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CHAPTER I 

INTRODUCTION 

The Vocational Education Amendments of I968 have presented home 

economics educators with one of the greatest challenges since the pas

sage of the first federal legislation for the support of vocational 

education, according to Hurt and Alexander (33)- These amendments to 

the Vocational Education Act of 19^3 prescribe programs which encourage 

home economists to give greater consideration to social and cultural 

conditions and needs, especially in economically depressed areas. Pro

grams must be designed to prepare youth and adults for the role of home-

maker, or to contribute to the employability of such youths and adults 

in the dual role of hcmemaker and wage earner. In addition, homemaking 

teachers must include consumer education programs (26). 

Particularly challenging is the opportunity for home economists 

to help subtract from the effects of poverty by teaching the poor to get 

the most for their money through consumer education programs. The goal 

of consumer education is to help the poor to be more discriminating in 

their choices and thus to raise their standards of living. However, the 

President's Committee on Consumer Interests (46) emphasizes that con

sumer education "cannot cure poverty--it can only ease the pain." 

Many homemaking teachers are not presently prepared to meet the 

challenges of the I968 Amendments. They have received little training 

in teaching consumer education or in teaching adults, particularly 

educationally and economically disadvantaged adults. Because of these 



deficiencies in their training, teachers must receive the aid of educa

tors and researchers in these areas before they can meet the demands of 

their new role of consumer educators. 

Synthesis of research (4, 10, 11, 18, 33) brings one to the con

clusion that the homemaking teacher faces a number of difficulties in 

planning consumer education programs for educationally and economically 

disadvantaged adults. First, there is an extremely limited supply of 

consumer education material available which is designed for use with 

educationally disadvantaged adults. The teacher with her limited re

sources for use with these adults must attempt to adapt materials 

written for the middle class individual to meet the needs of the 

economically disadvantaged adult. 

As research indicated (6, 7* l4, 53). the homemaking teacher's 

task is further complicated by language barriers between herself and 

the educationally disadvantaged adult, particularly when the group is 

bilingual as in the case of the Mexican-Americans. In addition, the 

teacher may not be familiar with customs, consumer problems, and edu

cational needs of her perspective group. Because her time is already 

limited, the teacher may feel unable to develop a suitable program for 

adults and may abandon the project altogether. 

Educators and researchers must, therefore, come to the aid of 

the homemaking teacher and help her to meet these new and pressing 

challenges. Research is needed to fill current gaps in knowledge 

about working with the disadvantaged. Without the help of educators 

and researchers, it is doubtful that the challenges of the I968 

amendments can be. met. 



Statement of Problem 

The problem of the study was twofold. The first major problem 

was to develop lessons in financial planning which would be useful with 

varying groups of disadvantaged adults. This aspect of the problem 

involved identifying the needs and characteristics of disadvantaged 

adults through a review of literature and interviews with persons 

working with disadvantaged adults in Lubbock, Texas. 

The second major problem of the study was to determine the 

usefulness of the four lessons in financial planning to specific 

adult classes. This aspect of the study included the problem of 

developing an objective test to aid in determining the usefulness 

of the lessons. 

Purpose of the Study 

The study revolved around the development of materials for use 

in teaching consumer education to disadvantaged adults and the deter

mination of the usefulness of those materials. Common characteristics 

of such adults provided the basic framework for developing the lessons, 

To this end, the study was based on the following purposes: 

1. To identify characteristics, consumer practices, and con

sumer problems common to disadvantaged adults. 

2. To develop lessons in financial planning based on the needs 

and characteristics of disadvantaged adults which were identified through 

the review of literature and interview study. 

3. To develop a testing instrument for use in measuring student 

knowledge and understanding of financial planning. 



4. To develop checklists for use in obtaining students' and 

teachers' opinions regarding the lessons. 

Hypotheses 

The following null hypotheses were tested in this study: 

1. There is no significant difference between pretest and post-

test scores on a test of student knowledge in financial planning. 

2. There is no significant difference between post-test scores 

of male and female students. 

3. There is no significant difference between post-test scores 

of married and unmarried students. 

4. There is no significant relationship between post-test 

scores and age. 

5. There is no significant relationship between post-test 

scores and number of children of subjects. 

6. There is no significant relationship between post-test 

scores and number of years of formal education. 

Procedures 

>/ Procedures for this study included interviews with five persons 

working with disadvantaged adults in Lubbock, Texas. Together with 

information gained from the review of literature, these interviews 

provided a basis for the lessons developeci. 

Generalizations regarding financial planning were developed, 

based on conceptual needs of disadvantaged adults in the area of con

sumer education identified by the review of literature and interviews. 



Next, instructional objectives were derived from the generalizations 

for use in developing the lessons and the testing instrument used in 

the study, 

A pretest in financial planning was administered to students 

enrolled in fourth to sixth grade level Adult Basic Education classes. 

Following the first administration of the test, the students partici

pated in four one-hour to one-and-a-half-hour sessions of instruction 

concerning financial planning. Following the four lessons, the stu

dents were given the test again as a post-test. The final portion of 

the study involved determining the students' and teachers' views of the 

usefulness of the lessons through the use of student and teacher 

checksheets. 

Data collected in this investigation wSre treated statistically 

in the following manner: 

1. Differences between pretest and post-test mean scores, 

between post-test scores of male and female students, and between post-

test scores of married and unmarried students were determined through 

use of the t test. 

2. Correlations between post-test scores and demographic 

variables of age, number of children, and years of formal education 

were obtained through use of a Pearson Product-Moment Coefficient of 

Correlation. 

3. Reliability of the evaluation instrument was determined 

through use of the Spearman-Brown Prophecy Formula. All statistical 



analyses were made through use of computer programs at the Computer 

Center on Texas Tech University Campus. Differences and relationships 

were judged to be significant at the .05 level or less. 

Scope and Limitations of the Study 

Interviews for the study were limited to five persons working 

with disadvantaged adults in Lubbock, Texas. The characteristics and 

problems of disadvantaged adults identified during the interviews were 

used as guides in developing the lessons. 

The study was conducted in March and April, 1970 with two Adult 

Basic Education classes which met at 0. L. Slaton Junior High School in 

Lubbock, Texas. The sample was made up of fifteen Anglo and Mexican-

American students enrolled in fourth to sixth grade level classes. All 

conclusions were limited to this group. 

Techniques and media used in teaching the lessons included dis

cussion, lecture, stories, case studies, examples, games, worksheets, 

transparencies, and posters. As a wide variety of techniques was used, 

no attempt was made to evaluate the effectiveness of any one technique. 

The two regular teachers of the classes presented the lessons. 

Neither teacher had a home economics or consumer education background. 

In addition, the abilities of the teachers to motivate the students 

were beyond the scope of the study. 

^ Because no required tests are given in Adult Basic Education 

classes, means for testing achievement of students were limited. A card 

sort game was designed as the major testing instrument. This instrument 

had several basic limitations: l) It was based on an unproven method. 



2) It was limited to thirty items in an attempt to stay within the 

students' attention spans. 3) It measured student knowledge primarily. 

Demographic data were obtained from student enrollment cards. 

No attempt was made to check changes which might have occurred since 

enrollment in the class. Family income, a possible demographic variable, 

was not given on the enrollment cards and thus was not used for statis

tical comparisons in the study. 

Definition of Terms 

The following terms are defined in accordance with the purposes 

of the study: 

1. Disadvantaged adult—adult enrolled in Adult Basic Education 

class with an educational level between fourth and sixth grade, (Note: 

For purposes of this study, the terms disadvantaged and low-income will 

be used interchangeably as the review of literature indicates that low-

income is frequently associated with other forms of disadvantage, such 

as limited education.) 

2. Adult Basic Education—class provided for persons wanting 

to further their educations in pursuit of a high school diploma outside 

the regular public and private school systems. 



CHAPTER II 

REVIEW OF LITERATURE 

Literature was reviewed to define poverty, to identify the 

characteristics of low-income families and their consumer practices 

and problems, to determine the implications of these characteristics, 

practices, and problems for teaching consumer education and points to 

consider in planning programs for disadvantaged adults, and to identify 

teaching methods and evaluation techniques effective with disadvantaged 

adults. 

Definition of Poverty 

In our nation of relative economic affluence, poverty has re

cently been given particular emphasis, even to be identified by some 

as a "subculture" of our society. These are the people, according to 

Herzog (32), who " . . . live at, or near, or considerably below what 

is commonly regarded as the subsistence level." Herzog says the group 

which he refers to as "the poor" is an "ill-defined group." They have 

been called the under-privileged, the disadvanta,ged, the culturally 

deprived, the low income group, the lower class, and so on and yet little 

attempt has been made to define this group. 

Reagan (47) emphasizes the need for giving more attention to the 

definition of poverty. She says that many facets of family resources 

should be considered in a " . . . relatively sophisticated definition." 

Regan criticizes the use of the invariant poverty line of $3000 for 
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families of two or more and $1500 for individuals not living with 

relatives. Other suggested definitions of poverty include variable 

poverty lines based on money income and food plans; the budget ap

proach; and use of poverty lines based on the most recent income and 

expense surveys. Reagan concludes that "future definitions of the 

poverty line need to consider other family resources as well as current 

income." Among these resources she included " . . . liquid assets, 

income supplements from community services (such as child care centers, 

medical care, job training, surplus foods, consumer education, legal 

aid), and personal resources (such as education, health, and skills)." 

Several definitions of poverty are given by Harrington (31). 

Among these definitions are: 

Those who are denied the m.inimal levels of health, 
housing, food, and education that our present stage 
of scientific knowledge specifies as necessary for 
life as it is now lived in the United States, 

Poverty should be defined psychologically in terms 
of those whose place in the society is such that 
they are internal exiles who, almost inevitably, 
develop attitudes of defeat and pessimism and who 
are therefore excluded from taking advantage of new 
opportuniti es. 

Poverty should be defined in absolute terms of what 
man and society could be. As long as America is less 
than its potential, the nation as a whole is impov
erished by the fact. As long as there is the other 
America, we are, all of us, poorer because of it. 

Listen (36) summarizes a number of ideas on the definition of 

poverty. She says that poverty is "a persistent gap between what is 

and what ought to be." Poverty, then, is more than a lack of resources; 

frequently it exists, according to Listen, because people do not make 

wise use of the resources they do have. She says environment may also 
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contribute to poverty. Listen agrees with Harrington (31) in saying 

that poverty is not only deprivation, or maintenance of life at lower 

than the acceptable minimum, but also failure to reach potentials. 

Poverty, Listen (36) emphasizes, may be humanistic as well as economic. 

She lists special problems as "poverty of time, lack of education in 

particular segments of our population, deficiency in human values, 

poverty in the arts, and poverty'of rationality." 

Characteristics of Low-Income Families 

The characteristics of low-income families become evident in 

the descriptions of low-income families, the locations of poverty, the 

frequency of poverty, and the limitations of low-income families. 

Descriptions of low-income families 

A number of studies and reports have been made that define char

acteristics of low-income families. Shoemaker (50) says, however, that 

it is important to note that the lowest socio-economic group in America 

is net "one monolithic, homogeneous subculture." Low-income families 

vary in style, habits, and modes of expression. 

Among the indices often used to indicate the socio-economic 

status of families are income, education, occupation, and family back

ground. Many lew-income groups are typified by meager education, 

limited job skills, limited job opportunities, unemployment, sub-

standard and ever-crowded housing, large families, and an inclination 

toward delinquency and crime (4, 63). 

In 1961, 21 per cent of the nation's families had money incomes 

under the $3000 poverty line established by the Social Security 
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Administration. The median income was $5737 or almost twice that 

amount. The average farm income was lower with the median income of 

all farm families amounting to $3200. A total of 40 per cent of all 

farm families had less than $2500 a year. The median income of non-

white farm families was only about $1300. In addition, about one-sixth 

of the families with heads 65 years and over had an annual income less 

than $1500 and one-half of them had less than $3000 (63). 

Low-income families may be further characterized by under

employment and scattered, irregular, miscellaneous employment, often 

at undesirable occupations. Poverty involves extensive borrowing 

through both formal and informal sources, use of secondhand clothing, 

and housing which lacks in privacy. The poor have a higher death rate, 

a lower life expectancy, lower levels of both physical and mental 

health as well as lower levels of nutrition, than the prosperous (32). 

Locations of poverty 

Concentrations of poverty are found particularly in the inner 

city among the non-whites, the poorly educated, the elderly, the dis

abled, and in broken homes (55)» Another large concentration of pov

erty is in rural areas, as previously noted. Occupationally, rural 

poverty areas include not only tenant farmers, migrant workers, and 

others whose traditional ties have not been soil-related, but also 

families living in mining and forestry areas who have been displaced 

by a combination of economic factors and who are not able to find more 

than limited employment with their limited skills (56). 
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Frequency of poverty 

The following six categories of families appear among the poor 

with a frequency twice as great as among the total population: families 

headed by persons sixty-five or older, nonwhite families, families 

headed by women, families headed by persons not in the civilian labor 

force, families with no wage earners, and rural farm families (55), 

Family background is also a frequent indicator of poverty. Those 

families with a background history of low earnings are likely to produce 

children who have little incentive or opportunity to raise their status 

economically. Thus, "poverty breeds poverty" and inadequate education 

is perpetrated from generation to generation (55)' According to partici

pants at an American Home Economics Association workshop on working with 

low-incom.e fam.ilies (64), most of the poor v̂ ere born poor; they are not 

merely middle-class people without money. Their values, beliefs, and 

life styles all differ from those of middle-class families. 

Limitations of low-income families 

Poverty places certain limitations on the families involved. 

Among the general limitations of the poor identified in Low-Income Life 

Styles (58) are their limited alternatives, their helplessness, their 

deprivation, and their insecurity. Alienation, another major limitation, 

is indicated by expressions of feelings of powerlessness, meaninglessness, 

anemia, and isolation. In addition, the life themes of the poor may in

clude fatalism, orientation to the present, authoritarianism, and con-

creteness. 

Communication frequently heads the list of the limitations of 

the disadvantaged. Brill (7) says that communication by the poor is 
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primarily nonverbal. The poor may be inarticulate or may use articula

tion as a defense. The disadvantaged person may also fail to relate 

easily to other people. 

Brill (7) emphasizes that the poor have had numerous failures 

which cause reluctance to try again and fear of exposing themselves 

once more to the pain of failing. Often seemingly unintelligent and 

nonmotivated, the poor may be lacking in social skills and thus unable 

to express their real needs. Disadvantaged persons are frequently in 

conflict with authority, viewing it with suspicion and alarm. In addi

tion. Brill continues, the disadvantaged have been left unreached and 

unhelped by those who have been entrusted with the task of educating, 

protecting, and caring for them. Furthermore, the poor frequently 

reflect in their own attitudes toward themselves the negative attitudes 

of ethers and thus think of themselves as being just as worthless as 

people say they are. 

Additional limitations of the poor have been identified by 

other writers. Those identified at one workshop (48) were: lack of 

motivation, lack of self-confidence, suspiciousness, ethnocentrism, and 

poor self-images. Poverty often implies a lack of communication, loss 

of self-respect, lack of a sense of responsibility, little appreciation 

of "what I can be," and living in a very limit̂ '̂  world. According to 

Herzog (32), the time perspective of the disadvantaged is shorter and 

they are more present-oriented than future-oriented. 

Ronald C. Powers, a I968 American Home Economics Association 

Foundation Fellowship Awardee (4l), stated the limitations of the poor 

in a slightly different matnner. He indicated that among the passive in 
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the inner city there is "less an apathy than a giving up, less an un

willingness to do better than a realistic appraisal of their chances, 

less an inability than a permanent psychological injury from the 

environment." 

Consumer Practices and Problems 
of Low-Income Families 

In order to plan effective consumer education programs for low-

income adults it is necessary to understand their present consumer 

practices and problems. These may be discerned through a study of 

their spending patterns, consumer problems, buying practices, informa

tion-seeking, credit practices, savings practices, and planning prac

tices. Canoyer (9) emphasizes that we need to know much more than 

where the poor buy and what they buy; we also need to know why and when. 

Spending patterns 

The spending patterns of low-income families have been summa

rized from several sources (42, 58) as follows: Low-income families 

spend most of their income on basic needs, but those who buy durable 

goods frequently encounter serious financial problems. Failure to 

fellow basic management principles in planning for purchases and shop

ping are also common among the poor. They tend to be less price con

scious or well-informed on the characteristics of products than higher 

income families. Families with little education have little resistance 

to pressure sales tactics or sales gimmicks. They are vulnerable to 

high credit costs and they lack understanding of actual costs of credit 

or installment buying. Many depend on known merchants or relatives for 
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judgments of what to buy. Many low-income families have little knowl

edge of resources available to them. It is also doubtful whether many 

lew-income families carry out home production to supplement their in

comes. 

These sources (42, 58) state that few low-income families have 

savings of any size. Most do not have life insurance. Only about half 

are covered by medical insurance. Most low-income families probably do 

not make full use of programs established to provide services and goods 

free or at reduced rates. They have only limited understanding of legal 

protection available or of their responsibilities as consumers. Their 

choices are minimized, of course, by their circumstances, however, the 

problems of the poor are increased by their failure to think in terms of 

long-range goals, 

Reagan (47) includes among the spending patterns of low-income 

families their tendencies to use credit, to buy at neighborhood stores 

where credit is available and prices are usually higher, and to buy in 

small, uneconomical quantities. She says low-income families shop in

efficiently because of poor reading skills, and/or lack of shopping 

skills. 

Probably the most comprehensive study of low-income consumer 

practices and consumer exploitation was Caplovitz's study of three 

Manhattan settlement houses which he reported in The Poor Pay More (lO). 

In this study, consumer practices and problems varied greatly within 

the lew-income population. White, Negro, and Puerto Rican families, 

for example, differed greatly in their consumer practices and level of 
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solvency. Consumer practices in this study also varied with family 

size and age of the household head. Length of urban residence of the 

ethnic groups varied considerably and may have affected the results 

reported, however. 

Consumer problems 

The lew-income family is subject to many problems as consumers. 

According to White (62), causes of these problems include: 

advertising which is false, misleading and deceptive 

failure of the seller to disclose interest and finance 
charges 

unfair contract terms 

default and repossession system which fails to give 
reasonable protection to a buyer's equity in rapidly 
depreciating consumer goods 

lack of written receipts 

collection through channels other than direct approach 
to the debter 

lack of enforcement of consumer credit legislation. 

Additional problems identified by a I968 conference on educa

tional opportunities for Mexican-Americans (l4) include: "achieving 

competence to live within income, learning to determine best buys, 

understanding credit use and costs, and developing an understanding 

of the marketplace, and ability to evaluate consumer information." 

Buying practices 

In a study by Barney and Morse (3) comparing actual food expen

ditures of lew-income female-headed families with food cost estimates 

of senior heme economics students, students "spent" 7 per cent mere than 

did the hememakers, indicating that problems of low-income families may 
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net be solved by better buymanship. However, it was found that families 

were net spending enough on food to buy essentials. Hememakers spent 

slightly mere than half the amount needed. This study reflected needs 

for assistance in decision-making which precedes shopping, or change 

in food choices rather than improved buymanship. 

A study by Garrison of the clothing purchasing practices of a 

group of women in a low-income housing project in Knoxville, Tennessee 

(23) showed that, in general, these women were not familiar with wise 

buying techniques; they did not know what features to look for in pur

chasing; they did not recognize quality characteristics of garments, 

and they were not familiar with label terminology. They did not take 

advantage of information on labels, nor were they familiar with textile 

terms. There was little evidence of planned purchasing in their buying 

habits, and they tended to purchase as needed without thought of future 

needs. They produced few of their own clothes and purchased less ex

pensive ready-made garments rather than constructing them. Garrison 

indicated that one of the most striking points gained from this study 

was that these women accepted poor quality and performance character

istics in their clothing. 

Where subjects shopped was a significant factor in price paid 

for goods in Caplovitz's study (lO). High activity consumers tended 

to shop outside the neighborhood. In this study, families who purchased 

from peddlers were also active consumers and had strong tendencies to

ward buying en impulse. Family size and age, both of which were asso

ciated with consumer needs, were closely related to this mode of buying. 
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Among the types of exploitation most frequently recounted in 

Caplovitz's study (lO) were bait advertising and the switch sale, mis

representation of prices, substitution of goods and anonymity of credit 

transactions. 

Information-seeking 

Katena (34), in a study of purchase decisions, found that people 

at the lowest end of the educational scale may lack information or may 

have no confidence in their ability to get reliable information and, 

therefore, they may not be in a position to evaluate alternative courses 

of action. According to Caplovitz (lO), when such consumers are ex

ploited their reactions to their troubles may be apathy as evidenced 

by inaction. They may inappropriately try to solve their own problems 

by resorting to various patterns of self-help such as stopping payments 

in hope this will make the merchant live up to his obligations. Only 

a few seek professional help from a Legal Aid Society or Better Business 

Bureau. When subjects in Caplovitz's study were questioned regarding 

their knowledge of sources of help almost two in every three (64 per 

cent) replied that they did not know. Education was shown to be an 

important factor in their replies although Caplovitz emphasized thay 

many do not seek help even if they know about it. 

Credit Practices 

Credit practices of the disadvantaged frequently contribute to 

their financial problems. Morgan (4o) says that a reasonable estimate 

of 13 "to 15 pê : cent of the take-home pay after taxes is considered the 
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limit for amount of indebtedness, but many families now far exceed this 

limit. The largest number, 24.3 per cent of low-income families, in 

Hall's study (28) had outstanding debts of $251-$500. The second 

largest group, 22.5 per cent, owed from $101-$250. 

Lew-income families are hurt, according to Margolius (39), when 

they overpay, or are subjected to credit misrepresentations. In a study 

of 129 low-income families Weeks (6l) found that installment credit was 

used by three-fourths of the families, and that types of credit used 

tended to be the most expensive kinds available. Credit was used most 

by young families, and its use increased with family size and income. 

From one-fourth to one-half of these families with incomes of $2500-

$3000 used installment credit to purchase clothing. 

Hall (28) found that more families used credit for doctor and 

medical bills than for any other purpose. Food purchases were the 

second major use of credit with 58.6 per cent of the families using a 

charge account at the grocery store to some extent. Credit for the 

purchase of an automobile and of clothing followed as a close third and 

fourth, respectively. A relatively large number of families had used 

credit for the purchase of furniture, household appliances, and tele

visions. Caplovitz (lO) found that larger, younger, nonwhite families 

relied en credit most. 

Lew-income families, according to Margolius (39), often are the 

special targets of the high-pressure promoters, since they may not be 

eligible for credit from the more reputable stores or lenders. These 

families are also even less familiar with their legal rights than 

middle-income families. 
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Savings Practices 

Very few low-income families, according to Hall (28), can accu

mulate savings. Only eleven families, 9.9 per cent, had a regular form 

of savings in Hall's study. All these families were in the $2000 to 

$3000 income bracket and ten of these families had a regular income. 

Three of these indicated they kept the money saved at home. 

Planning Practices 

Planning seems to be a major problem area for disadvantaged 

families. Formal education was declared by the United States Depart

ment of Health, Education, and Welfare (58) to be the key characteristic 

of the informed consumer. Education was also a determining factor in a 

study made by Watter (59) of family business practices. This study 

showed that when the wife was a high school graduate the family fol

lowed a higher percentage of twelve business practices than those 

families in which the wife was not a high school graduate. 

In a study of the forms of deliberating, choosing, and decision 

making that occur in connection with the purchase of relatively expen

sive durable household goods, Katona (34) identified determining factors 

as income, education, and occupation. Data showed that planning was 

greater among durable goods purchasers if they attended high school than 

if they went only to grade school; and it was higher still for those 

who went to college. There was agreement between this finding and the 

indication that planning increased somewhat with income, at least to 

incomes of $7500. Unskilled and service workers were the least delib

erate occupation group among durable good buyers, followed by farmers. 
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In Katona's study (34), only 29 per cent of durable goods 

buyers in the grade school group visited more than one store, compared 

with 50 per cent in the college group. Twenty-one per cent of those 

who attended grade school only obtained information from printed mate

rial as compared to 42 per cent of those who went to college. Buyers 

who went to college or high school reported more frequently than those 

with less education that they studied printed material other than ad

vertisements. Investigations of reports of testing agencies occurred 

rarely among consumers who had less than a college education. 

One-third of the college group, and a slightly smaller propor

tion of people with incomes above $5000 in Katona's study (34) were 

concerned with three or more features compared with only six per cent 

of the people with incomes belov; $3000. When it came to buying sport 

shirts, however, people with little education seemed to be more delib

erate than more highly educated people. 

Implications for Teaching Consumer Education 

The consumer practices and problems of low-income families lead 

to a number of implications for consumer education programs. Hall (28) 

points out that for some time now, the public system of education in 

this country has had effective programs for guiding youth in choosing 

a vocation, producing goods and earning a living. It is unfortunate, 

however, that today millions of Americans spend a lifetime earning money, 

and yet never learn, aside from trial and error, how to manage wisely 

the use of that money. Hardwick (30) agrees that "spending to live 

requires training just as earning has to be learned." 
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Participants in one American Home Economics Association Work

shop (41) point out that in working with low-income families, one should 

remember first, that we still must think in terms of individual behavior. 

Second, Americans, in general, tend to satisfy their most luxurious wants 

out of future income. Third, the poor are hampered in learning to make 

wise consumer choices because they are unable to practice making choices 

due to their limited incomes. In other words, they cannot afford to 

make mistakes. Caplovitz (lO) listed extending the shopping horizons 

of these families and informing them of community agencies that can help 

them with their consumer problems as realistic goals of consumer educa

tion. Hardwick (30) says. 

First, the goal of efficient consumer buying can be 
described as getting l) the right quality and quantity 
of goods or services from 2) the right source of supply 
at 3) the right time at 4) the right price including 
5) the right terms and with 6) the right delivery. 

One study by Fults and Zunich (2l) of money sources and practices 

of low-income teenagers showed that over half learned to use money by 

experience and another fourth from parents. This indicates the limited 

background of most low-income adults in money management. 

Studies consistently imply needs for consumer education in sev

eral important areas. Major considerations include consumer rights, 

use of practical problems in familiar situations, and management and 

financial problems (64). Nebraska educators (26) emphasize that needs 

of consumers include the need for pertinent information, need for sources 

of consumer information, product care and use, and a concern for consumer 

information, Consumers need to understand a credit transaction, 
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including what an installment contract is, what it means, how it should 

be filled out, and what happens legally when payments are in default^ 

Stewart (51) says that the disadvantaged should also be taught to evalu

ate their capacity to use credit so that it may become an asset. A 

money management plan is needed which would include essential weekly 

and monthly expenditures, family planning for use of income, ways to 

stay within planned expenditures, savings, and guides for use of 

credit (52), 

Concepts for a consumer education program for low-income adults 

may be summarized from several sources (8, 13, 58) as follows: Values 

and goals, family and community resources, planning spending, choice-

making, shopping skills, advertising and sales techniques, consumer 

rights and responsibilities, and consumer protection and sources of help. 

A number of sources (8, 13, 58) have suggested objectives for 

teaching consumer education. Objectives involving the concepts of 

values and goals should include setting up and clarifying realistic 

and meaningful economic values and goals as individuals and families. 

Objectives on resources should involve increasing understanding of 

family and community resources and how these can be interchanged, 

as well as using economic resources, such as cash, credit, savings, 

insurance, and investments effectively. Other objectives might be 

concerned with getting what is needed or wanted without spending 

money or by spending only for raw materials. Objectives involving 

the concept of planning include planning carefully for family spending 

by establishing long-range plans for present and future financial 

security. Objectives should also be included to help students recognize 
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that they are making choices and to enable them to make those choices 

with more lasting satisfaction. Additional objectives might involve 

developing shopping skills for both goods and services; increasing 

understanding of advertising and sales techniques; understanding con

sumer rights and responsibilities; and taking advantage of benefits 

available to persons with limited incomes. 

Planning Programs for Disadvantaged Adults 

Shoemaker (50) says that in recent years, attempts to apply to 

low-income fajnilies the methods and content in parent and family life 

education that were successful with middle-income families have been 

"discouragingly unsuccessful." The Texas Agricultural Extension Serv

ice emphasizes in its Expanded Nutrition Program (54) that it is first 

necessary to identify characteristics of lovr-income groups V7hich should 

guide program-planning. The disadvantaged homemaker's needs include 

physical needs, needs for security, need for love and belongingness 

and need for self-esteem. 

Participants in a workshop on the disadvantaged (48) felt that 

values play an important role in planning programs for disadvantaged 

adults. For example, among Mexican-Americans, family and kinship ties 

seem stronger; families have a traditional authority structure; early 

marriage and little schooling are typical; and these values may be ex

pected to play an important role in planning effective programs for 

them. Orientation to life of prospective students must also be con

sidered, according to the report of a workshop for the disadvantaged 

(48). For example, the Mexican-American's orientation to life may be 
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characterized by the following statements: man is evil; he is sub

jugated by nature; he is concerned with the present; being is more 

significant than becoming or doing; his relationship with others is 

mostly lineal. Consideration of such facts as these are necessary 

in order to develop meaningful programs. 

Communication Problems 

Communication between middle-class teachers and lower-class 

students is subject to several blocks according to a National Con

ference on Educational Opportunities for Mexican-Americans in I968 

(l4). These blocks are fear, difference in values, lack of knowl

edge of the possibilities involved or the background to insure in

terest or success. Other blocks include lack of understanding of 

the importance, or why things taught have importance, lack of means 

to make use of the idea, lack of skill or no opportunity to practice 

or again, a fear of failure. 

These possible blocks to communication yield several implica

tions for working with the disadvantaged as identified by a workshop 

on the disadvantaged (48): l) The disadvantaged person reacts accord

ing to his own frame of reference. 2) He may not see a problem in the 

same context as the teacher. 3) The teacher must try to see their view. 

Aids in working with the disadvantaged 

Brill (7) has identified several fundamental concepts regard

ing people which should aid the teacher of the disadvantaged: l) All 

individuals are worthwhile. 2) Every individual is different. 3) All 
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behavior is caused and purposive. 4) Individuals are the result of 

their total life experience. 5) All individuals have the capacity 

to change. 6) People have a right to participate in decisions af

fecting their welfare. 

To work effectively with people in the lower socio-economic 

strata it is important, according to one American Home Economics 

Association Foundation Fellowship Awardee (4l), "to begin the helping 

relationship wherever the person wants to begin." These needs and 

desires may be discerned through individual interviews or conferences, 

through indirect group questions, by getting the group involved in some 

skill activity and listening to the conversations that arise or through 

acquiring experience over a period of time (13). 

In reaching low-income families, Shoemaker (50) emphasizes that 

personal contact is needed; the teacher must meet them on their own 

ground; she should help the people decide things for themselves; she 

should plan a variety of programs which are geared to their needs, 

interests, and level of understanding. 

Methods for Teaching Disadvantaged Adults 

It has been recognized for a long time, according to Deutsch 

(16), that there is a relationship between the conditions of social, 

cultural, and economic deprivation and deficit learning. The environ

ment having the greatest of these three consistently has the highest 

rate of school retardation. Particularly striking are the deficiencies 

in linguistic skills and reading ability. School dropout and failure 

are high and destine these students to a lifetime of the least skilled 
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and least desirable jobs with little or no opportunity for upward 

social mobility. 

To stop this waste of human potential Taba and Elkins (53) 

say teachers must find methods for developing the abilities of the 

disadvantaged. Basically, of course, there is no difference in the 

way the disadvantaged learn. The same general principles of learning 

which apply to other groups also apply to them. The biggest differ

ence lies in the meanings things hold for these learners and the de

gree to which certain factors are operative. Taba and Elkins (53) 

state, for example, that although all learners proceed from concrete 

to abstract, there may be a difference in what is abstract and what 

is concrete to students with developmental problems in cognitive and 

verbal areas and whose life experience may be limited in some areas. 

In addition, what motivates learning may be totally different for the 

disadvantaged learner. 

Levy (35) emphasizes the need for relevance in teaching the 

disadvantaged learner. She indicates that relevance is a solution to 

the problem of motivation because it provides a present and meaningful 

connection with their lives. Youmans (66) states that this calls for 

teachers with a firm understanding and appreciation of the slum com

munity who are then able to translate textbooks and other materials 

based on "middle class values" into experiences based on the needs of 

the disadvantaged learner. Fantini and Weinstein (18) call this "ma

nipulating the standard curriculum to fit more closely the living world 

of pupil reality." Their solution is the use of what they call "contact 

tactics," Such tactics include becoming familiar with the language of 
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the disadvantaged learner; using student examples and experiences as 

a basis for lesson content; giving students direct experience wherever 

possible or, if not possible, contrived experiences; encouraging social 

contact; and making learning practical rather than theoretical. 

In light of these statements, one soon realizes why traditional 

approaches to instruction fail to produce effective learning and why a 

different approach is needed, says Webster (6o). First, new ways must 

be found for getting the attention and interest of the students through 

use of their past experiences. Then these experiences must be inte

grated with what is to be taught. Finally, the student is ready to 

make other applications of the factors identified. 

Because the disadvantaged learner is also a slow learner, Taba 

and Elkins (53) indicate that programs must emphasize the important 

concepts and ideas eliminating many of the details in order to provide 

time for depth study of these ideas and concepts. This involves pro

vision of varied activities relating to the same topic. Taba and 

Elkins call this an "open-ended approach." This approach enables each 

individual to respond to the task in terms of his own particular con

cern and according to his own level of perception, performance, and 

skill. In addition, learning for the disadvantaged student must be 

paced so that it moves both from topic to topic and from one cognitive 

skill to another in accordance with the readiness of students and the 

level of difficulty. 

Taba and Elkins (53) emphasize the need for using varied activi

ties in working with the disadvantaged. Because of their meager back

ground and experience, short attention spans and poor work habits, many 
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overt activities are needed to hold the attention of the disadvantaged. 

Effective devices for teaching the disadvantaged include use of stories, 

dramatization, play-making and role-playing, observation and interview

ing. The tape recorder, if properly introduced, can be an excellent 

device for holding attention. Bloom (6) suggests the use of pictures 

in providing cues to meanings for disadvantaged learners. Other sug

gestions include under-the-door flyers, key word associations, opinion 

polls, questionnaires, cartoons, discussion questions, case studies and 

problem situations, and dramatic stories (7f 42, 6l). 

Cavanagh (ll) has characterized effective methods for use with 

the disadvantaged as follows: They are applicable in an informal situ

ation and have no requirement of group activity. They are short term, 

require physical involvement of the learner, and are explicit in struc

ture. They have some nonverbal elements and use vocabulary and lan

guage structure which the disadvantaged can understand. 

Evaluation Techniques 

Orr and Graham (44) emphasize that many of the disadvantaged 

have grown up in situations which have hindered their development of 

reading and written-language skills resulting in low scores on tradi

tional printed tests of scholastic aptitude and in serious underrating 

of their academic potential. In addition, these authors emphasize the 

cultural inadequacy of these tests when used with the disadvantaged. 

This further complicates the problem of developing adequate means of 

evaluating programs for the disadvantaged. 

The success of the listening comprehension test developed by 

Orr and Grahaun (44) led them to the conclusion that the effect of being 
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disadvantaged may be more associated with developing reading proficiency 

than with developing verbal proficiency. They thus opened the door to 

many possibilities for using verbal testing in teaching the disadvan

taged and for adapting many of the more traditional types of written 

tests for use as oral tests. 

Rohwer and others (49) designed a successful experiment using 

pictures for teaching paired comparisons to children. Pictorial mate

rials produced more efficient learning than printed materials. The 

Expanded Nutrition Program (54) also emphasizes the importance of 

visuals in working with the disadvantaged, particularly when communica

tion problems are increased in the case of the bilingual homemaker. 

Q-Sort 

One evaluative technique "which Cavanagh and Price (ll) suggest 

might have possibilities for use with the disadvantaged is the Q-Sort. 

Its use is suggested for measuring attitudes toward financial decision

making behavior. The homemaker might be asked to sort the cards both 

before and after instruction. Cavanagh and Price based their sugges

tion for the use of the Q-Sort on the physical involvement in scribing 

the cards as a possible motivator and on the fact that no writing or 

checking of answers is required. However, as they outlined the use of 

the Q-Sort, the homemaker would have to read the cards. In addition, 

the Q-Sort method as described by Hall (29) requires that the state

ments on the cards must be compared to one another according to degree 

of preference into stacks of varying sizes forming a bell-shaped dis

tribution of the cards. Hall set the minimum number of cards at fifty. 
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With the low reading ability of the disadvantaged, it is logical to 

assume that the Q-Sort method would be extremely time consuming, and 

that using stacks of various sizes could be frustrating. 

The Q-Sort is primarily concerned with the measurement of atti

tudes. Attitudes are, according to Ahman and Clock (l), "predisposi

tions to react negatively or positively in some degree toward an object, 

institution or class of persons." Attitudes are most frequently meas

ured through verbal reactions to statements because of the ease with 

which they can be handled in research investigations. The object of 

attitude measurement is to locate each person at some point on a con

tinuum, or scale, which ranges from "strong negative" attitude through 

"neutral" to "strong positive" attitude. The scale is usually composed 

of a collection of statements concerning different degrees of positive 

and negative reaction to the object or person being studied. Among the 

most frequently used forms are questionnaires and checklists. One must 

note, however, as Amy (2) points out, that attitudes are particularly 

difficult to measure. 

Likert-tvpe scale 

The Likert-type scale is another measure which may be used with 

attitude statements. In responding to each item, a person indicates 

how strongly he approves or disapproves, usually on a five-point scale. 

Hall (29) points out that one advantage of the Likert-type scale is that 

it permits the use of items that are not manifestly related to the at

titude being studied. 
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Checklists 

Checklists generally consist of a series of statements or 

questions to be checked with an appropriate symbol or with short word-

answers. Amy (2) indicates that a checklist is a useful way to elicit 

student reactions to a series of lessons. Used for this purpose, check

lists would have the advantages of raising the level of involvement of 

the disadvantaged student, or raising his sense of worth by letting 

him know that his opinion counts, and of physically involving him. 

If the students have low reading ability the teacher can read the ques

tions aloud while the students check their answers. 

Summary 

Literature in the areas of poverty, consumer practices and 

problems of the poor, and teaching disadvantaged adults was reviewed 

to provide a basis for developing the lessons and testing instrument 

used in this study. Research has indicated that the poor have a number 

of common characteristics which limited their choices as consumers such 

as limited alternatives, helplessness, deprivation, insecurity, aliena

tion, communication, and past failures. As consumers, the poor tend to 

follow similar practices and to have similar problems in the areas of 

buying,information-seeking, credit use, savings practices, and planning 

practices. Educators agree that consumer education is needed by the 

poor especially in the above areas. 

The characteristics and problems of low-income families should 

aid in planning programs for disadvantaged adults. Successful teaching 

methods include those which take into consideration deficiencies in 
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linguistic skills and reading abilities of such adults, particularly 

teaching methods which are visual and which physically involve the 

learner. Evaluative techniques must also be developed which recognize 

the negative attitudes the disadvantaged may have toward school and 

tests as well as other pertinent characteristics. 

These findings provided the foundation on which the methods 

and procedures reported in the following chapter were developed. 



CHAPTER III 

METHODS AND PROCEDURES 

The development of the study made it necessary for the investi

gator to determine guidelines for teaching disadvantaged adults, an 

instructional strategy for specific groups of disadvantaged adults, 

and a procedure for evaluating the instructional materials developed. 

Steps in the development of the study are discussed in the following 

sections. 

Interview Study 

Interviews with five persons who work with low-income families 

in Lubbock, Texas, provided information to support that obtained from 

the reviev: of literature. In addition, the inter-v'iews helped to deter

mine the characteristics and needs of disadvantaged adults in Lubbock, 

Texas. Interviewed were: the director of Guadalupe Neighborhood 

Center, a case-worker from the Texas Employment Commission, a former 

worker with the Presbyterian Clinic, the director of Lubbock City-

County Welfare, and the director of Mae Simmons Community Center. 

These persons provided information on the characteristics of 

low-income families with whom they work, on the consumer practices and 

problems of these families, and on teaching methods and techniques they 

had found successful in working with disadvantaged adults. In addition, 

all five persons indicated that information in the areas of financial 

planning, borrowing, and consumer protection are particularly needed by 

low-income adults. Furthermore, the director of Lubbock City-County 
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Welfare felt information on insurance was needed because of the high 

incidence he had observed of families purchasing low-quality insurance 

policies from high-pressure door-to-door salesmen. 

The interview schedule used in these interviews is included 

in Appendix A. 

Development of Generalizations 

Using the review of literature and interviews with persons 

working with disadvantaged adults as a basis for determining needs, 

the financial planning unit was developed in depth for testing the 

hypotheses. Generalizations were written covering the major learnings 

in financial planning which students should gain from the lessons (see 

Appendix B ) . Subconcepts were developed based on the generalizations. 

Development of Behavioral Objectives 

Behavioral objectives were developed in accordance with the 

principles set forth in Preparing Instructional Objectives by Maeger 

(38) and the Taxonomy of Educational Objectives. Handbook I: Cogni

tive Domain (5). These objectives which were used as a basis for both 

development of the series of lessons and the development of the testing 

instrument are included in Appendix B. 

Handbook I: Cognitive Domain of the Taxonomy of Educational 

Objectives (5) provided information needed for determining the level 

of learning specified by each behavioral objective. 
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Development of Lessons 

A series of four lessons on planning spending was designed 

based on information gained through the review of literature and inter

views. An attempt was made to plan lessons approximately one hour in 

length although it was recognized that group interest and educational 

level would cause some variance. A variety of methods and techniques 

were planned for use in teaching to make the lessons as varied and 

student-involving as possible. Methods and techniques used included 

transparencies, visuals, handouts, work sheets, discussion, role play, 

case studies, and teacher direction. Vocabulary words which might be 

unfamiliar to students were listed at the beginning of each lesson as 

an aid to the teacher. Generalizations and objectives were included 

in each lesson. In evaluating the lessons the teacher could easily 

determine whether these outcomes were reached. A sample of the four 

lessors tested are included in Appendix C. 

Selection of Sample 

A sample of convenience, which Cornell (15) classifies as a 

"judgment sample," was used in this study. The sample consisted of 

two classes of adults enrolled in Level 2 (fourth to sixth grade) Adult 

Basic Education classes. Level 2 classes are considered equivalent to 

fourth to sixth grade levels in public schools. This level was chosen 

for use in this study because it more closely represents the average 

educational level of disadvantaged adults in the United States (57) than 

either Level 1 (first to third grade) or Level 3 (seventh through 

twelvth grade) classes. The two classes were conducted at a junior 
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high school in Lubbock, Texas, on Monday-Wednesday and Tuesday-Thursday 

nights respectively. Classes met from 7:30 p.m. to 9:30 p.m. 

Biographical data were obtained for each subject from class 

enrollment cards. These variables are summarized in Table 1. 

TABLE 1 

SUMMARY OF SAMPLE CHARACTERISTICS 

Variables Frequency 
N=15 

Percent"̂  
^100 

Sex 
Male 
Female 

Age 
Under 25 
25-3̂  
35-44 
45 or older 

Marital Status 
Single 
Married 
Divorced 

No. of Children 
0 
1 
2 
3 
4 

Years of Formal Education 
2-6 
7-8 
9-10 

Years in ABE 
0 
1 
2 

8 
7 

5 
3 
6 
1 

3 
11 
1 

4 
3 
3 
4 
1 

7 
6 
2 

11 
1 
3 

53^ 
47^ 

33^ 
20^ 
40^ 

7% 

20% 
7Jfo 

7% 

27% 
20%> 
20^ 
27^ 

7% 

h7% 
ko% 
13% 

73% 
7% 
20^ 

^Percentages rounded to nearest whole number. 
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Nine students in one class and six students in the other class 

completed both the pretest and post-test and the series of lessons. 

The same lessons were taught to each class in a similar manner. Because 

the study was designed to test the usefulness of the lessons rather than 

the effectiveness of the teacher or the method of teaching, the data 

obtained from the two classes were combined for statistical treatment. 

Development and Administration 
of Evaluative Instrument 

Using the behavioral objectives and lessons as guides, a test 

grid was constructed to determine approximate percentages of test 

coverage to be devoted to each objective. The test was administered 

as the pretest as well as the post-test. 

The testing device, a combination of the characteristics of the 

Q-Sort technique and the Likert rating scale, was developed in accord

ance with suggestions given by teachers of the two Adult Basic Education 

classes used in the study. The teachers were consulted regarding the 

number of questions suitable, length of time for the test, and the stu

dents' ability to rate the items. The teachers felt that 25 to 30 items 

would be most suitable and that due to the students' short attention 

spans, the test should be limited to thirty minutes including instruc

tions. Although the Likert-type scale usually uses a five-point scale, 

the teachers felt the students would be more cooperative and would 

become less confused if a three-point scale were used. 

The testing device developed may be described as follows: The 

test consisted of a set of thirty colored cards, each containing a 

single statement on financial planning, similar to the Q-Sort method. 
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Colored cards were used to make the card sort more attractive to the 

students, and to key each statement to one of the four lessons. The 

statements were used to determine the students' knowledge in the area 

of financial planning. Students sorted each card into one of three 

groups, "I agree," "I don't know," and "I disagree," similar to the 

Likert-type scale. These terms were used at the suggestion of the 

teachers because they were terms with which the students were familiar. 

The investigator recognizes that these terms used are not generally 

used to elicit cognitive responses. Each of these choices was printed 

on a card along with a representative cartoon caricature. Each state

ment was read twice by the teacher, thus aiding slow readers and low-

ability readers without embarrassment to them. One additional card 

had a drawing of an owl saying, "Whooo!" Students were asked to write 

their names on the line provided on this card. A rubber band and three 

paper clips were provided to keep the cards together. A list of the 

statements used on the cards and directions used for pretest and post-

test are included in Appendix C. Because Adult Basic Education classes 

give no formal tests to students except voluntary achievement tests 

at the end of the year, the instrument was referred to as a card game 

rather than as a test. 

The study utilized a pretest-post-test design. The test was 

first administered as a pretest to the two groups of subjects in mid-

March, 1970, After the four lessons on financial planning were pre

sented, the test was again administered to the subjects as a post-test. 

Twenty-six days elapsed between the pretest and post-test for each class. 
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Reliability of Test Instrument 

The split-half procedure utilizing the Spearman-Brown Prophecy 

Formula was used to determine a coefficient of reliability represent

ing internal consistency of measurements obtained by administering the 

testing instrument as a post-test. A Spearman-Brown Prophecy Formula 

computer program (Fortran 4 Release I9) was used to determine the coef

ficient of reliability. The data used to determine the coefficient of 

reliability are shown in Table 2. 

TABLE 2 

COEFFICIENT OF RELIABILITY 

Number of Correlation Standard Reliability 
Items Coefficient Deviation of Test 

30 .73 2.88 .84 

The coefficient of reliability for the test as shown in Table 2 

was .84. Garrett (22) indicates that the size reliability coefficient 

required depends on "the nature of the test, the size and variability 

of the group, and the purpose for which the test was given." 

Ahman and Clock (l) point out that the length of the test is a 

major factor in determining reliability using the Spearman-Brown 

formula. As this test contained only thirty items, lengthening the 

test should increase its reliability. 

These authors (l) also indicate that as variability of the group 

increases, so will the standard deviation and coefficient of reliability. 
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According to Downie and Heath (17), as the number of subjects decrease, 

the number of standard deviations needed to include all of the cases 

also decreases. The number of standard deviations included in the 

range for a normal sample of 10 subjects is 3.I and for a sample of 

25 subjects it is 3.9. In this sample of 15 subjects the number of 

standard deviations needed to cover the range on the post-test was only 

2.88. This indicates that the group may have been more than normally 

homogeneous. 

Garrett (22) indicates that there is no minimum coefficient of 

reliability. For a limited purpose, he indicates that the reliability 

coefficient does not need to be higher than ,50 or .60. Most authors 

set .90 as an acceptable level for standard intelligence and educational 

achievement examinations, Garrett (22) says that if the test is to be 

used to make individual diagnoses, its reliability coefficient should 

be ,90 or higher. Ahman and Clock (l) set this level at ,94. As the 

testing instrument in this study was used to determine achievement for 

a specific group, it may be considered reliable for its purpose. 

Based on the above considerations, the reliability coefficient 

of ,84 for the post-test indicates that the instrument was sufficiently 

reliable for the purposes of this study. 

Teaching of Classes 

The pretest, the series of lessons, and the post-test were all 

administered by the regular teachers of the classes. This eliminated 

the problem of the investigator lacking sufficient rapport to elicit 

normal student responses, a particular problem with this type group as 
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noted earlier. The investigator was then able to make detailed obser

vations during each lesson. 

Because the lessons were taught by persons other than the inves

tigator some attempt could be made toward determining their usefulness 

to various teachers. In addition, because the teachers had no previous 

training in home economics or in consumer education, observations could 

be made as to whether specialized training is necessary for successful 

use of the lessons. 

Student and Teacher Opinions 

A checklist was developed for use by students in evaluating the 

series of lessons. Students were asked to indicate whether or not they 

had made any use of the lessons, what they liked best and least about 

the lessons, their opinions of the lessons, and hcv: ir.uch they felt they 

had gained from the different lessons. To aid students with reading 

difficulties, the teachers read each question aloud as students made 

their responses. 

A similar checksheet was developed for use by the two teachers 

to obtain their reactions to the lessons. Questions regarding the 

teachers' opinion of student response to the lessons and of difficul

ties with the lessons were asked. Other questions concerned the format 

and information given in the lessons, and opinions of lessons and visu

als. Space was provided for suggesting improvements and for making 

additional comments. 

The checksheets used in the study are found in Appendix D and 

Appendix E, 
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Scoring and Tabulating Data 

Since the pretests and post-tests provided a major portion of 

the data for the study, careful attention was given to scoring the 

tests. An inflexible key was used to mark the answer given by the 

student as right or wrong. Answers given as "I don't know" were given 

no points in scoring. 

To obtain raw scores, a value of one point was assigned to each 

correct response. Raw scores made by subjects were tabulated using 

the "chart for analyzing pupil responses to each item in an achieve

ment test" illustrated by Ahman and Clock (l). 

A it-test was run between the mean pretest and post-test scores 

to determine the difference, if any, which existed. T-tests were also 

run between the post-test scores of males and females and between post-

test scores of married and unmarried students. Scores on the post-test 

were then correlated with demographic variables of age, number of chil

dren of subjects, and grades completed before dropping out of school. 

Answers given on student checklists and teacher checksheets 

were summarized and tallied. 

Treatment of Data 

Data collected in the study were treated statistically as fol

lows: 

1, Differences between pretest and post-test scores, between 

post-test scores of male and female students, and between post-test 

scores of married and unmarried students were determined through the 

use of Texas Tech t-Tests, Computer program TTSOO6. The value of t was 

considered significant at the .05 level or less. 

'A,-
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2. Scores on the post-test were correlated with other demo

graphic variables through use of the Burdsall Correlation Program, a 

Pearson Product-Moment Coefficient of Correlation, computer program 

TTSOO7. Relationships were considered significant at the .05 level 

or less, A 36O Model 50 computer at the computer center located on 

the campus of Texas Tech University was used to run the programs. 



CHAPTER IV 

ANALYSIS AND INTERPRETATION OF DATA 

Data for the study were collected in several forms. Analysis 

and interpretation of data, therefore, will be given in the following 

sections: biographical data, tests of hypotheses, and analyses of 

additional data. 

All data collected in the study were treated as group data 

and were analyzed in terms of group responses. Data were analyzed to 

determine the significance of differences between pretest and post-test 

scores. Male and female scores on post-test and married and unmarried 

students' post-test scores were analyzed to determine the significance 

of the differences. Post-test scores were correlated with other demo

graphic variables to determine any significant correlations. 

Interpretations of analyses of data were made with the follow

ing questions in mind: Do the four lessons in financial planning sig

nificantly increase the students' understandings of financial planning 

as measured by pretest and post-test scores? Are these lessons equally 

useful with male and female students and with married and unmarried 

students? Are other demographic variables related to students' post-

test scores? Do students' and teachers' opinions of the lessons also 

indicate their usefulness? 

Biographical Data 

The tabulation of biographical data by frequency and percentages 

as obtained from student enrollment cards were shown in Table 1. This 

5̂ 
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summary of characteristics of the sample shows both personal and back

ground information. 

Analysis of Table 1 indicates that the sample was almost equally 

distributed between males and females, young adults through middle age. 

The majority were married, and had less than an eighth grade education 

at the time they dropped out of public school. Subjects' number of 

children ranged from none to four and were fairly well distributed. 

A total of twenty-two students comprised the pretest sample. 

The post-test sample consisted of a total of fifteen students. A loss 

of seven students was observed on the post-test for the total sample. 

This loss was attributed to the following factors: l) the student was 

absent from class on the day the post-test was administered, 2) the 

student's attendance was so irregular that makeup work was impossible 

before the post-test was given, or 3) "the student passed the high 

school equivalency test and withdrew from the class. Only scores of 

students who completed both pretest and post-test were included in 

statistical analyses. 

Hypotheses Examined and Discussed 

Six null hypotheses were examined in this study. Because of the 

small sample used in this study, sample size must be considered a factor 

in the interpretations of findings. The scores on the pretest and post-

test were analyzed in terms of the first hypothesis which states: 

Hypothesis 1; There is no significant difference 
between pretest and post-test scores on a test of 
student knowledge in financial planning. 
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Table 3 summarizes statistics related to this hypothesis. 

TABLE 3 

DIFFERENCES BETWEEN PRETEST AND POST-TEST 

Variables Means S.D. t-test Level of 
Significance 

Student Scores 23.3 3.35 
(pretest) \ 

Student Scores 26.2 2.88 
(post-test) 

2.57 .05 

On the basis of the analysis of the data presented in Table 3, 

Hypothesis 1 was rejected since there was a significant difference at 

the .05 level between the pretest and post-test scores. The signifi

cant difference between pretest and post-test scores indicates that 

the increase was due to the instruction given. 

To further interpret the data differences between post-test 

scores were determined for several demographic variables. Related 

hypotheses were considered as follows: 

Hypothesis 2: There is no significant difference 
between post-test scores of male and female students. 

Post-test scores of males and females were examined by means of 

the t-test. The significance of the differences is shown in Table 4. 

The differences between post-test scores of males and females 

was not significant at the .05 level or less. For this reason. Hy

pothesis 2 was retained. The lack of significant difference indicated 
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that sex was not a significant factor in determining the scores made 

on the post-test in this sample. 

TABLE 4 

DIFFERENCES BETWEEN POST-TEST SCORES 
OF MALES AND FEMALES 

Variables Means t-test Level of 
Significance 

Males 

Females 

22.1 

26.0 
2.41 NS 

The next portion of data was analyzed in terms of Hypothesis 3 

which states: 

Hypothesis 3' There is no significant difference 
between post-test scores of married and unmarried 
students. 

Data related to the test of this hypothesis are presented in Table 5» 

TABLE 5 

DIFFERENCES BETWEEN POST-TEST SCORES OF 
MARRIED AND UNMARRIED STUDENTS 

Variables 

Unmarried 

Married 

Means t-test Level of 
Significance 

23.41 

27.00 
2.38 .05 

Includes one divorced student. 
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Data in Table 5 shows that the difference between scores of 

married and unmarried students on the post-test was significant at 

the .05 level. Based on data obtained from this sample, null Hypothe

sis 3 was rejected. Rejection of the third hypothesis indicates that 

students' post-test scores were highly associated with marital status 

in this sample. However, only three single students were included in 

the sample. 

Remaining demographic variables were correlated with post-test 

scores. Table 6 gives data employed to test the fourth hypothesis 

which states: 

Hypothesis 4: There is no significant relationship 
between post-test scores and age. 

TABLE 6 

CORRELATION BETWEEN AGE AND POST-TEST SCORES 

Variables Means Level of 
Significance 

Age 

Post-test Scores 

2.13 

26.20 

.44 NS 

As indicated in Table 6, there was no significant correlation 

at the .05 level or less between the age of the student and his score 

on the post-test. Therefore, Hypothesis 4 was retained. This lack of 

correlation indicated that age was not a factor in determining the 

scores made by students on the post-test in this sample. Because of 
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the limited sample used in this study, further study may be needed to 

confirm these findings. 

The fifth hypothesis tested is as follows: 

Hypothesis 5: There is no significant relationship 
between post-test scores and number of children of 
subjects. 

The significance of the relationships is shown in Table 7 

TABLE 7 

CORRELATION BETWEEN NUMBER OF CHILDREN 
AND POST-TEST SCORES 

Variables Means r Level of 
Significance 

No. of Children 1.66 

Post-test Scores 26,20 
,17 NS 

The foregoing data indicated no significant correlation at the 

,05 level or less between the number of children and scores on the post-

test in this sample. Therefore, Hypothesis 5 was retained. Considera

tion must be given to the fact, however, that only a few subjects com

prised each category. 

Table 8 gives data employed to test the sixth hypothesis which 

states; 

Hypothesis 6: There is no significant relationship 
between post-test scores and number of years of 
formal education. 
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TABLE 8 

CORRELATION BETWEEN YEARS OF FORMAL EDUCATION 
AND MEAN POST-TEST SCORES 

Variables Means r Level of 
Significance 

Years of Formal 
Education 1.66 

Post-test Scores 26.20 

.28 NS 

Analysis of data from Table 8 indicates that the correlation 

between the student's years of formal education and his score on the 

post-test was not significant at the .05 level or less. Based on these 

findings, Hypothesis 6 was retained. This may indicate that although 

years of formal education ranged from two to ten years students com

pleting more grades were socially passed and did not actually attain 

that grade level, or that they had used little of what they learned in 

higher grades since dropping out of school. Conversely, this lack of 

significance may also indicate that students completing fewer grades 

than average had learned enough since dropping out to raise their 

status. An additional interpretation might be that the lessons taught 

are equally adaptable for students of varying abilities and educational 

levels. 

Based on post-test scores for this sample, lessons were not 

more successful for students who completed more years of formal 
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education. However, it should be noted that only two subjects had 

nine to ten years of formal education. 

The foregoing tables and discussions conclude the testing 

of hypotheses. On the basis of available information each hypothe

sis was either retained or rejected. 

Analyses of Additional Data 

Additional data collected in the study were obtained through 

use of checklists and included students' and teachers' opinions of 

the usefulness of the lessons. 

Students' responses to the checksheet may be summarized by 

the following points: 

1. Eleven students (73 per cent) indicated that they had 

made use of ideas from the classes. Ideas which students said they 

had used included planning ahead, saving money, and keeping a record 

of income and expenses for a month. 

2. Eight students (53 per cent) indicated that all the lessons 

were useful to them and seven (47 per cent) said they had enjoyed all 

the lessons rather than indicating one lesson enjoyed most. Every 

student responded "yes" when asked, "Did you enjoy the lessons?" 

3. More than 50 per cent of the students said they had re

ceived much from each of the four lessons. Fourteen students (84 per 

cent) felt they had received much or some from each lesson. 

4. Eleven (73 per cent) of the students rated the lessons 

as either good or excellent; three students (20 per cent) rated the 

lessons as satisfactory; no student rated the lessons as poor. 
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5. Students indicated that the learning experiences they 

liked best were: making their own plans (27 per cent), using spend

ing records (27 per cent), all learning experiences (33 per cent). 

6. Eleven students (73 per cent) said they would like more 

class discussion. 

7. Ten students {67 per cent) said they liked the handouts; 

seven (47 per cent) said they had used the handouts. 

These results emphasize the importance of student-involving experiences 

for disadvantaged students. 

Students were also asked to respond to several questions re

garding the planning their families had done as a result of these les

sons. These data are tabulated in Table 9. A majority of students 

reported that their families had decided on the goals they wanted to 

work toward and which goals they would try to reach first, listed their 

income and expenses, involved the whole family in planning their spend

ing, made a spending plan for a month, and set up or made plans for 

setting up a family business center. Due to the time schedules of the 

class, one class had to answer the checksheet the night of the last 

lesson. This lesson was on evaluating plans, so these five students 

had to answer "no" when asked whether their families had evaluated 

their plans. Seven of the ten students (70 per cent) in the other 

class said their families had evaluated their plans. Each of these 

questions involved an activity which was begun in class, but which, 

in most cases, required consulting other family members to complete. 

Well over half of the students did complete the activities at home 

with other family members voluntarily. 



TABLE 9 

FAMILY PLANNING RESULTING FROM LESSONS 

5^ 

As a result of these lessons, has your family: 

Yes No Maybe 

a. 

b. 

c. 

d. 

e. 

f. 

s. 

Decided on the goals you want 
to work toward? 

Decided which goals you will 
try to reach first? 

Listed your family's income 
and expenses? 

Tried to get your whole 
family to work together 
to plan how you will spend 
your money? 

Made a spending plan for 
a month? 

Set up a family business 
center or made plans for 
one? 

Evaluated your plans? 

11 (73^) 

10 (67^) 

13 (87^) 

12 (80^) 

15 (lOO^) 

9 (60^) 

7 (47^) 

2 (13^) 

4 (27^) 

2 (13^) 

2 (13?̂ ) 

5.(33^) 

2 (13^) 

2 (13^) 

2 (13^) 

1 (7%) 

4 (27^) 

3 (20^) 

Teachers of the two classes were also asked to complete check-

sheets regarding the usefulness of the lessons. Their opinions may be 

summarized as follows: 

1. Regarding students, both teachers said their students gave 

evidence of being interested in the series of lessons. They pointed 
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out that students participated well in the discussion and reported 

using what they had learned. In addition, both teachers said their 

students were still reporting ways they were continuing to use ideas 

from the lessons several weeks after the last lesson. 

2. Both adult teachers felt that the lessons were not too 

difficult for the students. One, however, felt that lessons were 

sometimes too easy. 

3. The teachers reported that the form used for the lessons 

was easy to follow, that the lessons gave enough information, and that 

the handouts were helpful in teaching the lessons. 

4. Neither teacher felt the need for more class discussion. 

5. The teachers both rated the series of lessons as good. 

They also indicated that the visuals used vrere good or excellent. 

6. One teacher, whose class showed a high level of interest 

in the lessons as indicated by the amount of class discussion, said 

that the lessons might be improved by shortening them. Her class con

sistently took longer to complete the lessons than the other class, 

7. One additional comment made on the checksheet by one of 

the teachers may be used to summarize the teachers' general reaction 

to the lessons. The teacher said, "My class welcomed the information 

and most of the students want to use what they have learned." 

In addition to these written means of evaluating the students' 

opinions of the usefulness of the four lessons, the investigator was 

able to collect a number of comments regarding the lessons made by 

students in class or during the break midway through each class period. 
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These comments tended to reinforce the favorable opinions expressed 

by students on the checklists. Ten selected comments made by students 

are included in Appendix F. 

A summary of the study, conclusions, and recommendations for 

further study follow in Chapter V, 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
FOR FURTHER RESEARCH 

The purposes of this chapter are to summarize the study and 

identify findings and conclusions which appeared to be justified from 

the analysis and interpretation of the data. Recommendations for 

further research in the area of consumer education for disadvantaged 

adults are based upon the findings and conclude the chapter. 

Summary of the Study 

The primary problems of the study were to develop lessons in 

consumer education based on the characteristics and needs of disadvan

taged adults and to determine the usefulness of the lessons to specific 

adult classes. Secondary problems involved: l) identifying the char

acteristics and needs of disadvantaged adults through a review of lit

erature and interviews, 2) developing four lessons in financial planning, 

3) developing a testing instrument for use as a pretest and post-test, 

4) developing checklists for use in obtaining students' and teachers' 

opinions regarding the usefulness of the lessons, 5) determining the 

significance of the differences between pretest and post-test scores, 

between post-test scores of males and females and married and unmarried 

students, and the relationships of post-test scores and other demographic 

variables. 

It was hypothesized that there would be no significant differ

ence between pretest and post-test scores on a test of student knowledge 
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in financial planning. Other null hypotheses were concerned with dif

ferences between post-test scores of male and female students and 

married and unmarried students or with the relationships between post-

test scores and demographic variables of age, subject's number of 

children, and years of formal education. 

Data for testing the hypotheses were obtained through scores 

made by students on a card sort administered as both pretest and post-

test. Biographical data were obtained from student enrollment cards. 

Results of student and teacher checklists developed for the study 

provided additional data. 

The study was limited to a convenience sample of fifteen stu

dents enrolled in fourth to sixth grade level Adult Basic Education 

classes conducted at 0. L. Slaton Junior High School in Lubbock, Texas, 

in the Spring, 1970. The study was concerned only with four lessons 

in financial planning. 

The t-test was used to determine the significance of the differ

ences and the Pearson Product Moment Coefficient of Correlation was used 

to determine the significance of the relationships. Null hypotheses 

were rejected if the level of significance for the difference between 

means or coefficients of correlation were found to be significant at 

the .05 level or less. 

Findings of the Study 

Findings from analysis of the data were as follows: 

1, There was a significant difference at the ,05 level between 

the scores made by students on the pretest and post-test. 
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2. There was no significant difference at the .05 level between 

scores made by male and female students on the post-test. 

3. There was a significant difference at the .05 level between 

scores made by married and unmarried students on the post-test. Married 

students made higher scores than unmarried students. 

4. There was no significant relationship at the ,05 level 

between scores made by students on the post-test and their age. 

5. There was no significant relationship at the .05 level 

between post-test scores and number of children of students, 

6. There was no significant relationship at the .05 level 

between post-test scores made by students and the number of years of 

formal education. 

7. The coefficient of reliability of the criterion test used 

in this study was found to be .84. 

8. Students' opinions of the usefulness of the four lessons 

in financial planning were generally favorable. 

9« The majority (60 per cent or more) of the students reported 

completing assignments begun in class with their families. 

10, Teachers judged the lessons useful to themselves as teachers 

as well as to their students. 

11. Students were still reporting using the lessons several 

weeks after their completion according to the two teachers. 

Conclusions 

It was recognized that due to the small sample size the findings 

of this study could make only a limited contribution to the area of 

teaching consumer education to disadvantaged adults. The data obtained 
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from this study were also confined to the financial planning aspect of 

consumer education. Based upon the findings of the study, the follow

ing conclusions were drawn: 

1. Since there was a highly significant difference between 

the scores made by students on the pretest and post-test, it is con

cluded that development of lessons in consumer education based on the 

characteristics and needs of disadvantaged adults is an effective way 

of filling current gaps in materials available for use with disadvan

taged adults. It is also concluded that students made significant gains 

in their knowledge of financial planning due to the lessons presented. 

2. The high reliability of the test indicates that effective 

testing instruments may be developed which do not follow more tradi

tional patterns. This study may provide a basis from which similar 

evaluative instruments may be developed for use with disadvantaged 

adults, thus bridging a major gap in research in teaching the disadvan

taged. 

3. The significance of the difference between married and un

married students' scores on the post-test indicates that adaptations 

may be needed to make the lessons more effective for single students. 

There is a need to test the lessons in various situations to determine 

how they might be made more effective for use with single students. 

4. Because students' sex, age, number of children, or years 

of formal education did not significantly effect their post-test scores, 

the conclusion might be drawn that the lessons developed are effective 

with students varying in background factors other than marital status. 
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Further testing with varying groups would be needed to substantiate this 

conclusion due to the small numbers of students representing some of the 

categories. 

5. The findings that students both enjoyed and used the lessons 

is particularly important since literature indicates that the disadvan

taged frequently have negative attitudes toward school. Findings of 

this study indicate that lessons can be developed which overcome these 

negative attitudes. 

6. Since both teachers expressed opinions that the lessons 

were useful to them and their students, the conclusion may be drawn 

that development of such lessons is an effective means of adapting 

available materials and information for teachers to use with disadvan

taged adults. 

Recommendations for Further Study 

This study of the usefulness to disadvantaged adults of lessons 

developed in the area of financial planning revealed the need for fur

ther research in several areas: 

1". Complete data obtained from a larger and more heterogeneous 

sample, 

2. A study of similar design that compares usefulness of the 

lessens to engaged and married students. 

3. Studies of similar nature that compare the usefulness of 

the lessons to different types of groups of disadvantaged adults, 

including comparison of usefulness to various ethnic groups. 

4. A more comprehensive study that tests learning a higher 

levels of the cognitive domain than knowledge. 
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5. Future research of a similar nature that compares the use

fulness of the lessons to disadvantaged adults of varying educational 

levels, or varying income levels. 

6. Development and evaluation of lessons for disadvantaged 

adults in additional areas of consumer education. 

7. Development and evaluation of additional means for deter

mining changes in student behavior. 
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APPENDIX A 

INTERVIEW SCHEDULE FOR DETERMINING STUDENT NEEDS 

What values and goals do low-income people express? 

Do their wants differ from middle-income families? If so how? 

Yes No 

What is the level and range of incomes in the area in which you work? 

0-$3000 $3000-$4000 $4000-$5000 $5000-$6000 

To what extent is credit used? None Some Frequently 

Extensively 

What types of credit are used? Cash Installment 

For what purposes is credit most frequently used? 

Durable goods Food Clothing Car 

House Furniture Other, specify 

Which of the following do these families most frequently have? 

Checking accounts 

Saving accounts 

Investments 

What kind? 

Insurance 

Life 

Health 

Do most people here keep some type of financial records? Yes 

No 

What type financial records are most common? 

What type housing is most common? 

Rented Owned 
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Which of the following are most frequently owned? 

TV Refrigerator 

Radio Stove 

Hi-fi Dryer 

Washing machine Car 

Where do the people shop most often? 

Neighborhood stores Thrift shop 
Department stores Second hand stores 
Chain stores Door-to-door salesmen 
Discount stores 

What type purchases are usually made at each type store? 

Do most of the people you work with subscribe to or frequently buy: 

Newspaper Magazines 
Type? 

Which of the following services which are available are well accepted? 

Commodity foods Medicare 
Job corps Medicaid 
Head start Free clinics 
Public library Others 

To what organizations do these people frequently belong? 

Church Community 
Clubs Other 

Approximately what per cent of the neighborhood is currently receiving 
welfare? 

Which of the following teaching techniques have you found successful 
in working with low-income adults? 

Role play Filling out forms 
Discussion Lecture 
Small group work Visual aids 
Other • 

Could you suggest other persons who could give us additional information 
on working with low-income families? 
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APPENDIX B 

SAMPLE LESSONS 

Lesson 1: PLAN AHEAD 

PURPOSES OF THIS LESSON (OBJECTIVES): 

To recognize reasons for using a spending plan 
To determine and list family goals 
To recognize the reason for cooperation of family 
members in financial matters 

To list income and expenses as beginning steps in 
the development of a spending plan 

VOCABULARY: 

Spending plan Goals Short-term goals 
Long-term goals Fixed expenses Flexible expenses 
Deductions 

Do you often wish you had more money to spend? If so, you are like many 
other individuals or families who never seem to have quite enough money 
to take care of all the things they need and want. (Use transparency l) 
One vray to make your money go farther and to avoid family arguments is 
to plan your spending. (Use transparency 2) Making a spending plan 
includes finding out where we stand at present, setting goals for the 
future, and taking necessary steps to reach each goal. 

There are several steps involved in planned spending. During the next 
four lessons we are going to be discussing the steps in making a spend
ing plan. 

Some advantages of a spending plan are: 

1. It helps us to be honest about the things we can afford, 
2. It helps us to get the most out of our money. 
3. It helps us to reach our goals. 
4. It lessens the number of family arguments over money. 
5. It decreases worry over money. 
6. It helps us to see just how much money is being spent 

on certain items. 

The first step in making a spending plan is to decide what is important 
to you and/or to your family. These are called goals and are things 
toward which we work. The things we want or need soon are called short-
term goals and those we can wait for are called long-term goals. It is 
a good idea to set your goals as a family. Then all members of the 
family can work together to reach the goals. 
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When a family or individual decides to spend its money for one thing, 
they are also deciding not to spend it for other things they might have 
bought with that same money, so be sure you are getting what you really 
want with your money. 

(Hand out sheet entitled "Our Family Goals") and give examples of goals 
a family might set for the next month or two, such as: 

pay bills 
buy clothes 
a piece of furniture 
take child to doctor 
buy school supplies 

and goals they might set for a year or more from now, such as: 

a different place to live 
a new car 
a vacuum cleaner 

Encourage class members to list some of their family goals. Ask class 
members to put a check mark by the item(s) they want most. 

In order to reach our goals, we need to know where our money goes and 
then to develop a spending plan. The story we are going to read now 
shows us the next steps in developing a spending plan. (Use duplicated 
story) 

After class members read the stories together, ask: 

What were some of the things the Jacksons did to figure out 
where their money went? (They wrote down their expenses, 
figured out how much Mr. Jackson got paid, marked the bills 
on the calendar, and figured out how much they had to spend 
each week.) 

Who took parii in these activities? (The entire family) 

Do you think this is a good idea? Why? (Spending plans are 
likely to be more successful if the entire family is involved.) 

ACTIVITY: Distribute sheets entitled "What Is Our Income?" "What 
Are Our Expenses?" and ask class members to fill them out. 
Discuss the difference between fixed and flexible ex
penses. Fixed expenses are payments which the family must 
pay. This includes rent or mortgage payments, insurance 
premiums, installment payments, or any debt the family owes, 
taxes, and all other payments made on a regular basis and 
in a fixed amount. Fixed expenses don't change much from 
month to month. Flexible expenses are those which can be 
controlled to a certain extent. These include expenditures 
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for food, clothing, personal allowances, household opera
tion, drycleaning, laundry, recreation and other needs. 
Flexible expenses vary from month to month. Ask class 
members to transfer total amount spent from the record 
they kept to the "What Are Our Expenses?" chart. 

Distribute "When Are Bills Due?" and ask students to fill 
this out either for the present month or the next month. 

KEY IDEAS (GENERALIZATIONS): 

A spending plan can enable a family to effectively use 
its resources. 

A successful spending plan is based on the individual 
family's income and expenses. 

Determining family goals is one step in the development 
of a spending plan. 

Cooperation among family members in developing a spend
ing plan will contribute the success of the plan and 
family harmony. 
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OUR FAMILY GOALS 

Goals (Soon) Cost Goals (Future) Cost 

\ 

Total Total 
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WHAT IS OUR INCOME? 

Sources of Income 

Wages (Take-home pay). 

Father 

Mother 

Children 

Social Security 

Monthly 
Amount 

When 
Received 

Unemployment Insurance 

Welfare Payments 

Aid to Dependent 
Children Payments 

Other 

Total 



FIXED EXPENSES 

Housing (Rent) 

Insurance payments 
Health 
Life 
Car 

Utilities 
Electricity 
Gas 
Telephone 
Water 
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WHAT ARE OUR EXPENSES? 

Totals 

Installment payments 

Other 

Total 

FLEXIBLE EXPENSES 

Food 

Clothing and laundry-

Household expenses 

Medical expenses (doctor, 
dentist, medicine) 

Education (school supplies) 

Transportation (car expenses, 
bus fares) 

Recreation (movies, entertainment, 
sports) 

Contributions (church, community, 
and gifts) 

Personal (haircuts, cosmetics, 
allowances, cigarettes) 

Total 

Fixed and Flexible Total 
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WHEN ARE BILLS DUE? 

Month 

Sun. Mon. Tues. Wed. Thurs. F r i . Sa t . 
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Lesson 4: FOLLOW THAT PLAN! 

PURPOSES FOR THIS LESSON (OBJECTIVES): 

To recognize consumer habits which influence the success 
or failure of a plan. 

To recognize family communication as important to the 
success of a spending plan. 

To reappraise plans in accordance with changing conditions, 

To evaluate the results of a spending plan. 

VOCABULARY: 

Shopping skill 
Evaluation 

Impulse buying Installment credit 

There are several steps in making and using a spending plan. The first 
one is to know what you want and need and the second is to make a 
spending plan. This is what we've done in the last two classes. The 
next step is to follow the plan. This part is up to you. You may 
find as you try to use your plan as a guide that you will need to make 
some changes, but don't give up. Most everyone has to make some 
changes before they are satisfied with their plan. 

Let' s look at some things you can do to help make your spending plan 
work. Use (transparencies) to illustrate points. Make cards with one 
of the statements under each Roman numeral below per card. Pass these 
out for students to read as that cartoon on the transparency is shown. 
Discuss as needed. 

I. Develop shopping skill 
Take advantage of weekend specials or sales 
Use a shopping list so you won't be tempted to 
buy extra items 

Buy secondhand items when they are suitable 
Compare prices 
Buy in quantity, if you can afford to 
Beware of bargains, especially if you don't 
really need them 

Pay cash if you can 

II. Decrease impulse buying 
Everyone is tempted to give in to their impulses once 
in a while, but if it happens every time you go shop
ping your plan for spending will soon be useless 
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III. Use installment credit only when necessary 
Items bought on credit cost more, so credit 
should be used only when necessary. 

IV. Take care of goods you possess 
Clothes last longer and look nice longer if they 
are kept clean and neatly stored. 

Food keeps better when it's properly stored. 
Equipment lasts longer and works better when the 
manufacturer's instructions are followed. 

When we take care of our possessions, they last 
longer and we get more for our money. 

V. Learn to use resources other than money 
Skills of family members can be used and then 
others will not have to be paid for their 
services. 

For example, if the father can learn to fix things 
at home, repairmen won't have to be called. 

Use the city parks and recreation centers for free 
entertainment. 

Sometimes spending plans fail. Why does this happen? Use (trans
parencies) as a basis for discussion. 

I. Needs of family haven't been planned for. 
Some things are needed by the whole family, others 
are needed by individual family members. 

All wants can't be satisfied, so the most important 
ones must be agreed upon so the family can work 
toward these. 

II, Your family tries to use someone else's spending plans. 
You may see spending plans (budgets) in the newspaper 
or in a magazine. These plans probably won't fit 
your family, but may give you some ideas for making 
your own spending plan. 

A spending plan is personal, it must fit your 
family's needs. 

III. Family members spend first and think later. 
If something is needed or desired that isn't in your 
spending plan, the family may decide to substitute 
it for some planned purchase which may be postponed, 

If a family member purchases something without con
sidering other family needs, a spending plan cannot 
succeed. 
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IV. The family is too impatient to give the budget a 
fair trial. 

It takes time to make a spending plan that fits 
your family's needs. 

Your plan probably won't be completely successful 
the first time you try it. Be patient. Revise 
your plan and try it again until it works. 

Can you think of other reasons a spending plan might fail? 

Divide students into groups and give them situations from (Four 
Families Spending Problems) to solve in which families are having 
difficulty with their spending plans. Let them identify the prob
lem and decide what the family might do to solve their problem. 

Have class read a story (Communication Is Important) about a family 
which has poor communication among family members. 

Why didn't the Murphy's spending plan work? 
What can the family do to make their plan work? 
Can you think of other ways communication might 
affect the success of the family's plan? 

Read (A Change of Plans) in which spending plans had to be changed. 

Must a plan always be followed through? 
What changes could occur which might make changing 
plans necessary? 

Let students suggest choices the family might consider 
now. 

Once a family has followed their spending plan for a while, they will 
probably want to decide whether it works and how they could change it 
to make it better. This is called evaluating. 

To evaluate how good your plan is, you need to know what to look for. 
Here are some questions which can help a family evaluate the results 
of their spending plans. 

Using a (take-apart visual), let students add criteria for evaluating 
the results of a spending plan. Let students explain criteria in 
their own words, 

1. Did you spend for some items you hadn't planned for? Why? 
What would you do next time? 

2. Were you unable to get some of the things you wanted or 
needed? Why? 

3. Did you spend more than you planned? 



82 

4. Did you spend more than you should have for some items? 

5. Are you satisfied with your plans and your record keeping? 
What would you change next month? 

6. What new things should you plan for next time? 

7. Was your plan realistic? Were your estimated expenses 
much too high in one place and much too low in another? 

8. Was your plan flexible? Were you able to meet unplanned 
expenses or emergencies without upsetting the whole 
plan? 

Have students work in groups to apply these criteria to the (case study) 
in the previous lesson on the McDonald's Income and Expenses. What 
changes might be made to improve the plan? 

KEY IDEAS (GENERALIZATIONS): 

The success of a spending plan depends upon consumer 
habits. 

The ways in which plans are communicated in the family 
affect their success. 

Plans may need to be checked and changed when needs 
change or emergencies occur. 

A criteria for measuring the success of a spending plan 
aids in evaluating. 

Evaluation provides a basis for future planning. 
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APPENDIX C 

DIRECTIONS FOR USING CARD SORT AS PRETEST 

Give each student a stack of cards. 

INTRODUCTION 

Games are fun! Nearly everybody enjoys playing games. Children 

play games; young people play games; adults play games;even elderly 

people enjoy games. Name some games that you enjoy playing. We learn 

things from playing games, too. Can you remember how much you learned 

the first time you played a card game or dominos or some other game? 

You learned a lot, didn't you? 

Tonight we are going to play another kind of game. You probably 

haven't played this game before. The reason for playing this game is 

to learn what our next four lessons will be about. 

GETTING READY TO PLAY 

Step 1. To play the game each of you has been given a stack 

of colored cards. Take the rubber band off and remove the three paper 

clips from the first card. 

Step 2. The first card has an owl on it. What is the owl 

asking? (Whoooo?) Answer the owl by writing your name on the line 

below. 

Step 3. Remove the next three cards from the stack. What does 

the first one say? (l agree) (Write 1, 2, 3 on the board.) Place this 

card on the table in front of you to your left or where the 1 is. 

What does the next card say? (l don't know) Place this card in the 
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middle where the 2 is. What does the last card say? (l disagree) 

Place this card to the right where the 3 is. 

PLAYING THE GAME 

Now we are ready to play the game. Each of the colored cards 

left in the stack has a sentence on it. To play the game place each 

card below one of the three cards you just placed on the table. If 

you agree with the sentence put the card below the "I agree" card. If 

you disagree, put the card below the "I disagree" card. If you don't 

know whether you agree or disagree, put the card below the "I don't 

know" card. Try not to put very many cards in the "I don't know" stack. 

I will read each sentence twice. Decide whether you agree or 

disagree with the sentence or don't know and put the card in the cor

rect stack. Do you have any questions? Are you ready? (Read each 

card slowly while the students place the cards in the three stacks. 

Use the first card as an example if needed.) 

AFTER THE GAME 

Did any of the sentences make you want to learn more about 

planning how you will spend your money? Which ones do you remember 

that interested you most? Has anyone already read anything about 

planning how to spend your money? What have you read? 

We will learn more about planning how to spend our money in our 

next four classes. It will be interesting to see if we change our 

minds about some of the sentences on the cards. 

So keep your cards in order. Place the "I agree," "I disagree," 

and "I don't know" cards on top of the stacks below them. Paper clip 
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each stack together, put the card with the owl on top and put the 

rubber band around all three stacks, so we can look at the cards 

again later. Leave the cards on your desk as you leave. 

(if you have time you might explain that the four lessons on 

planning how to spend your money are being written for use in a book 

of lessons. These lessons will be used by teachers all over Texas 

to teach groups of adults how they may learn to get more of the things 

they want with the money they have to spend.) 
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DIRECTIONS FOR USING CARD SORT AS POST-TEST 

Give each student a stack of cards, 

INTRODUCTION 

I'm sure you remember the game we played before we began our 

series of lessons on planning spending. You remember that we said we 

would play it again to see if we had changed any of our ideas. That's 

what we are going to do now. 

GETTING READY TO PLAY 

Step 1. Take the rubber band off and remove the three paper 

clips from the card with your name on it. 

Step 2. Remove the next three cards from the stack. Place 

the cards on the table in front of you in a row like 1, 2, 3--I agree, 

I don't know, I disagree. 

PLAYING THE GAME 

Now we are ready to play. You will remember that each of the 

colored cards left in the stack has a sentence on it. To play the 

game place each card below one of the three cards on the table. Remem

ber that if you agree with the sentence, place the card below the "I 

agree" card. If you disagree, place the card below the "I disagree" 

card. If you don't know whether you agree or disagree, place the card 

below the "I don't know" card. Again, try not to place very many cards 

in the "I don't know" stack. 

I will read each sentence twice. Decide whether you agree or 

disagree with the sentence or don't know and place the card in the 
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correct stack. After the game, we will talk about how our ideas have 

changed, if they have. Are you ready? (Read each card slowly while 

the students place the cards in the three stacks.) 

AFTER THE GAME 

Did you change your mind about any of the statements? Which 

ones? Why did you answer differently? 

Now keeping your cards in order, place the "I agree," "I dis

agree," and "I don't know" cards on top of the stacks below them. 

Paper clip each stack together, place the card with the owl on top and 

place the rubber band around all three stacks. Leave the cards on 

your desk as you leave, (Or you may take them up.) 
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CARD SORT STATEMENTS 

Lesson 1 

Families who decide together how they will spend their money have fewer 
fights over spending than families where each member buys the things he 
wants until the money is all gone. 

When you use a plan for spending your money you must count every penny 
and write down every cent. 

Trying to plan how to use your money will cause your family to get into 
more fights about money. 

Having a plan for spending your money will take all the fun out of 
buying things. 

Even after you learn how to make and use a plan for spending your money, 
it takes too much time and patience to do it. 

Making and following a plan for spending your money will help your 
family to get more of the things it wants such as a TV, washing 
machine, or a new place to live. 

Your family must know what it wants such as a new washing machine 
before you can decide how to spend your money. 

Your family is more likely to get the things you want such as a TV 
and need such as food and clothing if you work together to decide how 
you will spend your money. 

Children should not be included in deciding how your family's money 
will be spent. 

To make your plan for spending your money work, you must know how much 
your family spends each month on things like food, clothing, and rent. 

Writing down how much you spend and how much you earn for each month 
is one step in deciding how you will spend your money. 

Lesson 2 

Since all families must have food, clothing, and a place to live, the 
same plan for spending money should work for most families. 

To get a good plan for spending money for your family, cut one out of 
the newspaper or a magazine. 
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A good plan for spending your money is made to fit your family's 
needs for food, clothing, housing, and other things. 

The easiest way to learn how your family is spending its money is to 
write down how much you spend for different things for a month. 

Your family will probably get the things it wants even if you don't 
plan your spending. 

You are more likely to get the things you want if you plan how you 
will spend your money and then follow your plan. 

There are several good ways to keep a record of how you spend your 
money. 

One way to keep up with how you are spending your money is to divide 
your pay into envelopes for different purposes such as food, clothing, 
medical. 

Lesson 3 

Keeping all your important papers together in one place in a family 
business center makes them easier to find when you need them. 

There is no reason to keep your important papers all together in one 
place. 

When the month is over, your spending records should be thrown away. 

Last month's records of what your family earned and what your family 
spent can help you plan how to spend your money next month. 

Planning your spending will make it easier to say "no" to something 
you see in the store that you do not really need. 

Good shopping habits like using a shopping list or using credit 
carefully help to make your plan for spending your money work. 

Skill in shopping such as comparing prices and shopping around before 
you buy can help you get the things you want and need for less money. 

Lesson 4 

You and your family should decide together the things your family need 
such as rent and want such as going to a movie. 

When you decide to buy something, there is no reason to tell anyone 
else in your family. 



Your family will need to change its plan for spending money as your 
family changes—like when you have a new child, get a raise, or a 
child gets married and leaves home. 

Once your family plans how to spend its money in a way that works 
well for you, you should never change your plan. 
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Have you made use of any ideas from class? Yes No 
If you have, please list. 

Which meeting was most useful? 
Least useful? 

Which lesson did you enjoy most? 

What did you like about the way the lessons were taught? 

Check each lesson according to what you think you gained from the 
meeting. 

Lesson 1 

Lesson 2 

Lesson 3 

Lesson 4 

PLAN AHEAD 

PLAN NOW--SPEND LATER 

RECORDS PREDICT FUTURE 

FOLLOW THAT PLAN! 

Much Some None Absent 

Which part of one lesson did you like best? 

"Would you like more , less class discussion 1 ri-n"? 

Did you like and use the handouts? 

Did you enjoy the lessons? Yes No 
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What is your opinion of this whole series of four lessons? 
Circle your choice 

Poor Satisfactory Good Excellent 

As a result of these lessons, has your family: 

a. 

b. 

c. 

d. 

e. 

f. 

6. 

Decided on the goals you want to 
work toward? 

Decided which goals you will try 
to reach first? 

Listed your family's income and 
expenses? 

Tried to get your whole family to 
work together to plan how you will 
spend your money? 

Made a spending plan for a 
month? 

Set up a family business center 
or made plans for one? 

Evaluated your plans? 

YES NO MAYBE 
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APPENDIX E 

YOUR OPINION COUNTS 

Regarding Your Students 

Did your students give evidence of being interested in the series of 
of lessons? Yes No 
Give examples: 
1. 
2. ~ ~~ 
3. ZZZI~I~~~~~ ~ 
Do you feel the level of the lessons was appropriate for your group? 

Appropriate difficulty? Yes No Sometimes 
Too difficult? Yes No Sometimes 
Too easy? Yes No Sometimes 

For You as a Teacher 

Was the form in which the lessons were written easy to follow? 
difficult to follow? 

Did the lessons give you enough information? 
too little information? 

Do you feel the lessons should call for more class discussion? 

Yes No 

Were the handouts helpful? Yes No 

What is your opinion of this whole series of four lessons? 
Circle your choice. 

Poor Satisfactory Good Excellent 

What was your opinion of the visuals? 

Poor Satisfactory Good Excellent 

What would you suggest to improve the lessons? 

Additional comments: 



94 

APPENDIX F 

SELECTED STUDENT COMMENTS 

1. I'm teaching my parents to do the things we are doing in class. 

2. I hung my spending plan sheets on a nail and told my wife and 
kids to write down everything they spend. 

3. I can use this to keep records for my beauty shop, too. 

4. I didn't realize how much money we spend until I started writing 
it all down for this class. 

5. Now I know what my wife spends all that money on. 

6. This has helped my wife and I plan for our new baby. 

7. I didn't think this would be any good when we started it, but 
we've really been using a lot of it. 

8. My wife and I've wanted a house for a long time. Since we've 
been making spending plans for class, we've figured out our 
expenses so we can start saving for a down payment. 

9. This is a lot more fun than doing English and math and spelling 
in workbooks all the time. 

10. I've really liked these lessons because I can see how I can use 
them right now. 


