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Editor’s message
We’re really grateful to the teachers
who have pondered some of the 
new A level specifications and stuck
their necks out to give you an
informed assessment of what they
contain. We hope to have more to
publish soon, either in The Bee-line
or the June issue of Teaching
Business & Economics. If you feel
ready to submit your own review 
for possible publication, please get
in touch.

Be sure to read Stephen Barnes’
thoughts on how we can teach in a
way that exploits students’ natural
curiosity. Read it when you have
time to think. A follow up article in
the next issue will provide more
ideas about how to make your
classroom buzz with ideas.

Are you keen to develop the use of
visual images in your classroom? I’m
still looking for someone who wants
to work on developing photos and
other visual stimuli that we can use
as classroom resources and as
illustrations for articles. 

Nancy Wall – enwall@aol.com

NEW A LEVEL SPECIFICATIONS Page 5
AQA GCE AS/A2 Business Studies 
Paul Rapley

Edexcel GCE AS/A2 Economics Page ?
Geoff Moran

Edexcel GCE AS/A2 Business Studies Page ?
Edexcel GCE AS/A2 Economics and Business Page ?
Jo Bentham

These are reviews by teachers of the specifications we will be using
from this September. They may help you to decide which spec is best
for you and your students, or with preparations for teaching. 

TEACHING AND LEARNING
The question is the answer Page 10
Stephen Barnes
Essential reading for all teachers in our field. Set in the context of
approaches to business teaching, but the message is plain for all. 
Read, stop and think...whatever you teach. More from Stephen in the
next issue.

A good head for business Page 13
Jenni Griffiths
This article explains how talented and gifted students can be identified
and provides numerous ideas for challenging them in and out of the
classroom. There is potential here to improve skills and performance
across a range of student abilities. The ideas are based on action
research in a mixed-ability context, suggesting a number of
differentiation strategies.

Assessment objectives: are they really at the 
heart of GCSE Business Studies? Page 16
Guy Durden
Awarding bodies always include assessment objectives in their
specifications, but these are not always fully consistent with the
content or with general expectations about teaching styles. This article
shows how assessment objectives could be used much more
constructively to deepen understanding and provide a secure
framework for both teachers and students.

Teaching economics concepts to students 
of business and management studies Page 20
Russell Woodward Page ?
Increasingly teachers in FE are involved in delivering higher education
courses as well as A levels. Some business courses at this level require
an economics module. The focus of this article is on ways of making
economics clearly relevant to business students. Many of the suggested
ideas reflect good practice in teaching generally. 

Front cover photograph
The way in which public sports facilities
are managed can influence the quality
and nature of the service.

Please note
EBEA officers, staff & contacts on page 4

Current subscriptions rates on page 36.

All Journal contributors please note that
articles for the Summer 2008 edition
should be with the general editor by 
15 March 2008.

Please supply files (via e-mail if possible).
Try to include relevant charts, graphs
and/or photos to aid visual presentation
(hard copy, JPG, PDF or MS Word).
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A LEVEL ECONOMICS

Managing public services: the case of local 
authority sport Page 23
Peter Taylor and Chris Gratton
Looking at the provision of sports facilities, this case study provides
good data that would normally be hard to find. It will be helpful
when teaching market failure, efficiency, externalities, the role of
the public sector and merit goods.

KEY STAGE 4

Harvey’s Hot Water Bottles Page 27
Claire Wilson
This engaging case study will help students understand economies
of scale. It can be used to help students grasp the definitions of 
the different types of economies of scale by illustrating them in a
realistic context. By recognising the practical situations in which
economies of scale can be exploited, students can go on to apply
the concepts to other businesses. 

CURRENT DEVELOPMENTS

Using digital video in business education Page 29
Polly Glegg, Angelina McDonald and Adam Unwin
An account of how digital video can be used to create a powerful
learning experience. This article explores two ways in which digital
video was used to motivate students to engage with course content
and with business issues. 
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OBITUARY
John McGrath
Colleagues who knew John McGrath
will be sad to hear that he died in
January. He had a kidney transplant
last August but it did not solve the
problem. He was invariably cheerful
despite health problems. He was a
faithful supporter of the EBEA, a
member of Council and had been
involved in several key initiatives to
develop the business studies
curriculum since the mid 1980s.

John was head of business studies
for over 20 years in a school in
Basingstoke. He was a hard working
and committed teacher, always keen
to promote a range of related
business and IT subjects. He
developed teaching materials which
were often shared amongst schools
in the area. John had a good
relationship with his pupils. He
always had an open door, and his
classroom was always full of busy
pupils during non-teaching times
and after school.

In order to bring business studies
and information technology to life
he developed long-standing
relations with local industry. His
pupils benefited greatly from the
visits and work experience he was
able to provide for them. John
reluctantly took early retirement as
his health worsened.

Duncan Cullimore
Chief Executive, EBEA
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AQA GCE AS/A2 
Business Studies 
(1131/2131)

AQA’s new A level Business Studies course has been
designed to replace the 5131/6131 specification
introduced in 2000. Rather than addressing the
problems of the current specification, the new specs
have shifted the rationale totally. On the whole, I
think this is a smart move.

The current six unit model, with three overall
module titles – Marketing and Accounting and
Finance, People and Operations Management, The
External Environment and Objectives and Strategy –
always seemed to be content heavy in year 12 and
light in year 13, particularly after paper 4 which was
usually taken in January of year 13. This problem was
at least offset by the numerous re-sit opportunities
and well-written and focused examination papers. At
issue then is whether the new course maintains the
strengths of the old specification while reducing the
weaknesses. 

Content and structure
The most apparent change is the move to a four unit
award. Some elements of the content have been
deleted, while some areas of the course are brand
new. The aims of the course highlight that this is
much more than a rebranding exercise, it is really a
clear change of direction for the A level. The aims of
the current course (the 5131/6131 specification)
involve understanding the motives of organisations
and appreciating different stakeholder perspectives.
They emphasise analytical and evaluative skills, and
the structures and practices of decision making in
businesses of varying sizes. Readers may want to
highlight the new buzzwords, which suggest the focus
of the new course is:

● the internal functions of contemporary business 
organisations of all types

● the dynamic external environment within which 
businesses operate and the effects this can have on 
decision making within business

● major topical issues that can generate change for 
business organisations and the ways in which 
businesses respond to these issues

● the range of stakeholder perspectives that can be 
taken on business activities. 

The first AS unit, Planning and Financing a
Business, looks at aspects of starting and operating a
small business, from sources of finance to market
research and business planning. It includes old
favourites such as breakeven analysis, cash flow
forecasting and budgeting. The inclusion of
entrepreneurship is, in my opinion, long overdue but
there could have been more emphasis on creativity,
risk taking and the personal attributes required by
entrepreneurs rather than the logistics of small
business start-up. However, the new module does
make it much more practicable to run extracurricular
activities such as Young Enterprise alongside the
course. Even location of industry pops into this unit
from the old A2 module. 

AS unit 2, Managing a Business, draws on
current AS and A2 content including budgeting, cash
flow, investment appraisal, motivation and measures
of personnel effectiveness. Also including marketing
strategy, capacity utilisation and quality, this makes
for something similar to the old paper 4. However,
the sharper focus on supply chain management and
customer service is an interesting and welcome
development. 

In A2 unit 3, Strategies for Success, the
specification indicates that students should explore
areas relating to setting objectives, measuring
performance and devising strategy. Content elements
such as investment appraisal, final accounts, critical
path analysis and lean production are all considered
in the context of the actual effects they have on a
firm’s performance. The people elements of human
resource management and employer-employee
relations also feature here. 

The final synoptic unit, The Business
Environment and Managing Change, introduces a
major focus on the changing economic environment,

New A Level Specifications
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New A Level Specifications

within the context of change management. The key
to this, and in fact all modules within the new
specification, is that there is now even greater
emphasis on using current case material as the basis
for delivery, rather than as an interesting aside. How
the next generation of textbooks will deal with this
will be, for this writer at least, a key element in
deciding whether or not to purchase. 

Assessment

The new specifications include two examinations at AS
level, one of which is 75 minutes, the other 90
minutes, and two examinations at A2 level of 105
minutes each. Total assessment in the new
specifications is 6 hours 15 minutes, 135 minutes
shorter than eight years ago. Extrapolate a few years
forward and A level Business Studies will be assessed
by a single multiple-choice exam of around 30
minutes! 

The other noticeable feature of the new
specification is that it sounds the final death knell for
coursework. My students had difficulty accessing the
information required to complete a detailed A2
investigation, and given the need to use case material
throughout the course, and with case studies included
in the assessments, this seems sensible. The abolition
of the pre-seen case study is, in my opinion, a positive
move. 

The other surprise is that AQA A level Business
Studies has succumbed to using mark books with
printed questions and spaces for answers rather than
blank books. Examiners have trembled when opening
a batch of papers and being confronted with
hundreds of treasury tags! This move is undoubtedly
intended to signal to students the structure of their
expected answers but it is also, I have no doubt,
preparation for online marking. Both of these should
be seen as positives. 

Questions are structured and worded roughly
as they are at present. Centres that have followed
coursework rather than paper 5 may need to practise
writing 40 mark essays, but this is a skill which can be
developed as the course progresses. 

Teaching approaches

There is much more integration between units on this
course. I feel it would be difficult to deliver two units

simultaneously and, therefore, a linear model with
exams taken in January and June of each year may be
more sensible. Similarly, centres that have traditionally
used two or more teachers to deliver elements of the
course may need to rethink their structure, but these
are not insurmountable problems. 

Conclusions and reflections

The new course is progressive and forward looking. I
do, however, have some reservations and therefore
will try to give a balanced summary. 

There are many positives. The abolition of
coursework, and the structure of assessments and
assessment books, make the course more user friendly.
The inclusion of current national priorities such as
entrepreneurship is positive. There is less of an
assessment burden on students. The course is more
integrated and therefore more reflective of “real”
business. The course is now more than a repetition of
GCSE Business Studies. In the past, students who
studied ratio analysis at GCSE, questioned its omission
from AS, and feared its return at A2 – students should
see a little more sense now.

However, I worry that students who currently
study A level Business Studies as a broad introduction
(as a third subject, for example) may be put off by the
emphasis on running your own business. Not everyone
wants to be an entrepreneur. The old specification
allowed for students who may not be particularly
strong in some areas (finance, for example) to achieve
by excelling in other areas. The integrated nature of
the new course means that this is no longer possible.
Finance, for example, features in three of the four
units.

Overall there is no doubt that the market for
business education is becoming more crowded, and I
personally would have liked to see a course which
fitted more comfortably with the additional learning
elements of the new diplomas. However, as the
leading provider of A level Business Studies, AQA has
produced a strong product. If the test is whether I
would deliver the course to my students, the answer is
a resounding yes.

Paul Rapley is director of enterprise, technology
and vocational studies at The Hewett School,
Norwich.
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Edexcel GCE AS/A2 
Economics 
(8ECO1/9ECO1)

This new course retains much of the basic content
from the existing specifications, although some items
have been omitted and new elements added. For
example, candidates are no longer required to study
NAIRU and the long-run Phillips curve, while the
kinked demand curve has finally been replaced by
simplified game theory as an explanation for
behaviour in oligopolistic markets. 

Structure

The new specifications follow the existing course in
providing an introduction to microeconomics and
macroeconomics in the AS units and developing
aspects of these themes at A2. The reduction from six
to four units has been achieved by combining content
from the previous units. Unit 1, Competitive Markets,
combines the existing microeconomics and market
failure units. Unit 2, Managing the Economy, consists
largely of macroeconomic theory. Unit 3, Business
Economics and Economic Efficiency, retains much of
the present industrial economics material, and unit 4
combines the globalisation content of unit 6 with
development theory from unit 5b. 

The scheme of the existing specifications has
been retained, though the changes have streamlined
the course somewhat, and may well make it more
logical for candidates. For example, market failure will
be part of the basic microeconomics course rather
than a discrete AS unit. 

One major change has been the removal of a
choice of option modules. Gone are unit 5a, Labour
Markets, and unit 5b, Economic Development. The
latter has been an increasingly popular option in
recent years and many will share my initial concern at
the apparent loss of a whole unit dedicated to issues
of Third World development. However, much of the
content has been included as part of the new unit 4,
which appears to have retained the essentials of 
unit 5b while removing the not inconsiderable overlap
that exists between that unit and unit 6. Teachers of
unit 5a may feel that they have fared less well, with
some existing content being shared between the new
units 1 and 2.

Assessment model

The total examination time has been reduced from 
7 hours 15 minutes to 6 hours 30 minutes. At AS,
there are two 90 minute papers. At A2 the new unit 3
paper will be 90 minutes, compared with the existing
150 minutes for units 4 and 5. The new unit 4 will be
a 2 hour paper. 

The method of assessment remains broadly similar,
with the units being examined by a combination of
supported choice questions and data response. Unit 4
will retain the present pattern of one structured essay
from a choice of three topic areas, plus one data
response question from a choice of two. Synoptic
assessment will be through units 3 and 4, rather than
through a single unit as at present.

Specimen assessment material

Edexcel provides specimen examination papers and
mark schemes for all four units to give a flavour of
the examination in each unit. The questions are
largely recycled from existing units. They are generally
well produced and relevant, both in terms of the
specifications and the use of current issues. The A2
questions tend to be more open-ended, and thus give
increased scope for candidates to demonstrate their
wider understanding of the subject.

Teaching approaches

The new specifications continue to allow centres to
use a variety of approaches in teaching economics,
including the integration of IT as a teaching and
research tool. Centres uses the existing Edexcel
specification will almost certainly proceed to the new
course, if only because of the level of investment
which has already been made in the present course. In
any case, the new specification appears leaner and
more focused, and I would certainly recommend it to
anyone as yet undecided as to which of the new
courses to follow. 

Geoff Moran teaches economics at Bosworth
College, Northampton.
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Edexcel GCE A2/AS Business
Studies (8BSO1/9BSO1)

Edexcel GCE A2/AS Economics 
and Business (8EBO1/9EBO1)

This specification allows for A levels in either straight
Business Studies, or joint Economics and Business, to
be delivered through the same core business units.
These core units are based on an enterprise theme, to
enable students to be proactive in their thinking
around a new business idea and to develop the skills
necessary to research the idea and put it into practice. 

The core business units for both specifications are:

● AS, Unit 1: Developing New Business Ideas

● A2, Unit 3: International Business

Students who wish to follow the business studies
route will then progress to:

● AS, Unit 2a: Managing the Business

● A2, Unit 4a: Making Business Decisions

Students who wish to follow the economics and
business route will study:

● AS, Unit 2b: Business Economics

● A2, Unit 4b: The Wider Economic Environment 
and Business

All units are externally assessed. There will be
supported multiple-choice questions, where students
have to provide a short justification for their answers,
data response tasks and a case study. At A2, the
external assessment for both unit 4a and unit 4b will
involve producing a decision-making report based on
pre-released material. The AS unit examinations are
75 minutes in length and the A2 exams are 90
minutes.

Both specifications focus on generating student
interest and enthusiasm and developing enterprise
skills and creativity. They will require a critical and
reflective approach. This review will focus on the core
(compulsory) units.

Unit 1: Developing New Business Ideas
This unit introduces students to the characteristics of
successful entrepreneurs. It is a useful starting point
both for those who have studied business at GCSE as
well as those who are coming to the subject for the
first time. It also builds upon the key stage 4

enterprise entitlement. Having considered the
motivations of entrepreneurs, leadership styles are
addressed, allowing students the opportunity to
reflect on what might be their preferred leadership
style. 

As the unit progresses, students begin to
understand that mere identification of a business
opportunity is not enough – further analysis is
required. Relationships between price and supply and
demand need to be considered, and then linked to
customer needs and wants. Students are given the
opportunity to evaluate an actual business
opportunity, and to carry out primary and secondary
research into several product or service ideas. Analysis
of the results will allow business opportunities to be
matched against those of competitors. 

As students apply the concept of opportunity
cost, in assessing one business idea against another,
and consider the likelihood of trade-offs, they will
begin to make judgements on which idea could or
should be chosen. They will analyse the impact of
changes in interest rates, exchange rates and inflation
on the viability of new business ideas. This section in
the specification – called The Current Economic
Climate – gives a very strong signal for the use of the
latest economic data. The unit then moves on to
consider financing options, how success can be
measured, and how a business plan can be used to
implement an idea.

Having taken part in the Edexcel GCSE Business
pilot, which has the same principles underpinning its
introductory unit, I believe this unit could be a breath
of fresh air. It could be argued that this type of
approach has always been available, but to see it
written into a specification as part of the learning
content is refreshing. Students and teachers will
operate on a level playing field with regard to
researching new product and service ideas. Our role as
teachers is now to expose students to the skills of
decision making, problem solving, and quantifying
and managing information and to ensure that they
challenge all assumptions and use an enquiring,
critical and thoughtful approach.

Unit 3: International Business

The compulsory A2 unit introduces the students to the
world of international business, and to the issues that
any company which trades internationally would have
to consider. The specification encourages a review of
companies that have successful export businesses as
well as those that have been unsuccessful in
developing an international presence. Once again
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there is an emphasis on the currency of information.
Students will examine the growing economic power
of China and India in the twenty-first century and the
resulting impact on individuals, and national and
multinational firms. 

Students will assess individual country markets
and link their analysis to the corporate aims of firms
operating in those markets. Comparative advantage
and the role of specialisation by countries can be
examined. The creation of international brands,
cultural differences in doing business and the use of
tariffs, import quotas or other legislation impacting
on trade can be analysed. Ethical considerations are
brought into the decision-making framework, looking
at the potential conflicts between socially responsible
and ethical behaviour and the responsibility to
generate a return on investment. Students are
provided with an introduction to globalisation, and a
consideration of global industries, marketing and
market niches.

As an A2 unit that most 16–19 year old
students will embark upon as they begin to decide on

their higher education options, the subject matter
allows them to see and think beyond their immediate
community. The “news” begins to make sense, and
they are able to provide a sound line of reasoning to
support the judgements they are making. This is a unit
that allows them to mature as citizens. As with unit 1,
there is the opportunity to use and build on their
existing knowledge base. The activities of
organisations can be put into context. 

I am disappointed that the opportunity for
individual coursework investigation has disappeared,
but as this is generic requirement, it cannot influence
my choice of specification. Edexcel has provided
sufficient stimulus in its teacher guidance, and its
Getting Started publication is a useful starting point
for gathering resources. I am looking forward to the
development of this new specification and the
engagement and participation of both learners and
teachers.

Jo Bentham is subject leader for business 
and ICT at King Edward VI High School in
Stafford.
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Teaching and Learning STEPHEN BARNES

The question is the answer

Consider this actual conversation with a current
year 8 student at a school rated grade 1 by
Ofsted on all criteria. The boy is very good at
maths but finds it his most boring subject:

Author: Why’s it boring?

Student: He just talks and talks and asks 
questions and we keep putting 
our hands up.

Author: Why don’t you ask your own 
questions?

Student: That’s sad. How could we ask 
questions?

It is that final response “How could we ask
questions?” that strikes a chill in the heart of
education. How could “we” indeed? The subject
belongs to the teacher. The lesson belongs to the
teacher. So do the topic and the textbook
and the “work”. And the human
relationships that might allow learning to
take place. It leaves little for the students.

Of course, it is not always like this.
In fact, it is likely that more active
learning goes on in the classroom today
than ever before. Thanks to ICT, the
resources available to teachers are
incomparably wider than in the quite
recent past, and student-centred tasks are
easy to find in all subjects and especially
in business education. Nor is active
learning a new invention. Since the days
of TVEI and CPVE in the 1980s, there has
been a succession of projects and
initiatives designed to make students into
active learners, able to ask questions and
research answers. Many applied courses
today – and not forgetting work-related
learning – are taking forward this genre
of learning. 

Yet the awful reality remains.
Deadly passivity and teacher-led, answer-

led learning are deeply rooted in schools today. Bells
ring, and hands go up and down, as alienation takes
its gradual grip on the psyche of so many young
people. On the great school bus, students are
perpetual passengers, gazing from the windows,
chatting irrelevantly, as the teacher turns the wheel
and the destination indicator nervously proclaims
“higher grades”.

So what about questions? Because schools
make learning such a managed experience, it is easy
to assume that “not learning” is the default mode of
all children. Actually, of course, curiosity, questions
and the search for answers is the natural urge of
everyone almost from the moment they are born. We
are engaged, as Charles Handy (1989) puts it, with a
“wheel of learning”. 

Figure 1: Handy’s wheel of learning

Teaching Business & Economics10

Charles Handy, The Age of Unreason (Arrow, 1989)
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The wheel of learning

The wheel always starts with a question – something
to find out, a problem to solve, a need to understand.
This leads to possible ideas, to hypotheses, or to what
Handy calls a theory. Testing ideas against reality
prompts reflection on what works and why. The wheel
turns and new questions form. “What if...” and
“suppose that...” are typical drivers. 

This wheel of learning according to Handy is
“life’s special treadmill. Step off it and you ossify...”.
But the motor is always the questions, and questions
articulate curiosity. Again, Handy puts it nicely:
“Learning is discovery...but discovery doesn’t happen
unless you are looking. Necessity may be the mother
of invention but curiosity is the mother of discovery.”

But curiosity, so energetic and bright-eyed in
young children, can be subverted by trivia, numbed by
routine or smothered by authority. So what sustains
curiosity, what fires the impulse to ask questions?
Most likely it is the arousal of the whole person in a
culture where it is safe and normal to ask questions.
Without arousal of the intellect and the emotions,
without passion, students fail to see the crucial cues
for questions, those toeholds on the edifice of reality.
It is an irony that there is never a shortage of
questions from teachers but so often a shortage of
questions from students. And when questions that are
technical, trivial or irrelevant have been eliminated,
the shortage proves more acute. 

How many teachers have felt that sinking
feeling when, on a field course or industrial visit,
students are told: “now this is your chance to ask
questions?” So many questions hang like bunches of
fruit, yet all seem invisible to the students.

This is the harvest of low-ownership learning,
of having education “done to you”, of living by
answers and not by questions. Once students live in a
culture – a school, a classroom, a group – where they
are unafraid to show their knowledge, to show their
ignorance, to show their feelings, then with the
stimulus that makes for passion, there will never be
any shortage of questions. And these questions are
authentic. They are not the ones planted by teachers,
prompted by textbooks or enforced by examinations.
Real, heartfelt, personal questions positively demand
answers. Powered by questions like these, “the
wheel” will never stop turning.

Towards a questions-led culture

The issue of authenticity is particularly important.
How many of us have asserted to our class: “Last
lesson we were asking...” or “The important question
now arises...” or “The question we now need to ask
is...”? Reasonable though these introductions sound,
they are essentially didactic. Think how many
questions the students have been asked since they
started school. And then how many authentic
questions they have asked about the knowledge they
are supposed to be acquiring. The vast disparity feeds
their detachment from learning and is a key source of
their relative impotence when trying to frame a
question. Often, the consequences become all too
clear when addressing the levels in Bloom’s (1956)
familiar taxonomy. Moving beyond knowledge and
application requires the ability to ask questions and to
make meaning. Evaluation in particular implies
recognising an agenda of live questions, at least some
of which will be open-ended.

Questions come in many forms and at many
levels. In a questions-led culture, students can build
the confidence and skills to move beyond simple
what-how-why sequences and deploy linear, lateral
and random approaches to questioning. More
complex types of questions can be framed. These
include combined causality, time-lagged drivers, direct
and indirect factors, knock-ons, network effects and
more. This richer space for enquiry needs tenacity and
a certain amount of courage. Students can learn to
work in investigative or enquiry-led groups that are
mutually supportive and far less teacher dependent
than has traditionally been the case. Learning to
challenge and be challenged is a critical conjunction
of capabilities.

One teacher likened the process of enquiry to
digging up the paving stones that cover the truth. As
never before, today’s world has a smoothly paved,
“suburban” surface and students need to be diviners
for what lies beneath. As the French students said in
May 1968: “under the pavement, the beach.”

The business education context

Answers known to be correct in business add no value
precisely because they are known to be correct and
therefore offer no possibility of proprietary
advantage. Instead the premium is all on questions
such as: what if...? how might...? why not...? To be an
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entrepreneur is by definition to be enterprising and to
take risks. With no questions and no risks, there can
be no profits. When Branson launched Virgin Atlantic
he had far more questions than answers. The evidence
was that it couldn’t be done – with the ghost of
Freddie Laker’s ill-fated Skytrain still on the runway.
When Stuart Rose resolved to turn Marks & Spencer
around he had more questions than answers. And the
record was not encouraging: both former CEOs had
checked out their pension plans and left with what
dignity remained. There is nothing passive about
Branson or Rose. They are both remorseless askers of
questions, and questions about questions.

So is the business education student a quasi-
manager? A would-be consultant? Or an external
critic of the business world? In the early days of
business studies, the students’ identity was clearly
aligned with management. Now business education
has matured and we need all three perspectives.

What is business? Put briefly, it is organising to
add value. And business education is the interrogation
of that process. In this sense, our subject is a kind of
backstage pass. It gets us past the foyer – real or

figurative. Read the annual report, look at the
website: all is well, the future is fluorescent. Answers
are abundant, questions are few. For business students
penetrating this facade is a duty – and a privilege.
Doors marked “Private” can be opened – and
questions are the keys.

Stephen Barnes is a freelance educator working
with business teachers, managers and
undergraduates.

In the next issue of Teaching Business & Economics,
Stephen Barnes will provide ideas and classroom
strategies that could help to encourage a questions-
led culture. Members can find the full text of the
article in the publications section of the EBEA website.
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Some reflections

Those awarded qualified teacher status must demonstrate that they teach clearly structured lessons or
sequences of work which interest and motivate pupils and which:

● make learning objectives clear to pupils

● employ interactive teaching methods and collaborative group work

● promote active and independent learning that enables pupils to think for themselves, and to plan and 
manage their own learning.

Training and Development Agency for Schools, Handbook of guidance (TDA, 2006)

“...the state system is answerable to government, and its priority has become the delivery of the test results
and statistics which prove that education is a success. In state schools what most children learn is that as long
as they memorise what they are told for tests...then a questioning approach and wider reading are neither
necessary nor welcome.”

Jenni Russell, The Guardian, 25 September 2007 

Young people “could not answer the big questions of history”. 
They had “little sense of how events connected”.
And “they are generally unable to reflect on themes and issues, or relate a longer story of history...over an
extended period of time”.

Ofsted, History in the balance: History in English schools 2003–07 (Ofsted, 2007)



Business subjects have increased in popularity
over the years and there have been many
efforts to make the subject accessible to a larger
number of students, many of whom may be of
middle or low ability. But what of the higher
achiever who arrives in the classroom? What can
be done to identify and challenge students with
a head for business? 

There are many definitions of “the gifted and
talented learner” within education. Generally, gifted
students are deemed to be the top 5–10 per cent of
the pupil population of a school, capable of
demonstrating higher levels of academic
performance, either in one subject or across many
areas.

Talented students on the other hand have
specific aptitudes, such as excellent physical or
creative abilities. In our school, we extend this
definition to include students with outstanding
leadership skills and/or a social awareness that
enables them to work effectively with a wide range of
people. Could these students be the entrepreneurs
of tomorrow?

What do these twin definitions mean for
business studies education? The national curriculum
subjects have subject-specific guidance for teaching
gifted or talented students but we do not. Our
department devised its own guidelines and came up
with two distinct lists (see panels) that typified gifted
and talented students within the business classroom.

The challenge

Our next step was to compare these attributes with
the students in front of us. Armed with our own
experience, plus the plethora of cognitive data that is
provided for us, we concluded that:

● only a few students exhibited characteristics from 
both lists

● those who demonstrated entrepreneurial 
capabilities were often middle-high ability rather 
than the brightest students 

Teaching and Learning JENNI GRIFFITHS

Teaching Business & Economics

A good head for business

Gifted students in business
subjects:

● are able to make links and connections 
between different parts of the course and 
the outside world

● can cope easily with abstract concepts, 
challenge assumptions and evaluate different
strategies or solutions

● are highly literate and numerate

● have an active interest in current affairs

● are open-minded, see the big picture and 
think synoptically

● are critical and independent thinkers

● can select information effectively and use it 
to analyse and justify decisions.
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Students who show enterprise talents are:

● open-minded

● streetwise – aware of “what’s out there”

● unconventional thinkers (hence an ability to 
identify niches and opportunities)

● risk takers and not afraid to fail, and are not fazed 
by decision making or acting on “gut feeling”

● not over-sensitive – instead they respond well to 
constructive criticism or advice and use it to improve 
their performance

● motivated by challenges or competition

● enthusiastic, driven, tenacious and persevering

● leaders and team players who are people-oriented 
and persuasive

● articulate (particularly verbally) and numerate (but in 
an applied way rather than in curriculum maths).
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● some low-ability students demonstrate outstanding 
leadership or team working skills

● some of the brightest students lacked 
entrepreneurial attributes. 

Given that these subsets exist, our challenge is to
motivate both the gifted and the talented in groups
at GCSE and A level that are largely mixed ability in
nature. 

Closer inspection of our own practice revealed
a tendency to teach to the middle and use teaching
styles that helped engage the low achiever or
disaffected. We find that our students respond well to
learning activities that are based on role plays,
presentations, mini enterprises and decision-making
exercises. Students are given many opportunities to be
creative, and they demonstrate their learning in non-
traditional ways and are frequently invited to take
part in extracurricular enterprise events. 

Students enjoy their experiences, generally
perform well in the exams (but obtain mainly B and C
grades rather than A/A*) and respectable numbers opt
for business courses in the sixth form. Consequently
we reflected that we were probably quite good at
developing the entrepreneurial talents of students.
But were we catering effectively for the most able?

Focus groups

To gain a better understanding of how the more able
students felt about their business education, we
organised focus groups of students in years 10 and 11.
We wanted to find out how they perceived the
subject, what they enjoyed and disliked, and most
importantly to identify how we could stretch them so
that that they not only achieved A/A* grades, but also
developed enterprise capabilities at the same time. 

The study revealed that the most able chose
business at GCSE because they believed that it is
perceived by employers to be a “useful” subject. They
took it seriously, believing it to be an option for
“smart people” who “want to get on”. They thought
it had status, that it would be hard work with “serious
content” but also different, fun, interesting and
enjoyable. 

Having started to study business they all agreed
that it was not as difficult as they first believed and
that the group activities, presentations, computer-
based and research-type tasks were really enjoyable.
They looked forward to doing enterprise-based tasks
and understood how the subject developed their
creativity, critical thinking and confidence. However,
compared to other GCSE subjects, business was seen as

being quite straightforward. The ease with which they
coped with the subject stemmed from their
perception that what they learned about was
“obvious”, “related to the real world”, “common
sense” and “well explained”. In addition, they felt
that they learned more because it was fun. Some
believed that they could be stretched more but were
adamant that they did not want to give up the lively
teaching methods they had become accustomed to.

A new approach

It is encouraging that the brightest students respond
well to more vocational styles of teaching, but how
can we ensure that their grades reflect their abilities?
Our approach is to embed strategies for gifted
learners in schemes of work. They must permeate
starters, plenaries and homework as well as the main
lesson activities. In essence it means differentiating for
the top end without compromising the imaginative
teaching methods that engage them (and indeed
others). Practically it means providing more
challenging outcomes from the main class activity
rather than devising separate lessons for the most
able. On occasion it is also important to work with
them as a distinct group.

Detailed strategies are set out in the panel
opposite. These demonstrate that much can be done
to stretch the gifted and talented within business
education. If we can achieve this, there will be
benefits for everyone within the classroom plus
undoubted marketing benefits for business subjects
beyond key stage 4. If we can develop the thinking
skills of the budding entrepreneurs while boosting the
assertiveness of some of the academics, then we may
have contributed to providing Britain with some
fantastic entrepreneurial potential.

Jenni Griffiths is an AST at The King Edmund
School, Rochford, Essex.

14



Teaching and Learning

Teaching Business & Economics

1 When setting research tasks or decision-making 
exercises, ensure that the gifted students have 
more challenging scenarios. Choose, for 
example, a lesser-known company, fact, country, 
policy or entrepreneur. Alternatively, give 
students the same exercise but from a more 
challenging perspective, such as an international
approach or from the view of a minority or 
controversial stakeholder. Try to use smaller or 
medium-sized local businesses so that the 
opportunities to evaluate business practice are 
more meaningful.

2 Concentrate on the quality of questioning. 
When setting work ensure that you use the 
“must do, should do, could do” approach, but 
ensure that brighter students fast track to the 
higher order questions which develop analytical,
evaluative or synthesis skills. Reinforce this 
approach with homework so that students don’t
feel like they are doing “extra work” and are 
being penalised for being bright.

3 Enhance business literacy by modifying your 
approach to business communication. For 
example, when presenting newspaper articles, 
give the brighter students the same story but as 
it appeared in a quality newspaper, or give them
your original version rather than the one you 
might have watered down for the rest of the 
class. In presentations set higher standards for 
communicating their ideas, such as through 
speech writing and oral delivery rather than 
through PowerPoint.

4 Devise starters and plenaries that develop 
thinking skills. All students will benefit from 
this, but the gifted even more so. While there is 
a huge range of crosswords and games, these 
rarely focus on higher order skills. Alternative 
approaches would be to use stimulus 
photographs, quotes, headlines or graphs and 
then invite students to determine cause and 
effect, suggest original ideas or evaluate 
business problems.

5 Give opportunities for gifted students to work 
together rather than using them to help the less
able. If you have small numbers of gifted 

students in your department, try making links 
with other schools in your cluster. Between you, 
put on some masterclasses so that students have
a chance to work with other like-minded 
individuals.

6 Mentoring has traditionally been used with the 
students who are most likely to under-achieve. 
Why not pair up gifted business students with 
volunteers from local business? If this is not 
practical, consider pairing up brighter year 10 
and 11 students with the most able sixth form 
students.

7 Some of our students have been particularly 
motivated by links with industry. These can 
include industry days, enterprise days or weeks, 
visits and talks by motivational speakers inside 
or outside the classroom. Aspirations can be 
raised by working with adults with different 
careers in business.

8 Trips are universally enjoyed, but can help the 
most able to apply theory to the real world. The
more businesses (or indeed visitors from 
business) they are exposed to, the greater the 
opportunity to develop their skills of analysing 
the business world. Trips help students become 
more open-minded and critical, and they allow 
the most able to make links between the 
different areas of study, make comparisons and 
challenge business theory. Always ensure that 
the most able have a distinct question to reflect 
upon during the visit.

9 Outside the classroom there are also 
opportunities to develop the most able. 
Competitions, Business Dynamics and Young 
Enterprise schemes can be invaluable at helping 
the gifted to develop leadership and team skills.
Membership of organisations like The Career 
Academy can also help to fire up both gifted 
and entrepreneurial students.
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Assessment objectives: are they
really at the heart of GCSE Business Studies

If you ask business studies teachers what they
are doing, many might answer that they are
developing their students’ understanding of
business. This article will argue that there is
actually a degree of confusion and uncertainty
about what “developing understanding”
actually means. This creates a number of
negative consequences for teachers and
students. The idea of constructive alignment
(developed by John Biggs in the early 1990s)
will be used to explore some of the issues.

Constructive alignment is about designing
courses which show consistency between learning
objectives, teaching and learning activities, and
assessment. Objectives are given in the form of
different levels of understanding and teaching
techniques are chosen that develop those different
levels. Assessment then focuses on the objectives to
see if what the objectives say the students should
have learnt is what they have actually learnt. Teachers
teach what they assess and assess what they teach
(Cohen 1987, p12).  

Teaching Business & Economics16

Box 1: Assessment objectives for OCR Business Studies A (1951)

3.1 Demonstrate knowledge and understanding of the specified subject content.

3.2 Apply knowledge and understanding using appropriate terms, concepts, theories and methods 
effectively to address problems and issues.

3.3 Select, organise, interpret and use information from various sources to analyse problems and issues.

3.4 Evaluate evidence, make reasoned judgements and present conclusions accurately and appropriately.

Figure 1: The current alignment in GCSE Business Studies



Teaching and Learning

Teaching Business & Economics

Is GCSE Business Studies aligned in this way?
On the surface the answer is clearly yes. There are
assessment objectives, they describe different orders
of understanding (see Box 1 for an example), and
they do figure in examinations and mark schemes.
However, look below the surface and some significant
problems emerge. Figure 1 summarises the key
relationships that need to be explored.

Assessment objectives and alignment

The assessment objectives in GCSE Business Studies are
based on Bloom et al’s taxonomy. This is a hierarchy
of learning outcomes/skills developed in the US in the
1950s. It runs up from knowledge (the most
straightforward type of understanding) through
comprehension, application, analysis and synthesis to
evaluation (the most difficult skill). Unfortunately,
there does not appear to be a precise shared
understanding of what the taxonomy means for
business studies (hence the dotted line in Figure 1). In
Box 2, an excerpt from a recent GCSE exam illustrates
the point.

Box 2: Extracts from OCR GCSE 
Business Studies 1951/2 (2006) 
question paper and mark scheme

Question 1
Peter chose to locate the trailer at Site A on the map
rather than either Site B or Site C. Using the
information in Fig. 1, discuss whether or not Peter
chose the best site.

Mark scheme
Target: Ability to use data available to evaluate the
best location for a business. 

Level 2 (4–6 marks) 
Develops an explanation of or qualifies the analysis. 

Level 1 (1–3 marks)
Makes a basic analysis of a feature of each site

The question in Box 2 invites students to evaluate.
Unfortunately, there is no reference to evaluation in
the level 2 descriptor, instead it talks about
“explanation”. The use of the term “qualifies” may be
more like evaluation in Bloom’s sense, with its
implication that students might recognise the
limitations of their arguments, but it is strange to give

this equivalence to “explain” in the mark scheme. If in
fact “explanation” is the same as “qualifi(cation)”,
then why are both mentioned? 

Assessment objectives and assessment

So are there other signs of misalignment in GCSE
Business Studies? This is clearly not the place for a full
survey but a few more examples could be indicative.

An indication perhaps of the significance given
to assessment objectives could be the amount of
space they get in business studies specifications. In the
OCR GCSE Business Studies specification (1951), a total
of 51 words is given to assessment objectives and they
are not mentioned until page 12. It is as if they are
taken to be self-explanatory – a straightforward part
of the administration of the qualification. One
isolated sentence on page 23 states that “the content
should be taught in the context of the assessment
objectives” (although ironically the subject matter is
one of the assessment objectives). Command words
are used in the guidance provided by OCR but there is
no attempt to link these to the assessment objectives.
These are important facts because if assessment
objectives are so central to learning about business
studies, it is puzzling that they are so under
emphasised. Why do they not appear throughout all
aspects of the specification? 

In terms of mark schemes and examinations,
AQA appears to stress assessment objectives in the use
of assessment grids but misalignment is not far away.
Take one question in the AQA June 2006 Higher
paper. Question (3b) is a “describe” question and
includes the following level 2 descriptor for AO2
(application): “Both reasons adequately explained or
one reason well explained.” There are a number of
issues here.

● AQA appears to have moved from using “explain” 
questions in 2005 to be assessed against AO1 and 
AO2 to “describe” questions in 2006 to assess the 
same skills. 

● The idea of “explanation” is not mentioned in the 
assessment grids for other “describe” questions in 
this paper but “application” is mentioned. Is 
“explaining” really the same as “applying”? 

● It is not clear what the difference is between 
“adequately explained” and “well explained”. The 
suggested answers do not really help make this 
distinction clearer. 

17
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● Is explaining one reason well the equivalent of 
explaining two reasons in an adequate way?

Although the assessment objectives are consistent
across examination boards, there is no consistency in
their use. Unlike AQA, Edexcel bases questions around
different combinations of assessment objectives,
including short answer, low-mark questions that just
cover AO4 (evaluation). Why is there this discrepancy
between the boards? If there is something special
about AQA’s or Edexcel’s approach, where is this
stated? What are the benefits of it? 

Aligning assessment

If the relationship between assessment objectives and
the exams and mark schemes is relatively weak, then
for understandable reasons, many teachers will teach
to the tests rather than the assessment objectives. Of
course, this would be fine if the exams themselves
were effectively aligned but, as has been argued, this
is only partially the case. The dotted lines in Figure 1
indicate weak links caused by the lack of alignment
and the solid line represents actual teacher practice. 

This reaction by teachers is likely to be
reinforced if assessment objectives are not given
sufficient prominence by awarding bodies or the
subject community. In addition, assessment objectives
are more likely to be sidelined if they do not figure
largely in the way in which teachers see themselves.
As Biggs said: “...[alignment] requires a theory of

teaching your
discipline over
and above
knowledge of the
discipline itself”
(2003). Teachers
have to be
concerned with
what they teach
rather than simply
how they are
going to teach it.
If teachers tend
to see themselves
in terms of
transmitting
subject content,
then they will
view assessment
objectives as
peripheral to the

process of “getting through the material” or at best
as just a description of how to mark. 

Only if teachers see themselves as being
involved in moving their students to higher levels of
understanding are they likely to embrace assessment
objectives as a way of understanding “understanding”
that provides a key aspect of the subject’s identity
(perhaps the key aspect). More effectively aligning
courses could exert significant leverage over the way
in which learning is structured, encouraging teachers
to focus their lessons on the crucial issue of
developing student understanding. 

Conclusions

The argument here is that GCSE Business Studies
appears to be only relatively weakly aligned to its
assessment objectives and that those assessment
objectives have moved some way from Bloom’s
taxonomy. As a result, there is a lack of shared clarity
about the nature of the subject that is making life
harder for teachers and students than it needs to be.
There is a real sense of time lost spent working out
what the rules of the game are rather than energy
spent productively, playing the game more effectively.

One unfortunate outcome of this is that it can
be hard to present students with a coherent
framework about how to do well in business studies –
particularly for beginning teachers. Advice about
improvement can become piecemeal and disjointed if
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the messages from examinations and mark schemes
are inconsistent. The chance to give the subject a
firmer, over-arching identity is missed and this is
frustrating given that assessment objectives could
provide such a framework.

If assessment objectives could function as the
defining prism through which business studies is to be
seen, they need to be put at the heart of things,
rather than risk appearing as a rather inconvenient
bolt on, an administrative hurdle to jump through, as
just a way of marking. In Box 3 are suggestions as to
crucial questions that might be asked.

Box 3: A constructive 
alignment check list

For the specification:
● Is there an unambiguous relationship between 

educational theory and the assessment objectives?

● Are the assessment objectives given sufficient 
prominence in mark schemes and specifications?

● Are efforts made to clearly exemplify and 
communicate the nature of the assessment 
objectives?

● Are the assessment objectives clearly and 
consistently flagged up in the command/trigger 
words used in question papers?

● Are the assessment objectives used in a consistent 
way in mark schemes and question papers?

For the teacher:
● Do I have a clear understanding of the differences 

between the assessment objectives?

● Are the assessment objectives at the heart of my 
lesson design?

● Do my GCSE students understand what the 
assessment objectives are?

● Can my GCSE students understand the difference 
between the assessment objectives?

Alignment could provide a secure framework for
teachers and students. It puts understanding at the
heart of the learning process, which is surely where it
belongs. It moves the debate away from how teachers
teach the content to how they can teach something

more substantial and long lasting about business
studies. This will surely be a much more rewarding
and enriching process for everyone. 

Guy Durden is award leader for PGCE
Business/Economics Education at the University
of Staffordshire.
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Teaching economics concepts to
students of business and
management studies
Teaching economics modules on business
programmes can be challenging, particularly for
anyone whose previous teaching experience is
on “straight” economics programmes. The
challenge stems from the relationship that
economics has to the study of business
management. The key elements in this
relationship, which can manifest as problem
issues in teaching, are: 

● purpose and objectives: why do I have to do this?

● relevance and activity: what is the connection to my
course?

● abstraction versus application: why do I need to 
learn this theory?

Purpose and objectives

Economics is traditionally taught – and economic
policies and situations analysed – from what might be
called a commentary point of view. Economic analysis
and evaluation is considered in overall societal terms,
from the perspective, for example, of a government
policy adviser. Evaluation criteria such as optimal
social welfare are used in this analysis and in making
judgements.

This is quite different from the perspective
taken when studying business and management.
Evaluation is undertaken in terms of what is most
effective from the point of view of a business – from
the point of view of the achievement of the business’s
own objectives.

Relevance and activity
As a module on a business programme, economics is
quite different from the other modules on a typical
course, such as marketing, finance and human

resource management. These modules relate to
functions that businesses actually carry out. There is
little problem in convincing students of their
relevance, nor is there much difficulty in introducing
appropriate activities into class sessions.

Economics, in contrast, is not an intrinsic
function to a business. Of course the wider economic
environment should inform marketing and financial
decision-making, but economics’ lack of intrinsic
presence does lead students to question its
relevance. “Why am I doing this?” is not
an uncommon question. 

Abstraction versus
application 

Straight economics courses tend to focus
on building models. These can be used to
provide theoretical benchmarks of
behaviour under certain assumptions and
conditions. The models – and the benchmarks – can
be assessed by comparing the theoretical outcomes
with real-world economic evidence. In this sense,
economics is more akin to physics than business
studies – a physics in
which the particles
are businesses and
households rather
than atoms and
molecules. For
students, this can
seem a long way
away from business
studies, which is more
concerned with the human
experience and activity within the
“atoms”.
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So how can economics be taught successfully on
business management programmes? 

1 Discard the irrelevant, explore the relevant

Tutors should be prepared to exclude those 
elements of economics that do not have any 
usefulness or bearing for the study of business. 
This gives tutors more time to develop and apply 
the more relevant aspects.

2 Put a different hat on

To present economics on a business studies course 
requires a reorientation of perspective. Instead of 
looking at issues from the standpoint of a
commentator, economics must now be considered 
from the viewpoint of a manager in a business. For
example, what constitutes a “socially optimal” 
inflation-unemployment mix is at the core of the 
economics debate on monetary policy. For business
and management courses, different factors apply 
and students need to consider the impact of 
inflation and unemployment on business activity, 
decision-making and planning.

3 Bring in activities

This is important in any subject delivery. Dale’s 
(1969) Cone of Experience, which argues that 

doing – rather than merely seeing and hearing – 
greatly aids retention and understanding, applies. 
Activity design is one the key challenges when 
teaching economics on business programmes.

4 Use business acronyms

It is important to use the acronyms featured in 
other parts of the business syllabus to show where
economics fits into the picture. For example, the
acronyms SWOT and PEST are used in relation to
business management decision-making in
marketing and strategy. One should be able to
show how economic issues can be a significant
factor in the “opportunities” and “threats”
quadrants of a SWOT analysis. In PEST, the
economic context in which business decisions are
made is even more explicit. Use of these acronyms
can help clarify the role of economics in business.

5 Illustrate the relevance

The relevance of economics can often be
demonstrated by taking a company case study or
business scenario and then revealing economic
information to show how it affects decision-
making or evaluation. This staged revealing of
information ties in very much with Kolb’s (1984)
notion of experiential learning, in which further
experience leads to reflection on – and perhaps
amendment of – an opinion. For example, you
could present financial data that shows a company
to be experiencing a loss in the current period. A
proposed change in marketing strategy, production
or personnel may be reconsidered when it is
revealed that the company’s main product has
highly income elastic demand and that the
economy is currently in recession. This might
suggest that the firm is doing nothing wrong and
that its profitability over the economic cycle as a
whole may well be high.

6 Confer with other teaching staff

On a well-constructed business course, no module
– or programme element – should be delivered in
complete isolation. Find out when other tutors on
the course are bringing in aspects that involve and
require economic awareness. Use this as an
opportunity to reinforce and contextualise the
economics material. This should benefit students’
understanding of both economics and of
complementary areas of the programme.
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7 Make economics fun

Economics can be seen as a dry and stern subject.
This perception can and should be combated. One
way of doing this is to exploit the scope that
economics provides for games and simulation
activities. There are opportunities to learn about
economics on some virtual worlds websites, see,
for example www.virtual-worlds.biz/vwc.

8 Use the media

Business students should be encouraged to
monitor the quality media for coverage of business
and economic stories. Economics pervades the
quality media. Both television – Newsnight and
Channel 4 News primarily – and the “broadsheet”
press carry economic stories in virtually every
edition.

Conclusion

An understanding of economic principles, together
with an awareness of economic conditions and policy,
are crucial to making successful decisions in the
business management context. If we are to develop
the successful business leaders and business advisers of
the future, then the economics element needs to be

an integral part of a business or management study
programme. It is well worth meeting the challenge.

Russell Woodward is programme leader for the
University of Hull Business Management degree
at Grimsby Institute of Further and Higher
Education.
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Sport was introduced into public services in the
late nineteenth century, with Acts of Parliament
which introduced public baths and parks into
the developing portfolio of local authority
services. In the 1970s, local government
reorganisation is widely credited as the catalyst
for a new wave of public sports facilities,
particularly indoor sports and leisure centres.
Recent evidence (see Figure 1) identifies around
£1 billion of annual local government
expenditure on sport and recreation. 

Figure 1: Local authority sports and
recreation real term expenditure 
Source: Audit Commission, 2006

But why is taxpayers’ money used in this way and is it
used cost effectively? In the last 20 years the cost
effectiveness question has often centred on who is
managing the services. Is one type of management
more cost effective than another? We shall return to
this question later, but before that we address the
more fundamental question of why should the public
sector fund sport.

Why should the taxpayer fund sport?

The nineteenth century rationale for public spending
on sport and recreation was to improve health and

moderate rowdy behaviour. These remain two of the
most cited justifications for continued public
subsidisation of mass participation sport. The
rationale comprises essentially merit good, externality
and equity arguments (Gratton & Taylor, 2000). 

● An example of the merit good rationale goes 
something like this: “people cannot be trusted to 
look after their own health properly, so they need 
to be encouraged by cheap, accessible 
opportunities to participate in sport and to

maintain or improve their health.” 

● The externality argument rests on 
identifying benefits from sport which
lie beyond the market mechanism 
and would not ordinarily accrue 
without public subsidy. For example, 

it is argued that the provision of good sports 
facilities can lead to reductions in crime and 
vandalism, particularly by young males. 

● The equity rationale relates to addressing social 
and economic inequalities. Since 1997, the Labour 
government has championed social inclusion and, 
to a certain extent, sport is subsidised from the 
public purse in order to improve opportunities for 
the socially excluded to participate. 

Public sector sport has often been under the spotlight
and there have been periodic reviews by government
watchdogs. One report is worth special mention for
the significant effect it had on attitudes to public
subsidies for sport: the Audit Commission’s Sport for
Whom? (1989). This suggested that the case for
subsidising local authority sports facilities was not
proven. It could not be demonstrated that subsidising
sport either improved health, reduced crime or
produced any other external benefits. It could not
even be proved that these sports facilities were used
much by those who needed subsidising. In fact, the
patchy evidence available suggested that local
authority sports facilities were used largely by the
middle classes.

A Level Economics PETER TAYLOR & CHRIS GRATTON
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Alternative management options

Sport for Whom? demonstrated, for public sector
sport, the bureaucratic inefficiency that many
economists had suggested was likely in public services.
It was published shortly after the introduction of
compulsory competitive tendering (CCT), which
required local authorities to invite competitive bids to
manage certain services including sports facilities. CCT
opened up the possibility of alternative management
arrangements for public services and in sport these
duly made an appearance. In a minority of authorities,
commercial companies and non-profit trusts won

contracts to manage and operate public sports
facilities. This was in line with the then current
privatisation policies.

In 1997, best value policy replaced CCT, with an
emphasis on local authorities providing evidence to
show that they achieve their objectives. The 1999
Local Government Act imposed a duty of continuous
improvement on local authorities. New forms of
management were introduced for public sport. By
2006, according to the Audit Commission, commercial
contract companies were managing about 17 per cent
of public sector sports facilities and non-profit trusts

Number of
facilities in 
NBS sample

Subsidy 
per visit

Direct
visit

Annual visits 
per square 

metre

In-house 41 1.18 2.14 89.03

Commercial contract 25 0.07 3.23 87.45

Trust 35 0.11 3.29 70.41

Figure 2: Efficiency performance by management types, 
public sports and leisure centres, 2006
Source: National Benchmarking Service
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were managing about 21 per cent. The majority of
facilities, however, were still managed by in-house
local authority staff.

Which management type performs best?

Do in-house managed facilities perform better than
commercial contract or trust managers? Evidence is
available to address this question from the National
Benchmarking Service (NBS) which measures the
performance of a sample of 101 local authority sports
and leisure centres. (See www.questnbs.info for more
information.) Figure 2 identifies the evidence from
NBS on the efficiency performance of different
management types. The data represent median scores
for each management type. Two key indicators are
used to represent financial efficiency: first the subsidy
per visit, second direct income per visit, which is a
proxy for the average price charged. The third
efficiency indicator, visits per square metre of indoor

space, represents the degree to which the public
assets are utilised by the public.

The NBS evidence suggests that in financial
performance, traditional in-house managed facilities
lag significantly behind the newer management
alternatives. This is perhaps not surprising. Theory
suggests that commercial operations will be driven by
the profit motive, and even non-profit trust
operations have to break even or they will fail – plus
they get tax advantages which help them financially.
On the other hand, in-house management can make
losses but these can be covered by subsidies from the
local authority – the business is not under threat of
failure. One reason for the higher subsidy per visit in
in-house managed facilities appears to be the lower
prices charged – over £1 per visit lower on average. In
theory, we might expect the lower prices of in-house
managed facilities to lead to higher utilisation. Yet,
there is little difference in visits per square metre
between commercial and in-house managed centres.
Trust managed facilities, however, lag behind on this
measure. 

Efficiency is only one consideration for public
services – what about effectiveness? In sport a key
policy objective is social inclusion, so Figure 3
identifies effectiveness performance by the three
management types for four target groups which are
relevant to social inclusion. Again these are median
values and each indicator is the ratio:

percentage of visits by the target group___________________________________________________
percentage of the local population in the target group

Higher scores are better. A score of less than one
means the percentage of visits fails to match the
percentage in the local population. The ratio is
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Number of
facilities in 
NBS sample

11–19
years

NS-SEC 6&7 
(see note)

60+
years

Disabled
<60 years

Black, Asian and 
other minority 
ethnic groups

In-house 41 0.88 0.52 0.46 0.55 1.26

Commercial contract 25 0.98 0.72 0.48 0.59 1.34

Trust 35 0.90 0.50 0.44 0.63 1.06

Figure 3: Social inclusion performance by management types: public sports and
leisure centres, 2006
Note: NS-SEC 6&7 are the lowest socioeconomic groups in the classification used by government
Source: National Benchmarking Service
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slightly flattering because, although the population
comprises different individuals, visits to a facility
include much regular, multiple visiting by the same
people.

Commercial contract managed facilities have
the highest median scores for four out of the five
target groups, while trust managed facilities have the
highest score for one target group. There is no
compensation in this evidence for the relatively weak
financial performance of in-house managed facilities –
they do not perform better than the other
management types in social inclusion.

Conclusion

According to the Audit Commission (2006), trust
management is on the rise for public sector sport,
although in-house local authority management is still
the most common arrangement. The 2006 NBS
evidence, however, suggests that in-house
management is not only the least efficient, but also it
is not the most effective in social inclusion terms. The
evidence suggests that the most consistently strong
performance is achieved by commercial contract
companies. 

A final note of caution is necessary about the
evidence. The NBS evidence is only for one year and
only for 101 facilities from clients of the NBS. The
picture can change over time and may differ between
samples. Furthermore we have only given the median
values here and the picture becomes more complex

when examining the worst and best performers in
each type.

Professor Peter Taylor and Professor Chris
Gratton are at the Sport Industry Research
Centre, Sheffield Hallam University.
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Some questions for class discussion

1 What are the benefits to society of sports facilities? Revisit the concept of a “merit good” and decide 
whether sport meets the criteria to be classified as such a good.

2 The article states that economists suggest bureaucratic inefficiency is “likely in the public services”. Explain 
why private sector management is believed to be more efficient.

3 Why, in your view, do managed contract companies achieve more visits per square metre despite charging a
higher price (see Figure 2)?

To answer this question, it may be helpful to visit a local sports facility. Find out who manages it, find out 
the prices charged and then consider the facilities offered.

4 Using the evidence and views expressed in the article, together with information from other sources, 
debate the view that the provision of sports facilities would be better left to the private sector.



This lesson will give help students develop an
understanding of economies of scale. By the end
of the lesson students should be able to:

● define economies of scale

● define and recognise the different types of 
internal economies of scale

● discuss how businesses can take advantage of 
these

● explain why smaller businesses can still survive 
even where large businesses dominate the market.

Lesson plan

1 Organise students in pairs or small groups and 
provide them with the case study (on page 28).

2 Ask students to read the case study and try to 
identify as many different reasons as possible for 
the reduction in the cost of producing hot water 
bottles. These reasons should be listed in column 
one of the handout (see table, page 28). Get 
students to feedback their ideas and write the 
reasons up on the board. It may be necessary to 
draw out any points that haven’t been identified, 
especially the risk-bearing element.

3 Introduce the term “economies of scale” and 
discuss the different types. Textbooks may be used 
to enable students to research the topic.

4 Using this input, and through their own research, 
students should then be able to complete the 
second column of the handout by 
explaining which type of economy of 
scale is being demonstrated for each of 
the reasons for the cost reduction.

5 Divide the class into six groups and 
allocate each group one type of economy
of scale and one business. If you are 
studying one particular business during 
the whole course, then this would be the 

obvious choice. However, you could use well-
known national businesses such as:

● Tesco for buying 

● Apple for technical

● New Look for financial

● Boots for marketing

● Ford for managerial

● Heinz for risk-bearing.

Each group should consider the different ways 
that the business could take advantage of its 
particular economy of scale. The groups should 
then feedback to the class. 

6 Discuss the question: “Since becoming a large firm 
has so many benefits, how do small firms survive?”
Expected answers could include their ability to 
provide an excellent, personal service or the fact 
that they only have a local market. This might be 
an opportunity to discuss diseconomies of scale.

7 As a plenary, ask students to create an acrostic 
from the types of economies of scale.

Claire Wilson is head of business and enterprise
at Tuxford Comprehensive in Nottinghamshire.

Key Stage 4 CLAIRE WILSON
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Harvey’s Hot Water Bottles was founded in 1988.
It initially started on a very small scale but over
the past year it has doubled its production. This
has been mainly because one of its major
competitors has gone bust. 

The business has moved to larger premises and
bought state-of-the-art equipment that produces
the hot water bottles much more quickly than
before at a consistently higher quality. In order
to finance this expansion, the company managed
to get a loan from the bank at a relatively low
rate of interest. 

The buyer has managed to negotiate a 7 per
cent discount on materials from the supplier
because of the increase in the size of orders.
Although the firm does advertise its products to
retailers, it has not increased its marketing
budget over the last year as demand has

increased anyway. The board of directors
appointed senior managers in human resources,
operations and finance just before the expansion
and these specialists have been able to oversee
the growth of the organisation.

The move to the new factory allowed the
business to branch out into “wheat bags” which
have become a popular alternative to traditional
hot water bottles. (Wheat bags can be heated
up in the microwave.)

Last week the accountant investigated the
costings and calculated that the average cost of
producing each hot water bottle had actually
decreased by 7p over the last year. 

Using the information from this case study,
identify the reasons for the decrease in the
average cost of production. List these reasons in
the first column of the table.

28

Harvey’s Hot Water Bottles

The reason for cost reduction Type of economy of scale



New technologies are now an integral part of
most students and teachers lives. However,
there is a danger that these encourage a “cut
and paste”, “point and click” culture and a
“death by PowerPoint” approach to teaching
and learning. How can we utilise new
technologies creatively to help students learn
collaboratively and engage meaningfully with
current socioeconomic issues and dilemmas? 

This article incorporates two case studies that
show, in different ways, how this might be
achieved. The first case study, written up by
Polly Glegg, explains how business ethics was
taught by having students work in small groups
to make their own short movies using digital
camcorders and editing software. The second
case study shows how short contemporary
“clips” (from, for example, Breakfast News or
Working Lunch), recorded on a notebook
computer, can be used in the classroom on a
regular basis. This work was undertaken by
Angelina McDonald.

These case studies are interesting and creative
experiments in the use of digital video in teaching
business studies. These technologies are becoming
more commonplace in schools, and many young
people have become skilled at using digital
technology on a day-to-day basis through their use of
mobile phones, cameras and the internet. This could
give teachers more opportunities to experiment with
technologies such as digital video to enhance
students’ engagement with and understanding of
business topics. 

Polly Glegg and Angelina McDonald evaluated
their work with digital video as part of a Master of
Teaching (MTeach) course they were studying. It was
apparent that there were considerable gains from
using such strategies to improve student engagement,

motivation and subject understanding. It is important,
though, to devise approaches that:

● ensure that the technology, processes and skills 
involved do not detract from or overwhelm the 
subject outcomes

● provide opportunity for active learning – this is key
to the success of the work – so that students are 
able to be creative, collaborative and link the 
subject concepts to their own previous knowledge,
experience or interests. 

Achieving this understandably requires careful
planning and integration of tasks and activities, and
the framing of subject concepts to maximise potential
learning. However, this initial time investment is
worthwhile in empowering both staff and students in
using the new technologies.  

A note on copyright

Many businesses generate profits by exploiting
their intellectual property. Business students (and
teachers) should therefore be aware of copyright
issues not just for legal reasons but because they
are an important – and increasingly contentious –
part of the commercial environment.

In the UK, most educational institutions can receive
a licence that permits recordings of many (but not
all) free-to-air television programmes. Licences are
awarded by the Educational Recording Agency
(ERA), and most local educational authorities
obtain a licence on behalf of their schools. The ERA
licence covers recordings of BBC television and
radio, ITV network services, Channel 4 and E4, Five
television and S4C made for non-commerical
educational use. For more information visit
www.era.org.uk.

Current Developments POLLY GLEGG, ANGELINA McDONALD & ADAM UNWIN
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CASE STUDY 1
Movies, cameras, active learning...

First you’ll need some ideas...

My AS class made short films about business ethics. I
had already covered business ethics in my teaching,
but students found the topic dry and they did not
really engage with the concepts. The brief was for
small groups to make three-minute movies that raised
issues of business ethics. These were to be presented
to the whole class. 

With a little prompting, students were very
creative. The movies took the form of news reports on
serious breaches of ethics, interviews with business
leaders holding different opinions and exposés in the
style of programmes like the Cook Report. Contexts
included accidents in a trainer-producing sweatshop

caught on CCTV and an undisclosed discovery of a bird
flu vaccine, where the manufacturers were waiting for
an epidemic before launching the “product”. The
students enjoyed the creative aspect of the project.
They took roles both in the movies and as part of a
production team.  

We have also used digital video in other ways.
Some students made video CVs. I’ve filmed interviews
with business people who were unable to come to
speak to the class in person but whose views enriched
the learning process. In the future, I’d like to try
reports of trips that we go on, a Working Lunch-type
report on a topical business issue, and revision clips
for the school website.  I’m sure you will have many
more ideas.

Then you’ll need some equipment...

I’ve been using Windows Movie Maker. It is easy to
import pictures, video footage and sound and to
perform a reasonable range of editing techniques. To
shoot your own footage, you’ll need video cameras
for moving images and/or digital cameras for stills. I’d
recommend using tripods to improve the quality of
your footage, and an external microphone can be
handy if you’re shooting in noisy conditions.

Planning with your class

A tight set of learning outcomes is vital if the process
isn’t to overtake the content. Be explicit with your
students and keep them to strict guidelines. Plan the
structure of the film first: a storyboard of shots and
the business studies content of each section of the
film can help to focus minds. A couple of minutes is
probably long enough for first attempts – you can
always add text to images or to final frames if you
want to add extra detail once the film is made.
Accept, though, that lots of focus will be on the fun
of making the piece. I don’t think that this is
necessarily a bad thing; it can enhance subsequent
learning if students are fully engaged in the process.

Capturing, editing and combining
footage

The “shoot” can take as much or as little time as you
allow. My students were fine with two hours to shoot
all footage. It is a good idea to try to shoot in the
approximate order of the final film and to rough
editing as you go, wherever possible. Remember that
you’ll have to download the footage before it can be
edited, and this might take longer than you think.  

Spend some time before you start the editing
process just messing about with Movie Maker. I found
it useful to make my own short film which I used to
“talk through” the editing process with students. If
you can timetable one block of two-to-three hours
you should be able to complete the process in one go,
but it would also be appropriate to edit in separate
blocks over several lessons.  

Embedding learning

In showing their films to the class – or to an invited
panel – students can be asked to talk about the
business studies content of their work. The most
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important thing that I have found is that even if the
content isn’t apparent in the final film, the process
engages the thinking process so deeply that students
remember the process forever. Groups could be asked
to review each other’s work, reflecting in particular on
the business content and the skills demonstrated.

Time commitment

In advance, spend two or three hours trying out your
equipment. Make sure you’re happy with the
planning, shooting and editing processes. In my ideal
world I would have a day to complete the activity
rather than splitting it over several timeslots. It does
take time to plan and deliver a unit of work like this,
but in my experience it can be invaluable. The
motivational impact can engage and enthuse
students, particularly at the beginning of a new
course. It isn’t a tool to use every day but, as part of a
kit of varied learning activities, digital video has
become key to delivering suitable learning activities to
my mixed classes.

Other uses for your equipment

If you’re going to spend on equipment you’ll need to
put it to use. Along with other teachers in school, I’ve
made videos for use in school productions and
assemblies, filmed visitors and recorded school events.
Once other teachers know that we have the
equipment, they are keen to find ways to use it.

If you don’t have the money to 
buy cameras

You can still use film for teaching and learning. You
can download clips from Google Video (copyright
issues allowing) and mix them with images from the
internet, from scans or from downloads from a digital
camera. By using transitions, effects and titles, you
and your students can still make very effective short
films – and it should take a lot less time, particularly if
you collect the clips and pictures in a shared file in
advance.

CASE STUDY 2
Have I got news and television
clips for you?

The context

Two years ago, I was battling to keep year 10 students
motivated and engaged in their business studies
lessons. They struggled in particular with the
multifaceted nature of the topic. I realised that I had
to find strategies to make the subject more
meaningful and related to contexts they were
interested in, enjoyed and perhaps felt motivated to
find out more on. My initial plan was to encourage
students to watch business focused programmes on
television, so that we could review these in lessons.
This proved unworkable, with a very variable uptake.
Then a student’s comment on an episode of Risking It
All, which covered a company near our school, led to
a lively class discussion raising questions about the
business and the implications of its decision-making. 
I decided I needed to rethink how to utilise such
media. I began to make video clips of broadcasts a
part of my everyday teaching.

How I use classroom clips

I recorded entire series of programmes like Risking It
All, The Apprentice, The Money Programme and
Dispatches. As a matter of course, I also record BBC
Breakfast, so that when I catch something interesting
in the 7:20 business slot while getting ready for
school, I can select the segment of the recording, cut
it down and transfer the resultant file to my laptop. 
I can then use that material in class with my students
on the very same day or when appropriate within my
scheme of work. 
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For a GCSE business class on promotion, I have played
a series of recorded adverts. At the end of each one, I
ask for a consensus show of hands as to which
marketing objective is being demonstrated: is it
informing, persuading, reassuring or creating an
image? This tactic generates debate and so I ask
students to justify and explain their views. I make it
clear there is no right answer, but they win by making
a convincing argument based on sound interpretation
and evaluation.

For an AS business class looking at marketing
strategy, I have students working in small groups
analysing video clips of different advertisements and
researching the market for the advertised product
which they then present to the rest of the class.
Students are able to include the advert as a hyperlink
within their PowerPoint presentations. This activity
generates focus, excitement and a real world aspect
to the presentations. 

My own recording of The Corporation from
More4 has been a rich source of information for
teaching business concepts to GCSE students, although
it has potential for all levels. For instance, divorce of
ownership is made easier when I can use an excerpt in
the documentary that explains with interesting
graphics and characters how a corporation is formed.
The students have to pay close attention to the
description because they are told their task is to
storyboard the concept in their exercise books. I use
the same idea for externalities, using a scene where a
man throws a pie at another, who ducks, so that the
pie hits a third person in the face. The Corporation
uses many examples of well-known companies and
products as well as a US-style investigative reporting
format which seems to appeal to students. It also
integrates ethical issues, and critiques, rather than just
describes, many practices. This is really useful for
generating student thinking and discussion. (For more
information and background on this movie, visit
http://www.thecorporation.com.)

Another approach I use is to take a news clip to
illustrate a term like “delayering” or “outsourcing”.
For delayering, I play a clip with the reporter
questioning a CEO about why there is a cull going on
in the organisation’s middle management. After each
question asked by the reporter, I pause the recording
to elicit answers from students. Then I play the
answer, and they realise that their responses are often
similar to the CEO’s answers and therefore equally
sound. Using recordings like this gives students’
confidence in their growing business awareness and
judgement. 
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Material recorded on the very morning a topic
like “outsourcing” is being covered in the lesson turns
a potentially abstract term into something they can
see actually happening and currently being discussed
in the media. 

Having a wealth of digital video recordings has
been fortuitous when it comes to preparing students
for their GCSE exams. I already had many recordings
covering the fortunes of Marks & Spencer when the
case study was released in 2005, and it has been the
same with Boots in 2006. 

What do students’ think? 

When I asked students what they think about learning
with video clips, they say it has helped them because
it breaks up the lesson and makes it easier for them to
understand the theory. Other comments have been
that it is related to real life. They say it is better than
reading because they do not concentrate as much
when reading books and that learning like this makes
the subject seem different and more memorable than
others. One student said that he could remember the
video clip more than other examples when answering
an exam question. 

In a survey I carried out about the value of different
teaching methods in helping students to understand
business concepts, video clips scored highest against
other methods, such as quizzes, worksheets, using the
internet, PowerPoint presentations and role play
activities. 

However, feedback indicates that simply using video
footage is not enough to engage students’ interest.
The more students could recognise, connect and relate

to the examples on the clips – whether an advert, a
particular company or an issue – then the better it
seemed to work. Short memorable clips help
concentration, but these need to be integrated with
appropriate activities and tasks, so teachers need to
provide scene-setting, overviews, clarifications and
questions. It is not the medium in itself that is
important, it is, as we all, know how you use it.

Polly Glegg is a business studies teacher at
Haverstock School: Business and Enterprise
College, Camden, London.

Angelina McDonald is a teacher of business and
ICT at Harris City Academy, Crystal Palace,
London.

Adam Unwin is a lecturer in business and
economics education at the Institute of
Education, University of London. 

Both Polly Glegg and Angelina McDonald presented
their findings at the EBEA conference in spring 2007.
A more detailed write up including technical
information and slides from their presentations are
available on the EBEA website, www.ebea.org.uk. 
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GCSE Business Studies – Edexcel, Alain Anderton
with Rob Jones, third edition, Causeway Press

I like the layout and the look of this book. It is very
colourful and has a range of useful diagrams, photos
and illustrations. Each unit gives detailed explanations
of the concepts and comes with a range of useful
examples, case studies and exercises. The majority of
the case studies are up to date – there is even a
newspaper article concerning the recent television
phone-in scandals. Many case studies have been
chosen to include businesses and products that the
students will find interesting – good examples include
the cases on Innocent smoothies and the Apple iPod.
The examples used also include much less well-known
businesses, ranging from small sole traders operating
on a local scale to large multinationals. All of these
are very useful as finding your own examples can be
very time-consuming.

A difficulty all textbook authors face is
deciding at what level to pitch the book. This book is
clearly aimed at the upper end of the ability range.
The sheer level of detail and quantity of reading
make it very difficult for the less able to access. This is
not necessarily a criticism of the book, as aiming a
textbook at the lower end of the spectrum is equally
problematic. However, I currently use a class set of an
earlier version and I find the difficulty level does limit
the amount I use the book with the class as a whole.

The coverage of the syllabus is very
comprehensive and each topic is covered in a large
amount of detail. All the main key terms are defined
at the end of each chapter and, as you would expect
of authors who have been writing as long as Alain
Anderton and Rob Jones, the definitions are clear and
succinct.

The book comes with a CD called ActiveBook,
which is an electronic version of the book. However, I
am not sure that I can see much point to this CD or
how it would be put to great use in the classroom.
There is a teachers’ guide which accompanies the
book and provides useful answers to all the questions
in the text. While having these answers can save time
when marking, it is not absolutely essential if money
is an issue. 

Would I recommend this book? Largely I think
it depends on the department budget and the ability

profile of the class with which it is going to be used. If
the class has a high percentage of high ability
students, then it is certainly worth getting a class set
with perhaps a more straightforward text as a back
up for less able students. If on the other hand your
class is more weighted to the lower end of the ability
range, then perhaps just having a few copies in the
classroom or resource area would be a wiser use of
funds.

Peter Imeson is head of business at Farmor’s
School, Fairford, Gloucestershire.
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All reviews represent the opinions of the
reviewer as opposed to that of the EBEA.
Reviewers can differ in their approach and
assessment of texts. This we welcome as
adding interest. Reader comments are most
welcome. 
As usual, any budding reviewers should
contact the reviews editor Sue Turner at
siturner@btinternet.com.
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