas. 

Although the state agency attempted to establish guide-

lines (Grigar, 1979) little practical assistance was 

provided to school districts trying to comply. While 
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infusion had little trouble becoming a state policy, real 

problems occurred during attempts to translate it into 

practice. 

Infusion in Theory 

Some years ago, Orlosky and Smith (1972) summarized 

nineteen studies of major educational innovations conducted 

since 1950. They classified the innovations according to 

four levels of implementation by using a scale that ranged 

from level one (for non-implementation) to level four 

(signifying successful permeation of the educational set-

ting). Of the nineteen innovations studied, only one 

received a level four classification. Orlosky and Smith 

concluded that it took a long time for new practices to 

infiltrate schools, that the implementation rate for 

innovations was low, and that a knowledge base was lacking 

in this important area. Yet many educators still try to 

develop the ideal means to insure the successful infusion 

of curriculum innovations. The following are such examples. 

A National Model—Project DEEP 

In 1948, the Joint Council on Economic Education was 

organized to promote the inclusion of economic concepts in 

the school curriculum. The Joint Council provided a 

methodology for establishing a K-12 integrated economic 

education program across the nation (Hansen, 1977). 
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This approach, labeled the Developmental Economic 

Education Project, or DEEP, identified several key steps 

a state or school district could follow when attempting to 

establish an integrated economic education program. Phase 

one would involve the recognition by a school district of 

a need to improve economic education. In phase two, school 

districts would identify a coordinator and curriculum com-

mittee and conduct a needs assessment in the areas of cur-

riculum and teacher education. In phase three, school 

districts were encouraged to contact economic education 

centers and other school districts in their area for input. 

The final phase involved a commitment to curriculum change 

and teacher preparation, with continuous evaluation 

(Symmes, 1969). 

Although the DEEP model has been adopted by more than 

150 school systems, research suggests that it has exper-

ienced little success as an infusion program, and many 

questions have surfaced regarding this process approach 

toward curriculum change (Hahn, 1977). DEEP provides the 

sole example of a nationwide program designed to infuse 

economics into the school curriculum. 

A State Model—Citizenship 
Education in Texas 

In 1969, the Texas legislature mandated education for 

citizenship. It became the responsibility of the state 

agency to develop procedures to assure the state's com-

pliance with the mandate. The agency outlined a number 
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of steps that were to be enacted over several years (Tyrone, 

1980). They hoped to provide local school districts with 

the appropriate means for achieving the requirements of the 

law. 

The Texas Education Agency began by designating citizen-

ship as an essential and basic curriculum element (Tyrone, 

1980). This action resulted in a number of requirements in 

local school districts. Local districts were required to 

include citizenship in their district goals. The inclusion 

of citizenship goals and objectives in the Texas Education 

Agency*s Social Studies Framework obliged school districts 

to include these goals in their social studies curriculum 

guidelines and develop appropriate strategies to insure 

compliance. In recognition that school districts build 

curriculum guides around textbooks, the agency informed 

textbook publishers that citizenship content would become 

a new requirement for all social studies books. 

The Texas model provided one example of a state's 

attempt to include new content material throughout the cur-

riculum. Although the concept of "infusion" was not 

identified specifically, the procedures outlined for imple-

mentation demonstrated a very similar process. Many other 

states besides Texas have implemented plans for achieving 

legislative goals (King, 1976; Morrison, 1974; Franks & 

Howard, 1979; Waack, 1979). Some relate directly to the 

infusion of economics into the statewide social studies 
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curriculum (Economic Advisory Panel, 1967; Whitehead, 1974; 

Boyer, 1978; Johnson, 1978). The Texas citizenship effort 

provided one example of a prescriptive model for curriculum 

change involving the integration of a new concept into the 

curriculum. Yet, its impact remains to be measured. 

A Local Model—Economic Education 

The Houston Independent School District responded 

quickly to the Texas legislative mandate requiring the 

infusion of economics and free enterprise into the social 

studies curriculum. The school district first joined the 

Joint Council on Economic Education DEEP network and 

appointed a consultant responsible for the implementation 

of the program. Bristol (1979) indicated that the Houston 

Independent School District provided extensive inservice 

education programs to develop within teachers an under-

standing of the relationship between economics and their 

teaching assignment. Finally, teachers developed units for 

inclusion in the regular curriculum framework. These plans 

provided an example of a school district's attempt to comply 

with an infusion mandate. However, the mere presence of 

these plans for compliance does not establish necessarily 

that implementation occurred. 

A Classroom Model—Energy Education 

The literature is filled with numerous suggestions of 

ways for teachers to infuse a new concept into their cur-

riculum (Stouts & Walsh, 1979; White & Meadows, 1978). 
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Fellows (1980) asserted that social studies and science 

teachers needed to include energy concepts in their lesson 

plans. He maintained that energy was one of the most im-

portant issues of the decade, and he suggested that students 

need to be prepared to face energy-related problems. He 

provided examples for teachers designed to demonstrate the 

ease with which energy concepts could be included in their 

curriculum plans. He explained different modules designed 

to combine energy concepts with the goals of a science or 

social studies curriculum. He offered the example of a 

unit entitled "How a Bill Becomes a Law to Conserve Energy" 

to demonstrate his method for teaching about energy in a 

government class. Other authors follow the pattern typified 

by this example. 

The prescriptions noted above represented ideal plans 

for implementation. But research indicates that the ideal 

is rarely achieved. For this reason it is necessary to 

examine the realities of practices to assess the fates of 

ideal "infusion" programs. 

The Realities of Practice 

Fullan and Pomfret (1977), in an exhaustive survey of 

the implementation literature, recognized that the intended 

or planned use of an innovation rarely predicts its usage. 

As a result, implementation needs to be examined as a 

separate event in any process of curriculum change. 
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Implementation is studied frequently from the fidelity and 

mutual-adaptation perspectives. 

Research from a Fidelity Perspective 

Fullan and Pomfret (1977) examined numerous innovations 

from a "fidelity" perspective. That perspective involved an 

effort to determine the degree to which actual use of an 

innovation corresponded to the intended or planned use. 

Twelve projects were studied from a fidelity perspective. 

The research centered around the development of an assess-

ment instrument to measure the level of congruence between 

intended use and actual use. 

One important approach that resulted from the fidelity 

perspective was the Concerns Based Adoption Model, or CBAM. 

In describing CBAM, Loucks and Pratt (1979) contended that 

change was a process, not a single event. The model hypoth-

esized that individuals move through stages of concerns as 

they complete the adoption process. Through their work at 

the University of Texas Research and Development Center for 

Teacher Education they developed means to measure the seven 

stages of concern, labeled in Figure 2. 

Researchers working on the CBAM project utilized 

focused interviews to assess the stages of implementation of 

three key innovations, including teaming, elementary science 

curriculum, and use of modules. According to Fullan and 

Pomfret (1977), CBAM took fidelity to its logical conclusion, 
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because by determining the levels of use of innovations 

according to prescribed criteria, one could assess the 

success of the innovations. 

Stage Concerns About 

0 Awareness: limited knowledge 
1 Informational: general characteristics of the 

innovation and what is required 
to use it 

2 Personal: one's role and possible conflicts 
between that role and anticipated 
demands of the innovation 

3 Management: time, organization, managing and 
. „ making the innovation work smoothlv 
4 Consequences: student outcomes 
5 Collaboration: working with others in using the 

innovation 
6 Refocusing: finding another and more effective 

way 

Fig. 2—Stages of concern about innovations (from 
Loucks and Pratt, 1979). 

Research from Mutual Adaptation Perspective 

Not all researchers accept the fidelity perspective. 

Some investigators posit that the process of change is too 

complex to lend itself to atomization into specific char-

acteristics and levels of use. Instead, they study imple-

mentation from a process perspective in an effort to 

determine how innovations change during the process of 

implementation. This process is often referred to as that 

of "mutual adaptation." 

The term "mutual adaptation" developed from a series 

of studies conducted by the Rand Corporation (e . g . , Berman & 

McLaughlin, 1976). These studies examined the implementation 
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of several innovations from four perspectives: fidelity of 

implementation, perceived success as reported by adopters, 

behavior changes in adopters, and expectations for continued 

success (Berman & McLaughlin, 1976). Those projects deemed 

most successful had involved some form of mutual adaptation. 

The process of mutual adaptation involves a constant 

redefining of an innovation to meet an institutional or 

individual goal, viewpoint, or procedure. Mutual adaptation 

implies that an innovation is planned, organized, and imple-

mented to meet the needs and the structure of the adopting 

institution. The innovation is expected to adapt to the 

needs of the institution rather than the institution adapting 

to the criteria of the innovation. 

The literature indicates that innovations typically do 

not adhere to their original design when they are implemented 

(Fullan & Pomfret, 1977). While researchers may be able to 

identify different levels of use of various innovations 

(Hall & Loucks, 1979), it is more common to find that insti-

tutions and individuals will adapt innovations to meet their 

individual needs (Berman & McLaughlin, 1976). It is apparent, 

therefore, that innovations change as they are implemented 

and infused into the curriculum. The following sections 

review characteristics of settings and innovations to search 

for patterns that may impede or facilitate infusion. 
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Characteristics of Settings 

Characteristics of adopter settings far outweighed 

characteristics of innovations in influencing the adoption 

or rejection of particular innovations. Pincus (1974) indi-

cated that the incentive system of public institutions, 

including schools, worked to inhibit the successful imple-

mentation of most innovations. He explained that market 

economics did not affect public institutions and, as a result, 

schools had little incentive to attempt change. As schools 

were not put in business to make profits they did not 

attempt changes deemed as cost saving, in contrast, Pincus 

found that when schools were finally ready to attempt a 

change, frequently they would adopt cost raising innovations 

that did not require vast changes in organizational structures. 

Only changes deemed acceptable by the community were approved 

by the school, and these usually involved instructional 

programs. Yet the nature of the institution and individual 

to resist change made these attempts few and far between. 

Hahn (1977) isolated some characteristics of settings 

that may work to encourage implementation of innovations. 

Larger schools and schools in metropolitan areas were more 

likely to adopt innovations than rural schools. Teachers 

and department chairpersons who belonged to the National 

Council for the Social Studies or read its journal, Social 

Education, more frequently were aware of current innovations. 

Age, sex, years of teaching experience, and background 
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showed little relationship to level of adoption. However, 

teachers who were actually involved in professional organi-

zations and activities demonstrated a higher degree of 

adoption. Yet, more importantly, such external factors as 

local politics, current priorities of the school system, or 

other constraints in the school environment acted as primary 

determinants of adoption and implementation (Ponder & Davis, 

1982). 

Characteristics of Innovations 

The characteristics of innovations seem to have less 

impact than the characteristics of settings on the eventual 

adoption or non-adoption of innovations (Ponder & Davis, 1982; 

Hahn, 1977). But in some cases the educator's perceptions of 

an innovation's characteristics affected its ultimate destiny. 

Hahn (1977) identified five such characteristics. One attri-

bute, relative advantage, indicated the degree to which an 

innovation was perceived as being better than what was cur-

rently in practice. Relative advantage was determined 

according to whether the innovation increased student 

interest and knowledge. This one characteristic had the 

greatest impact on potential adoption. A second charac-

teristic, compatability, implied the degree to which the 

innovation was seen as being compatible with the potential 

adoptee's needs, values, and previous experiences. The next 

trait, trialability, examined the accessability of an 
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innovation to a. pilot period. The fourth characteristic, 

observability, indicated the degree to which the results of 

an innovation would be apparent to others. Finally, com-

plexity, the fifth attribute, represented the degree to which 

an innovation was difficult to understand. Hahn (1977) noted 

numerous studies whereby these attributes were used to measure 

the adoption or rejection of curriculum projects. 

Teacher reaction to innovations also served as a rela-

tive determinant in terms of expectations for future imple-

mentation. Doyle and Ponder (1977) identified instrumentality, 

congruence, and cost as three attributes of innovations to 

which teachers react. Instrumentality denoted the degree to 

which the innovation was communicated clearly, explicitly, 

and in practical terms with practical procedures. Congruence 

related to the innovation's perceived compatability with 

regular classroom routines. Cost referred to the amount of 

return the participant could expect from his or her invest-

ment in terns of student interest and increased knowledge. 

Numerous examples of the impact of various perceived 

characteristics occur in the literature. During the 1970-71 

school year, for example, on-site observations were conducted 

at four Colorado schools attempting to implement differen-

tiated staffing. The lack of clarity regarding the con-

ceptualization of the project was identified as the key 

reason for the program's demise (Charters & Pellegrin, 1973). 
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The issue of instrumentally surfaced in one attempt to 

assess the levels of use of three particular innovations in 

Scottish schools. These included guided discovery, mixed 

ability grouping, and integration of science. Over a two 

year period, the schools attempted to integrate each of 

these innovations into their science curriculum. Researchers 

conducted a series of open-ended interviews in which the 

teachers noted concerns over resource constraints and con-

ditions for effective teaching. The researchers felt that 

the ultimate failure of the three projects occurred because 

the participants had been unable to develop a clear under-

standing of the curriculum writers' intentions (Brown et al., 

1976). 

Elliott (1976) identified similar reasons for the failure 

of the United Kingdom's attempt at encouraging self-monitoring 

among teachers. Participants generally reacted negatively to 

the document describing their roles in the implementation of 

the new strategies. They indicated they did not feel they 

had time to carry out the suggested tasks and saw little 

point to do so. The project ultimately had limited success. 

Others, including Sarason (1974) and Fullan and Pomfret 

(1977), also indicated that many innovations have failed due 

to a lack of clear instructions. Fullan and Pomfret (1977) 

found that unclear instructions usually led to user con-

fusion and frustration which would result in a low degree of 

implementation. 
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This was a primary concern of this study. If infusion 

operated as a slogan and as policy, but viable definitions 

and procedural explanations were not available to describe 

it as an innovation, what impact would this lack of clarity 

have on its level of enactment in school settings? 

Conclusion 

Infusion appeared to have its roots in the idea of cur-

riculum integration. However, the literature on innovations 

failed to define the concept of infusion nor did it outline 

procedures for implementing an infusion program. 

Many writers debated the pros and cons of curriculum 

infusion but failed to describe the process. The complexity 

of the concept increased with the recognition that infusion 

operates simultaneously as a slogan, policy, and innovation. 

Infusion appears to function successfully as a slogan. 

In fact, it contains many of the attributes common to cere-

monial slogans. Infusion incites emotional appeal and 

support. It is popular to use in journal articles as well 

as legislature mandates. Infusion is characterized by a 

sense of mystery and aloofness. However, the concept lacks 

enough clarity and public consensus to be considered a non-

ceremonial slogan. There exists no general agreement as to 

a means to translate the slogan into practice. 

Infusion influences policy in many school systems even 

though few people understand the means to implement an 
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infused program. The increased involvement by state legis-

latures in the curriculum policy arena left public schools 

struggling to implement new mandates. Generally speaking, 

research on the impact of legislated mandates has concluded 

that mandates will have little impact on teaching unless the 

teacher is comfortable with the mandated subjects and the 

students are motivated by them. 

Finally, numerous theoretical models have proposed the 

ideal means for adding an infused element to the curriculum. 

However, research demonstrates consistently the discrepancies 

between the ideal and reality. The realities of practice, 

as related to the process of infusion, indicate that insti-

tutions are more likely to adopt innovations that they can 

adapt to their needs and goals. Through the process of 

mutual adaptation, innovations like the process of infusion 

are altered to meet the needs of each individual setting. 

And in the end, it is the characteristic of the setting as 

well as the perceived attributes of the innovation that 

determine the adoption or rejection of most innovations. 

These characteristics were examined during the course of 

this study. 
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CHAPTER THREE 

PROCEDURES FOR DATA COLLECTION AND ANALYSIS 

The "infusion dilemma" has resulted in part from the 

lack of procedural guidelines and subsequent multiple inter-

pretations of legislative mandates (Farman & Hollins, 1981). 

The problem for this study was to examine understandings of 

the concept of "infusion" in curriculum change. The present 

study addressed the issue of procedural clarity with respect 

to a particular set of infused curriculum elements. The 

interpretations of the concept of "infusion" held by people 

in some way concerned with the implementation of the 1977 

Economic Education Act mandated by the Texas legislature were 

examined. 

Twenty-two individuals affected by the legislation were 

interviewed in an effort to achieve the stated goals of the 

study. These twenty-two individuals were selected purposely 

from different groups affected by the mandate. The inter-

viewees included representatives from the Texas Legislature, 

Economic Education Centers in the state of Texas, curriculum 

specialists from several local school districts, the Texas 

Education Agency, and classroom teachers. 

Since the majority of the respondents were familiar with 

the investigator prior to the study, a focused interview was 
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chosen as the primary data collection procedure. The inter-

viewer served in a school district committed to economic 

education, a commitment acknowledged by the legislature on 

numerous occasions. Subjects outside the school district 

also were aware of this commitment and the interviewer's 

desire to see that the school system complied with the man-

date. In return, the interviewer was familiar with the steps 

others had taken to assure their compliance with the mandate. 

This involvement with the respondents enabled the interviewer 

to delve more deeply into the subjects' understandings of 

the concept of "infusion." The effective use of focused 

interviews for the collection of data has been well substan-

tiated throughout the corpus of ethnographic literature 

(Brandt, 1972; Garfinkel, 1972; Wilson, 1977; Hord, 1978). 

The interview schedule was designed to collect pertinent 

information regarding the concept of "infusion." The inter-

view subjects responded to questions regarding their inter-

pretation of the concept of "infusion" as well as their 

perception of other groups' interpretations. They also pro-

vided their assessment of the positive and negative effects 

of the implementation of the Economic Education Act. Finally, 

they identified key characteristics associated with successful 

and unsuccessful "infusion" programs. Their responses pro-

duced a set of data from which inferences regarding under-

standings were drawn. The various interpretations also were 

compared for similarities and differences. The results 
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provided implications for a description of participants' 

understandings of the process of infusion. 

Procedures for Collection of Data 

Instrumentation 

An open-ended, in-depth interview served as the primary 

method of data collection (see Appendix A). Theoretical as 

well as practical questions were addressed to the issue of 

"infusion" as manifested in the implementation of free enter-

prise education in Texas public schools. The open—ended 

interview offered great advantages for a study of this nature. 

The flexibility accompanying this type of research methodology 

was a key reason for its choice. Throughout each interview 

the interviewer had the options of changing the order of the 

questions, clarifying any questions, and building upon 

respondents comments. The success of the interview rested 

on the ability to probe into the feelings and understandings 

of the interviewees (Oppenheim, 1966; Brandt, 1972; Garfinkel, 

1972; Wilson, 1977). This type of information would have been 

impossible to observe directly and too complex to collect 

through the use of a questionnaire (Brandt, 1972). 

Numerous studies have affirmed the use of the focused 

interview in data collection. These include studies designed 

to measure the levels of acceptance and implementation of 

particular curriculum innovations (Charters & Pellegrin, 1973; 

Brown, 1976; Fullan & Pomfret, 1977; Loucks & Pratt, 1979). 
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Hord (1978) assessed the reliability and validity of this 

type of ethnographic research. Through focused interviews 

she found that subjects of ethnographic research studies did 

not believe they were influenced by their role as a partici-

pant in such a study. Her results strengthened the bank of 

data supporting this particular research methodology. 

The data collection instrument was composed of an eleven-

question interview divided into four parts. The first part, 

"Personal Information," was designed to collect descriptive 

data about the interviewees. Questions were asked about the 

current positions held by respondents and their previous 

experiences with infusion projects. The questions were placed 

at the beginning of the interview to put the subjects at ease 

and to help instill confidence in their ability to provide 

data valuable to the study. This was an especially important 

section for the classroom teachers who had had few experiences 

with research studies of this nature. These questions also 

served to help check the validity of respondents' answers. 

The second group of questions, "Definitions," was util-

ized to record interpretations of the concept of "infusion." 

Respondents defined the term as used in the legislative man-

date and then offered their perceptions of the definitions 

other groups would offer for the concept. These data helped 

build a response to the research question: "How do legis-

lators, Texas Education Agency personnel, economic education 

center personnel, curriculum consultants, and teachers 
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interpret the concept of infusion in relation to a free enter-

prise curriculum whose infusion was legislatively mandated?" 

The third group of questions, "Descriptions/Reactions," 

asked respondents to offer their assessment of the positive 

and negative characteristics associated with the concept of 

"infusion" as utilized in the Economic Education Act. They 

also projected how the other groups interviewed might react 

to their evaluation. They then were asked to create the ideal 

infused curriculum program and contrast it to the realities of 

practice. These questions permitted comparisons of the dif-

ferences and similarities in interpretations among members of 

the same group (teachers, for example), and members of dif-

ferent groups, such as teachers and legislators. 

The final set of questions, "Evaluations," enabled the 

interviewees to analyze all infusion programs they had 

encountered. Respondents were asked to identify the char-

acteristics of the most successful programs they had wit-

nessed as well as the factors that worked to inhibit infusion 

programs. Their evaluations aided the development of impli-

cations about the viability of infusion programs. 

A pilot interview was conducted with a classroom teacher 

and a curriculum specialist. This provided information 

regarding the length of the interview schedule and the clarity 

of the questions. The interviews averaged approximately 

thirty minutes. As a result, the length of the interview 

schedule remained unaltered. However, additional clarification 
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was required for four questions during the pilot interviews. 

These questions were changed to meet the intent of the inter-

view. For example, question nine first read: "What do you 

think the free enterprise (or other infused curriculum ele-

ments) actually looks like in practice?" it was changed to 

read: "What are different ways the free enterprise (or other 

infused curriculum elements) actually are implemented?" 

Other changes made in the interview schedule are indicated 

on the final draft and appear in Appendix A. 

Subjects 

The twenty-two subjects for the focused interview repre-

sented five different categories. The Economic Education Act 

in some way affected members of each group. The five cate-

gories included Texas legislators, Texas Education Agency 

personnel, Economic Education Center personnel, curriculum 

specialists from several school districts, and classroom 

teachers. This study intended to determine the understandings 

of the concept of "infusion" rather than misunderstandings or 

no understandings. As a result, individuals were selected 

for an interview based on their familiarity with the Economic 

Education Act and their efforts to infuse economic education 

into local social studies curricula. This general criterion 

of familiarity with the infusion of economic education was 

employed in an effort to maximize the quantity and quality 

of information respondents would be able to contribute to 
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the study. The criterion of familiarity also is consistent 

with research precedents in other areas of social studies 

education (Henning et al., 1979). 

Two legislators serving in the Texas House of Represen-

tatives participated as interview subjects in the study. Both 

were familiar with the Economic Education Act and its impli-

cations. One of the representatives served as a co-writer 

and sponsor of the legislation. The other representative co-

sponsored the act in the House. 

Two social studies specialists, responsible for the 

implementation of the Economic Education Act were selected for 

interviews to represent the Texas Education Agency. One repre-

sentative served as the Director of the Social Studies depart-

ment. The second individual was a consultant for citizenship 

and law-focused education. Free enterprise was encompassed 

under the agency goal for effective citizenship. 

The three representatives from the several economic edu-

cation facilities in Texas had several years of experience in 

working with the implementation of the economic education leg-

islation. The representative from the North Texas State Uni-

versity Center for Economic Education had played a key role 

in the development of the Economic Education Act. He had 

served as an advisor to a minimum of ten school districts in 

the state attempting to comply with the mandate. The second 

professor represented the Center for Leadership and Research 

in Free Enterprise Education at Texas A&M University. This 
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individual also had worked with teachers across the state. 

The final interviewee served on the staff of the University 

of Texas Center for Private Enterprise. She had served also 

as a consultant to many school districts as well as working 

with teachers through their summer practicum. The final consid-

eration for selecting representatives from these three institu-

tions was one of philosophy and finance. Two of the institu-

tions were financed solely by private sector funds while the 

other was financed through the public sector. Differences of 

opinion may have surfaced as a result of this fact. 

The curriculum specialists were selected from school 

districts recognized for their commitment to economic education. 

Each district had taken steps toward compliance with the man-

date and participated in workshops to share their experiences. 

They represented some of the largest, as well as medium-sized 

districts in the state. Representatives served in districts 

in northeast Texas, west Texas, and south central Texas. Each 

curriculum specialist had served since before the passage of 

the Economic Education Act. Their levels of compliance varied 

from the requirement of the free enterprise course for grad-

uation to the development of a total K-12 integrated social 

studies approach. 

The final group, the classroom teachers, were selected 

intentionally from the interviewer's school distirct. One 

teacher was selected at random from each of the ten junior 

high schools in the system. The teachers selected had to 

meet the requirement that they had been teaching junior 
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high social studies three years prior to the study. This was 

necessary because it was at that time the school district had 

begun its intensive commitment to developing a K-12 economic 

education program. The junior high teachers were asked to 

work with the consultant by attending workshops, developing 

curriculum, and piloting all resulting teacher-made materials. 

These teachers, therefore, had experienced various attempts 

at infusing economic education into the curriculum, and they 

could provide the type of information necessary for this 

study. 

Procedures for Collection of Data 

The principal investigator served as Consultant for Free 

Enterprise Education in the district from which the teachers 

were selected, and all persons interviewed were familiar with 

her work. This position enabled her to act as a participant-

observer during the course of the study. The literature has 

addressed both the benefits and limitations of this type of 

research (Willems & Raush, 1969; Garfinkel, 1972; Wilson, 

1977). As the participant-observer, the investigator had 

three years to establish her credibility with her colleagues 

and develop an intuitive understanding of their actions, 

thoughts, and feelings with regard to infusion (Wilson, 1977). 

The information gathered through this study would not have 

been accessible through quantitative research methodology 

(Willems & Raush, 1969; Wilson, 1977). yet, attempts were 
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made to overcome any limitations fostered by this familiarity 

between researcher and participants through a number of 

objectivity checks described later in this chapter. 

Standard procedures were followed in the case of each 

interview. The initial request for each interview was made, 

m most cases, in person. During the initial contact the 

nature of the study was explained to the respondents, and 

they were given the opportunity to agree or decline to par-

ticipate. All agreed, and an appropriate time and place for 

the interview then was set. All individuals except two were 

interviewed at their job site. The remaining two were inter-

viewed during a professional social studies meeting. Every 

attempt was made to conduct the interview in comfortable sur-

roundings using a conversational style of questioning. All 

of the participants agreed to have their interview recorded 

on audio tape. The respondents were told that they would 

have the option of changing or adding to any of their 

responses when they received a copy of their transcribed 

answers. The interviewer began by reading each question as 

written on the interview schedule. An interview schedule was 

placed in front of the respondent so that he or she could 

refer to the questions throughout the process. Whenever 

requested by the interviewee, further clarification was pro-

vided. This style of interview created an atmosphere con-

ducive to the collection of the necessary information. 
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Procedures for Analysis of Data 

After each interview the researcher summarized the 

responses to each question in written form. This involved 

playing and replaying the tape to assure an accurate account 

of the respondent's answers. Subsequently, all responses 

were typed and two validation and objectivity checks were 

imposed. The members of the researcher's doctoral committee 

and one additional professor with interest and experience in 

economic education helped with the validation process. An 

individual not involved in the study selected names and num-

bers from three boxes containing the five names of the pro-

fessors, interview subjects, and questions between three and 

ten. Questions one, two, and eleven were eliminated because 

of the nature of the questions. Each professor validated 

one response on five different tapes. This validation pro-

cedure was utilized to assure that the interviewer had made 

an accurate summary of the responses for each interview. Ten 

per cent of all responses were validated by the professors 

according to this procedure. As a result of this procedure, 

only three minor changes were made in the twenty-two tran-

scriptions. 

Finally, the interview subjects were provided a tran-

scription of their responses to acquire their assurance that 

the summary and translations reflected an accurate interpre-

tation of their responses. Any changes noted by the inter-

viewees were duly recorded on the final transcription 

analyzed for the study. 
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In the next phase the data were organized to prepare for 

within-group and between-group comparisons. The intent of 

this analysis was to identify patterns of understandings 

exhibited by the groups studied and to describe the similar-

ities and differences found in those patterns (Oppenheim, 

1966; Doyle, 1978). This process provided the basis for the 

iterative procedure of developing tentative descriptive cate-

gories of understandings and plausible explanations for their 

occurrence. More specifically, the analysis proceeded as 

indicated in the following paragraphs. 

A final transcription for each subject was compiled from 

the changes noted by the subjects and the validation team of 

professors. An example of a final transcription can be found 

in Appendix D with all changes duly noted. The procedures 

described in the following example were utilized consistently 

throughout the analysis process. 

After the preparation of the final transcription, the 

first step involved the reduction of the data to enable the 

comparison of within-group responses. Texas Education Agency 

personnel responses to question three will provide an example 

of this step. 

Question number three asked, "Are you familiar with the 

1977 Texas Legislature's mandate that calls for the infusion 

of economic education into all levels 1-12 of social studies? 

What does the term 'infusion' as used in that mandate mean to 

you?" 
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TEA representative number one's transcribed response was: 

Yes, infusion means placing content into existing 
curricula so that it fits within those courses yet 
does not allow other content to be fused out. It 
is like sugar sweetening coffee but not causing it 
to run over the brim. 

This response was reduced in step two to the following: 

Yes...placing content into existing courses so 
that it fits within those courses but does not 
allow other content to be fused out—like sugar 
sweetening coffee but not spilling over the brim. 

TEA's representative number two's complete transcribed 

response to question three was as follows: 

Yes. Infusion means using the existing curricula 
to include in an appropriate manner the concepts, 
ideas, and content that could be labeled free 
enterprise education. 

The reduced response for step two appeared as follows: 

Yes...using the existing curricula to include 
in an appropriate manner the concepts, ideas, 
and content that could be labeled free enter-
prise. 

Often times the reduced data in step two did not vary greatly 

from the original transcription completed in step one. 

Step three involved the combination of the data into a 

cell for comparison of responses within a single group to a 

single question. This cell for question three appeared as 

follows for the Texas Education Agency representatives. 
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Question 3 

Responses by Texas Education Agency Personnel 

Similarities Differences 

Both are concerned with using 
the existing curricula, to 
place or include new content 
which fits or is appropriate 
to the structure. 

One is concerned with not 
fusing out other content. 

One uses example of sugar 
sweetening coffee. 

One specifically indicates 
content includes ideas, 
concepts, and content. 

Fig. 3—Within-group comparisons 

Step five involved the analysis and comparison of all 

groups for each individual question. The cell for comparison 

between groups for question three appeared as follows: 

Question 3 

Responses by All Groups 

Similarities Differences 

Functional Definitions 

9T,5C,3E,2A,2L: refer to 
"blending," "mixing," 
"fitting together," 
"incorporating," "inte-
grating" economics/free 
enterprise into curriculum, 

9T: referred to social 
studies courses 
specifically. 

4C: referred to total cur-
riculum. 

2E: referred to a natural 
or organic means to 
teaching economics 
within the context of 
other courses. 

1L: uses terms super-
imposing one thing on 
another. 

1C: you include and teach 
economics like you do 
other social studies 
disciplines. 
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Figure 4—Continued 

Question 3 

Responses by All Groups 

Similarities Differences 

Functional Definitions 

4T,3C,2E,2A: refer to free 1C: 
enterprise/economics mate-
rials as concepts, content, 
skills, generalizations, 
ideas, or elements. 

1A: 
Operational Definitions 

4T,2C,2E,1L: infusion does not 
mean teaching a separate 
unit. it: 

4T,3C,2A,1L: imply it is an 
addition to the regular 
curriculum through the use 
of such phrases as: empha-
size content more than usual 
new subject matter, putting 

infusion can be accom-
plished by teaching a 
separate unit or the 
other approach. 

it is like sugar 
sweetening coffee but 
not spilling over the 
brim. 

teach economics as 
part of our social 
heritage. 

1T,1C,1E: teach American 
history from an 
economic viewpoint. 

in, put into, put in, rein- IT: 
forcing and emphasizing, 
placing, including in. 

IE: 

1C: 

call attention to what 
one has already been 
doing. 

label economic depar-
ture points for students, 

mentions fitting 
economic concepts 
around state guide-
lines and textbooks. 

T-Classroom teachers, C=District consultants, E=Economic Edu-
cation Center personnel, A=Texas Education Agency personnel, 
L=Texas legislators 

Fig. 4--Between-group comparisons 
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Step six, the final phase, involved the development of 

further inferences about the conceptions and understandings 

held by the individuals in regard to infusion. These infer-

ences and stable generalizations are presented in chapter 

four. They were utilized to develop tentative explanations 

about factors that function to facilitate or impede curricu-

lum infusion efforts. This information is included in chapter 

five. 

Summary 

A series of focused interviews resulted in twenty-two 

transcriptions of individuals' perspectives on the concept 

of infusion. Inferences and hypotheses concerning the 

process of infusion were developed. Specifically, the pro-

cedures for data collection and analysis used in this study 

made possible the following: 

1. Descriptions of individual perceptions of the con-

cept and process of "infusion." 

2. Descriptions of the similarities and differences 

held by members within five groups (Texas legislators, Texas 

Education Agency personnel, curriculum specialists, economic 

education center personnel, and classroom teachers) in 

reference to the curriculum concept and process of "infusion." 

3. Descriptions of the similarities and differences 

between the five groups regarding the curriculum concept and 

process of "infusion." 
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4. Inferences and generalizations regarding peoples* 

interpretations of the concept of "infusion." 

5. Tentative hypotheses for further study of the cur-

riculum process of "infusion." 
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CHAPTER IV 

ANALYSIS OF DATA AND FINDINGS 

The central purpose of this study was to determine 

interpretations of the concept of "infusion" in curriculum 

change. The study used a focused, in-depth interview to 

collect pertinent data. The researcher, in the role of 

participant-observer, collected information to provide in-

sight into three related problems: (1) individual inter-

pretations of the concept of "infusion" as exemplified in 

the Texas Free Enterprise mandate; (2) similarities and 

differences among interpretations; and (3) the resulting 

implications for the process of infusion. 

This chapter contains four primary sections, with each 

section corresponding to the divisions used in the interview 

schedule. These divisions were "Personal Information," 

"Definitions," "Descriptions and Reactions," and "Evaluation." 

Each section is divided into a number of sub-sections repre-

senting the individual questions included in the interview. 

Responses to each question are discussed in brief essays, 

and the essays also present similarities and differences in 

interpretations between groups and within groups for each 

interview question. Conclusions and implications are pre-

sented in Chapter Five. 
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Personal Information 

Questions one and two of the interview enabled the col-

lection of demographic data regarding the twenty-two partic-

ipants. They also helped to verify the subjects' ability to 

contribute usable information to the study as a result of 

their past experiences. 

Question One: Current Positions 

In question one, the interviewer asked respondents to 

describe their current positions. There were five different 

groups who participated in the study. Ten classroom teachers 

comprised the largest group. The interview data confirmed 

that all members of the group had taught during the three 

years of emphasis on economic education in the school district. 

Six had taught ninth-grade American History II, five had 

taught eighth-grade American History I, and four had taught 

seventh-grade Texas History. 

The next largest group interviewed were the curriculum 

consultants. Each of the five consultants interviewed had 

served in his or her local district position for a minimum 

of five years. Three of the consultants only had responsi-

bility for social studies at the secondary level while the 

remaining two served in K-12 positions. 

The next group consisted of three economic education 

center personnel. Two of the three persons interviewed had 

earned doctorates in economics while the third had an earned 

doctorate in social studies education. All three individuals 
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had many years of experience working with Texas teachers 

and economic education. 

The two people from the Texas Education Agency served 

in the Department of Curriculum. One of the interviewees 

served as the current Director of the Social Studies, while 

the other had primary responsibilities for citizenship and 

law-focused education. 

Two Texas legislators also were selected for partici-

pation in the study. At the time of the interviews, both 

were members of the Texas House of Representatives. One of 

the legislators had sponsored the economic education legis-

lation in the House of Representatives and the other had 

co-sponsored the bill. The second legislator also had 

served on a public school board for a number of years. 

From the list of credentials provided, the interview 

subjects brought together a multitude of experiences that 

enabled them to provide information from different perspec-

tives. 

Question Two: Experiences 

Question two was designed to determine the extent to 

which the participants had experienced efforts at curriculum 

change by means of infusion programs. All interviewees con-

firmed that they had experience in or knowledge of the pro-

cess of infusing free enterprise into the social studies 

curriculum. Four of the ten teachers, one of the five con-

sultants, both Texas Education Agency staff members and one 
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legislator also mentioned previous experiences with the 

infusion of career education into the curriculum. Two 

teachers, two consultants, and both TEA representatives 

also indicated knowledge of the process as it related to 

"You and the Law," a mandated eighth-grade law curriculum. 

Multi-cultural ism and citizenship also were mentioned by-

one consultant and one TEA representative. Thus, it appeared 

interviewees had had many varied experiences with infusion 

programs. 

Definitions 

Question Three: "Infusion" Definitions 

The first part of question three asked respondents 

whether they were "familiar with the Texas Legislature man-

date calling for the infusion of free enterprise into the 

social studies curriculum." The ability of each subject to 

respond affirmatively again confirmed that the interview 

selection process had provided capable respondents. 

The second part of question three gave respondents an 

opportunity to offer their explanations for the term infusion 

as used in the Texas mandate. Although no single, common 

definition surfaced within each group, some strands of sim-

ilarities did appear. A majority of the responses were 

classified as functional definitions, as interviewees pro-

vided their interpretation of the concept of "infusion." A 

number of responses also were labeled operational definitions, 
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as many respondents chose to offer additional explanations 

regarding the process of infusion in action. 

All but one of the twenty-two respondents used analog 

phrases such as "blending," "mixing," "fitting together," 

"incorporating," "integrating," and "along with" to define 

infusion. Five of ten teachers, three of the five consul-

tants, two of the three economics professors, and one TEA 

staff member also used the terms "concepts," "content," 

"skills," "generalizations," "ideas," and "elements" to 

describe the type of information to be infused. Utilizing 

the most common phrases that appeared in the various 

responses, the most acceptable interpretation would appear 

as: "Infusion implies the 'fitting together' of economics/ 

free enterprise 'concepts' with the regular social studies 

curriculum." 

After offering a functional definition for the phrase, 

many respondents proceeded to describe the process of infusion, 

thus supplying the basis for an operational definition. Four 

teachers, three consultants, both TEA representatives, and 

one legislator implied that infusion meant the addition of 

new content to the curriculum. Such phrases used to suggest 

this idea included: "emphasize certain content more than 

usual," "new subject matter," "putting in," "put into," 

"reinforcing and emphasizing," "placing into," and "including 

in." One Texas Education Agency respondent offered a dif-

ferent analogy. He indicated that infusion was like "sugar 
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sweetening coffee but not spilling it over the brim." He 

did not feel infusion meant that certain content had to be 

"fused out." A classroom teacher appeared to confirm his 

notion when she explained infusion merely meant she was to 

"call attention to what (she) had already been doing." 

A second important element of the operational definition 

was identified by a number of participants. Four teachers, 

two consultants, two economic education professors, and one 

legislator added that infusion did not mean the development 

and implementation of a separate unit to teach economics and 

free enterprise. This contradicted one consultant who indi-

cated that teaching an economics unit was, in her estimation, 

an acceptable form of infusion. She admitted to being more 

concerned with the goals of infusion than with the process. 

Some other less common operational definitions surfaced 

from the analysis of the interview tapes. Two of the three 

economic education professors insisted that infusion could 

only be accomplished through a "natural" or "organic" com-

bination of course content, but the third professor believed 

only that economic "departure points" in the curriculum 

should be labeled for students. Finally, two additional 

operational definitions were offered by two different teachers 

and a consultant. One teacher and one consultant believed 

American history should be taught from an economic viewpoint 

while another teacher believed economics should be taught as 

part of our social heritage. 
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Summary 

Twenty-two interview subjects presented their under-

standings of the concept of "infusion" in response to question 

three of the interview. All subjects offered their basic 

interpretation of the concept of "infusion." These explana-

tions were summarized and labeled as functional definitions. 

The most common term utilized to explain the concept of 

infusion was "fitting together," A large number of respon-

dents also offered their perceptions of the procedures 

required to accomplish the task of infusion. These explana-

tions were grouped together and summarized under the label 

of "operational definitions." The majority of respondents 

agreed that infusion involved the addition of new material 

to the curriculum. 

Question Four: Other Definitions 

Question four was divided into six different sections. 

Within each part, the interviewees were asked to formulate 

hypothetical definitions of the term "infusion" for each of 

the five groups interviewed. If an individual suggested 

differing definitions for each group, he then was asked why 

he believed different groups perceived different definitions. 

Legislators.—The first part of question four had all 

respondents offer their definitions for legislators. 

There was little apparent difference between the two 

legislators' definitions of infusion. Both believed that 



78 

infusion indicated instruction in new content offered along 

with the regular curriculum. When the legislators were asked 

how other legislators would define the concept, both insisted 

that the majority of other legislators did not understand the 

concept or the intent of the legislation calling for the 

infusion of free enterprise into the social studies curriculum. 

One legislator noted that many of his colleagues believed 

they had mandated a new course, while the other legislator 

felt that these same legislators believed they had provided 

the best alternative to mandating a new course! 

However, nine out of ten teachers, three out of five 

consultants, one TEA staff member, and all three economic 

education professors believed that most legislators under-

stood the intent of the legislation, and they wanted to be 

sure that free enterprise was "included," "taught," or 

"put into" the curriculum. Only one consultant, one class-

room teacher, and two economic education professors suggested 

that some members of the legislature may not understand the 

concept. 

There were, of course, some less common answers offered 

by other respondents. One teacher, one consultant, and one 

economic education professor believed the legislature wanted 

to strengthen the attention given to free enterprise either 

by indoctrination or by concentrating strictly on the benefits 

of the system. One teacher and two consultants suggested 

that legislators chose infusion because they knew it implied 
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an ongoing approach at all levels. One TEA representative 

and two economic educators believed legislators wanted 

separate and easily identifiable free enterprise lessons 

and units. Finally, one teacher insisted that the legis-

lators had selected the term "infusion" because it was a 

"popular educational term." 

Economic Education Centers.—The second part of question 

four asked all interviewees to offer the definition to which 

economic education center personnel would subscribe. Two of 

the three economic educators maintained that infusion implied 

a "natural" or "organic" means to teach economics within the 

context of other courses. They did not believe it meant 

that economics should be taught in separate entities. The 

third economic educator differed with her counterparts, she 

believed economics in the curriculum should be specifically 

labeled for the benefit of the students. The economic 

education center personnel were even less capable of achieving 

a consensus when asked to speculate about the perceptions of 

their counterparts. One professor felt uncomfortable with 

the question and chose not to respond, one professor sug-

gested other centers viewed "infusion" as an addition to 

the curriculum, and the third professor believed other cen-

ters saw it as a "natural" process of blending economics 

with the ongoing curriculum. 
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The lack of consensus among the economic educators also 

was found among members of the other groups. Five teachers, 

three consultants, one legislator, and one TEA representative 

never offered a definition for the economic education centers. 

Some of these individuals chose rather to interpret the 

motives or purposes of the work of the various centers. For 

example, TEA interview subject number one indicated economic 

education centers saw infusion as an opportunity to increase 

teacher competency levels. Teacher number two insisted that 

most centers provide materials to teach economics as separate 

units rather than teaching economics concepts when they are 

appropriate to the content of the regular course. Both TEA 

officials, six teachers, and two consultants discussed either 

teacher training or materials dissemination in their replies 

about economic education centers, often instead of offering 

definitions. 

However, several respondents did indicate that economic 

educators perceive "infusion" as including economics in the 

curriculum. One consultant added that, to economic education 

centers, infusion meant the inclusion of economics in all 

courses, not just the social studies. Two consultants and 

both TEA consultants believed economic educators over-

emphasized the role that economics should play in the cur-

riculum, suggesting that such overemphasis could result in 

either a "fragmented curriculum," "separate units," or 

"altered thrusts" of courses. While some of the respondents 
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believed economic educators held views similar to their own, 

there also were questions of motives and intentions. 

Texas Education Agency personnel.—Members of the social 

studies staff of the Texas Education Agency displayed very 

similar understandings of the concept of infusion. Both TEA 

representatives indicated that infusion implied the use of 

the existing curricula as a framework for including free 

enterprise/economics content when it fits or is appropriate 

for the structure of various courses. When asked about the 

perceptions held by other members of their staff, the director 

responded, "I hope they view it as myself." The other par-

ticipant (whose major interest was citizenship education) 

replied, "...most view it as an important concept falling 

under the citizenship umbrella." 

Three of the ten classroom teachers, three of the five 

social studies consultants, and one of three economic edu-

cators attributed similar definitions for the concept of 

"infusion" to the perspective of a TEA representative. In 

contrast, six teachers, two consultants, two economic edu-

cators, and both legislators did not attempt a definition 

from the perspective of TEA staff. They indicated they lacked 

knowledge in regard to the role of the Texas Education 

Agency. 

Other respondents ignored the request to interpret the 

concept from a TEA perspective and offered instead their 
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interpretation of the role of the state agency in implementing 

the mandate. Sample comments from this group included; 

The Texas Education Agency should provide examples 
of ways to "fit" free enterprise/economics into the 
social studies curriculum. (Teacher) 

The Texas Education Agency has a responsibility to 
see the goal is carried out. (Teacher) 

I guess TEA would be interested in textbook adoptions 
and making sure we select books that have for example, 
economic qualities. (Teacher) 

Texas Education Agency provides a more balanced approach 
to economics. (Consultant) 

One legislator recognized that the TEA staff "questioned 

the workability" of the infusion method. The other legis-

lator did not feel TEA understood the intent of the legis-

lation. As an illustration, he pointed to an incident in 

which the TEA staff drew up cost figures for additional 

books which he maintained were not germane to the legislation. 

As a result of the various responses, there appears little 

consensus among the respondents with respect to the per-

ception of infusion held by TEA representatives. 

Social Studies Curriculum specialists.—The largest 

number of similarities surfaced in the replies of the cur-

riculum consultants. All five consultants agreed unanimously 

in their definitions for infusion. They all indicated that 

infusion implied the need to fit new concepts into an existing 

curriculum. One consultant suggested that infusion could 

also involve the inclusion of separate units in the cur-

riculum. The group also was in agreement in terms of 
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projecting the perceptions of other consultants. Four of 

the five members indicated they believed other consultants* 

views were similar to their own. Only the consultant who 

suggested that infusion also meant the inclusion of separate 

units differed. She believed the majority of consultants 

viewed it from this perspective. 

Nine of the ten teachers, both TEA representatives, and 

two of the three economic educators indicated that curriculum 

consultants would define the concept of "infusion" in terms 

similar to their own. In contrast, one teacher indicated 

that infusion meant a "headache" to curriculum specialists. 

One legislator responded that he wasn't sure how consultants 

would interpret the concept; while the other only responded 

that the concept had a negative connotation to consultants. 

Some respondents also offered additional information 

regarding the role of the consultant in implementing the 

mandate. Sample comments from this group included: 

Consultants are responsible for implementing pilot 
programs to encourage teachers to use materials to 
supplement the curriculum. (Teacher) 

Consultants need to develop guidelines to meet those 
specifications and supervise the implementation. 
(Teacher) 

Some have added "units" to courses while others 
have indicated places economics concepts may be 
discussed. (Economics professor) 

Other responsibilities of consultants included providing 

materials, inservice education, and curriculum development. 
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In sum, much more agreement surfaced among the responses to 

this question than any other in this series. 

Classroom teachers.—In their initial responses to 

question three, nine out of ten teachers referred to 

infusion as the "blending," "mixing," "fitting together," 

"incorporation," or "integration" of economics and free 

enterprise into the social studies curriculum at all levels. 

When the teachers were asked later about the perceptions 

held by other teachers, six of the ten teachers responded 

with a similar definition or the phrase "same as mine." 

Seven teachers supplemented their initial responses with 

phrases like "threatening," "hostile," "problem," "more 

work and time," "another thing to do," and "trouble." It 

is interesting that not one respondent used these terms 

in their own interpretations, yet they surfaced when 

teachers gave their views of other teachers' perceptions. 

The level of agreement was not found in the comparisons 

of the other groups' perceptions with the teachers. Only 

two of the five consultants and one economics educator pro-

jected definitions similar to those offered by nine out of 

ten of the teachers. Both Texas Education Agency staff 

members, three consultants, and two economics educators 

indicated they believed teachers viewed infusion as an 

additional teaching assignment. Members of the TEA staff 

added their belief that quality inservice programs could 

change this view. 
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Respondents offered a number of miscellaneous comments 

in addition to their perceived definitions. These responses 

generally represented attitudes of teachers toward infusion 

as perceived by members of the other groups. For example, 

one TEA representative, one legislator, and two consultants 

implied that teachers view infusion negatively by making 

comments such as "TEA or the administration is forcing it on 

us," "teachers fear economics," and "more stuff to do." Only 

one individual, a legislator, suggested that some teachers 

viewed infusion favorably as an opportunity to "increase 

knowledge, attend seminars and liven up the classroom." One 

consultant and one economics educator suggested that teacher 

perceptions of the infusion process varied. 

Why differences?—The last question in this series 

asked the interview subjects why different groups have dif-

ferent understandings of the concept of "infusion." It 

would have been unusual to have twenty-two subjects respond 

in similar terms. Yet, two teachers believed that dif-

ferences did not exist between the groups. Teacher number 

four suggested that, "The perceptions were not all that 

different because everyone sees it as something that needs 

to be done." Teacher number six noted that, "Although 

their understandings may be different, they all have the 
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same goal." These were the only two individuals to suggest 

mildly that the understandings among the groups may not vary. 

All other participants presented reasons for different under-

standings among groups. 

The most common reason cited for different perceptions 

revolved around the idea that we are human and thus, as 

individuals, we perceive many things differently. Five 

teachers, two consultants, both TEA representatives, and all 

three economic educators indicated that these various under-

standings resulted from "different jobs" or "different 

backgrounds." Others cited "different constituents," "dif-

ferent perceptions of what is important," "different inter-

ests," and "different perspectives on the nature of education 

and the social sciences." 

Another frequently cited cause for different understandings 

was "communication." Two teachers, three consultants, one 

legislator, and one economics educator implied that a failure 

to establish a clear definition of the goal or process had 

resulted in the current problems. One consultant, a legis-

lator, and an economics educator added that the transfer of 

the mandate through the ranks from legislature to classroom 

had clouded the intent as well as the pertinent definitions. 

Again, the issue of communication surfaces as a key to under-

standing infusion. Although individuals work in different 

positions with differing backgrounds, there must exist means 

to communicate a single idea. Yet, it appears the concept 

of "infusion" is more than a single concept or idea. 
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Descriptions and Reactions 

Questions five through nine of the interview produced 

information regarding the positive and negative aspects of 

infusion as perceived by the respondents. Here they identified 

characteristics of ideal infusion programs as well as giving 

practical assessments of ongoing infusion programs. 

Question Five; Positive Aspects 

In question five the subjects were asked to identify 

the most positive characteristics or major strengths asso-

ciated with the idea of "infusion" as contained in the free 

enterprise mandate. Question five permitted respondents to 

assess the perceived strengths of teaching free enterprise/ 

economic concepts by the infusion method. However, most 

individuals responded to question five as though it required 

a two-part answer. They first offered reasons for teaching 

free enterprise and economics and then reasons for teaching 

by the infusion process. As a result, the summary of responses 

follows this same pattern. 

Strengths of teaching free enterprise.—Eight out of 

ten classroom teachers, four out of five consultants, two 

of three economics educators, one of two state agency repre-

sentatives, and both legislators cited students as the number 

one reason for teaching economics and free enterprise in the 

schools. No group failed to indicate the perceived impor-

tance of the knowledge itself for the student population. 
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Five teachers, two consultants, and one TEA representative 

also indicated that economics made the social studies cur-

riculum more relevant to young people, while six teachers, 

one consultant, and two economics educators explained that 

a background in free enterprise prepares students for effec-

tive citizenship. One consultant replied that, "Free enter-

prise is a way of life" and one legislator added that this 

nation "needs to get back to free enterprise." 

Strengths of the infusion process.—Fewer people 

included comments about this part of the question. Two 

teachers, two consultants, one economics educator, both TEA 

persons, and both legislators implied that the greatest 

single advantage associated with the idea of infusion was 

the fact that it did not require a massive curriculum change 

effort. Several respondents offered additional comments to 

clarify this contention. Both TEA representatives maintained 

that positive and effective inservice could prepare teachers 

to use economics and free enterprise to build on their cur-

riculum. One member added that a history teacher could not 

teach his subject without including economics. One consultant, 

one teacher, and one economics educator also expressed this 

view. The economics professor stressed the idea that the 

"world does not exist in separate disciplines" and so students 

need to be taught from an interdisciplinary perspective. One 

consultant, one teacher, and both legislators felt that 



89 

infusion offered a better alternative to mandating a new 

course. Finally, two consultants and both legislators 

favored the approach because it offered a guarantee that 

free enterprise would be discussed at all grade levels. 

Question Six; Negative Aspects 

There were longer and more varied responses to ques-

tion six than to question five. Here the respondents 

offered their perception of the most negative characteristics 

or major weaknesses associated with the idea of infusion as 

contained in the free enterprise mandate. From the length 

of the answers, one might infer that the respondents found 

more weaknesses than strengths associated with the concept 

of "infusion." Again they replied to this question in two 

parts. First, they noted the problems associated with 

teaching free enterprise. Secondly, they outlined the 

weaknesses of the infusion method. 

Weaknesses in teaching free enterprise.—in actuality, 

few individuals identified any specific problems associated 

with the idea of teaching free enterprise in the schools. 

In fact, the arguments cited were not directed toward the 

teaching of free enterprise content, but toward problems 

related to instruction. Four of ten teachers, three of 

five consultants, both TEA representatives, and two economics 

educators indicated the teachers' lack of preparation and 

background in economics as the major weakness or problem. 
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One teacher felt economics was too difficult a subject for 

junior high students, and one consultant feared the biases 

of the groups developing the free enterprise policies. 

Only one teacher and one legislator suggested that some 

teachers did not recognize the importance of teaching free 

enterprise. 

Problems of teaching by infusion.——More respondents 

offered views regarding the problems associated with infusion 

than had offered opinions regarding the advantages. A 

majority of interviewees identified "negative attitude or 

response of teachers" as the major problem associated with 

infusion programs. Three consultants, both TEA represen-

tatives, both legislators, and one economics educator cited 

various reasons for the negative attitude of teachers. The 

arguments included ideas that economics is a "dismal science," 

teachers face an already overcrowded curriculum, teachers 

resent the fact that the mandate came from legislators, and 

teachers are tired of "emphasis on economics and want to 

get back to history." Although all ten teachers identified 

weaknesses associated with infusion, not one blamed the 

problems on teacher attitude. 

The second major weakness of the infusion process 

revolved around the task of implementation. In total, two 

economics professors, both TEA persons, three consultants, 

and nine teachers identified problems directly related 
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to classroom implementation. Five teachers, one consultant, 

one TEA person, and one economics professor identified a 

"lack of time to cover required material plus new information" 

as the major problem. Four teachers pointed to the fact that 

economics was not included in their textbooks. One teacher, 

one consultant, and both legislators seemed dissatisfied with 

the amount of direction and planning that had been made avail-

able. Other concerns cited only once included "lack of 

materials," "stretching curriculum to make economics fit," 

and "lack of funds for curriculum writing and teacher train-

ing." in addition, one economics professor and one consultant 

maintained that an infusion program could only succeed as 

long as there was a catalyst or strong support system. Once 

the support was removed, the program would dismantle quickly. 

This paralleled the responses of two economic educators who 

explained that the very nature of educational institutions 

caused them to resist long-term changes. 

Another problem centered on the issue of enforcement. 

One teacher, two consultants, and both TEA persons expressed 

concern that school districts had felt little pressure to 

comply with the mandate. The two legislators, in a previous 

response, had concurred with this assessment. Respondents 

pointed to "no level of measurement developed by the state," 

many districts had never been made aware of the mandate," 

"many could easily choose to ignore it," "infusion made it 

seem less important than required courses," and "it forced 
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economics to compete with other courses rather than becoming 

a partner." Two economics professors also expressed serious 

doubts regarding the impact of infusion. Economics education 

center representative number three expressed it this way, 

"The infusion process can do a good job of introducing students 

to economic concepts and show students how economics relates to 

other subjects. It is doubtful, however, that infusion alone 

can give students the desired levels of understanding of our 

economic system...." Both professors advocated the need for 

students to complete a required economics course. Only within 

that course, they felt, could they be assured that students 

had grasped the true meanings of economic concepts. While 

responses to question five generally had identified the bene-

fits of teaching young people about free enterprise, responses 

to question six had focused on the problems with the technique 

employed in the state of Texas. 

Question Seven: Group Reactions 

Question seven asked respondents to describe how they 

thought the members of the five groups previously identified 

would react to their assessment of the strengths and weak-

nesses of the mandate. The interviewer had assumed the 

interviewees would proceed down the list of the groups 

identified in question four, assessing the reaction of each. 

However, most respondents skipped around the list and made 

limited comments for a select number of groups. In addition, 
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some offered ways to reduce negative reactions although the 

question did not call for it. Little continuity or patterns 

in responses surfaced in the examination of question seven. 

However, many of the responses provide valuable information 

for interpreting the reasons for different understandings 

among the respondents. This section proceeds with an exam-

ination of the comments made in regard to each group. 

Legislators.—One of the ten teachers, three of the five 

consultants, one of the three economics educators, one of 

two state agency representatives, and both legislators indi-

cated that they believed the legislators would agree with 

their assessment of the positive and negative aspects of 

teaching free enterprise by infusion. Six teachers and one 

consultant felt the legislators would recognize only the 

positive aspects. Many individual comments were informative. 

Legislator number two added that other legislators would add 

"no new money and courses" as an additional strength. TEA 

staff member number one maintained that legislators would 

view the low priority placed on free enterprise as evidence 

of a failure to comply with the mandate. Consultant number 

three expressed concern that the legislature may use the 

negative to push for a required course. Finally, teacher 

number four replied that the legislature would be surprised 

to hear such negative comments from teachers. More persons 

chose to comment on the reaction of the legislators than in 

regard to any other group. 
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Texas Education Agency personnel.—in this case, one 

economics educator, three consultants, and one teacher 

believed TEA persons would concur with their assessment of 

strengths and weaknesses. Legislator number one responded 

as TEA representative number one had predicted, by suggesting 

that the agency impeded implementation of the mandate by 

resisting changes in the curriculum. One teacher maintained 

that TEA did not concern itself with the problems associated 

with the mandate. Three teachers indicated they could not 

predict TEA's reaction as they were unfamiliar with their 

work. Very few persons commented on the response of Texas 

Education Agency personnel. 

Economic Education Center personnel.—The same pattern 

occurred with responses regarding economic education center 

personnel. Only nine of the twenty-two interviewees chose to 

comment about the reactions of the economics educators. Two 

Texas Education Agency staff members, one legislator, one 

economics educator, three curriculum specialists, and one 

classroom teacher believed they would agree with their assess-

ment of the strengths and weaknesses of the mandate. Only 

one other person made a comment regarding the economics edu-

cator. A classroom teacher commented that she did not 

believe that they concerned themselves with the negative 

aspects of infusion. Few persons seemed concerned with the 

reaction of economics educators. 
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Curriculum specialists.—Both Texas Education Agency 

staff members, one economics educator, three consultants, and 

three classroom teachers indicated that curriculum specialists 

would agree with their assessment. Legislator number one main-

tained that educators at any level would not agree with his 

perception because they simply "do not like infusion." One 

teacher commented, "Consultants are too idealistic and they 

forget about the realities of the classroom setting." No 

one else chose to comment regarding the reaction of curriculum 

specialists. 

Classroom teachers.—A large percentage of respondents 

commented about the perceived reactions of classroom teachers. 

Both Texas Education Agency personnel, two economics educa-

tors, three consultants, and four teachers believed the 

teachers would agree with their list of strengths and weak-

nesses. Two consultants insisted that few teachers would 

recognize the negative, while one teacher believed his con-

temporaries would be more quick to note the negative aspects 

of infusion. 

Summary 

Question seven became a conglomeration of varied 

responses. Only one idea seemed to persist throughout the 

interviews. That idea was that the majority of respondents 

believed all other groups would agree with their assessment 

of the strengths and weaknesses of the Economic Education Act. 
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Question Eight; The Ideal Infusion Program 

Question eight asked respondents to describe the organ-

ization and implementation of the "ideal" infused free enter-

prise curriculum. Two of the major weaknesses of infusion 

cited in earlier responses included the lack of definitions 

and detailed plans for implementation. Consequently, little 

consensus emerged through responses to question eight. How-

ever, no interviewee failed to respond to the question, and 

all had their own plans for achieving the ideal. 

Perspectives.—Individuals responded to the question 

from differing perspectives. For example, the legislators 

cited suggestions that involved legislative control over the 

process. They suggested the ideal would include adequate 

state funding and a criterion for compliance. Texas Education 

Agency personnel began their comments from an agency per-

spective. They recommended structuring the ideal program 

around state board policy and state agency guidelines. All 

economic education center personnel pointed to their own 

programs as means to achieving the ideal. School district 

consultants designed plans for local district implementation. 

Finally, teachers responded from differing perspectives. 

Three teachers spoke from a classroom perspective, five 

responded from a district perspective, and two went beyond 

the district in their descriptions. Although each group 

responded from different perspectives, some commonalities 

emerged. 
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Similarities.——Effective inservice education, a K—12 

comprehensive scope and sequence plan, and applicable mate-

rials comprised the three most important elements of the 

ideal infusion program. 

Five out of ten classroom teachers, three out of five 

consultants, all three economic educators, both state agency 

members, and both legislators cited teacher preparation as a 

key element of the ideal approach. One consultant wished 

for better preparation by teacher education institutions. 

One legislator recommended that teachers should receive 

college credit for participation in courses and workshops 

that help increase their competency level. One consultant 

and one state agency staff member maintained that even great 

designs would prove unsuccessful unless teachers were con-

vinced first of the need to include the subject in the master 

curriculum plan. 

Three teachers, two consultants, two economic educators, 

both TEA persons, and both legislators described the ideal 

infusion program as a K-12 approach, with either identifiable 

concepts, objectives, or generalizations to be taught at 

each grade level. The legislators maintained the program 

should be built around a legislative mandate. A TEA repre-

sentative suggested it reflect state board policy. One 

economics professor recommended the Developmental Economics 

Education Project (DEEP) as the best K-12 approach. One 

consultant and one teacher indicated that teachers should 
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be involved in planning and developing the K-12 scope and 

sequence. One teacher and one economics educator recognized 

that the process would require many years. 

Five teachers, four consultants, both Texas Education 

Agency representatives, and one economics educator cited a 

need for appropriate materials of high quality which would 

be made available through curriculum guides, hands-on work-

shops, or consultants. The materials should correlate with 

the scope and sequence as well as the textbook of the course. 

Some other, less common similarities also surfaced. 

With respect to textbooks, two teachers, two consultants, 

and one TEA representative indicated that the entire process 

could be avoided if the new subject was included in all 

appropriate textbooks. Another suggestion came from two 

teachers, two consultants, and one legislator. They recom-

mended competency testing for students and possibly teachers 

to assure that the instruction in the subject matter took 

place. Two teachers, one consultant, and one economic 

educator cited the involvement of the business community as 

crucial to the success of the ideal program. One consultant 

and one TEA representative indicated that a school district's 

goals should reflect its commitment to the project. Last 

but not least, one teacher, one consultant, and one economics 

professor recommended the appointment of a key person with 

responsibilities for all phases of the program. 
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Differences.—Few differences of opinion surfaced 

between groups. Members of all groups identified the three 

essential elements outlined previously. Individual dif-

ferences were more likely to surface among members within a 

group. For example, only two of the ten classroom teachers 

recommended a required economics course as the only way to 

achieve the goals of infusion. One economics professor 

echoed this thought and expressed doubts that students 

could acquire a complete understanding of economic concepts 

through infusion. In contrast, another economics professor 

indicated that infusion built a foundation for the discussion 

of more complex concepts in a required or elective course on 

economics. 

There were many other individualistic comments. Teacher 

number one suggested that the schools "eliminate the first 

year of American history (pre-civil war) and spend two years 

on the post-civil war era." Teacher number ten indicated a 

need "to start each year with a standardized economics unit." 

Consultant number one would " require all teachers to include 

economics in weekly lesson plans required by the adminis-

tration." Economics educator number two wanted all teachers 

to acquire knowledge of the business world through experience 

in the private sector. 

Summary 

Three elements were identified as crucial to the success 

of an infusion plan, according to a majority of respondents. 



100 

Inservice education, a K-12 scope and sequence, and applicable 

materials provided the basis for their ideal program. 

Question Nine; Realities of Practice 

To reiterate, rarely in education do the realities of 

practice approach the characteristics of the ideal. For 

this reason, question nine was included in the study. 

Question nine asked interview subjects for different ways 

the free enterprise (or other infused curriculum elements) 

actually are implemented. Answers included comments regard-

ing the practice of teachers and districts, as well as the 

Texas Education Agency. 

Reality I: No compliance.—"Not much" was the most 

common response to question nine. Nine out of ten class-

room teachers, four out of five curriculum specialists, one 

of the two TEA representatives, two out of three economics 

educators, and both legislators indicated they believed 

either the state agency, local school districts, or teachers 

had done very little to comply with the free enterprise man-

date. Several individuals added explanations for the lack 

of commitment. Teacher number eight cited "lack of time" 

as one reason for failure to implement. Three teachers 

suggested that some teachers still were uncomfortable with 

the content. Teacher number two felt she had no incentive 

to change and in fact had been questioned by parents for 

adding a more difficult element to her curriculum plans. 
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Members of other groups also offered reasons for and 

evidence of noncompliance. One TEA staff member indicated 

statewide assessments of student understanding demonstrated 

little had been accomplished. One legislator felt the limited 

pressure to comply had permitted districts to follow a path 

noncompliance. One consultant and one economics educator 

felt that some districts were still unaware of the mandate. 

One consultant suggested that a few districts were limiting 

compliance to offering the free enterprise elective. 

Reality II: Limited compliance.—Others suggested some 

teachers and school districts were making attempts at infusion. 

Six teachers and one consultant replied that infusion occurred 

in a "piecemeal fashion" or in "bits and pieces." One con-

sultant added that teachers naturally modify materials to fit 

their own styles and needs. One teacher indicated that few 

teachers went beyond offering an occasional worksheet. 

Another teacher replied that the nature of certain subjects 

required a discussion of economic concepts. This idea was 

supported by a TEA member who cited research indicating 90 

per cent of instruction was based on material contained in 

textbooks. 

Many individuals also included information regarding 

the availability of materials to teachers and the types of 

materials teachers use. Two teachers and two consultants 

responded that many groups were conducting workshops for 

teachers with the goals of providing materials and 
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increasing the enthusiasm for economic education. Two con-

sultants, both TEA representatives, and two economics pro-

fessors indicated that many school districts were assuming 

a greater portion of this responsibility. Four teachers, 

one economics professor, and three consultants specifically 

cited the availability of locally developed curriculum guides 

and activities. One teacher and one economics educator 

explained that many teachers also used materials developed 

by sources outside the school system. These were usually 

add—on modules rather than infusion examples. 

Reality III; Total compliance.—On the other end of 

the spectrum, two teachers and four consultants indicated 

that a few teachers were doing everything possible to com-

ply with the mandate. One consultant cited her district as 

having involved the total community in the development and 

implementation of the program. Another consultant explained 

that her district had required the free enterprise course 

for graduation. Finally, one TEA representative maintained 

that high school teachers were doing the most, while one 

economics professor said elementary teachers were doing a 

lot although they were unaware of it. 

Summary 

The most common response to question nine, "not much," 

indicated Texas schools have done very little to infuse 

economics into the curriculum. Some teachers attempted 
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infusion in a piecemeal fashion, selecting the most appro-

priate materials available. Others took all steps necessary 

to assure compliance. Still, the majority will continue a 

path of noncompliance as long as negative sanctions are not 

imposed. 

Evaluation 

The final question asked the twenty-two respondents to 

identify from their own experience the characteristics of 

the most and least successful attempts at infusion. This 

question permitted the respondents to discuss infusion pro-

grams from a broad perspective. Comments here were based on 

experiences with free enterprise and economics programs, 

career education, law-focused education, and energy education. 

Question Ten(a): Successful Characteristics 

In the first part of question ten, respondents identified 

characteristics of successful infusion programs. A number of 

intriguing patterns of characteristics surfaced during the 

course of the twenty-two interviews. 

Commitment.—The most common strand identified by the 

groups included the involvement of the community, adminis-

tration, and local teachers. Three out of ten teachers, two 

out of five consultants, all three economics professors, one 

TEA representative, and one legislator identified the in-

volvement and support of the community as providing a major 
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impetus for creating successful infusion programs. The 

impetus came occasionally in the form of outside monies or 

new staff members. All three economics educators and one 

TEA representative indicated that school board and adminis-

trative commitment was essential to the process. Two teachers 

and two consultants responded that successful programs util-

ized teachers in the planning and implementation phases, 

thus insuring their commitment to the programs. 

Teacher and student interest.—Another key characteristic 

revolved around teacher and student interest. Five teachers, 

two consultants, and one legislator felt that successful 

programs were marked by student interest, enthusiasm, and 

understanding. One consultant and two economics professors 

added that the real world does not present facts in isolation, 

and that students learn more by the infusion of knowledge. 

One teacher, one consultant, three economics educators, and 

one Texas Education Agency representative indicated that 

teacher commitment resulted in successful programs. Teacher 

commitment was characterized by faculty enthusiasm and 

recognition of the need and value of the program. Three 

teachers, one consultant, three economics educators, and one 

TEA representative asserted the need for effective inservice 

by trained individuals to convince teachers of the need and 

prepare them to include the subject in their lesson plans. 
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Quality materials.--One characteristic mentioned by six 

teachers, three consultants, and one TEA representative 

reflected a need for quality materials. Some respondents 

wanted materials to be built into curriculum guides and 

textbooks. One teacher and one consultant cited a need for 

constant modification of materials over a long period of 

time. And finally, one teacher, two consultants, and one 

economics educator replied that teachers must be able to 

make the materials a natural part of their curriculum, thus 

they should be easy to implement and require little time. 

Summary 

Three characteristics surfaced as essential elements 

of successful infusion programs. Successful programs required 

school and community commitment, teacher and student interest, 

and appropriate materials of high quality that demand little 

time from teachers. 

Question Ten(b): Barriers to Infusion 

With the next question, interviewees offered their 

observations of the major problems associated with attempts 

at infusion. These responses focused on three key issues: 

planning, teacher attitude, and teacher preparation. 

Planning.—A number of respondents cited problems 

related to the issue of planning an "infused" curriculum. 

Five out of ten teachers, three out of five consultants, 
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one of the two TEA representatives, and one of the three 

economics educators cited this as a key barrier to successful 

implementation. Four teachers and two consultants explained 

that the most difficult task involved "fitting" the infused 

element into the ongoing curriculum. One consultant indi-

cated precise directions for implementing an infused program 

were needed terribly. One economics educator, one consultant, 

one legislator, and four teachers cited either a lack of time 

to plan or lack of money for preparation as key barriers to 

the process. Teachers, more than any other group, expressed 

concern regarding the availability of high-quality, "teach-

able" materials. Three cited this as an inherent problem 

of infusion. To these teachers, infusion implied the addition 

of new content to their regular course structure. They main-

tained that producing materials acceptable to all teachers 

would be an almost impossible task. They also implied that 

teachers would not include lessons that did not correlate 

directly to their textbooks. 

Teacher attitude.—The question of teacher attitudes 

toward the concept of "infusion" appeared to be a problematic 

area in this study. Three classroom teachers, four con-

sultants, one agency representative, both legislators, and 

two economics educators cited negative teacher attitude as 

a key inhibitor of implementing infusion programs. This 

list conflicts with the data presented in the discussion 
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of the weaknesses of the infusion mandate. In the earlier 

discussion, no teacher cited teacher attitude as a weakness. 

Perhaps the problem becomes less important when infusion is 

described within the context of something familiar. The ten 

teachers interviewed in this study all had completed three 

years of participation in a free enterprise infusion pilot 

program. Perhaps their attitude had changed as a result of 

the knowledge gained from their participation. It thus 

appeared that only when the concept of infusion was intro-

duced in a generic sense, a negative response by all groups 

surfaced more readily. 

Teacher preparation.—Five teachers, four consultants, 

one TEA representative, and three economics educators iden-

tified the lack of preparation in the backgrounds of teachers 

as a key problem with attempts at infusion of economics. 

One teacher blamed the colleges for their failure to pre-

pare teachers to provide an interdisciplinary approach 

toward instruction. One teacher replied that many teachers 

did not wish to take stands on current issues. One con-

sultant felt a lack of preparation inhibited most teachers 

from trying anything new. And finally, one consultant cited 

staff turnover and the inability to get all teachers together 

on inservice days as reasons that staff development programs 

alone cannot overcome defects in content knowledge. 
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Other factors.—A few less common responses also were 

provided by interviewees. Two teachers and one consultant 

cited student understanding and attitude as a concern. Teacher 

number two felt textbook writers and curriculum consultants 

overestimated what students at different levels were able to 

learn. Teacher number nine feared that if teachers continued 

to infuse new topics, students would not be given an oppor-

tunity to grasp the story of American history. One consultant 

felt teachers would not attempt the infusion of any topic 

unless they were assured their students would be interested. 

Two economics educators took a different approach, 

citing a lack of administrative support for infusion pro-

grams and pressure on the teacher who gets too interested 

in an infusion subject. The administrator may fear the teacher 

will exclude other important content if his or her interest in 

the new subject monopolizes teaching time. The economics edu-

cators also noted the resistance of educational institutions 

to change. Finally, one consultant and one TEA representative 

explained that, in most cases, when the impetus or major force 

behind a program is withdrawn, the program quickly dies. 

Summary 

Respondents had no problems in citing barriers to 

infusion. Many of the problems related to those suggested 

earlier as major weaknesses. 
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Question Ten(c); HB 246 Impact 

In 1981 the Texas Legislature repealed the Economic 

Education Act. The act, along with a number of other man-

dates, were replaced with House Bill 246. House Bill 246 

identified thirteen essential components of the total school 

curriculum. Free enterprise and economics was designated as 

one of those crucial areas. The Texas Education Agency esti-

mated the reorganization of the curriculum would take a 

minimum of two years. Question ten(c) asked only the two 

legislators to describe how HB 246 differed from the 

Economic Education Act. 

Both legislators responded that HB 246 repealed or 

abolished the act. Additional comments were added by each 

legislator. Legislator number one indicated that the legis-

lature still wants free enterprise taught and included through-

out the curriculum and not in the form of a required course. 

Yet, the legislature wanted to put the decision back in the 

hands of the local school board. Legislator number two 

replied that HB 246 was the Texas Legislature's answer to 

the pressure for "back to basics" education. He would not 

even guess how the final plan would appear. Hence, it will 

be a few years before the impact of HB 246 will be under-

stood and determined in Texas. 
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Conclusion 

Twenty-two interviews resulted in the collection of 

information regarding the concept of "infusion." Respondents 

provided personal information, definitions, descriptions and 

reactions, and evaluations of the concept and process of 

"infusion." The information lent itself to comparisons 

within groups and between groups. 



CHAPTER V 

SUMMARY AND DISCUSSION 

This study focused on the concept of "infusion." The 

purpose was to determine interpretations of the concept of 

"infusion" as they related to the curriculum change process. 

In Chapter Two, infusion was examined from a historical per-

spective through a review of literature. The review provided 

evidence that the concept "infusion" may have characteristics 

that cause it to function either as a slogan, policy, or 

innovation. 

The primary method of data collection for the study was 

an open-ended, in-depth interview. Data collected from 

twenty-two interviews were searched for similarities and 

differences in patterns of interpretation. The responses 

were analyzed and divided into appropriate categories for 

comparisons between and within the groups. The entire pro-

cess, as described in Chapter Three resulted in the develop-

ment of tentative explanations and implications testable by 

further research. These explanations and implications are 

presented in the following discussion. 

Ill 
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Discussion 

Research Question One: Definitions 

The first of the three research questions was designed 

to determine how legislators, Texas Education Agency personnel, 

economic education center personnel, curriculum specialists, 

and classroom teachers interpreted the concept of "infusion" 

as it related to the mandated infusion of free enterprise into 

the social studies curriculum. The twenty-two subjects for 

the interviews offered a number of interpretations for the 

concept of infusion. However, the brevity and parsimony of 

their responses led to questions about the depth of under-

standing the respondents had of the concept and process of 

infusion. Most respondents appeared to have little problem 

interpreting the concept of "infusion." Yet those interpre-

tations led to several concerns. 

The most common phrase utilized to describe the concept 

of "infusion" was "fitting together." In fact, all but one 

of the respondents resorted to analog phrases, including 

"blending," "mixing," "fitting together," "incorporating," 

and "integrating" when they interpreted the concept. Their 

decisions to interpret a concept with a one-word phrase 

raised questions regarding their actual grasp of the edu-

cational term. It appeared at times to be a concept that 

individuals believed they understood but could not describe 

readily in operational detail. It may be that infusion 

represented an idealized concept that few expected to achieve. 
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A number of respondents also offered simple operational 

definitions in addition to their initial interpretations. 

However, these definitions only ventured so far as to sug-

gest that infusion meant the addition of new material to the 

curriculum. Many insisted that this goal could not be 

achieved acceptably by the mere addition of a new and sep-

arate course. 

A few interviewees indicated that infusion in operation 

meant placing new concepts at appropriate times in the cur-

riculum framework. Yet no respondent offered an explanation 

of procedures to follow to cover specified concepts. Two 

economics professors identified the procedure as an "organic" 

combination of content, but their interpretation provided 

few suggestions for implementation. As a result, it appeared 

that many of the respondents truly believed they understood 

the concept and goals of "infusion" but became uncomfortable 

or frustrated when they attempted to describe the procedures 

for enactment. 

This information led to the conclusion that the con-

cept of "infusion" may be able to function only at the level 

of a ceremonial slogan as described by McClellan and 

Komisar (1961). Unfortunately, it does not appear to have 

succeeded at making the transformation from a ceremonial 

to a non—ceremonial level. it has yet to achieve the 

definitiveness required to offer the what, where, when, and 

how in the context of curriculum change. It appears that 
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ambiguities still exist. Perhaps this is because the con-

cept has not been utilized in enough efforts at curriculum 

change to attain the stature of "non-ceremonial" slogan. 

This is a question for future researchers to investigate. 

Research Question Two: Comparisons 

The second research question of the study led to an 

examination of the similarities and differences in inter-

pretations of the curriculum goal of infusion held by the 

respondent groups (i.e., legislators, teachers, etc.). 

Many similarities and differences surfaced when respondents 

described the strengths and weaknesses of the process and 

projected the responses of other groups. 

The majority of respondents believed that the members 

of different groups would interpret the concept and view 

the strengths and weaknesses differently. On this point 

they almost all agreed, citing different backgrounds, dif-

ferent jobs, and human nature itself as justification for 

these differences. Yet, in reality the interpretations as 

compared within groups and between groups did not vary as 

much as individual respondents projected. 

Some basic similarities and differences surfaced after 

the analysis of each individual's perception of the strengths 

and weaknesses of the infusion process. Both legislators 

and state agency representatives indicated that the greatest 

advantage associated with the idea of infusion was that it 
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required only minimal changes in the current social studies 

curriculum. They saw it as providing the best possible way 

to strengthen the curriculum without adding a new course. 

Only a few members of the other groups identified this as 

a strength. 

But when infusion as a process was combined with the 

study of free enterprise content, many more strengths sur-

faced among all groups. All groups indicated that free 

enterprise was "a subject important for students to know." 

This appeared across groups as the greatest single advantage 

of the program. It appeared that only when infusion was 

combined with tangible content that individuals were able 

to identify strengths. 

Many more similarities and differences surfaced in 

discussions regarding the negative aspects of the process. 

A number of respondents in each group cited the negative 

attitude of teachers as a major weakness of infusion. How-

ever, not a single teacher identified this as a concern 

when discussing weaknesses associated with infusion within 

the context of free enterprise. Again, it appears the 

problem of teacher attitude depends on the specifity of its 

context. 

All groups identified many problems associated with 

the process. They noted the increasing demands on classroom 

teachers and the limited time to include "infused" concepts. 

Related to this issue was the fact that much content 
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teachers were expected to infuse was not even covered in 

their textbooks. Teachers felt they needed to cover the 

textbook before adding any "frills." 

Finally, respondents from all groups cited the low 

level of enforcement as a major inhibitor of implementation. 

As long as no one checked to make sure they covered spec-

ified concepts, they felt no pressure to comply. As a 

result, they all knew that the implementation rate was 

low. Again, this raises the question of how the appro-

priate person could capitalize on the strengths and min-

imize the weaknesses to achieve the goal. The subsequent 

discussion faces this issue. 

Research Question Three: Evaluations 

The third question was concerned with the implications 

of the interpretations for the process of infusion. During 

the interview, respondents described the ideal infusion 

program and later contrasted it to the realities of practice. 

This information, along with the identified characteristics 

of the most and least successful infusion programs provided 

valuable insight into this question. It enabled the develop-

ment of implications for the process of infusion. 

Positive characteristics.—Numernng similarities sur-

faced in comparisons of the ideal format for infusion and the 

characteristics of the most successful programs. Respondents 

identified effective inservice, a comprehensive plan for 
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implementation, and applicable materials as characteristics 

of the ideal programs. In comparison, community and district 

commitment, student and teacher interest, and again appli-

cable materials characterized the most successful programs. 

As a result, five program elements were recognized as 

essential for the development and implementation of an 

infused curriculum component. 

The first element, effective inservice, had different 

meanings depending on the role of the respondent. Legis-

lators were interested in gaining teacher acceptance of the 

program. The state agency staff implied that a good in-

service program would enable teachers to recognize that the 

changes requested could be accomplished with a minimal 

amount of effort. While economic education centers and 

district-level consultants wished to increase competency 

levels of teachers, teachers were more interested in 

acquiring materials they could "take back to the class-

room" and implement with students. Hence, effective in-

service in the ideal sense of the phrase involves a number 

of program components. 

The second component, a comprehensive plan for imple-

mentation, offered additional implications. The ideal 

comprehensive plan for implementation appeared to parallel 

the DEEP process described in Chapter Two (Symmes, 1969). 

Many respondents felt a definite need for the program 

should be established before taking any further action. 
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Following the identification of the need, teachers should 

be called upon to write goals and objectives to be added to 

the curriculum. Teachers should also decide the appropriate 

scope and sequence for objectives to follow. Teachers also 

wanted materials applicable to their teaching assignment. 

For example, a Texas history teacher did not see the need to 

cover the concept of "mercantilism" yet recognized the 

importance of teaching the profit motive as it related to 

the development of the state. As each teacher follows a 

unique style, they also require many varied materials to 

match their teaching strategy. 

Another key component of successful programs involved 

teacher and student interest. Many respondents indicated 

student interest as a major determinant of their partici-

pation in a program. If a teacher recognized that his or 

her students were interested sincerely in a particular sub-

ject they would take the necessary steps to pursue it. As 

an example, a ninth-grade teacher continued to participate 

in Project Business, a program utilizing business people in 

the classroom, even though she believed the program took 

too much time from her American history class. She explained 

that each year a few students who rarely became interested 

in social studies were "turned on" suddenly by Project 

Business. Thus she continued to participate in the program. 

Teacher interest, on the other hand, evolved generally 

from two forces. Teachers became concerned about teaching 
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new topics when they recognized a genuine need. This need 

may be identified on their own, through an effective inser-

vice program or through community input into the school 

program. Another means of achieving teacher interest 

involved students. When students indicated to teachers an 

interest in a particular issue, teachers typically went out 

of their ways to offer additional instruction. Teacher and 

student interest thus seem to form a cycle, for often when 

teachers express interest in a subject students become 

enthusiastic. This is a cycle found commonly in the imple-

mentation of economic education programs. 

Finally, a district and community commitment to the 

program was identified by respondents as a crucial element 

of a successful program. Infusion programs will only achieve 

their goals if there exists a sincere commitment beginning 

with the legislators and working its way through the ranks 

of state agency personnel, economic education centers, local 

communities, district-level administrators, and classroom 

teachers. This commitment may be expressed through the 

passage of legislation or local board policy. it may also 

include the involvement of outside human or financial 

resources necessary to develop and maintain a program. 

Negative characteristics.——Respondents also cited neg-

ative characteristics that inhibited the implementation of 

infusion programs. The problems most frequently mentioned 
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were resistance to change, inadequate planning, teacher 

attitude, and teacher preparation. 

The crux of the matter may be the resistance to change 

institutionalized in the social system of schooling, as sug-

gested by Sarason (1977). No matter how much effort is 

expended there will always be people who will not change. 

The fact that infusion implies the addition of new content 

to an on-going program makes the problem even tougher. The 

goals of infusion programs cannot be accomplished through 

the simple addition of a separate unit or new course. 

Teachers at each level must be willing and prepared to 

include new topics in their lesson plans. Such complexity 

produces many problems. 

Another barrier to the implementation of successful 

infusion programs was the failure to provide an appropriate 

plan for enactment. The review of literature showed that 

few suggested formats were available. it thus becomes the 

responsibility of all persons concerned to develop appro-

priate guidelines that would enable the successful develop-

ment and implementation of an infusion program. And, since 

the development of plans for enactment of infusion were the 

responsibility of everyone, they effectively were the 

responsibility of no one. 

Another problem, teacher attitude, presented an anomaly. 

Granted, teachers recognize that they face problems when 

implementing an infused curriculum. Yet, the evidence from 
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the interviews is not completely clear. Respondents from 

each group identified negative teacher attitude as a problem. 

However, the teachers themselves did not express overtly 

negative feelings toward infusion when discussing their own 

cases. This is an issue that should be addressed by future 

research. 

Finally, the issue of teacher preparation was the 

problem most frequently mentioned by all respondent groups. 

The problem occurred because Texas teachers were asked to 

infuse economics into their curriculum without prior course 

work in economics. All groups noted that Texas teachers 

were not prepared to treat such abstract ideas in their 

classrooms. Many teachers feared they would be asked ques-

tions by their students that they did not have the economics 

knowledge to answer. Many economics professors feared un-

prepared teachers would provide incorrect instruction. The 

question of teacher preparation may be related to the per-

ceived complexity of the content. This problem may not have 

been cited, for example, if teachers had been asked to 

"infuse" the teaching of bicycle safety or some other sub-

ject they were more comfortable with. The problem of 

teacher preparation appears to be one that would not be 

solved easily. Effective inservice education can only go 

so far in preparing teachers to introduce new concepts. The 

lack of teacher preparation serves as the greatest inhibitor 

to infusing free enterprise into a social studies curriculum. 
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Implications 

Given the sets of strengths and weaknesses inherent in 

the infusion process, as identified by the respondents in 

this study and the body of literature on curriculum imple-

mentation, several implications for the various groups 

affected by infusion mandates seem appropriate. These 

implications were drawn from comments that recurred fre-

quently in the interviews. Thus, the bases for these 

implications are found in the data presented in Chapter 

Four and reviewed earlier in this chapter. 

It seems important to call attention to the fact that 

individuals appeared to respond to questions solely from 

the perspective of their own position. For example, legis-

lators offered their perception of the strengths of infusion, 

from the perspective of a legislator, and teachers responded 

in similar fashion. Their responses thus appeared a function 

of their current job assignment. 

The current research has suggested that present mandated 

policies often result in feelings of confusion and frustration 

that ultimately are transferred into levels of noncompliance. 

Policies that are designed to provide greater levels of 

clarity and specificity should enable a smoother transition 

from intention to implementation. As a result, levels of 

compliance should increase and programs may approach greater 

levels of cost effectiveness rather than minimal costs. The 

following implications for each group of respondents should 
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provide appropriate suggestions for establishing an infusion 

policy and program. 

For the Legislators 

1. If faced with public pressure to include new content 

into the curriculum, legislators should weigh carefully the 

advantages and disadvantages of mandating a new course versus 

the infusion process. They should consider such issues as 

additional costs (e.g., teachers, books), teacher preparation, 

changes in the curriculum framework, and evaluation procedures, 

They should discuss the implications of both policies with 

representatives of the groups of educators that will be im-

pacted. 

2„ If infusion is selected as the implementation mode, 

the legislature should direct the state agency to establish 

criteria that school districts must achieve in order to 

demonstrate compliance. Changes in course frameworks, as 

well as competency tests for students should be among the 

alternatives considered (Henning et al., 1979). 

3. Legislators should provide as much direction as 

possible to the state agency regarding procedures to follow 

in implementing the new policy so that policy guidelines will 

reflect legislative intent (Boyd, 1978). 

4. The legislature should direct the state agency to 

assess the current levels of teacher proficiency in the 

"infused" subject and consider permitting adequate time for 

teacher preparation. The legislature should direct the 
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state agency to establish acceptable criteria to insure 

teacher competence in content and instructional modes. 

5. Adequate funding should be made available to school 

districts for inservice education, curriculum development, 

and supervision of the instructional program (Frey, 1979). 

6. Legislators should communicate their intentions, 

understandings, and concerns with regard to all legislative 

bills. A special section, describing the philosophical 

intent, should be included in the first section of any bill. 

This procedure may encourage closer similarities between 

legislative intent and educational practice (Henning et al., 

1979). 

For the State Agency 

1. If required by the legislature to direct the imple-

mentation of an infusion policy, the state agency should 

publicize the new program to all affected school districts 

and administrators as quickly and completely as possible, in 

order to maximize planning time. 

2. Agency staff should outline steps completely so that 

local school districts can implement the infusion plan and 

demonstrate appropriate levels of complicance (Henning et al., 

1979). Options within the overall plan should be offered to 

meet individual situations. 

3. Textbook publishers should be informed of the con-

tent changes and the appropriate textbooks into which the 

content should be integrated. 
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4. The agency should provide sample materials of good 

quality to all school districts to encourage local development 

of applicable materials (Doyle & Ponder, 1977). 

5. Agency staff should work with local school systems 

in identifying appropriate alternatives that comply with 

state policies regarding teacher competence in subject matter. 

6. The agency should inform teacher education institu-

tions of any new requirements regarding teacher competencies 

necessary for securing a teaching position. 

7. The state agency should keep the appropriate educators 

informed of their role and functions, as well as educational 

policy. They should encourage local administrators to dis-

seminate applicable information to classroom teachers and 

other appropriate personnel. This process should encourage 

closer similarities between state guidelines and classroom 

practice. 

For Economic Education Centers 

1. Consultants from these centers should stay informed 

of legislative and state board policies in order to offer 

assistance to local districts attempting to implement cur-

riculum change in the area of economics education. 

2. Centers should encourage local districts to identify 

a person or advocacy group responsible for the implementation 

of the project to enable a positive working relationship 

with the school system. 
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3. They should work with that individual or group to 

identify the needs of the school district with regard to 

teacher education and curriculum development. 

4. The center should provide materials to teachers 

that "fit" the state requirements and needs of the curriculum, 

They also should encourage teachers to modify the materials 

to meet their own styles. Feedback on the materials should 

be solicited from the teachers who use them. 

5. Economics educators should keep in mind that most 

teachers are not economists and should not be expected to 

make economics the focal point of their course. Teachers 

resent and will not work with centers that present this 

philosophy. 

6. The centers should communicate often and clearly 

their goals, functions, and services, so that state agencies 

and school districts may avail themselves of them. 

For the Curriculum Specialists 

1. Curriculum specialists should encourage the school 

board to identify the infusion of the new subject matter as 

a priority item for the school district. 

2. Specialists should encourage the school board to 

reflect the need for knowledge in the new subject in school 

district goals. 

3. They should consider ways (e.g., advisory committees, 

planning committees, etc.) to involve community members and 
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building-level administrators in the development and imple-

mentation phases of the program. This involvement will help 

insure their support and continued interest in the program. 

4. Consultants should keep building-level administrators 

informed of legislation that affects the curriculum. In Texas, 

principals have statutory responsibility for the instructional 

program. 

5. Specialists should insure the involvement of princi-

pals and teachers in all phases of the development and imple-

mentation of the program. They should encourage the formation 

of a support or advocacy group of principals and teachers in 

order to encourage continued growth of the program. 

6. The consultant should identify one individual, pos-

sibly himself or herself to coordinate all aspects of the 

program. They should work to acquire the support of building 

principals. These persons are crucial to the continued suc-

cess and maintenance of the program (Frey, 1979; Symmes, 1981). 

7. The consultant should become familiar with the stages 

described in the various infusion models, as well as recommen-

dations noted in this study. Some of these stages and recom-

mendations are: 

a. Identify goals of the process. 

bo Identify objectives to be infused into the total 

curriculum. 

c. Correlate objectives to suitable courses and con-

tent areas. 
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d. Develop a variety of applicable materials and 

guidelines for teachers to pilot and review. 

e. Encourage individual modification of materials. 

f. Allow adequate time for piloting the new program. 

g. Develop a final plan for maintaining a particular 

level of implementation. 

h. Supervise and enforce all necessary compliance 

procedures. 

8. When given a complex subject like "economics" to 

infuse into the curriculum, the consultant should demonstrate 

to the school board the justification for combining the 

infusion approach with a course required for graduation. 

9. The consultant should provide incentives (i.e., 

money, inservice credit, etc.) to principals and teachers 

that participate in the development and implementation of 

the program. 

10. When a consultant is presented a complex subject 

like "economics" to infuse into the curriculum, a subject in 

which principals and teachers have limited backgrounds, the 

consultant should work with the principals to establish staff 

development as the number one priority. He or she should 

work with the principals to 

a. Allow ample time for teachers to increase their 

understandings and competencies in the subject. 

b. Provide a variety of staff development programs 

focusing on content and methodology. 
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c. Allow teachers an opportunity to attend meetings 

where they are exposed to other ideas and practices. 

11. Consultants should listen to teachers and not pre-

judge their attitudes and feelings. 

For Teachers 

1. Teachers should communicate their concerns regarding 

the "infusion1' process to their legislators and state agency 

personnel. This should provide legislators and agency per-

sonnel with information to develop policies that reflect 

teachers' perceptions of educational needs. 

2. Teachers should communicate needs and concerns to 

the program coordinator to provide information necessary for 

local adaptation of policy mandates. 

3. Teachers should participate in groups that plan for 

the development and implementation of infusion programs. 

4. Teachers should agree to pilot any applicable 

materials and provide substantial feedback to increase the 

quality of materials made available in the future. 

5. Teachers should suggest inservice programs and 

speakers that will help in implementation of the process. 

6. Teachers should solicit community support for the 

program through their students. 

7. Teachers should share effective and teachable mate-

rials and strategies with program coordinators and other 

teachers. 
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8. If students perceive the subject as important and 

relevant, teachers should work to determine the most appro-

priate and comfortable means for including it in their 

teaching plans. 

9. Teachers should keep informed of all state edu-

cation policies and local district requirements applicable 

to their teaching assignments. This will help to insure 

compliance with every mandate. 

Suggestions for Further Research 

The limited number of research studies on the concept 

and process of infusion, as well as the narrow scope of this 

study, suggests a need for additional research in this area. 

Others also have indicated a need to investigate further the 

many issues surrounding the concept of "infusion" (Elmore, 

1979; Henning et al., 1979; Lehne & Rosenthal, 1980). Sug-

gested problems for further research projects include the 

following. 

1. Utilizing either survey methodology or additional 

intensive case studies, investigate the impact of educational 

law on the practice of schooling in various curriculum areas. 

2. Utilizing either intensive case studies or a large-

scale survey, investigate the different approaches various 

school districts have followed to comply with infusion man-

dates . 

3. Utilizing either interviews or questionnaires, 
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investigate further the extent of usage of the term "infusion" 

as a slogan and educational policy. 

4. Utilizing either interviews, questionnaires, or 

attitudinal surveys (i.e., semantic differentials), investi-

gate the question of principal and teacher attitude toward 

infusion. 

5. Utilizing either a quasi-experimental design 

(Campbell & Stanley, 1963) or profile of effects studies, 

investigate further the effects of the strengths and weak-

nesses noted in this research as they relate to the imple-

mentation and evaluation of other infusion programs. 

6. Utilizing a quasi-experimental design (Campbell & 

Stanley, 1963), contrast the impact of infusion programs in 

schools where teachers receive and do not receive principal 

support and direction. 

Conclusion 

"Infusion" remains a complex concept and a complex pro-

cess. Many of the ambiguities surrounding its meaning iden-

tified at the beginning of the study still exist. Although 

some of the attributes of infusion and the process it denotes 

have been delineated more carefully. 

The weight of evidence in this study, as well as in the 

related literature, indicates that the meaning of the concept 

"infusion" is bound heavily with the context in which it is 

applied. Thus it would seem that communications that clarify 
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its intent and policies that encourage procedural guidelines 

and operational plans should receive higher priorities than 

they have in the past. At the root of the problem, it 

appears that the amounts of time and effort expended serve 

as major determinants of the success of the process. 
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INTERVIEW SCHEDULE 

Introductory Statement 

I have several questions I would like to ask, and I 

don't wish to take any more of your time than necessary, 

Do you mind if I tape record our conversation as it 

saves me from having to write everything down? Let us 

begin. 

I. Personal Information 

1. Briefly describe your current position. 

2. Have you ever been asked to try to infuse new 

subject matter into your existing curriculum 

(e.g., free enterprise, career education)? 

Please describe some of your efforts in this 

area. 

$ 
2. Please describe any experiences you 

have had trying to infuse new subject 
programs into existing curriculum 
(e.g., free enterprise, career edu-
cation) . 

II. Definitions 

3. Are you familiar with the 1977 Texas Legislature 

mandate that calls for the "infusion of economic 

education into all levels 1-12 of social studies?" 

What does the term "infusion" as used in that man-

date mean to you? 
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4. What do you think that the term "infusion" (as 

used in that mandate) means to: 

a. (other) legislators 

b. (other) economic education centers 

c. (other) Texas Education Agency social studies 

personnel 

d. (other) social studies curriculum consultants 

e. (other) classroom teachers 

(If there are presumed differences, ask: Why do 

you suppose each group would have a different 

understanding?) 

III. Descriptions/Reactions 

5. What are, in your view, the most positive char-

acteristics or major strengths associated with 

the idea of "infusion" as contained in the free 

enterprise mandate? 

6. What are, in your view, the most negative char-

acteristics or major weaknesses associated with 

the idea of "infusion" as contained in the free 

enterprise mandate? 

7. Describe how you think the five groups previously 

discussed would react to your response. 

7. Do you think the five groups previously 

discussed would agree with your responses? 
Why or why not? (Possibly omit altogether.) 

8. How do you think the "ideal" infused free enterprise 

curriculum should be organized and implemented? 
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8. How do you think the "ideal" infused 
free enterprise curriculum should 
appear in practice? 

9. What are different ways the free enterprise (or 

other infused curriculum elements) actually are 

implemented? 

*9. What do you think the free enterprise 
(or other infused curriculum elements) 
actually looks like in practice? 

IV. Evaluation 

10. Based on your personal knowledge of efforts at 

curriculum infusion: 

a. What are the characteristics of the most 

successful attempts at infusion that you 

have observed? 

b. What are the major problems typically 

encountered in attempts at infusion? 

c. (To be directed to legislators only) How 

do you compare the current approach of House 

Bill 246 with the original Economic Education 

Act? 

11. Do you have anything you would like to add 

relevant to this issue? 

*Question changed as result of pilot interview. 
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APPENDIX C 

MATRIX B: BETWEEN-GROUP COMPARISONS 

Questions L A E C 
* 

T 

1 . 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

rP/~ivo n 1 n 
, , fr ---l T .1 J m mm A A — 

personnel, "E"—Economic Education Center personnel, "C"— 
Social studies consultants, "T"—Classroom teachers. 
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INTERVIEW: CLASSROOM TEACHER #2 

1. I am currently employed as a Texas history teacher at 

Northwood Junior High School and serve as the instruc-

tional department chairperson. 

2. Yes. We have been asked to infuse economics/free enter-

prise, drug education and career awareness into our cur-

riculum. I have participated in a number of workshops 

and inservice programs designed to introduce these mate-

rials. I have helped write materials for the school 

district. I have shared these materials with other 

teachers in the school district. 

3. Yes. My definition for infusion is that it means to 

"intermingle or mix" the free enterprise/economics mate-

rials with the material I normally teach and not to pre-

sent it as a separate unit. It should be made a part of 

the total program and included in all the units I teach 

throughout the year. 

4. (a) Legislators probably do not have a definition for 

infusion, it is more of a "coined word" and a word that 

covers a multiplicity of disagreements. I get the im-

pression that they have chosen a term purposely vague 
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to allow themselves a disclaimer if it fails and to 

provide teachers enough latitude to implement. 

(b) Economic education centers have different points of 

view on the issue of infusion. They have created a 

great deal of unusable materials. They make available 

a large number of autonomous materials not appropriate 

to the content of the subjects taught. This makes their 

materials less usable than those developed by school 

district teachers. I do not believe the centers adopt 

a posture of infusion, they adopt a posture of teaching 

economics as a separate entity and they give you units 

to teach in this manner. 

(c) Texas Education Agency personnel include the words 

free enterprise/economics in course frameworks. I have 

no idea what they mean by infusion as I have very little 

contact with them. 

(d) Social Studies consultants' perception of infusion 

depends entirely on who they are and where they are. 

Some people would see it as something you can easily 

ignore. They may merely insert the words economics into 

their course description and ignore the process. Whereas 

in Richardson more effort has been spent trying to "fit 

it into" the curriculum. 



147 

(e) I am not sure classroom teachers know what infusion 

means. Most of them see a program that is being added 

to their curriculum. If they have taught a number of 

years they are generally hostile to the idea. They are 

less likely to be open to making a change that is not 

consistent with the textbook. Classroom teachers, 

excited about economics, will try and adapt many more 

things as will new teachers. New teachers are enthu-

siastic about making the schools better. 

(f) This has to do with their point of view and the job 

they have. Legislators are detached from the classroom 

and have an idea of what would be good for people to 

know but know very little about how to go about it. 

Economic education centers are often funded by govern-

mental grants and have to turn out materials to justify 

thsir existence. Too many of their materials are directed 

at teaching economic principles that are not appropriate 

to the content and structure of my course. They do not 

understand what infusion means to a teacher, it is not 

TEA s job to deal with infusion in a direct sense and 

they do not become intimately involved with classroom 

instruction. Consultants and teachers deal with the 

material directly and they are confronted with the 

problems the ideal creates. 
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5. The major strength is that students will come away from 

their social studies education more aware of what causes 

things to happen in real life. Students currently grad-

uate from school with little knowledge of the role they 

play in the economy. This education will help prepare 

them to become more responsible citizens and consumers. 

6. The way the free enterprise system works is an abstrac-

tion and an ideal. It is not a pure system and cannot 

be laid out and taught like mathematics. Junior high 

students are too immature to discuss and understand the 

meaning and complexities of free enterprise. They can 

only deal with a limited number of concepts through 

definitions and examples. They are unable to under-

stand the complexity of the problem and expecting them 

to define the elements of free enterprise in junior high 

is an unrealistic goal. 

7. (a) Legislators would obviously see all the strengths 

without the weaknesses. Their desire to have everyone 

understand the issues of campaigns overshadows their 

knowledge of classroom teaching. 

* 

Political expediency often overshadows the practical 

realities of program implementation. Legislators do not 

consider how a program is to be taught, they simply 

desire that certain ideas be included in the curriculum 
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because it makes them appear astute and "interested" 

in education. 

(b) Economic education centers are created to promulgate 

economic education and so they avoid or overlook many of 

the weaknesses. 

(c) TEA staff do not concern themselves with it, they 

only include things the law says they must. 

(d) Social studies consultants in general forget how 

difficult it is to be in the classroom everyday and 

tend to be a bit idealistic about something new. 

(e) Classroom teachers will see all the negatives and 

few of the positives. When they are comfortable with 

their assignment they do not wish to change. 

8. Ideally everything we teach should be included in the 

textbook. In the public schools we do not have unlimited 

access to supplies and cannot require students to pur-

chase additional materials. They need the content in 

print as a tool for organization. The textbook needs 

the basic vocabulary and minimal information of the con-

tent introduced. There is also a conflict between what 

students can perceive and understand and the material 

eventually included in textbooks. If material is cen-

sored from books for its level of difficulty then it is 
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twenty times more difficult to address it in class 

without a textbook reference. There are no supple-

mentary materials available appropriate for each level. 

In the ideal system we would have textbooks that included 

all course requirements and teachers educated in the area 

they are required to teach. 

OK by validator. 

9. In reality, most of the infused curriculum programs 

are implemented in piecemeal fashion. If we are lucky 

we are handed teacher-made materials to help us teach. 

Several classes and workshops are provided teachers to 

increase their knowledge in the content area. Some 

teachers are provided copies of the legislation and 

expected to implement without direction. Interested 

teachers will do everything they can yet the majority 

of teachers will not do anything. This is because they 

do not feel comfortable with the content and they do 

not have any incentive to change. Infusion as proposed 

could even lead to more complaints by parents for chang-

ing the curriculum and making it too difficult. Thus, 

it is less work and easier not to do anything. 

10. (a) Successful programs tend to involve classroom 

teachers in the planning phase of the program. This 

would imply the development of guides. Successful 
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programs offer minimal rewards for participants. 

Successful programs are persistent and reach every 

person affected at all levels by the programs. They 

have impact on teacher education, practicing teachers 

and textbook publishers. Successful programs are based 

on appropriate student levels of understanding. 

* 
. . . (at least some) minimal rewards. 

(b) The major problem is the overestimation of what 

students can learn, the failure of universities to pre-

pare teachers to face the junior high student, the 

failure of textbook publishers to provide appropriate 

materials, the lack of materials appropriate for each 

grade level, and a lack of understanding on the part of 

teachers of the learning process which inhibits the 

proper use of infusion. Infused materials need to be 

broken down so that individuals can develop an under-

standing . 

11. I think the idea is not a bad idea. I think any sub-

ject taught in school needs to be constantly revised 

and changed to keep school from becoming stifled and 

bored. I also feel legislators could benefit from 

using educators as advisors. 

jjc 

Stifled is changed to stifling, bored to boring. 
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* 

Comments noted by respondent. 

Comments noted by validator. 
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