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ABSTRACT

The fluctuating performance of students and their declining attitude towards Senior Secondary School
(SSS) economics, have led to a growing concern resulting in the introduction of several learner-centre
teaching methods by previous researchers. Despite this, performance in the subject has not been
consistently impressive, neither the attitude better. This necessitated the introduction of experiential
teaching methods, a heads-on and hands-on innovative Pedagogy. This study was therefore designed
to investigate the effects of experiential teaching methods (experience debriefing and experience
dictation), along with the contribution of learning styles and quantitative skills, on SSS students’
economics achievement, attitude and economic reasoning.

The study was anchored to the Kolb Experiential Learning Theory and employed a 3x4x2 non
randomised pre-test- post-test, control group quasi experimental design. Random sampling was used
to select one senatorial district and six schools from the selected District and intact (SSII) class from
each selected school, were randomly assigned to the three treatment groups: experience debriefing,
experience dictation and control, with two schools to one treatment group. Instruments used for data
collection were Economics Achievement Test (r=0.87), Test of Quantitative Skill (r=0.82), Test of
Economic Reasoning (CVR=0.80) Students Attitude to Economics Scale (r=0.78) and Students
Learning Style Inventory(r=0.77). Data were analysed using Analyses of co-variance, 0.5,

There was a significant main effect of treatment on achievement, (F 2,300 = 186.70, n?=.55),economic
reasoning (Fe.303) = 9.63, n?=.06) and attitude to economics (F(304 = 15.79, n?=.09). Students taught
with experience debriefing had the highest mean score (* =31.31), followed by experience dictation (
X = 29.07) and control (= 17.51).In economic reasoning, experience debriefing group also had the
highest mean score (¥ = 3.0), followed by experience dictation (* = 2.63) and control (¥ =1.87).In
attitude to economics, experience debriefing group had the highest mean score (X =44.27) followed
by experience dictation (¥ = 42.23) and then control (X= 39.07). This implies that experience
debriefing was most effective in improving students’ achievement, economic reasoning and attitude
to economics. There was a significant main effect of learning style on the attitude of students towards
economics (F@as0sy =3.15, 1?=.03).Implying that, how students learn has effect on their attitude
towards economics. There was no significant main effect of learning style and quantitative skill on
achievement. This means that the way the students learn and their quantitative skill have no effect on
achievement. However, treatment and learning style (Fe303 =2.30, n?=0.04), treatment and
quantitative skill (F303= 2.30, n?=0.04), had significant interaction effect on economic reasoning.
Also treatment, learning style and quantitative skill had significant interaction effect on achievement
(Fe.300) =2.50, 1?=0.48). Implying that, the ability of the treatment to improve achievement was
dependent on the students’ learning styles and quantitative skills. While all the other interaction
effects, were not significant.

Experiential debriefing method enhanced both achievement and attitude to economics and economic
reasoning, compared to the other teaching methods. It should therefore be adopted by teachers for the
teaching of SSS economics.

Keywords: Achievement in economics, Experiential teaching methods, Economic reasoning,
Learning styles, Quantitative skill in Economics.
Word Count: 494
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CHAPTER ONE
INTRODUCTION
1.1 Background to the study

Economics is offered by nearly all students in Nigerian senior secondary schools
(SSS). It is the most popular elective subject in the SSS curriculum in Nigeria. An
examination of Table 1.1 (WAEC Entries and Total Sat in Selected Subjects 2009-2018)
showed economics in the fourth place in the list of the top most popular SSS subjects,
coming only behind English language, mathematics and civic education- which are
compulsory subjects. However, in the earlier years (2009-2015) as seen from Table 1.1,
economics was only behind biology, because biology was more or less compulsory in
the former SSS curriculum. However, with the new SSS curriculum, which began in
2011, civic education became compulsory, and the requirement that each SSS student
should offer at least one science subject, was also dropped, thus biology gave way to
civic education in third place.

Despite the increasing number of candidates offering Economics in senior
secondary schools and its importance in improving learner’s ability to manage personal
finances and to citizenship education, achievement or performance of students in the
subject has been fluctuating in examinations, such as the Senior School Certificate
Examination (SSCE). In Table 1.2 (Economics results for 1995 — 2020) show that
only15 per cent of candidates scored Grades 1 — 6 in May/June SSCE in 1995. The trend
of poor performance or achievement continued till 2002. However, the performance
improved to 42.99% in 2003 before plunging to 30% in 2004 and improving again to
48% in 2010. It rose above average; 59.50% in 2011, and fell again to 56.09% in 2012;
rising to 66.94 in 2013 while falling to 43.47 in 2015, and rising again to 58.02%,
63.16% and 75.39% 1n 2016, 2017 and 2018 respectively, and falling to 67.99% in 2019
and rising again to 76.98% in 2020. Though there was improvement in the last five
years, the figures for the next five years could not be projected. In summary, the figures

hitherto ranged below average to average, and slightly above average.



Table 1.1: WAEC Entries and Total Sat in Selected Subjects (2009-2018)

SUBJECT YEAR 2009 2010 2011 2012 2013 2014 2015 2016 2017 2018
ENG. LANG Total Entry 1,373,009 1,331,381 1,540,141 1695878 1686990 1655794 1,602,362 1,484,034 1565106 157665
Total Sat 1355725 1,307,745  1514,164 1,658,887 1,660,056 1636103 1583797 1,471,108 1551649 1564535
(98.74) (98.22) (98.31) (97.82) (98.40) (98.81) (98.84) (99.12) (99.14) (99.24)
MATHEMATICS Total Entry 12373009 1,331,374 1080133 1695878 1686990 1655794 1602362 1,484,034 1,565,106 1,576,465
Total Sat 1348528 15306535 1054853 1658357 1656527 1,632,377  1581,420 1,469,585 1550,348 1563457
(98.22) (98.13) (97.13) (97.79) (98.19) (98.59) (98.69) (99.02) (99.05) (99.17)
cIvic Total Entry - - - - - 847,375 1601855 1,469,585 1565102 1,576,464
EDUCATION
Total Sat - - - - - 822,837 1563554 1,460,635 1544361 1,559,410
(97.10) (97.60) (98.42) (38.67) (98.91)
BIOLOGY Total Entry 1,364,655 1325408 1532770 1,687,788 1678154 1400771 1200467 1,063,778 1,106,346 1,096,186
Total Sat 1,340206 1,300,418 1505199 1,646,150 1,646,741 1377161 1,180,369 1,050,129 1,093597 1,086,081
(98.21) (98.11) (98.20) (97.53) (98.12) (98.31) (98.32) (98.76) (98.84) (99.07)
ECONOMICS Total Entry 1208733 1,256,886 1446686 1,583,775  1567,942 1393186 1199182 1,088,473 1111299 1,111,831
Total Sat 1270557 17228401 1413886 1,514,902 1532194 1363994 1175348 1,071,540 1,094,454 1,098,525
(97.83) (97.73) (97.73) (97.29) (97.72) (98.05) (98.01) (98.44) (98.48) (98.80)
GOVERNMENT Total Entry 861,390 805,298 925,300 1015901  1,004926 893,322 751,853 701,461 727,268 727,135
Total Sat 829,204 773,458 894,308 975,166 177,255 874,368 736,300 691,056 717,182 717,509
(96.26) (96.05) (96.65) (95.99) (97.24) (97.88) (97.93) (98.51) (98.66) (98.67)
GEOGRAPHY Total Entry 786,271 776,926 903.885 1,008,796 992,882 720,479 506,023 444,768 466,406 455,507
Total Sat 747,877 737,467 863,032 958,444 957,578 698,092 491,180 433,998 456,767 447,927
(95.12) (94.92) (5.98) (95.01) (96.74) (96.89) (97.06) (97.57) (97.93) (98.33)
COMMERCE Total Entry 565,486 529,159 601,248 636,567 621,370 518,669 360,345 298,419 297,265 287,957
Total Sat 539,722 502,561 575,960 608,750 601,124 500,160 348,370 290,474 290,477 282,502
(95.44) (94.97) (95.99) (95.63) (96.) (94.43) (96.67) (97.33) (97.71) (98.10)
FINANCIAL Total Entry 227,595 225348 241217 253,940 249,731 235,048 212,201 179,847 185,343 (183,628)
ACCOUNT
Total Sat 215,388 212,259 231,215 241,933 242,072 229,787 208,509 177,739 183,129 181,867
(94.72) (94.19) (95.85) (95.27) (96.93) (97.76) (98.26) (98.82) (98.80) (99.04)

Source: Test Division WAEC Lagos (2020)



This fluctuating performance may not be peculiar to economics. It seems to be a
common trend among all subjects in the SSCE However, for a subject as important as
economics, such a trend of fluctuating achievement cannot be excused in any way. For,
one, the popularity of the subject among students; two, the importance of economics to
entrepreneurship education, and three, the fact that the only knowledge of formal
economics majority of high school leavers will have is the one at this level of education.
For instance, Leet and Lopus (2012) consider economics the most relevant subject a
student will take in secondary school. In addition, Okwilagwe and Oyedepo (2007)
consider economics the most important among all subjects in the business course.
Olopoenia (2006), reported Walstad (2001), as reporting, that more states in the United
State (US) require some economics instruction for high school graduation. Obemeata
(1991), referring to Strezer (1975), stated that a secondary school leaver who lack basic
knowledge in economics, cannot be said to be well prepared for the wider society.

Apart from achivement, the way economics is taught in SSS in Nigeria is another
big challenge facing the subject. Obemeata (1992) observed that teachers of high school
economics usually lecture their students and follow this up with summary notes. This,
according to Obemeata (1992) only gives the students a superficial understanding of
economics. What most teachers do is to focus mainly on preparing students for public
examinations, such as the SSCE and unified examinations- as done in some states. This
has led teachers to embrace “teaching to the test’ and students to engage in rote learning
(Johnson, and Suvojit; 2021) Furthermore, Tieleman (2019), says that the way
economics is taught is “stuck in the past” and concluded that this cannot help its
graduates solve real world problem. This was also the view of Wolfers (2019), who
suggested that economics instruction should focus on showing how economics can aid
people from all works of life.

In a pilot study to find out the trend in the teaching methods/aid used by
economics teachers, in one of the states in south-western Nigeria, it was revealed that
SSS economics teachers were still stuck to the lecture method, confirming Obemeata
(1992).



Table 1.2 SSCE (May/June) Results in Economics (1997 — 2020)

Year Total Sat Total Credit % Pass % of Fail % of
Grades1-6 of Grades 7 Grades 7 Grade 9 Grade 9
Grades &8 to Total to Total
1-6 to Sat Sat.
Total Sat

1997 582926 81897 14.05 161175 27.64 339854 58.30
1998 604827 133657 22.10 178843 29.56 283290 46.83
1999 717509 155418 21.66 245000 34.14 297332 41.43
2000 508739 179104 35.21 177427 34.98 152208 29.91
2001 981928 276632 28.17 372978 37.98 332318 33.84
2002 868532 193291 22.17 394693 45.44 380548 43.82
2003 885807 380795 42.99 312302 35.25 192710 22.26
2004 973611 366037 37.60 360765 37.05 216736 22.20
2005 1007710 365242 36.24 416044 41.82 171145 15.71
2006 1089355 538677 45.44 357539 32.82 171145 15.71
2007 1183154 461903 39.04 421744 35.64 270918 22.89
2008 1230131 592939 48.20 392579 3191 201525 12.16
2009 1298733 577345 44.45 383875 29.56 157925 12.16
2010 1289876 577009 44.73 413267 32.03 299660 23.23
2011 1413886 841258 59.50 399311 28.24 169864 12.01
2012 1540902 864273 56.09 409468 26.57 232321 15.08
2013 1532194 1025703 66.94 310963 20.29 159927 10.43
2014 1363994 698669 51.22 336624 24.68 302462 22.17
2015 1175348 511007 43.47 329396 28.02 309757 26.35
2016 1071540 621755 58.02 255298 23.82 170363 15.89
2017 1,094,454 691,282 63.16 244,544 22.34 131,559 12.02
2018 1,098,525 828,208 75.39 149,747 13.63 103,312 9.40

2019 1,088,918 740,394 67.99 206,220 18.94 121,667 11.17
2020 1,072,067 825,234 76.98 142,015 13.25 19,151 8.78

Source: Test Division WAEC Lagos (2020)



As revealed by Tables 1.3 and 1.4 the dominant teaching method is still the
lecture method, with 66.7% usage rate. While chalk-board and text-books, are prime
teaching aids. This outcome still weighed against learner-centre methods, such as class
discussion and small group activities.

These inadequacies have led to a growing concern culminating in several
research papers and studies (Olopoenia, 2000; 2006; Adu, 2002; Okwilagwe and
Oyedepo, 2007; Adekoya, 2002; 2008; Olaoye, 2005; Adu, Ojelabi and Adeyanju, 2009;
Adeyemi, 2012;) among others. Of these studies (Olopoenia, 2000; 2006; Olaoye, 2005;
Adu, Ojelabi and Adeyanju, 2009) related the background characteristics of the teacher
and the students to learning outcomes. While studies by (Adekoya; Adu; 2002; Adeyemi,
2013) explored whether specific instructional methods were related to learning gains in
economics.

However, of the afore-mentioned variables, the teaching strategy employed by
the teacher is the most overbearing and most easily manipulable (Akinsola, 1994). Leet
and Lopus (2012) are also of the opinion that the increased importance of economics in
high schools means that it is critically important that it be taught well. In addition, the
National Policy on Education (FRN, 2004), stated that no education system can rise
above the quality of its teachers - teacher quality indicators, among others, according to
Goe (2007) include teacher qualification, teacher characteristics, teacher effectiveness,
and teacher practices (teaching method applied by the teacher). If this is so, then it means
more need be done in the area of effective teaching of economics, in high schools. In line
with this view, the researcher examined the afore-mentioned studies that related teaching
strategy to learning outcomes. These include studies by (Adekoya; Adu; 2002; Adeyemi,
2013).

While Adu (2004), tested the effect of two problem—based learning strategies on
achievement in economics, with quantitative ability and gender as moderator variables,
and found that students taught with problem based approaches did better than those who
were taught with the traditional lecture method. The study revealed a significant
difference in the analysis of covariance between the three approaches. Adekoya (2002)
found that students taught with oral discussion method did better than those taught with

both lecture method and inquiry method.



Table 1.3 Teaching Methods Usage by Economics Teachers

Teaching Methods Usage %
Lecture Method 66.7
Class Discussion 62.5
Small Group Activities 42.5
Guest Speakers 21.2
Programmed Instruction 18.7

Compiled from SPSS Output



Table 1.4 Teaching Aids Usage by Economics Teachers

Teaching Aid Usage %
Chalkboard 78.7
Text Book 63.6
Marker Boards 57.5
Used of Workbook Attached to 545
Text

Newspaper Cutting/Magazine 51.5

Compiled from SPSS Output



However, student taught with lecture method, outperformed the inquiry method
group. The study revealed no significant differences in the analysis of covariance
between the three approaches. However, the study, a PGDE project report, was an
explorative study. Adeyemi (2013) revealed that students taught with panel discussion
strategy and active review outperformed those taught with the conventional method. The
study revealed a significant difference in the analysis of covariance between the three
approaches, with panel discussion, taking the lead.

However, these studies, though learner-centre, combining innovative methods

such as problem-solving, inquiry methods, active review and panel discussion, with
minimal lectures as introductory method, did not give room for student to have hands-on
and heads-on, experience of economics in the class room. This present study brought
into the class-room real life economics experiences. This form of teaching is referred to
by various names, which include, active learning, activity-based teaching, hands-on and
heads-on teaching, but the umbrella name for this form of teaching is experiential
teaching.
Experiential teaching, a form of hands-on and heads-on teaching is an activity-based
teaching and learning approach, exposing the learner to real life situations in the
classroom. It can exist with, or without the teacher or facilitator (Kolb, 1999).
Experiential teaching can be divided into two major categories: field-based experiences
and classroom-based learning. Field-based learning is the oldest and most established
form of experiential teaching. Field-based learning includes internships, practicums,
cooperative education, and service learning. Classroom-based experiential teaching can
take a multitude of forms, including role-playing, games, case studies, simulations,
presentations, and various types of group work. It is a method of teaching which engage
students in doing things and thinking about what they are doing (Bonwell and Eison,
1999, in Wurdinger and Rudolph, 2009). Brock and Lopus, (2016) directly referred to it
as activity-based pedagogical techniques- describing it as lessons that engage learners
via activities such as simulations, role-plays and group presentations.

This activity-based pedagogical technique is broadly referred to as experiential
teaching methods, because it follows a criteria outlined by experiential learning theory as
propounded by Kolb (1984). Actually the theory is referred to as experiential learning



theory, but when it comes to its application within the class-room it is often referred to,
by scholars and researchers, as experiential teaching (Laney, 1993; Okoli and Abonyi,
2014; Nweke, Abonyi, Omebe and Njoku, 2014)

It is important here to distinguish between the two forms of experiential teaching
that are of interest in this study- experienced based learning (experience-debriefing) and
experiential learning (experience-dictation). Both are forms of experiential teaching.
Kourilsky (1983) distinguished between experiential learning and experience-based
learning. Kourilsky, explained experience-based teaching as involving experience
followed by inquiry-based debriefing and discussions facilitated by the teacher, whereby
issues are analysed and economic principles derived. This is why it is alternatively
referred to as experience-debriefing, whereas, experiential teaching, involves experience
followed by oral or written presentations by the learners, with the teacher serving as
facilitator. Hence it’s often referred to as experience-dictation Kolb et al, (2002) are of
the view that if learners are allowed to dictate or present their experience-(experience-
dictation) mastery is enhanced. Thus the distinguishing factor between the two forms of
experiential teaching is the post-experience session.

While the experience-presentation or dictation group engage one another in a debate or
group presentations, the experience-debriefing group engage in an inquiry-based
debriefing session or active review. Adeyemi (2013) used similar methods. His active
review method is similar to, but not synonymous with, the inquiry-based debriefing
session which is applied to the experience-debriefing treatment group. While the panel
discussion method, as applied in the Adeyemi (2013) study, is similar to but not
synonymous with the presentation session as applied to the experience-presentation or
dictation treatment group. Similarly, Laney (1993) designed a study to test Kourilsky
(1983) conclusion on the superiority of experience-based teaching over experiential
approaches in economics learning among elementary school children. Laney (1993) in
describing these two forms of experiential teaching, referred to experience-based
learning as ‘experience-debriefing’ that is experience followed by a formal inquiry-based
debriefing session. On the other hand, he referred to the experiential approach or
experience only method as ‘experience-dictation’ that is experience followed by

presentation or dictation of the experience by the learner.



Experiential learning is not new in our secondary schools, research evidence
include; Okoli and Abonyi (2014) in Senior Secondary School biology; Nweke, Abonyi,
Omebe and Njoku (2014) in Junior Secondary School basic science and technology.

The Kolb experiential learning theory (KELT), which was used in this study, is a
dynamic view of learning based on a learning cycle and recognition of differences in
learning style of individuals. The KELT model portrays two dialectically related modes
of grasping experience—Concrete Experience (CE) and Abstract Conceptualization
(AC) - and two dialectically related modes of transforming experience—Reflective
Observation (RO) and Active Experimentation (AE). Learning arises from the resolution
of creative tension among these four learning modes. This process is portrayed as an
idealized learning cycle or spiral as presented in Fig. 2.5.

Economics as a subject seems to be mathematically inclined. An average to high
quantitative ability is required for better performance in the subject (Adu, 2004). Thus
disciplines have their peculiarities as recognized by the Kolb Experiential learning
model. In recognition of the importance of quantitative skills in economics education,
universities and other higher institutions in Nigeria with department of economics and
other business related courses require a credit grade in SSCE mathematics for admission
into their programme. For instance, some institutions requirement in the SSCE is a credit
in English language and mathematics and any other three subjects. This reiterates the
importance of quantitative skill, in the learning of economics. The outcome of a study by
Adu, Ojelabi and Adeyanju, (2009) confirms this. It is necessary therefore to bring into
this study this important variable. In addition, the need to bring quantitative skill into
this study is accentuated by the demand of the current senior secondary school
economics syllabus which, in the words of Okwilagwe and Oyedepo (2007), requires
more analytical processes. Also, the fact that the SSCE economics essay paper (Paper 2),
has a section (Section A), that is wholly data response and quantitative in nature.

Learning outcome is a wide term that cannot be limited to only achievement.
Achievement is important, however stressing achievement as sole learning outcome
would mean, in the words of Obanya (2013), ‘...defining education as merely “knowing
book™. This would be limiting the effect of instruction on learning outcome. That
achievement is an important learning outcome, cannot be over emphasized, however, in
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a fast changing world, a much wider range of competences, along with achievement, are
needed for students to be well prepared for the future Along with achievement, an
important learning outcome essential for the application of economic principles outside
the classroom is economic reasoning. Economic reasoning is the application of the
concept of cost- benefit analyses to personal decision making. Richter et al. (2006),
referred to it as, “economic decision rule.” Economic reasoning skill is the readiness to
use economic principles to solve personal economic problems. This important learning
outcome was included as one of the learning outcomes in this study.

A pedagogical study such as this will not be complete without relating it to the
affective domain, of which attitude is an integral part. In addition, the role of attitude in
the effectiveness of any pedagogical intervention cannot be overstressed. The more
positive an attitude held towards a task, the better the student will perform on the task.
Olaoye (2005) stated that attitude influences how well students learn and how they
behave. Emeke (1999) added that a positive attitude is more likely to engender
achievement of a goal or objective, than a negative attitude. The study by Olaoye (2005)
confirms the fact that students with positive attitude towards economics as a discipline
outperform those with negative attitudes. Consequently, students’ attitude to economics

was added as part of the learning outcomes, in this study.

1.2 Statement of the Problem

Achievement in high school economics has been fluctuating. This is
unbecoming of a subject that is not only popular with students but also useful to
everyone. Prominent among the factors which have been identified as contributing to the
fluctuating level of students’ achievement in economics are the teaching methods
adopted by economics teachers. It would thus, be necessary to introduce more
innovative and creative strategies suitable for improving learning outcomes in senior
secondary school economics. Several innovative and creative pedagogy, have been
assessed by researchers, however, the effect of these methods of teaching is mostly
measured in terms of students’ achievement, but not in terms of thinking skills — such as
economic reasoning. This learning outcome is important, considering the fact that
secondary school graduates will be making economic choices all their lives. They will
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need some capacity for critical judgement, to solve the problems that they will encounter
in life beyond school.

In addition, the effects of activity-based, learner-centred, pedagogy, such as
experiential learning, on students learning outcomes in economics are inconclusive.
Furthermore, it is not clear how differences in learning style and the differences in the
quantitative skill of students, would affect students learning outcomes in economics,
especially when activity-based experiential teaching methods are used. This study
therefore, extends the literature by applying two forms of activity-based experiential
approaches in the teaching of secondary school economics, in order to establish their
effect on students’ achievement, students’ economic reasoning and attitude to
economics, while taking cognizance of differences in the quantitative skill and in the

learning style of learners.

1.3 Hypotheses
The following null hypotheses were tested,

1. There is no significant main effect of treatment on students’
(i) Achievement in economics
(ii) Economic reasoning

(iii) Attitude to economics

2. There is no significant main effect of learning style on students’
(i) Achievement in economics

(ii) Economic reasoning

(iii) Attitude to economics

3. There is no significant main effect of quantitative ability on students’
(i) Achievement in economics
(ii) Economic reasoning

(iii) Attitude to economics
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4. There is no significant interaction effect of treatment and student learning style on
students’

(i) Achievement in economics

(ii) Economic reasoning

(iii) Attitude to economics

5. There is no significant interaction effect of treatment and quantitative ability on
students’

(i) Achievement in economics

(ii) Economic reasoning

(iii) Attitude to economics

6. There is no significant interaction effect of learning style and quantitative ability on
students’

(i) Achievement in economics

(ii) Economic reasoning

(iii) Attitude to economics

7. There is no significant interaction effect of treatment, learning style and quantitative
ability on students’
(i)  Achievement in economics

(if)  Economic reasoning

(iii) Attitude to economics

1.4 Scope of the Study
The study was done with senior secondary two (SS2) economics students in
Ogun State, Nigeria. The treatment was restricted to two forms of activity-based
experiential teaching approaches- experienced-based teaching and experiential
teaching, with traditional lecture as control. The moderator variables were learning
styles along with quantitative skill. While the dependent variables are; achievement in

economics, student’s economic reasoning and student’s attitude to economics.
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1.5 Significance of the Study
Curriculum experts and implementers such as teachers and school administrators
will find this valuable. In addition, it will be of great use to high school students of
economics and their parents. Curriculum experts, who are in search of improving the
curriculum, the outcome of this study will be of interest to them in their search for
transformational pedagogy, especially in senior secondary school economics and other
related subjects.

Curriculum implementers such as teachers, especially high school economics
teachers, will find the outcome of this study relevant to their quest for a pedagogy that
not only improve students interest in economics but, improve performance in the subject
and raise their acquisition of practical (heads-on and hands-on) economics for effective
daily decision making. Also, teachers who are interested in bringing practical economics
into the classroom will find the manual of instruction developed by the researcher for the
experiential teaching methods, very valuable. Students of economics, who are becoming
bored and disinterested with the conventional method of teaching economics, will find
experiential teaching methods of great interest in their desire for practical hands-on and
heads-on economics that is not only performance enhancing but, in addition,
transformational in nature.

School administrations, will also benefit from the outcome of this study. They
may have to create more space and spend more, to make materials available for
economics teachers and students, yet the gain to the school in terms of improvement in
class attendance, better performance and better acquisition of economic knowledge, will
be a profit to the school rather than a loss.

In addition, parents stand to gain from the methodology of experiential teaching.
The better acquisition of economic knowledge, which experiential teaching is out to
enhance, will play out on the students’ ability to manage scarce resources such as

money, time and space given them by their parents.

14



1.6 Definition of Terms
Learning Outcomes
The behavioural objectives expected from learners after an educational intervention.
For this study they include;
(i) Achievement Economics
(ii) Economic reasoning
(iii) Attitude to economics
These were measured by Economics Achievement Test (EAT), Test of Economic
Reasoning (TER), and Students Attitude to Economics Scale (SATES) respectively.
Achievement in Economics
This refers to the score in an economics objective cognitive test (EAT) constructed
and validated by the researcher.
Economic Reasoning
Economic reasoning is the ability to apply the economic concepts of costs and
benefit to personal decision making. In this study a student’s economic reasoning was
determined by his or her score on the Test of Economic Reasoning (TER) constructed
and validated by the researcher.
Attitude towards Economics
This is a learner’s predispositions to respond in a consistently favourable or
unfavourable manner with respect to senior secondary school economics. It was
measured by the SATES constructed and validated by the researcher. A student’s
attitude was determined by his or her score on the SATES.
Experiential Teaching Approaches
These are methods of instruction where practical experience is given central
place. It’s simply, hands on and heads-on teaching approach. It is subdivided into,
experience-debriefing and experience-dictation.
Experience-debriefing
This is one of the experiential teaching methods that were applied on one of the
two experimental (treatment) groups in this study. It is a form of experiential teaching
that begins with practical or hands-on economics experience, followed by debriefing and
discussion facilitated by the teacher.
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Experience-dictation
This is one of the experiential teaching methods that were applied on one of the

two experimental (treatment) groups in this study. It is used here to indicate experience

followed by a formal written or oral presentation by students, either in the form of

debates or seminar presentations, facilitated by the teacher.

Quantitative Skill

This is the ability to use mathematical rules to solve problems. In this study, it was

measured by a student’s score on the test of quantitative skill (TQS), designed by the
researcher.

Learning style

This refers to the learning preferences of individual students, based on their
preferences for employing different aspect of the Kolb Learning Cycle. This was
measured at four levels —reflective, concrete, abstract and active learning styles, using
the Kolb Learning Style Inventory (KLSI). Thus each student’s learning style was
determined by their score on the KLSI.
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CHAPTER TWO

LITERATURE REVIEW AND THEORITICAL FRAMEWORK
This chapter presented the Theoretical Background of this study, the Conceptual
Review, the Empirical Review and concluded with an Appraisal of Literature and Gap
filled.
2.1  Theoretical Background
The experiential learning theory, present a different view of learning and
instruction from that of both the behavioural theories of learning and the more implicit
theories of learning that underlie traditional educational methods. Cognitive learning
theories ignore the possible role of subjective experience in the learning process, while
emphasizing the role of mental processes. However, the experiential learning theory
proposed by Kolb (1984) takes a more holistic approach and emphasizes how
experiences, including cognitions, environmental factors, and emotions influence the
learning process. This perspective on learning is called ‘experiential’ because of its
intellectual origins in the work of Dewey, Lewin and Piaget and its emphases on the
centrality experience in the teaching process (Kolb, 1984).
The experiential teaching theory that was used in this study is the one proposed by
educational psychologist David Kolb. Kolb (1984), in setting forth this model built on

the fundamental works of Kurt Lewin, John Dewey and Jean Piaget.

2.1.1 The Lewinian Model of Action Research and Laboratory Training
According to this model, the methods of action research and the laboratory
method, learning, change and growth, are seen to be facilitated best by an integrated
process that begins with here-and now experience followed by gathering of data and
observation about that experience. The data are then analyzed and the conclusion of this
analysis is fed back to the actors in the experience for modification of their behavior.
Thus learning is outlined in form of a four-stage cycle, as seen in figure 2.1. It begins
with concrete experience, followed by observations and reflection, then formation of
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abstract concept and generalizations and then testing implications of concepts in new

situation.
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Cancrete experience

Testing implications of concepts

in new situation observations and reflection
A

Formation of abstract concept and generalizations

Figure 2.1 The Lewinian Experiential Learning Model. Kolb (1984)
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212 Dewey’s Model of Learning

Dewey’s (1938) model is similar to Lewins, in its emphasis on learning as a
dialectic process integrating experience and concepts, observation, and action.
Experience gives ideas their moving force and ideas give direction to impulse.
Postponement of action is important for achievement of purpose. It is through the
combination of these opposing but symbiotically related processes that sophisticated,
mature purpose develops from blind impulse. Dewey’s model is diagrammatically
portrayed in figure 2.2.

Dewey (1938) is of the opinion that learning was socially constructed, asserting
that brain-based pedagogy should be used to place learners and not the curriculum. He
considered education to be a means of living and not a preparation for future living.
Dewey believes that the class room should not be too formally organized, but organized
in an informal manner- as a social interaction space where learners are a community of
learners and not a group of individual learners. Dewey was bent on making learning
experiences centered around student interests and developing socially responsible
citizens. The ideologies of John Dewey are present in place-based education. According
to Graham (2007), place-based education draws on the progressive idea that education
should be multi-disciplinary in nature and that learning activities should be authentic and
“seek to extend learning beyond the walls of the school” (p. 377). Thus Dewey’s model
places importance on building: teaching communities, strong relationships, developing
higher level thinking skills for real-life application, and taking into consideration student
interests when planning for instruction.

John Dewey, believed that traditional schools were uninspiring institutions,
which did not support an environment for learning (Brendtro, 1999). Dewey considered
traditional schools as boring and monotonous institutions that stifled student creativity.
He stressed that in an effort to get students on-task, teachers in traditional schools relied
heavily on reward and punishment schemes in order to force children to pay attention.
Dewey concluded that an approach that focused on the interests of the students would be
more successful. To Dewey (1938) learning is a function of experience, concepts,
observation and action. These four poles are instrumental to the Kolb learning cycle and
to the application of the two experiential treatments used in this study- see Fig. 2.4.
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Figure 2.2 Dewey’s Model of Experiential learning
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Dewey’s model, as revealed in fig 2.2, showed his description of leaning as a
dialectic process integrating experience and concepts, observation and action. This is
revealed by the direction of the arrows in figure. 2-2. Dewey is of the view that
experience gives force to the learning process. This Dewey’s view is what is at the

centre of Kolb’s learning style typology.

2.1.3. Piaget’s Model of Learning and Cognitive Development

According to Piaget, the dimensions of experience and concept, reflection, and
action form the basic continuum for the development of adulthood. Change from infancy
to adulthood moves progress from concrete to an abstract constructivist view, from an
active egocentric view to a reflective mode of knowing. For Piaget, the learning process
is a cycle of interaction between the individual and the environment that is similar to the
learning models of Dewey and Lewin.

Piaget identified four major stages of cognitive growth that begins from birth to

about the age of 14-16. This model is graphically portrayed in Figure 2.3.
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Fig. 2.3 Piaget’s Model of Learning and Cognitive Development
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In the first stage (0-2 years), the child is basically concrete and active in his
learning style. Learning is predominantly through feeling, touching and handling. In the
second stage (2-6 years), the child develops a reflective orientation as he begins to
internalize actions, converting them to images. This stage is called representation stage.
Learning is now predominantly ikonic in nature through the manipulation of
observations and images. At this stage, the child’s primary stance toward the world is
divergent. In the third stage (7 -11 year), the intensive development of abstract symbolic
powers begin. This is the stage of concrete operation, as revealed in fig. 2.3. The child in
this stage further increases his independence from his immediate experienced work
through the development of inductive powers.

The final stage, is the stage of formal operations, it is the adolescence point (12-
15years). In this stage, the adolescence moves from symbolic processes based on
concretion operation to the symbolic processes of representational logic, the stage of
formal operation as revealed in fig. 2.3. At this level, the child develops the possible
implications of his theories and proceeds to experimentally test which of these are true.
Here his basic learning style is convergent. Thus we can see a close similarity between
Piaget’s model of leaning and cognitive development and Kolb’s leaning cycle. Really,

the later is an off short of the former.

2.1.4 Kolb’s Experiential Learning Theory

David Kolb laid the foundation of modern experiential teaching theory. His
‘Experiential learning” (1984) has become a foundational text in this regard. His
experiential Learning theory, based on a learning cycle, was greatly influenced by the
models proposed byLewin, Piaget and Dewey and has been widely reproduced and used.
Kolb (1984) concluded that a great deal of similarities existed between the afore-
mentioned models. Thus, Kolb (1984) model is built on six propositions that are shared
by the learning theories of Lewin, Piaget and Dewey. They are;

Learning is best conceived as a process, not in Terms of Outcomes.

In all three of the learning models just reviewed learning is described as a
process whereby concepts are derived from and continuously modified by experience.

No two thoughts are ever the same, since experience always intervene (Kolb 1984).
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Kolb is of the opinion that, learning occurs through the course of connected experiences
in which knowledge is modified and re-formed. If ideas are seen to be fixed and
immutable, then it seems possible to measure how much someone has learned by the
amount of these fixed ideas the person has accumulated. However, ideas are not fixed
and immutable elements of thought, but are formed and re-formed through experience.
Thus the experiential teaching theory views learning as an emergent process whose
outcomes represent only historical record not knowledge of the future.

Viewed from the perspective of experiential teaching, the tendency to define
learning in terms of outcomes can become a definition of non-learning, in the process
sense. That, the failure to modify ideas and habits, as a result of experience is
maladaptive. Thus, the tendency to conceive of learning in terms of outcomes, as
opposed to a process of adaptation, have had a negative effect on the educational system.
Jerome Bruner, in his influential book; ‘Towards a Theory of Instruction’ made the point
that the purpose of education is to stimulate inquiry and skill in the process of
knowledge getting, not to memorize a body of knowledge. “Knowing is a process, not a
product” (Bruner, 1966; in Kolb, 1984). Paulo Freire calls the orientation that conceives
of education as the transmission of fixed content the “banking” concept of education:

“Education thus becomes an act of depositing, in which the students are the
depositories and the teacher is the depositor. Instead of communicating, the teacher
issues communiqués and makes deposits which the students patiently receive, memorize
and repeat. This is the “banking” concept of education, in which the scope of action
allowed to the students extends only as far as receiving, filing and storing the deposits.
They do have the opportunity to become collectors or cataloguers of the things they
store. But in the last analysis, it is men themselves who are filed away through the lack
of creativity, transformation, and knowledge in this (at best) misguided system. For apart
from inquiry, apart from the praxis, men cannot be truly human. Knowledge emerges
only through invention and reinvention, through the restless, impatient, continuing,
hopeful inquiry men pursue in the world, with the world, and with each other” (Friere
1974, in Kolb 1984, 38)
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Learning is continuous process Grounded in Experience

The fact that learning is a continuous process grounded in experience has
important educational implication. Put more simply, it implies that all learning is
relearning. Thus it would be wrong in designing a course, to think of the learner’s mind
as being blank. Everyone enters every learning situation with some ideas about the topic
at hand. Thus the job of an educator, according to the experiential teaching theory, is not
only to impact new ideas but also to dispose of or modify old ones. This resistance to
new ideas stems from their conflict with old beliefs that are inconsistent with them. The
ELT proposes an educational process that begins by bringing out the learner’s beliefs
and theories, examining and testing them, and then integrating the new, more refined
ideas into the person’s belief systems, and thus facilitating learning. Thus learning is
best facilitated by a process that draws out the learner’s beliefs and ideas about a topic
so that they can be examined, tested and integrated with new more refined ideas. Piaget
called this proposition constructivism — individuals construct, their knowledge of the

world based on their experience.

The process of learning requires the resolution of conflicts between dialectically

opposed modes of adaptation to the world.

Each of the three models of experiential teaching describes conflicts between
opposing ways of dealing with the world, suggesting that learning results from
resolution of these conflicts (Kolb 1984). The Lewinian model emphasizes two such
dialectics — the conflict between concrete experience and abstract concepts and the
conflict between observation and action. For Dewey the major dialectic is between the
impulse that gives ideas their “moving force” and reason that gives desire its direction.
In Piaget’s frame work, the twin processes of accommodation of ideas to the external
world and assimilation of experience into existing conceptual structures are the moving
force of cognitive development. In Paulo Freire’s work, the dialectic nature of learning
adaptation is encompassed in his concept of praxis, which he defines as “reflection and
action upon the world in order to transform it” (Freire 1974 in Kolb 1984, 38).

These models above give the idea that learning is by its very nature a tension and

conflict filled process. New knowledge, skills, or altitudes are achieved through
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confrontation among four modes of experiential teaching. According to Kolb (1984)
learners, if they are to be effective, need four different kinds of abilities; concrete
experience abilities (CE), reflective observation abilities (AC), and active
experimentation (AE) abilities. This means, they must be able to involve themselves
fully, openly and without bias in new experience (CE). They must be able to reflect on
and observe their experiences from many perspectives (RO). They must be able to create
concepts that integrate their observations into logically sound theories (AC), make
decisions and solve problems (AE). The questions now are how one can act and reflect
at the same time? How can one be concrete and be theoretical at the same time?
Learning requires abilities that are polar opposites, and the learner, as a result, must
continually choose which set of learning abilities he or she will bring to bear in any
specific learning situation. More specifically, there are two primary dimensions to the
learning process. The first dimension represents the concrete experience of events at one
end and abstract conceptualization at the other. The other dimension has active
experimentation at one extreme and reflective observation at the other. Thus, in the
process of learning, one moves in varying degrees from actor to observer and from
specific involvement to general analytic detachment.

The four learning modes illustrated in Figure 2.6 constitute a four- stage
experiential teaching cycle, whereby learners resolve the tension of two dialectically
opposite learning dimensions in a cyclical fashion. And as they do this they develop a
particular or specific mode of grasping and or transforming experience. This becomes

the learner’s preferred learning style.

Learning is a Holistic process of Adaptation to the world.

The experiential teaching model is a holistic concept, akin to the Jungian theory
of psychological types (Jung, 1923, in Kolb 1984). It describes basic life orientations as
a function of dialectic tension among basic methods of relating to the world. To learn,
concluded Kolb, is not the special province of a single specialized realm of human
functioning such as cognition or perception. It involves the integrated functioning of the

total organism, thinking, and feeling, perceiving, and behaving.
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Learning is the major process of human adaptation. This concept of learning is
considered broader than that commonly associated with the school classroom. It occurs
in all human settings, from schools to the larger world, from the laboratory to the
management board room.lt include all life stages, from childhood to teenage years, to
middle and old age. Thus it include all adaptive concepts such as creativity, problem
solving, decision making and attitude change that focus heavily on one or another of the
basic aspects of adaptation (Kolb 1984).When learning is conceived as a holistic
adaptive process, it provides conceptual bridges across life situations such as school and
work, portraying learning as a continuous life long process. This perspective showed the
similarities between adaptive learning activities that are commonly called by specialized
names — learning, creativity, problem solving, decision making and scientific research.

Yet performance, learning, and development, when viewed from the perspectives
of experiential teaching theory, form a continuum of adaptive postures to the
environment, varying only in their degree of extension in time and space. Performance is
limited to short-term adaptations to immediate circumstances, learning encompasses
somewhat longer term mastery of generic classes of situations, and development
encompasses lifelong adaptations to one’s total life situations. Thus in this study we are
looking beyond students’ performance, to other more adaptive Learning activities such
as problem solving and decision making skills in secondary school economics.

Learning Involves Transaction between the person and the Environment

What this means, in Piaget’s terms is, learning occurs through equilibration of
the dialectic process of assimilating new experiences into existing concepts and
accommodating existing concepts to new experience. Thus learning result from active
transaction between the individual and the environment. This is opposed to the
traditional educational process, which perceives the person-environment relationship as
one way placing great emphases on how environment shapes behaviour with little regard
for how behaviour shapes environment.

In experiential teaching theory, the transactional relationship between the person
and the environment is symbolized in the dual meanings of the term experience, one
subjective and personal, referring to the person’s internal state, as in “the experience of
joy and happiness” and the other objective and environmental, as in, ‘He has 20 years of
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experience on this job” (Kolb 1984) thus it is the conclusion of proponents of the
experiential teaching theory that, experience does not go on only inside a person but, in
addition, it takes place outside of him/her, changing in some degree the objective
condition under which experiences are had. It is then not surprising that Dewey
concluded that, the conceptions of situation and of interaction are inseparable from each
other.An experience is always what it is because of a transaction taking place between
an individual and what, at the time, constitutes his environment, whether the latter
consists of persons with whom he is talking about some topic or event, the situation, the
book he is reading or the materials of an experiment he is performing.

This transaction is used to imply a two way relationship. This is to be understood
as it’s implied in marketing-when the buyer and the seller interact for sales to take place.
For real learning to take place, proponent of experiential teaching, believe that the
learner and the environment must be in transaction, leading to a change in the learner
and in the environment.

Learning Is the Process of Creating Knowledge

The ELT proposes a constructivist theory of learning whereby social knowledge
is created and recreated in the personal knowledge of the learner. (Kolb, 2005)
knowledge is the result of the transaction between social knowledge and personal
knowledge Social knowledge being the civilized objective accumulation of previous
human cultural experience referred to as objective experience. Personal knowledge, on
the other hand is the accumulation of the individual person’s subjective life experiences-
referred to as subjective experiences. This knowledge results from the transaction
between these objective and subjective experiences in a process called learning (Kolb,
1984). In teaching for instances the ELT believe that it is essential to take into account
the nature of the subject matter in deciding how to help students learn the material at
hand.

The theory of experiential teaching provides a point from which to solve the
learning and teaching difficulties students and teachers face. It suggests a method of
knowledge that springs from the way the problem of traditional teaching and learning
methods are solved. Thus Kolb (1984) defined learning as a process whereby knowledge
is created through the transformation of experience.
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2.1.5 The Cycle of Experiential Teaching

The experiential learning model conceive learning as a four-stage cycle (see
figure 2.4) portraying two dialectically related modes of grasping experience; Concrete
Experience (CE) and Abstract Conceptualization (AC) — and two dialectically related
modes of transforming experience Reflective Observation (RO) and Active
Experimentation (AE). Experiential teaching is a process of constructing knowledge that
involves a creative tension among the learning modes that is responsible to contextual
demands (Kolb 2005). This process is portrayed as an idealized learning cycle or spiral
where the learner “touches all the bases”-experiencing, reflecting, thinking, and acting in
a recursive process that is responsive to the learning situation and what is being learned
as can be seen from Figure 2.3 Immediate or concrete experiences are the basis for
observations and distilled into abstract conceptualisation. These implications can be
actively tested and serve as guides in creating new experiences (Kolb and Kolb, 2008).

Jung, (1931) is said to have traced the cycle of learning to the cultural and
religious practices of nations and peoples. He discovered the ‘universal mandala’-
“Mandala, means circle, an eternal process where endings become beginnings again and
again. It often represents dual polarities, the integration of which field the endless
circular process of knowing” (Jung 1931, in Kolb and Kolb, 2008).Jung (1931)
concluded that; psychologically this circulation would be a ‘turning in a circle around

oneself’: whereby all sides of the personality becomes involved...’
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Zull (2002) linked the learning cycle to the structure of the brain. To Zull, a
Biologist and founding director of Case Western Reserve University (USA) Centre for
Innovation in Teaching and Education (UCITE), In his book; The art of changing the
brain: Enriching teaching by exploring the biology of learning, suggested that the
process of experiential teaching is related to the process of brain functioning; he assets
that concrete experiences come through the sensory cortex, reflection observation
involves the integrative cortex at the back of the brain, creating new abstract concepts
which occurs in the frontal integrative cortex, and active testing involves the motor
brain. Thus the learning cycle arises from the structure of the brain.

However, there are several version of the learning cycle proposed by the
experiential teaching theorist. There are about nine popular versions raging from a two

segment, to a - four and more- level cycles.

2.1.6 Learning Style and the Learning Cycle

The concept of learning style describes individual differences in learning based
on the learner’s preference for employing different aspect of the learning cycle. Due to
certain factors such as our hereditary equipment; our particular past life experiences and
the demands of our present environment, most people or learners develop preferred way
of choosing among the four learning modes. These patterned ways, according to the ELT
is known as Learning Styles. This is illustrated in figure 2.4

The ELT learning model is of the view that most learners develop individual
learning styles that emphasize some learning abilities over others (Boyatzis, Kolb, &
Maine Melis, 1999). That is individuals seem to develop consistent and destructive
cognitive styles. This learning model thus suggest that learning requires abilities that are
polar opposites, and that the leaner must continually choose which set of learning
abilities he or she will use in a specific learning situation. In grasping experience some
learners perceive new information through experiencing the concrete, tangible, felt
qualities of the world, relying on our senses and immersing ourselves in concrete reality.
Others prefer to perceive, grasp, or take hold of new information through symbolic

representation or abstract conceptualization, thinking, rather than using sensation as a
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guide. In addition, in transforming or processing experience some learners tend to watch
others who are involved in the experience before taking action, while some jump right
in. The watchers are strong on reflective observation, while the doers, prefer, active
experimentation.

It is believed that a students learning style will affect his or her performance in
different subject areas. Thus each individual learning style is as a result of his or her
preferring mode of grasping or transforming experience in the learning cycle. The
diagram presented in figure 2.5 practically illustrates this-it contains a building of the
learning style into the learning cycle. Learning style describes the unique ways
individuals spiral through the learning cycle based on their preference for the four
different learning modes - CE, RO, AC, & AE. Fig. 2.5 presents the Kolb Learning Style
infused into the Kolb Learning Cycle.
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Much of the research on ELT has focused on the concept of learning style using
the Kolb Learning Style Inventory (KLSI) to assess individual learning styles (Kolb,
2007). While individuals who took the KLSI show many different patterns of scores-
initially, Kolb (1981) identified four statistically prevalent types of learning styles.
Namely, Converger, Diverger, Assimilator, and Accommodator, however, with more
rigorous research and experimentation, these have been updated to nine (Eickmann, Kolb,
& Kolb, 2004; Kolb & Kolb, 2005a&b).

The following summaries of these nine basic learning styles are based on
research and clinical observation of these patterns of KLSI scores (Kolb 1984, Kolb &
Kolb 2005b).

Learners with an Experiencing style emphasize feeling (CE) while balancing
acting (AE) and reflecting (RO). Learners with a Reflecting style emphasize reflection
(RO) while balancing feeling (CE) and thinking (AC). The learning strengths of this
style are a capacity for deep reflection informed by the ability to be both feeling oriented
and conceptual. Learners with a Thinking style emphasize thinking (AC) while
balancing reflecting (RO) and acting (AE). They are deep thinkers. Learners with an
Acting style emphasize acting (AE) while balancing feeling (CE) and thinking (AC)
Learners with Imagining style learn primarily through feeling (CE) and reflecting (RO).
They are best at viewing concrete situations and exploring them from many different
points of view. Learners with Analyzing style learn primarily through thinking (AC) and
reflecting (RO). They are best at understanding a wide range of information and putting
it into concise, logical form.

Learners with Deciding style emphasize thinking (AC) and acting (AE) in
learning situations. People with this style are best at finding practical uses for ideas and
theories. Learners with Initiating style learn primarily through acting (AE) and feeling
(CE). They have the ability to learn from “hands-on” experience and function well in
ambiguous and uncertain situations. Learners with a Balancing style balance the
extremes of the dialectics of action/reflection and concrete/abstract by finding a middle
ground between them. Their central position on the four learning modes allows them to

see many different perspectives on issues and bridge differences between people. In
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formal learning environments they can change their learning style to meet the learning
demands of the task they face.

Recognition of students’ styles is important for promoting better performance
and for improving attitude to the subject. Students learn in diverse ways. Recognition of
learners learning style can assist the teacher to plan learning to create interest in the
subject and accommodate various kinds of learners. Studies of the learning style of
economics majors, using the KLSI showed the prevalence of the diverging and the
assimilating learning styles among them (Biglan,1973a and Kolb,1976b; in Kolb, 2003).
In addition,Balogun (2014) used converger and assimilator learning styles, while in a
pilot study (Akorede and Adekoya, 2019), using four of the latest nine learning-style
template of Kolb & Kolb (2005b), found majority of high school economics students, in
the sample used, to be reflective (27%), followed by the concrete (25%), abstract (25%),
and active (23%) in their learning styles, respectively.Thus the outcome of this pilot
study, acting as a guide, this study examined students learning style based on the four

learning styles, reflective, abstract, active and concrete.

2.1.7 The Stages of Experiential Learning

In examining the stage of experiential teaching we rely greatly on the work of
David A. Kolb (1984). Other experts in the field shall also be mentioned; however Kolb
(1984) work will be our emphases. In 1984, David A. Kolb published a ground breaking
book entitled; Experiential Learning: experience as the source of learning and
development (Englewood cliffs, Prentice Hall, 1984). Here Kolb presented what is now
known as Kolb’s Experiential Learning Cycle — a cyclical representation of the four

stages of experiential learning as proposed by Kolb (Fig 2.6).
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The four stages of Kolb’s learning cycle begin with concrete experience,
followed by reflective observation, leading to abstract conceptualization and a final
stage of active experimentation. However, this is not really the end of the cycle, since it
goes on to new or further experience; thus the cycle continues Kolb (1984) hence
referred to it as a “recurring cycle” As a result of the reflection and application phases,
new concepts, hypotheses or impression based on the experience or situation are
constantly being modified — previous experiences affect current experiences, which
naturally influence future experience. The learning that takes place on one day will
evolve as time progresses is described in Table 2.1 giving the description of each stage
and the defining activities of each stage with appropriate examples.
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Table 2.1 Tabular Presentation of the Stages of Experiential Teaching (Kolb, 1984)

STAGE DESCRIPTION ACTIVITIES TO HELP
Concrete Kolb’s cycle starts with a concrete o lce breakers and
experience experience. It begins with doing something in energizers

which the individual team or organization are o Team games
assigned a task key to learning therefore is active | o Problem sowing
involvement in Kolb’s model one cannot learn by | o  Discussion
simply watching or reaching about it, to learn o Practical exercises e.g.
effectively the individual, team or organization making a presentation
must actually do. o Debates
Reflective This is the second stage in the cycle. This | o Ask for observation
observation | involve taking time-out from “doing” and o Write a short report on
stepping back from the task and reviewing what what took place
has been done and experienced. At this stage lots | o  Give feedback to other
of questions are asked and communication participants
channels are opened to other members of the o Quiet thinking time
team.
Vocabulary is very important and is o Teaand coffee breaks
needed to verbalize and discuss with others o Completing learning logs
or diaries
Abstract Abstract conceptualization is the process | o Present models

conceptualisa

tion

of making sense of what has happened and
involves interpreting the events and
understanding the relationships between them. At
this stage the learner makes comparisons between
what they have done, reflect upon and what they
already know. They may draw upon theory from
textbooks for framing and explaining events,
models they are familiar with ideas from

colleagues, previous observations or any other

o Give theories

o Give facts
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knowledge that they have developed.

Active

experimentat

ion

The final stage of the learning cycle is
when the learner considers how they are going to
put what they have learnt into practice planning
enables taking the new understanding and
translates it into predictions as to what will
happen next or what actions should be taken to
refine or revise the way a task is to be handled for
learning to be useful most people need to place it
in a context that is relevant to them. If one cannot
see how the learning is useful to one’s life than it

is likely to be forgotten very qUIckly.

Give learners time to
plan

Use case studies

Use role play

Ask learners to use real
problem.

Source:

Richard Mobbs (2013) How to be an e-tutor
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2.1.8 Essential Criteria for Experiential Teaching (EL)

Experiential teaching requires self-initiative, an intention to learn and an active
phase of learning (Moon, 2004). This experiential teaching is not limited to being a mere
method or technique on even a particular approach it is as wide and deep as education
itself. (Andresen et al 2000).

There are some criteria which need to be fulfilled if teaching and learning
activities are to be labelled experience-based these criteria relate to the means of

education. They are stated by Andresen et al (2000) First, the ends.

> The ultimate goal of EL involve learners own appropriation of something
that is to them personally significant or meaningful (sometimes spoken of in terms of the
learning being true to the lived experience of learner’s)

Next, the means

9,

<> EL has a primary focus on the nature of learner’s personal engagement
with phenomena (sometimes described as being more or less directly in touch with the
realities being studied.

<> Debriefing and reflective thought are employed as essential stages.
(experience alone is not necessary educative)

< There is acknowledgement of the premise that learning invariably
involves the whole person and that this is associated with perception, awareness,
sensibilities and values being invoked representing the full range of attributes of the
functioning human being.

X There is recognition of what learner brings to the learning process
(informal or formal recognition of learning).

<> There is a particular ethical stance typically adopted toward learners by
those who are their teachers, trainers, leaders or facilitators (involving features such as
respect, validation, trust, openness and concern for the well-being of the learner, and
both valuing and pursuing the self-directive potential of the learner).

In summary, in this study, the Kolb (1984) experiential learning theory was

used- the treatments for the study was based on the Kolb (1984) learning cycle and
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learning style, as recognised by the theory, made up one of the moderator variables of
the study. In addition, the Kolb (2005) learning style inventory was adapted for the
study.

2.2 Conceptual Review
2.2.1 The History and Status of Secondary School Economics

Compared to other secondary school subjects, economics came late into
the secondary school curriculum in Nigeria. According to Obemeata (1991), economics
became a secondary school subject in Nigeria in 1966, and was first taken in the West
African School Certificate Examination (WASCE) in 1967. The late coming of
economics, according to Obemeata (1991), was due to the argument in Britain, which
was the colonial authority in Nigeria then, that economics was a tough subject to be
taught at high school. Another reason which was internal was the fact that economics
graduates in Nigeria did not stay long in teaching, and thus could not influence its
inclusion in the secondary school curriculum. However, as soon as economics was
accepted in Britain, as a secondary school subject, in the sixties it was consequently
allowed into Nigeria secondary schools.

Nevertheless, as soon as economics was allowed into the secondary school
curriculum, it gained wide acceptability. An examination of the West African
Examination Council (WAEC) annual report between 1965 to 1974, showed that only 12
candidates were presented for economics in its first appearance in the WASCE, that was
in 1967- this is 0.07% of the total number of candidates in that year. In 1969, it rose to
12.56%, while in 1970, it was 17.16%, in 1974, 58.69%; in 1975, 68.52% and by 1976 it
had risen to a staggering 76. 9%. These figures have continued to rise till date -as
revealed by Table 1.1, to the extent that Adekoya and Akorede (2019) concluded that
economics is the most popular subject in the list of elective subjects offered in secondary
schools in Nigeria. This was also the earlier conclusion of Obemeata (1991).

Why and how did economics become so popular among Nigerian secondary school
students? Two reasons were given by Obemeata (1991), one, that the first students
which offered it in the WASCE had good grades; two, that the first teaching syllabus,
which was really an examination syllabus by the WAEC, used for economics was very
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scanty and could easily be covered within a short time. In addition, the introduction of
economics as a school subject in Nigeria was quickened by the rise in the number of
economics graduates in the country-as Nigerian universities increase, so the number of
economics departments rose and hence a rise in economics graduates- to meet the
increase in the demand for them in commerce and industry. The excess spilled over to
schools to take up teaching appointments. Some of them became Principals and Vice-
Principals and greatly influenced the inclusion of economics into their schools’

curriculum.

However, in recent times, it seemed that the achievement of students in the
WASSCE in economics has been on the decline, especially with the introduction of the

new Senior Secondary School Syllabus. This is revealed by Table 1.2.

Obemeata (1992) attributed this decline in student performance in-economics, to
teachers of economics, especially the inexperienced ones, who usually lecture their
pupils and conclude by giving notes which are only a summary of what had been taught.
Thus, for a change, there is the need for proactive measures-an adoption of a teaching
and learning approach that is opposed to the traditional method of teacher and content
centred approach to a student-centre approach. This is a call for experiential teaching.
Another reason why economics came to be accepted as a secondary school subject is
that it was recognized that it contributed greatly to the intellectual development of its

recipients Obemeata (1991).

However, despite the popularity of economics in our school curriculum in
Nigeria the subject is yet to be accorded the status it should enjoy as a result of the large
number of schools teaching it and the large number of candidates offering it in the
WASSCE. For instance Obameata (1991) concluded among others, that, the ministries
of education in Nigeria are yet to show the necessary interest in the subject —~where as
subject such as mathematics and English language have specially appointed inspectors

none existed for economics.
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2.2.2. Objectives of Teaching and Learning Economics in Nigerian Secondary
Schools

From figures released by the West African Examination Council (WAEC), it can
be seen that economics came into the secondary school curriculum in 1966, and was first
taken in the West African School Certificate Examination in 1967.Since then, the
economics curriculum has under-gone major changes- which include- one, the putting in
place of the SSCE syllabus in economics which is different from the SC/ GCE syllabus.
While the SC /GCE syllabus was an examination syllabus- by the WAEC, the SSCE
syllabus, released in 1988, by the Federal Government was a teaching syllabus,
containing the performance objective, Content, Class Activities and Teaching Aids.

Under this curriculum, economics was listed under Business Studies subjects.
The topics to be covered increased from 12 to 22. In addition, the SC / GCE ‘O’ Level
Paper of essay type, with 12 questions and candidates to answer 5, was changed, under
the SSCE Curriculum to contain 2 papers — Paper 1 (objectives) and Paper 2 (Essay).
The Paper 2 is divided into two sections; Section A (Data Response), Section B, purely
essay type. However, by 2008 a new senior secondary school curriculum was put in
place by the Federal Government FGN (2008). Its implementation began in September,
2011. Its features include; the expansion of the topics from the initial 22 to 49 topics. In
addition, economics was moved from the business studies list to the humanities list.

The philosophy of the curriculum is to present economics as a subject that has
relevance in everyday life and could prepare graduates for an entrepreneurial career in
future. It is based on the principle of equipping SSS graduates with basic knowledge and
skills to appreciate the nature of economic problems in any society and adequately
prepare them for the challenges in the Nigerian Economy. The objectives of the
curriculum include; enabling students:

1. Understand basic economic principles and concepts as well as the tools for sound

economic analysis.

2. Contribute intelligently to discourse on economic reforms and development as they

affect or would affect the generality of Nigerians.
3. Understand the structure and functioning of economic institutions.
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4. Appreciate the role of public policies on national economy.
5. Develop the skills and also appreciate the basis for rational economic decisions.

6. Become sensitized to participate actively in national economic advancement through
entrepreneurship, capital market and so on.

7. Understand the role and status of Nigeria and other African countries in international
economic relationships.

8. Appreciate the problems encountered by developing countries in their efforts towards
economic advancement.

2.2.3 Trends in Economic Education in Nigerian Secondary Schools

Generally, the teaching method used in teaching any subject should normally be
determined by the nature of the subject (Obemeata, 1992) However, teachers of high
school economics in Nigeria seem not to be in agreement with this assertion. Studies
show that the lecture technique is the common technique in both the secondary and post
secondary institutions in Nigeria and outside Nigeria. (Obemeata, 1992; Adu, 2004;
Ajiboye, 2007; Kayode et al 2008).This trend is confirmed by a pilot study done by the
researcher, in one of the South-West States, as revealed by Tables 1.3 and 1.4
Economics teachers are still commonly using the lecture method and chalk boards.

Obemeata (1992) stressed that the tendency of Nigerian teachers of secondary
school economics, has been to lecture their pupils and to give summary notes. The
consequence of this, according to him is that their students have a superficial
understanding of the subject. Kayode and Bankole (2008) referring to a survey of
teaching methods among economics faculty who are members of the American
Economic Association (AEA) done by Benzing and Christ (1997) showed that most
instructors of undergraduates economics use lecture with the support of blackboard,
textbooks, and classroom discussion as their document method of teaching. Kayode and
Bankole (2008) concluded that this was also the practice in Nigeria universities. They
stated that this was so because Nigeria economics graduates and teachers had for a very

long established strong linkages with foreign universities, in terms of the training of
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economics teacher that were appointed in the 1960’s and 1970’s and, in addition,
because of a tendency for Nigeria graduates to seek higher degrees abroad.

The consequence of this is that Nigeria economic graduates increased in our
secondary schools (Obemeata 1997) so continued the use of the lecture method in our
secondary school economic classes. Despite the fact that it was observed, concluded
Kayode et al (2008), referring to America and European economics faculty members,
that many instructors had changed their methods in the proceeding five years in the
direction of greater student participation on the form of more class discussion, use of
question and group activities, the lecture methods still pervade the Nigerian economics
classroom terrain (Adekoya 2007).

Similarly the trend is the same in other subjects in our secondary schools.
Okwilagwe (2006) observing the trend in interaction pattern of geography teachers, in
secondary schools found that teachers initiation of interaction to the whole class
constituted 32.3%, teachers to individual students was 3.5%, class to teacher talk was
2.8% and individual students talk was 3.0%. this findings, according to Okwilagwe
(2006) are similar to those of Padon, Wasmon, Brown and Powers (2000) who found
that in an English Language classroom where the intent is to prove the classroom
behaviour of resilient and non-resilient students in a whole class instructional setting, the
teacher dominate about 80% of the class time, while small group and individual tasks
constitute 10% of class time while both resilient and non-resilient student interacted with

the teacher for about 10% of the class time.

2.2.4 Innovative and Creative Method of Teaching Economics

The mid-1990s ushered in a paradigm shift- away from the traditional focus on
the teacher and the teaching process- to a new learning paradigm that focuses on the
learner and the learning process. The shift suggest a new starting point from improving
the teaching and the learning process- one that centre’s on what the learner is doing,
rather than what the teacher is doing (and covering) in class. In the new learner- centre
paradigm, the defining features and goals of effective teaching are facilitating the

learning process and assessing learning outcomes Cuseo (2012)
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Cuseo listed the following as the implication of the new learning paradigm; one,
instruction shift from teacher-centre and content-driven to learner - center and learning
process-driven. Instructional methods are conceptualized as ranging along an extreme,
teacher-centre teaching involved straight (uninterrupted) lecture, in which the teacher
does all the talking and is the centre of attention and control of the learning process.

On the other hard learner- centre instruction involves less deductive discourse or
“talk time” on the part of the instruction, and shifts more class time, control, and
responsibility for learning to the students. Two, the students or learns role changes from
being a passive receptacle and recipient of teacher delivered information to being an
engaged learner and active agent in the learning process. Instead of instructors delivering
information- loaded lectures for the sole purpose of transmitting knowledge, learner-
centre instruction goes beyond the learning of content to include the learning of process-
i.e., educating students in the process of learning skills (which include critical thinking,
problem solving, and communication skills).

Three, the instructor’s role expands from being a professor who professes and
disseminates truths to being a facilitator or mediator of the learning process. In this
expanded role, the instructor enrages in three key educational tasks; (a) educational
design- creating learning task and classroom conduction that are conducive to active
student involvement, (b) educational coach- facilitating, coordinating, and or
demonstrating learning “from the sidelines” while students assume the role of active
player (participants) in the learning process, (c) educational assessor- evaluating the
effectiveness of learning by collecting data on learning outcomes and using this data as
feed back to improve the learning process.

Thus, in the leaner-centre paradigm, students spend less time being “instructed”
(lectured to or talked at) and more time engaging in learning activities that ask them to
actually do something-other than rote recording of lecture notes (O’Neill and McMahn,
2005) in Cuseo (2012). Adu (2004) adds that there is a movement away from
behaviourist method of direct teaching-where the learners memorize and regurgitate, to
constructivist instructional models where learners are required to produce and apply
knowledge. Some of these innovative and creative teaching and learning methods would
now be examined.
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Of all the modern trends in teaching and learning, mastery learning seems the
most all embracing method of teaching and learning. Ibeagha (1999) stated that, the
emergence of mastery learning created a formidable beginning for the shaping of
educational practices. The mastery learning model asserts that given appropriate
instructional conditions majority of students can and will learn well most of what they
are taught in schools.

Advance organizer is another innovative teaching method used in the modern
classroom. For instance, Adegbile (2002), asserted that of all the modern trends in
teaching English Language, advance organizer has been found to be one of the most
effective methods. He investigated the effects of advance organizer on the learning of
reading comprehension, and found that the three models adopted were more effective
compared to the traditional method of teaching reading comprehension. The Advance
organizer model was initiated by David Ausubel (1960). It is a pre — instructional
strategy, where a frame work or information pattern is presented to the learner in
advance of the new learning material in order to aid his learning. This method is based
on the assumption that the most important factor influencing learning is what the learner
already knows. Studies carried out in Nigeria using advance organizer revealed that the
advance organizer methods were quite facilitative and more effective than the traditional
lecture methods of teaching. (Adegbile, 2002; Egbugara, 1983; Seweje, 1987; and
Adegbite, 1999.)

Team teaching is another innovative classroom pedagogical method, which is
slowly gaining ground in the Nigerian classroom, especially at the primary and post
primary levels of education. Falaye (2004) defined team teaching as a cooperative
teaching strategy in which the efforts of more than one teacher, with complementary
skills, are harnessed and channeled for planning the implementation and evaluation of
teaching learning process for enhanced learning outcomes. In Nigeria, team teaching has
not been popularized as a teaching learning approach (Falaye, 2004). It’s just gradually
gaining ground. Falaye, however concluded that, though not much had been done in
assessing the effectiveness of team teaching in Nigerian Schools, research findings
provide quite enough evidence to support the effectiveness of team teaching particularly
at the primary and secondary school levels.
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Cooperative learning is an important teaching and learning method which is
worthy of mention here. Ojo (2007) quoted Steven, Slavin and Fernish (1991) as
defining cooperative learning as students’ exhibition of cooperative task oriented
behaviour towards learning. Stannel (2006), according to Ojo (2007), identified two
different forms of cooperative learning. This include, learning together (LT) and student
team learning. Cooperative learning strategy has been noted to have positive effects on
the recipients. Slavin (1994) in Ojo (2007), reviewed forty-three studies related to
cooperative learning and found that thirty five showed significantly positive effect, eight
showed no difference with control while none showed negative effect. Also in the meta-
analysis of 194 studies by Johnson, Johnson and Stanne (2006) in Ojo (2007), after
categorizing the cooperative strategies into eight, all the eight strategies yielded
significant positive impacts on student achievements.

Problem- based learning (PBL) is another learner-centre method that is
becoming popular in academic circles. It is a method of teaching and learning that uses
problem as the bases for teaching and learning. (Vasconcelos, 2010; in Osokoya and
Nwasota, 2013). Students define their own learning objectives. They begin with
independent study before returning to the group to discuss and refine their acquired
knowledge. PBL is not about problem solving per se, but rather it uses appropriate
problem to increase knowledge and understanding. studies on PBL greatly showed its
efficacy in the leaning process. Osokoya and Nwazola (2013), study confirms the
positive influence of PBL over the teacher and content-centre methods. This was also
the result of studies by Tokunbo, Hmelo-silver, 2004 as reported by Osokoya and
Nwazota, 2013. Other forms of PBL, include question and answer method.

Self-regulatory system of learning as the name implies, is learner centre
strategy. Self-regulation in learning can be described as the ability to design intentions
and behave according to that intention, in a flexible way, for the purpose of learning.
(Kohl and Kraska, 1994, in Ojo, 2007). Ojo (2007) started that self- regulatory learning
moves the ability to develop knowledge, skills and attitudes which enhance and facilitate
future learning within the content of certain learning environment and transferred to
other learning situations. Researchers have identified several self —regulation processes
that students instigate, modify, and sustain, such as attending to instruction, cognitively
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processing information, rehearsing and relating new learning to prior learning, believing
that one is capable of learning and establishing protective work and social environments
(Schunik, 2009). Studies on self-regulatory learning, show that the strategy encourages
better performance (Ojo, 2007)

Textbook-with—Assessment Learning (TWA) approach is another student
centred method that seeks to encourage students to read or consult textual materials
relevant to their subject area. The researcher first came across this method in a PhD
work done by Nwazota (2013). Nwazota, designed and adapted TAL to experiment with
the learning of Chemistry to better achievement. The process of textbook-with-
assessment learning (TWA) approach include, one; first introduction of the lesson, by
the teacher, he/she asks students to bring out their textbooks, and with his/her assistance,
locate the pages, paragraphs where the day’s topic are mentioned.

Two, after the referencing has been done, the teacher now releases the
assessment questions and exercises to the students. Three, the teacher now ask the
student to attempt the questions and exercises with minimal assistance from the teacher
he/she may ask questions on areas they need help. Four, the lesson is brought to a close
by the teacher taking note or putting on the chalk-board, the summary of the answers
provided by the student. The students are asked to take down these notes and the class is
brought to a close by the giving of more reading assignment in preparation for the next
lesson. The Nwazota (2013) study reveal that students exposed to TWA achieved more
than those in the lecture technique.

Mind maps, which is a simple technique for drawing information in diagrams,
instead of writing it in sentences, is another creative technique. According to
Damodharan and Rengarajen (2012), mind maps were developed in the late 1960s by
Tony Busan as a way of helping students make notes that used only key words and
images. They are of the opinion that mind maps can be used by teachers to explain
concepts in an innovative way. The key notion behind mind mapping is that we learn
and remember more effectively by using the full range of visual and sensory tools at our
disposal (Damodharan and Rengarajen 2012).

Role playing and Scenario analysis based teaching is an experiential teaching

based teaching and learning method. It is based on the principle put forward by
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Confucius, that I learn and I forget. | see and | believe, | do and | understand. Role —
playing is an activity presented during a lesson to show a specific issue or situation for
study or discussion (Adu 2004). Role playing and scenario analysis is mostly used in
organizations that try to analyze a problem pertaining to the organization. It is also used
in management institutions (Damodharan and Rengarajen, 2012). However, it can
effectively be applied in the classroom to aid learning. For example in teaching basic
economic concepts, such as scarcity and choice, student can be asked to play the role of
a consumer or house-hold with limited resources and allowed to decide, while faced
with the problem of getting optimum benefit from their purchase decisions. Here the real
decision pertaining to transactions are made by the students and this is more practical
approach to teaching, where theory is supplemented by proper practical knowledge.

Active review learning technique involves learners working together to solve
problems, with very minimal teacher input. Here the teacher is a moderator. Onuka and
Adeyemi (2013) reported a study conducted by Zachariah et al (2009), which compared
active review learning strategy to conventional method, the study showed that there was
no significant difference between the two techniques. Other forms of active review
techniques include: panel discussion, debate, jigsaw group, project, concept mapping
etc.

Simulation, as a teaching and learning strategy, is one of the learner-centre
techniques that put the student or learner at the centre circle of the learning process.
Ighalo (2014) reported Eygen and Kauchale (2001) as referring to simulation as an
instructional mode used to put the student in a “real” situation without taking the risks.
This simulation is meant to be as realistic as possible where students are able to
experience consequences of their actions and decisions Adu (2004) listed the following
steps as necessary for the effective use of simulation; one, identification of the problem
e.g. inflation, fuel scarcity, armed robbery etc; two, list out the specific objective, the
knowledge to be acquired by the students; three, identify and isolate the various
dimensions of the problem and all the stakeholders in the problem; four, share out the
dimension and factors of the problem to students for exploration and detailed study; five,
allow students to investigate their assigned dimensions of the problem, and prepare
materials ( standard and improvised) for easy modelling of the main problem; six,
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execute the simulation in the classroom with the teacher playing minimal role. The
simulation revealed the actual cause and effects of the problem and solution is provided.

In conclusion, the teacher summarizes the nature, causes, effects and solution to
the problem. The study conducted by Ighalo (2004) reveal the efficacy of simulation
over the conventional method of teaching.

Simulation; games, and role playing are creative, participatory teaching and
learning techniques, they are forms of experiential leaning tools. This approach has high
group membership movement while facilitating meaningful and fun leaning. De Boad
(1989) quoted Adams (1973) as defining simulation as a form of play that reflects the
real world. Roles are more stretchered and have a defined set of participants with
specific times, place, equipment, and rules. (De Boad, 1989) De Boad, added that games
are like play, but have an end or a pay off and involve suspense. Student or learner
should not be forced to participant in a game or simulation or role play. Competition

should be made positive and leaning should be encouraged.

2.2.5 Experiential Versus Experience- Based Learning and Instruction

Both experience based learning and experiential teaching method, are forms of
experiential teaching. Kourilisly (1983) is quoted by Laney (1993) as distinguishing
between experiential teaching and experience- based learning. Kourilisly (1983)
explained experience- based learning as involving experience followed by debriefing
and discussions, with the aim of deriving the economic concepts underlying the
experience. Whereas, experiential approach, merely involved experience only with little
or no inputs from the teacher or facilitator. A good example is when students play
monopoly or related learning games. Thus it involves experience in and of itself.
Kouriloky (1983) is of the view that experience alone (experiential teaching) is not
sufficient for mastery of economic concepts. He noted that debriefing with experience or
inquiry methods focus students’ attention on relevant ideas and greatly promote mastery.

Laney (1993) in describing these two forms of experiential teaching, referred to
experience-based learning as ‘experience-debriefing’ that is experience followed by a

formal debriefing session that is inquiry based. On the other hand, he referred to the
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experiential approach or experience only method as ‘experience-dictation’ that is
experience followed by presentation or dictation of the experience by the learner.

Laney (1993) carried out a study among elementary school children. The study
confirmed Kouriloky (1983) view of the superiority of experience-based learning over
experiential- learning. However Laney’s study was on first grade elementary school
pupils, with ages between 5-6. The sample size was small- about 15 in each treatment
Group. It was not an intact class — participants were selected out of their classes and
assigned randomly to each treatment group. Laney’s study merely tested the assertion of
the superiority of experience- based learning to experiential teaching, However this
study would be more extensive and in addition to testing Kourilisly (1983) assertion
regarding experiential versus experience based learning, will examine learners
development of economic reasoning ability and development of the use of economic
principles to solving daily economic problems, while making room for students learning
style and quantitative skill. It will also make extensive use of the Kolb (1984) learning

cycle.

2.3 Empirical Review

2.3.1 Experiential Teaching versus Students’ Learning Outcomes

Experiential teaching (EL) is observation, simulation and / or participation that
enhance learning through authentic activity, reflection and application. Thus the theory
conceives of learning in form of a process and not in terms of outcomes, nevertheless, it
is important to examine the outcomes of experiential teaching as it relates to students
achievement since achievement record are importance aspect of the school record
keeping system.

Several studies have been done measuring the effects of experiential teaching
strategy on achievement at the primary, post primary and post-secondary levels, while
some of these studies were done locally some were studies conducted outside the
country — a few of them especially relating to direct experiential teaching are reviewed

below.
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Okoli and Abonyi (2013) investigated the effects of experiential teaching
strategy on students’ achievement in SSS biology. The study employed a non-equivalent
control group quasi experimental design. Out of the two schools drawn for the study one
was assigned to the treatment group while the remaining school was assigned to the
control group. The control group was taught the same concept in biology using the
expository method. The result revealed that experiential teaching is superior to the
conventional expository method in biology. In addition, learning does not discriminate
across gender in student achievement in biology.

In another related study, Nweke et al (2014); effect of experiential teaching
method on pupil’s achievement in basic science and technology. The experiential
method proved to be more facilitative- its student performed better significantly. At the
international level, a comprehensive study was carried out in 2009 in Canada, by the
Ontario Ministry of Education to ascertain the impact of experiential teaching
programmes on student’s success.

Ontario is currently making visible efforts to increase academic standards,
improve secondary school success for all students, and raise the provincial secondary
graduation rate to 85%. These reforms have led to important change in the secondary
school system, such as the creation of specialist high skills majors and expanded
cooperative education, providing students with valuable experiential teaching
opportunities that help prepare them for the life after high school, while providing them
with experiences and knowledge that maximize their growth and development and
meeting their needs for career exploration.

The Canadian Council on Learning (CCL) was contracted by the Ontario
ministry of education to undertake a systematic rapid evidence assessment (SREA) of
the research literature devoted to examining the effect of experiential teaching
programme on students’ success. The CCL is an independent non-profit corporation that
promotes and support research to improve all aspects of learning across Canada and
across all walks of life. Created in 2004, its mission include, informing Canadians about
the state of learning in Canada and fostering quality research on learning. The main
research question governing the SREA is what do we know about the impact of
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experiential teaching on students’ achievement at secondary school graduation, and their
preparation for their future post secondary path ways?

The total number of studies captured for the review was 514, of which 298
studies progresses to criteria for inclusion in the key wording stage. In addition the
studies reviewed varied on programme type, measurement tools, outcomes and quality.
However, regardless of programme type or the quality of the study, when career
awareness was used as a measuring of career preparation all results were positive.
Although tempered by the relation in the quality of the research, outcomes for indicator
of graduation were also positive with all studies in the category indicating that
experiential teaching programmes have positive effects on retention and dropout rates.
The findings suggest that high school students who experienced are type of EL
programme demonstrate psychosocial benefits in terms of self-esteem, engagement in
workplace or school, socialization and leadership, and motivation.

However, the evidence of the impact of experiential teaching on academic
achievement (defined in the literature as grades, grade point average, standardized
scores, and various other measures) is inconclusive four studies reported positive
outcome; two of these studies were rated as being of low quality. While of the four
studies reporting no impact on academic success, two were of medium quality and two
were of high quality. However based on the findings presented by the reviews the CCL
concluded that EL programmes do not appear to have a negative impact on students
academic success, and that it was likely that moderator variables, such as prior academic
achievement or the type of outcomes measure (GPA versus test scores, etc) have an

effect on overall results.

2.3.2 Learning Style and Students Learning Outcomes

Learning style is the manner in which a learner perceives, interacts with, and
responds to the learning environment. The ELT proponents such as Kolb (1984) describe
learning style as an individual’s proffered ways of processing and transforming
knowledge. Kolb, sees learning style as important for students, as well as for teachers

and that a match between them resulted in better student achievement while a mismatch,
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according to Kolb (1981), leads to loss of energy and increase in confusion, and hence
lower achievement.

Spence (2013) is of the opinion that people learn in different ways. He supported
his view with the Neuro-Scientists finding that every brain is unique and more singular
in structure than DNA or fingerprint. He added that neuroscience research suggests that
the brain is not one general learning system but consists of many specialised modules
developed over eons of evolution. While those modules vary, their networks connections
differ even more, depending on genetics and experience. Thus every student brings to
the classroom experiences, assumptions, and hidden Semi-autonomous processes that we
call euphemistically “prior knowledge”. In addition Spence (2012) quoted Mavin
Minsky, artificial intelligence pioneer, as saying that there is no such thing as a typical
student because each brain contains many different kinds and combinations of resources.

Thus there exist a relationship between learning style and achievement. Several
studies have been done which prove that a relationship exist between the two constructs.
In a study by Vaishnav (2013) titled; Learning style and Academic achievement of
Secondary school students, it was revealed that learning style had a significant effect on
academic achievement. The study used visual, auditory, and Kinaesthetic (VAIC)
learning style questionnaire, as developed by Harward Gardner’s VAIC learning style
brain box and VAK Learning style Inventory by Victoria Chrislett and Alan Chapman to
identify the preferred learning style of students, using a sample of 200 secondary school
student of 9" 10" and 11" grades.

According to this study kinesthetic learning style was found to be more
prevalent than visual and auditory learning style- and there exist positive high correction
between Kinaesthetic learning style and academic achievement of student used in the
sample. However, very negligible positive correlation was found between visual
learning style and academic achievement of students, where as positive low correlation
exist between auditory learning style and academic achievement of students. The study,
this concluded that, kinaesthetic learners are more benefited in traditional classroom at
secondary school level.

In another related study; Uzuntiryaki (2007) using a sample of 265, 10" grade
students, enrolled in a chemistry course and seven chemistry teachers, and using Grasha
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— Riechmann student Learning style scale, found that there was statistically significant
difference among students with different learning styles, with respect to chemistry
achievement. Students with learning styles of independent/ collaborative/ participant had
higher achievement scores than the other group of students. This study also found out
that students taught by learner-centred pedagogy outperformed the student taught with
the traditional method. The finding of this study is also confirmed by Abidin, Rezaee,
Abdullah & Singh (2011). In the study; Learning styles and overall Academic
Achievement in a specific Educational System, Abidin .et al. (2011) using a simple of
317 students, and Joy Reid’s perceptual Learning style preference Questionnaire (1987),
found a significant relationship between overall academic achievement and learning
styles. The study also found that the high, moderate and low achievers have a similar
preference pattern of learning in all learning styles and that the learning styles
framework does not change with subjects, where it actually plays an important role
across all the subjects.

The Abidin et al (2011) study seems to confirm that students have a distinct
learning style which does not change with subject area. Since secondary school student
have different subjects to contend with in their classroom. Some of them have as much
as nine subjects, which include subjects in the arts, and sciences.

However a study by Khalid et al (2013) seems to show a different outcome from
the studies afore mentioned. The study, Using a sample of 100 students and the Grasha-
Riechamann learning styles scale (GRLSS) to measure learning styles, on a six
dimensions of free style, avoidance, cooperation, dependents, competition and,
participation, the findings of the study show that respondents prefer the dependent
learning style followed by cooperation. In addition, the study showed no significant
relationship between learning styles and academic achievements, for the arts and science
students. It also showed no significant difference in the learning style of both the arts
and science students.

However, Akram et al (2013) findings seem to negate Abidin et al (2011) study.
This study; an exploration of relationship between perceptual learning styles and
achievement goals, used a sample of 100 students selected from government and private
schools. It used Reid (1987) perceptual learning-style preference scale to gather data on
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the student learning style. It also focused on visual and tactile learning style. Results of
the study indicated positive correction between chosen perceptual learning styles and
achievement goals. Another study by Adekoya and Akorede (2020), using four of the
latest nine learning style template of Kolb & Kolb (2005b), found majority of high
school economics students, in the sample used, to be reflective (27%), followed by the
concrete (25%), abstract (25%), and active (23%) in their learning styles, respectively.

2.3.3 Quantitative Skill and Students’ Learning Outcomes

Adu et al (2009) quoted Educational Testing service, (1995) as defining
quantitative ability as a measure of a student’s ability to apply knowledge of flexibility
in thinking, to identify critical features on new situations, to make correct
generalizations, and to compare mathematical expressions. This definition is all
encompassing and embracing. It seems to relate quantitative ability or skills to
mathematical or numerical ability. It is not surprising then that Adu et al (2009) defined
quantitative skills as an ability to solve numerical problems easily and to separate a
whole into its constituent parts. Quantitative ability includes arriving at mathematical
solutions to problem, as well as basic adding, subtracting, multiplying and dividing (Adu
et al 2009).

In recent times there has been an increased application of mathematics in
economics (Okwilagwe and Oyedepo, 2007). This increasing relevance of mathematics
and statistics in economics theory and analyses has been responsible for the inclusion of
data response compulsory section in the SSCE economics paper 2. This relevance of
mathematics in economics at the secondary school level has led to an heightened interest
of researchers and teachers of economics in the quantitative ability of intending students
of economics both at the high school and post high school levels. For instance, intending
applicants for the degree of economics and other related courses must have a minimum
of credit pass in SSCE mathematics.

Several studies have been done to ascertain the relevance of quantitative skill to
students’ learning outcome as both the secondary and posts secondary levels of
education. Adu et al (2009) did a study to investigate the relationships between
quantitative ability and students’ academic achievement in economics — using variables
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such as knowledge of Venn diagram; measures of central tendency; and percentages.
The outcome of the study showed that the quantitative ability variables (knowledge of
Venn diagram, measure of central tendency and percentages) taken together correlate
positively with student achievement in economics, with knowledge of measures of
central tendency making the greatest contribution to their achievement in economics.
This was also the outcome of studies by Adu (2002); Uduosoro, 2000, Fajola, 1999 and
Ajelabi, 1998, in Adu et al (2009). Thus Adu et al (2009) concluded that no student will
be able to achieve well in economics, without good quantitative ability.

In another related study by Ayanniyi (2013), it was revealed that while
quantitative reasoning ability had significant contribution to students’ achievement in
economics attitude had no significant contribution. However, both variables students’
attitude and quantitative ability jointly had significant contribution to achievement in
economics. This showed that the singular effect of quantitative ability was what
responsible chiefly for the effect on achievement. However, a study by Opatele (2009)
seems to have a different outcome.

To Davidson (2003) quantitative reasoning or numeracy is not just the ability to
do mathematics, but the ability to understand quantitative arguments and reason about
quantitative concepts in all areas of the curriculum whether in the arts, sciences or the
social sciences. While students do not need to learn sophisticated mathematics skill, but
all should be able to use simple mathematics tools to reason, to understand, interpret,
critique, debunk, challenge, explicate and draw conclusion (Marth, 2007, in Ayanniyi,
2013).Davidson (2003) argued that though quantitative reasoning is assumed to be
synonymous with mathematics yet there are differences — while mathematics is
primarily a discipline, quantitative reasoning is a skill that has practical application.
Wolfe (1997) defines quantitative reasoning as a wide range of mental abilities that
facilitate deductive reasoning in a variety of settings.

Since Obemeata (1992) is of the view that the present SSCE economics syllabus
require deductive reasoning it then means, the need for quantitative skill would be
essential entry behaviour for students of secondary school economics, thus justifying the
inclusion of this variable in the present study. The need for quantitative skill by students
of economics was also stressed by Lonis (2001). To Lonis (2001), the effective
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education of students in this dispensation requires not only widespread literacy, but also
an adequate degree of numeracy. Today quantitative reasoning is required in virtually all
academic fields, by most, if not all professionals and is necessary for decision making in
life.

All these arguments for quantitative skill point to the importance of its
knowledge in economics. For student to perform well in economics at all levels they
need to be proficient in mathematics and other related quantitative skill based subjects
such as statistics. This will allow graduates of secondary school economics to be able to
apply this knowledge to solve real life economic and social problems. A study by Falaye
(2006) found that influence of students’ numerical ability on achievement in practical
geography is not significant across students’ gender and course of study. Another related
study by Afuwape (2002) showed numerical ability as having a significant main effect
on achievement in integrated science. Analytical students achieved higher than their
non-analytical counterparts. The study also indicated that the higher the numerical
ability, the better the achievement.

To Afuwape (2002) numerical ability is one of the skills students should possess
to enable them do better in mathematics and sciences. lroegbu (1997), problem based
learning, numerical ability and gender as determinants of meaningful learning in energy
concept found numerical ability having a significant main effect on achievement. This
was also the outcome of studies by Onafowokan (1998) who reported a significant direct
causal effect of numerical ability on integrated science students’ conception of heat and
temperature. Afuwape (2002) while making a case for game and simulation assisted
instruction an experiential teaching approach, stressed that science teachers should
constantly expose their students to game and simulation assisted instruction. This,
according to Afuwape (2002) will lead to students having positive attitude towards

learning and in turn improve their achievement level.

2.4 Appraisal of Literature / Gap filled

Literature examined point to the importance of economics education. Thus the
interest of post basic students in economics is not surprising. However, despite the
importance of economics education and the popularity of the subject, literatures reveal a
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fluctuating performance in the subject at public examinations conducted by the WAEC
and NECO. There is need to put in place measures that will promote better performance
in the subject.

Several studies have been done and solutions to poor performance in economics
have been put forward. Such studies include (Obemeata, 1980, 1985, 1991, 1992;
Owolabi, 1996; Laney, 1993; Olopoeni,2000, 2006, Adekoya 2002, 2008; Olaoye 2005,
Okwilagweand Oyedepo,2007 KayodeandBankole,2008; Adeyemi, 2012). Of these
studies (Adekoya; Adu, 2002; Adeyemi 2012) are pedagogical studies. However, these
studies, though learner-centre, combining innovative methods such as problem-solving,
inquiry methods, active review and panel discussion, with minimal lectures as
introductory method, did not give room for student to have direct and practical
economics hands-on and heads-on, experiences in the class room as postulated by
experiential teaching theory. This present study will bridge this gap. In addition, these
pedagogical studies only examined achievement as their only learning outcome while
neglecting other learning outcomes such as students’ development of economic
reasoning ability and problem solving skills. This study hopes to fill this gap using the
experiential teaching model proposed by Kolb (1984).

The Kolb (1984) model is a comprehensive model of teaching and learning built
on the learning theories of Dewey, Lewin and Piaget. Kolb postulated that learning
involves a cycle of four processes—concrete experience, reflective observation, abstract
conceptualization and active experimentation, each of which must be present for
meaningful learning to occur. The model made room for individual differences in
learning style believing that the way individuals navigate within the learning cycle, as
they learn, differs. In addition, it recognized the existence of fundamental differences in
the nature of disciplines. That different disciplines have different ways by which they
are best taught and learned and are favorable to particular learning styles, while being
the opposite to other learning styles.

Thus, this made use of the Kolb model to test the superiority of experience based
teaching to experiential teaching in the secondary school economics classes, while
moderating for differences in learning style and the differences in the quantitative skill
of learners
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CHAPTER THREE

3.0 METHODOLOGY
This chapter presented the Research Design, Sampling Technique and Sample,

Instruments, Economics Treatment Manuals and the Data Analyses.

3.1  Research Design
The study used a 3 x 4 x 2 non-randomised pre-test and post-test, control group,

quasi-experimental design. Shown as follows;

Experimental group 1 - 01 X102
Experimental group 2 - 01 X2 O2
Control group - 01 X302
Where;

O:1 represents pre-test achievement in economics, economic reasoning, and students’

attitude to economics.

O2 represents post-test achievement in economics, economic reasoning, and students’

attitude to economics.

X1, X2, X3, the treatments.

3.2 Variables in the Study
1. Independent variables: -
- Experience - debriefing (Experience-based teaching)
- Experience-dictation (experiential teaching)
- Conventional method
2. Moderator Variables
- Learning style, at four levels (Reflective, Concrete, Abstract and Active)
- Quantitative ability, at two levels (High. Low)
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3. Dependent Variables

Achievement in economics
Economic reasoning

Attitude to economics
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33 Factorial Design

Table 3.0 showing 3 x4 x 2
FACTORIAL MATRIX

Treatment
Learning
Styles
Experience
Debriefing Experience Conventional
Dictation Method
Reflective
Concrete
Abstract
Active
High Low High Low High Low
Quantitative Skill
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3.4  Population

The target population for the study were; all SS2 economics students in Ogun State.

3.5  Sampling Techniques and Sample
Multi-stage sampling procedure was used to select the study sample. Ogun state
has three senatorial districts; one was randomly selected. Six Schools that met the
specified criteria were selected from the senatorial district. At the School level, intact
classes (SSII) were randomly assigned to treatment groups, two schools for each

treatment. The criteria for selection of a school include;

(a) Distance- this is to ensure reasonable distance among the schools selected, so as to
prevent filtration of information, of treatment, from one school to another.
(b) Schools that have qualified economics teachers, with at least a B.Ed. degree in
economics or its equivalent. Six schools were randomly selected out of the list of those
that met these criteria; two schools each were then randomly assigned to the treatment

and control groups.
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Table 3.1 Distribution of samples across schools

Treatment No of students
School
1 Experience Debriefing Strategy 40
2 34
3 Experience Dictation Strategy 85
4 40
5 Conventional Teaching Strategy 80
6 46
Total 325
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3.6 Instruments

The following instruments were developed by the researcher, to gather data for

the study.

1. Economics Achievement Test (EAT)

Test of Economic Reasoning (TER)

Student Learning Style Inventory (SLSI)

2
3. Test of Quantitative Skill (TQS)
4
5

Students’ Attitude to Economics Scale (SAES)

3.6.1. Economics Achievement Test (EAT)
The EAT was developed and validated by the researcher using IRT methods, to

test students’ quantitative skill level. It consists of two sections. Section A and B.

Section A contains the bio-data of the students, while section B contains the objective

EAT. This instrument was developed and validated by the researcher using Item

response theory (IRT) methods, in order to measure acqUlsition of knowledge in

selected topics in secondary school economics. The topics are;

@

@
©)
4)
®)

Basic economics concepts, which include, want, scarcity, choice, scale of
preference, opportunity-cost, basic economic problems of society
Production

Business - organization

Money and inflation

International Trade and payments

These topics are basic to economic reasoning and understanding and affect

decision by either the house hold, government or the industry. In addition, they are part

of the topics of the three — year SSS economics curricula. The EAT was used to obtain

pre-test and post-test achievement scores of the students. (See Appendix 2)

Development and Validation Process of the Instrument

The researcher used the senior secondary school economics curriculum (FGN,

2008) designed by the Nigerian Educational Research and Development Council

(NERDC) and economics textbooks which include; TONAD Essential Economics for
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Senior Secondary Schools by Cole EsanAnde (2015) and Economics for Senior

Secondary Schools | and 2 by Nnadi K. U. and Falodun A. B. (Longman Nig. 2010)
The researcher prepared a table of specification (the test blue print) and

generated 210 objective-test items, each with four alternative, A to D. The items were

generated from the selected topics viz:

SIN Topics No. of item generated
1. Economics: Meaning and basic concepts 30
2 Production and Division of Labour 40
3 Business Organization 50
4 Money and Inflation 50
5 International Trade and Balance of Payment 40
Total 210

Face/Content Validity

These initial 210 items were given to seasoned economics teachers and experts
and researchers with specialization in economics education for vetting and
appropriateness of the instrument. On their suggestions and recommendations some
items were expunged while some were reframed leaving a total of 150 items for
inclusion in the EAT. The table of specification for the 150 items is shown in Table
3.21
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Table 3.2.1: Table of Specification for EAT

Knowledge Comprehension Application
1,2,3,27,28,69,76,77,
Definition, Scope 101,102,103,121 1,52,53,68,120,123,1
and meaning of 36,137
Economics
4,5,6,17,18,19,29,30,
Production and 49,50,55,56,71,72,73,104,105,139,140,141,14 5,70,138
division of labour 2,143,150
7,8,9,10,20,21,31,32,
Business 33,44,46,47,48,54,57,58,59,75,78,79,80,81,98 4,100,144
organization ,99,106,107,108,109,110,111,122,124,125,12
6,145,146,
11,12,13,22,23,35,36
Money and ,42,43,60,61,62,82,83,86,94,95,96,97,112,113 4,37,41,84,85,87,114
inflation ,115,127,128,129,130,147 ,148
14,15,16,24,25,26,38
International trade ,39,40,63,64,65,66,89,90,91,92,93,117,118,13 7,88,116,119,133,
and B.O.P 1,132,135,149
34
TOTAL 122 28 150
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Trial Testing

The 150 items that emerged from the vetting was administered to 916 students,
similar to the sample used for the study, for trial testing. The 3-parameter logistic model
of the Item Response Theory (IRT) was used in analyzing the data collected, to
determine the difficulty indices range, the discriminating indices range and the
vulnerability to guessing limit, used for determining the items that made up the final 40-
item EAT. 57 items survived this IRT based analyses.

Construct validity assessment of EAT

To assess the construct validity, the extent to which an instrument is able to
measure what it was designed to measure. To assess the validity of the EAT, the extent
to which the items on the test was able to measure the same construct among identifiable
sub-gro