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Ofsted’s September 2019 Education 
Inspection Framework  -  See page 4.

Welcome to the Summer issue of Teaching Business and Economics. 

AUTUMN 2019

Welcome to the Autumn Issue of Teaching Business and 
Economics. 

It is fair to say that many teachers hope that the introduction 
of the new Ofsted Framework heralds a new era in school 
and college education. After years in which the ends (grade 
outcomes) seemed to justify the means (the quality and 
balance of the curriculum) teachers everywhere hope 
that the increased emphasis on appropriate and effective 
curriculum design and delivery is back for good.

As the professional subject association for business, 
economics and enterprise, the EBEA shares that hope. 
That is why we are delighted to publish in this issue a 
subject specific guide to the new framework from Adrian 
Lyons, Ofsted’s Business, Economics and Enterprise Lead 
HMI . Knowing just how important it is to members to 
understand precisely what Ofsted regards as effective 
practice, we will be following this article up with regular 
updates and examples of good practice as the updated 
approach generates further guidance and ideas.

In this issue you will also find an analysis of the framework’s 
implications for careers education from the EBEA’s lead for 
enterprise and careers, Stuart Langworthy.  On the subject 
of careers education, Claudia Harris from the Career’s and 
Enterprise Company shares her analysis of some research 
conducted into the progress being made by schools and 
colleges to improve provision in this area.

As he does every year, the EBEA’s Advocacy Lead David 
Butler has analysed GCSE and A level entries and results 
in our subject areas for 2019. This shows, amongst other 

things that at GCSE, business entries continue to grow 
slightly as a proportion of total entries, whilst economics 
is stable. At A level, entries continue to rise in both subject 
areas. GCSE performance improved by slightly more than 
the average again, though business perfomance remains 
below average. Performance at A level was slightly down 
on last year overall.

The issue also contains the usual range of practice-based 
articles. Yousuf Hamid shares his approach to developing 
compelling chains of reasoning. Sarah Hilton a range of 
ideas for injecting fun into your curriculum and inspiring 
a more engaging approach to lesson planning. Ruth 
Corderoy provides a background to Facebook’s digital 
currency that you can use to discuss the nature of money 
with your A level group. And Dr David Floyd shares his 
analysis of some of the overlooked micro issues when 
discussing Brexit. Your students will not need a stimulus 
but David’s article may give any discussion a bit of much 
needed structure!

Finally, Nancy Wall has provided a useful update to current 
issues and Coen Oosterbroek and Roel Grol provide a 
review of Dan Ariely’s excellent behavioural economics 
book.

Enjoy your Christmas break when it finally comes!

Gareth

Gareth can be contacted at  
director@ebea.org.uk
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2019 EDUCATION 
INSPECTION 
FRAMEWORK

From September 2019 schools will be inspected using a 
new framework which has the curriculum at its heart. The 
framework has three aims:

 ■ to ensure that education inspection focuses on the 
real substance of education, the curriculum

 ■ to allow Ofsted to play its part in helping to reduce 
unnecessary workload for teachers, leaders and 
inspectors

 ■ to help ensure that all learners have access to high-
quality education.

The new inspection framework will make the following 
judgements:

 ■ Quality of education

 ■ Personal development

 ■ Behaviour and attitudes

 ■ Leadership and management

These four judgements lead to the overall effectiveness 
judgement for a school or college. It is likely that the ‘quality 

of education’ section will be most relevant to examined 
business and economics courses, while the new discrete 
area of ‘personal development’ is relevant to enterprise 
(underpinned by economic and business understanding 
and financial capability).

How will this apply in examined business and 
economics courses?

The quality of education section will comprise:

 ■ curriculum design, coverage, appropriateness and 
delivery

 ■ teaching (pedagogy)

 ■ assessment (formative and summative)

 ■ attainment and progress (including national tests and 
assessments)

 ■ readiness for the next stage of education.

The format of inspection will include a conversation with 
school leaders around what their ambitions for pupils are, 
followed by a series of ‘deep dives’ into a number of subjects 
to test out whether what senior leaders are saying is borne 

Adrian Lyons HMI 
explains what the new 
Ofsted Framework 
means for business, 
economics and 
enterprise educators.

4 TEACHING BUSINESS & ECONOMICS
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out on the ground. If economics or business is chosen for 
a deep dive, an inspector will have an initial conversation 
with the curriculum leader (head of department/ subject 
lead) to understand what she or he wishes pupils to learn 
over their course of study and what she or he would expect 
inspectors to see when they look closely at the subject. 
Inspectors will look closely at lessons and pupils’ work, will 
speak to pupils and teachers and will connect all of the 
evidence closely together. They will do as much of this as 
possible jointly with curriculum and senior leaders. 

Education providers do not need to undertake specific 
work to prepare for the introduction of the education 
inspection framework 2019. The new framework and 
the introduction of the quality of education judgement is 
intended to respond to our curriculum research findings 
which showed that, in recent times including in business 
and economics, the curriculum has too often come second 
to achieving test and examination results.

The primary focus of inspection will be on the education 
pupils are actually receiving day-by-day in classes, rather 
than being about the ambitions or intentions of senior 
leaders. Inspectors will want to see the ‘action taken’. This 
is the core of the ‘deep dive’ approach that is central to 
the inspection methodology. Its aim is to allow inspectors 
to gather the evidence necessary 
to form an accurate evaluation of 
how education flows from intention 
to implementation to impact within 
a school. Without this, it would be 
impossible to form a valid judgement 
of the quality of the education that a 
school provides.   

In a secondary school, the deep 
dive will typically focus on a sample 
of four-to-six subjects, looking at a 
wide variety of pupils in different year 
groups across that sample. 

What will be included in a deep dive? 

The deep dive includes the following elements:  

 ■ Evaluation of senior leaders’ intent for the curriculum 
in this subject or area, and their understanding of its 
implementation and impact 

 ■ Evaluation of curriculum leaders’ long- and medium-
term thinking and planning, including the rationale for 
content choices and curriculum sequencing 

 ■ Visits to a deliberately and explicitly connected 
sample of lessons.  

 ■ Work scrutiny of books or other kinds of work 
produced by pupils who are part of classes that have 
also been (or will also be) observed by inspectors. This 
sample should be for at least two year groups in the 
same subject, topic or theme. Where possible, this 
work scrutiny is conducted jointly with teachers or 
senior leaders. 

 ■ Discussion with teachers to understand how the 

curriculum informs their choices about content and 
sequencing to support effective learning.  

 ■ Discussions with a group of pupils from the lessons 
observed.

When inspectors talk to you about how you plan your 
curriculum, they will ask about how pupils know more and 
remember more business and/ or economics knowledge 
and how these concepts build together in a sequence. A 
strong business or economics curriculum identifies the 
most useful knowledge and concepts chosen in developing 
what Polly Glegg of UCL’s Institute of Education calls ‘a 
business mindset’. 

The above is true of all subjects, but perhaps provides 
an extra challenge for business and economics. Where 
non-specialist teachers lack confidence in their own 
knowledge and underlying understanding of the subject, 
the examination specification or the exam board specified 
textbook becomes a prop for the teacher. There is 
therefore a need for subject specific CPD. Inspectors will 
consider ‘whether continuing professional development 
for teachers and staff is aligned with the curriculum, 
and the extent to which this develops teachers’ content 
knowledge and teaching content knowledge over time , so 
that they are able to deliver better teaching for pupils.’

Is Ofsted interested in 
‘whole school’ enterprise 
or economic and business 
understanding?
The new framework contains a 
specific judgement on ‘Personal 
Development’. This judgement 
focuses on the dimensions of the 
personal development of pupils that 
our education system has agreed, 

either by consensus or statute, are 
the most significant. This includes ‘providing an effective 
careers programme in line with the government’s statutory 
guidance on careers advice that offers pupils:

− unbiased careers advice

− experience of work, and

− contact with employers to encourage pupils to aspire, 
make good choices and understand what they need to do 
to reach and succeed in the careers to which they aspire.’

I acknowledge that many from our subject community 
were disappointed that the new framework did not 
contain more explicit references to developing pupils’ 
enterprise, economic and business understanding or 
financial capability. However, the framework does offer 
opportunities to celebrate things in these areas that 
schools do well. 

In the new framework, good personal development is 
defined to include:

 ■ The curriculum extends beyond the academic, 
vocational or technical and provides for pupils’ 
broader development. 

AUTUMN 2019
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 ■ The school’s work to enhance pupils’ spiritual, moral, 
social and cultural development is of a high quality.

 ■ The curriculum and the school’s effective wider 
work supports pupils to be confident, resilient and 
independent, and to develop strength of character.

 ■ The school provides a wide range of opportunities 
to nurture, develop and stretch pupils’ talents and 
interests. Pupils appreciate these and make good use 
of them.

Inspectors will be looking to see that as a minimum: 

‘Secondary schools prepare pupils for future success in 
education, employment or training. They use the Gatsby 
Benchmarks to develop and improve their careers provision 
and enable a range of education and training providers to 
speak to pupils in Years 8 to 13. All pupils receive unbiased 
information about potential next steps and high-quality 
careers guidance. The school provides good quality, 
meaningful opportunities for pupils to encounter the world 
of work.’

There is a lot in here that would mark a big step forward 
for many schools in the area of careers and work related 
learning. The Gatsby Benchmarks are referred to explicitly. 
Benchmark 5 requires that:

‘ Every student should have multiple opportunities to learn 
from employers about work, employment and the skills 
that are valued in the workplace. This can be through a 
range of enrichment activities including visiting speakers, 
mentoring and enterprise schemes.’

The above is for ‘good’. The grading criteria explains that, 
‘In order to judge whether a school is good or requires 
improvement, inspectors will use a ‘best fit’ approach, 
relying on the professional judgement of the inspection 
team.’ However, ‘In order for personal development to be 
judged outstanding, it must meet all of the good criteria 
securely and consistently, and it must also meet the 
additional outstanding criteria:

‘The school consistently promotes the extensive personal 
development of pupils.

 ■ The school goes beyond the expected, so that pupils 
have access to a wide, rich set of experiences. 
Opportunities for pupils to develop their talents and 
interests are of exceptional quality.

 ■ There is strong take-up by pupils of the opportunities 
provided by the school. The most disadvantaged 
pupils consistently benefit from this excellent work.

 ■ The school provides these rich experiences in a 
coherently planned way, in the curriculum and through 
extra-curricular activities, and they considerably 
strengthen the school’s offer.

 ■ The way the school goes about developing pupils’ 
character is exemplary and is worthy of being shared 
with others.

Therefore, although the minimum expectation reflects 
statutory requirements, where a school goes over and 
beyond and promotes best practice such as work in a 
primary school on enterprise, credit can be given. Note 
too that themes from previous Ofsted reports in this area 
of the curriculum are followed through in the ‘outstanding’ 
requirements. Over many years, Ofsted have complained 
that while schools may do a lot of ‘enterprise activity’, it 
is too often incoherent and lacking a clear idea of what 
leaders were trying to achieve for pupils. We have been 
concerned that while activities such as ‘Young Enterprise’ 
may be great in themselves, their impact may be limited 
because schools do not monitor the take-up by pupils. The 
new framework is explicit that the ‘outstanding’ criteria 
requires ‘disadvantaged’ pupils to benefit from the work.

It is our intention that Ofsted’s Education Inspection 
Framework for inspections from September 2019 will be a 
force for improvement across the curriculum, including in 
economics, business and enterprise education.

Adrian Lyons HMI, Ofsted national lead for economics, business 
and enterprise.

Royalty-free image - Shutterstock.com
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DEVELOPING HIGH QUALITY 
CHAINS OF REASONING
Yousuf Hamid explains how he gets students to explain their points fully

Market research enables a business to understand customer needs

This means that… (how would a business use this 
information when creating a new product)
As a result (what would the impact of creating 
a product that meets the customer needs on 
demand)
Therefore (what would this mean for the revenue 
of a business)
As a result (what will this mean for the overall 
profit of a business)

A significant challenge for business and economics 
teachers across GCSE, A Level and BTEC qualifications 
is to teach pupils how to effectively develop chains of 
reasoning (or analysis) within their answers in order to 
demonstrate they can understand the consequences on 
a business of a particular impact.

In this article, I will look at a particular resource I use in order 
to ensure pupils practice developing chains of reasoning, 
understand how to link these across different topics that 
they have learned and also how it can be used to stretch 
high prior attainers.

How to explain a chain 
of reasoning.

One of the first challenges 
can be to explain to pupils 
what a chain of reasoning is. 
Whilst pupils can memorise 
linking words like ‘as a result’ 
or ‘this means that’ it is the 
understanding of what 
the purpose of a chain of 
reasoning actually is that 
is the foundation to pupils 
developing the skill.

I like to introduce the 
concept by showing a video 
clip from Toy Story where 
Woody drives a remote-control car into a wall and which 
sets off a sequence of events which eventually leads to 
Buzz Lightyear falling out of the window. I ask my pupils to 
write down every single step between the car hitting the 
wall and Buzz falling out of the window and explain why 
each step leads to the next step.

Then when discussing chains of reasoning I continuously 

refer to this analogy, asking pupils ‘what happens next’ 
and crucially reminding pupils to tell ‘each part of the story’ 
when they make large leaps within their chains.

How to practice chains of reasoning
When I first started teaching, I would religiously adhere 
to ensuring that there was an exam-type question at the 
end of each lesson so that I could assess pupils chains of 
reasoning and would then painstakingly give 30 pupils the 
same feedback that they needed to extend their chains 
of reasoning and ensure they did not make large logical 
leaps.

However, as Daisy 
Christodoulou has 
previously pointed out 
formative assessment does 
not have to look the same 
as summative assessment. 
A football team will train not 
just by focussing on playing 
a football match every day 
but working on individual 
skills like dribbling, shooting, 
tackling etc. Similarly, I 
now use a resource to 
specifically target pupils 
chains of reasoning so they 
can get immediate and 
specific feedback on this.

Chain of reasoning resource.

Whenever I teach pupils a new topic, I set pupils a table to 
fill in which tests their ability to fully develop their chains of 
reasoning as shown in Table 1 below.

When pupils complete this work they are given instant 
feedback on the chains they have completed so pupils 

Table 1
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8 TEACHING BUSINESS & ECONOMICS

can make immediate corrections and improvements. 
Pupils complete this as a routine for every topic they learn 
with spaced retrieval also of prior topics so that learning 
the chains of reasoning for every impact of a business 
becomes a classroom routine.

This is a resource which requires almost no prior planning 
and pupils can either copy them into their exercise books 
or be given a print-out of the resource to fill in.

Scaffolding for low prior attainers
Initially when this resource is introduced to pupils, it is 
heavily scaffolded with hints given in brackets as shown 
in the example above to direct pupils towards a specific 
chain. As pupils become more comfortable, this scaffold is 
then slowly withdrawn so eventually pupils are only given 
their linking words and have to come up with the chains of 
reasoning themselves.

The objective is to reach the point where pupils do not need 
the resource at all and can complete a piece of extended 
writing using a large number of logical, high quality chains.

Using this resource to develop chains beyond 
profit
For high prior attainers, the challenge is to ensure pupils 
can extend their chains of reasoning beyond simply talking 
about higher or lower profit in order to demonstrate the 
extent of their business knowledge to an examiner. 

For this purpose, I have in the past amended the resource 
where I will fill in some chains for pupils and stop where the 
chain says ‘therefore there will be an increase in profit’ for 
example. Whilst this appears to be a form of scaffolding, 
in fact this increases the level of challenge as it forces 
pupils to extend their chains of reasoning and consider 
what the impact of a change in profits is on a business. This 
encourages pupils to consider the nature of reinvesting 
retained profits and changes in dividend payments 
following a change in profits and it only takes a matter of 
weeks for this to become a routine for pupils.

It is a rule in my classroom that no chain is allowed to end 
with higher profit!

 

Linking topics together
One of the perennial challenges of a business teacher can 
be to ensure that pupils are able to link different topics 
together when developing a chain of reasoning. In order to 
combat this, when asking pupils to complete this resource, 
I can put some key words of different topics up on a screen 
with the instruction that pupils have to link them together 
to make sure pupils are able to build schemas. 

For example, the impact being discussed may be a supplier 
reducing the trade credit terms of a business and then 
I will write ‘stakeholder conflict’ ‘cash flow’ and ‘sources 
of finance’ on the board to assess if pupils are able to link 
these topics together within their chains of reasoning.

Making it competitive
As pupils become more competent at developing these 
chains of reasoning, I will sometimes turn this into a game 
where pupils are given a blank version of the resource and 
must complete as many chains for a particular topic as 
they can. 

Pupils win a point for every chain they complete, however if 
they ‘skip a step’ there score ends. It does not take long for 
pupils to learn the perils of missing a stage in their chains 
of reasoning. 

Yousuf Hamid is a business and economics teacher at City of 
London Academy Islington. 

Editor’s Note: 
One of the things I have often done to support this ‘habit 
of thinking’ is to place the waste paper bin at the front of 
the class and stand 4 or 5 steps away. I then ask the class 
a question that requires a reasoned answer and choose a 
student to answer the question. I turn to the bin and every 
time they move their argument on one stage I take one 
step towards the bin. I make them aware that they have 
not fully developed their point until I get to the bin. With 
their final killer point I kick the bin a few feet across the 
room and everyone cheers! If a student dries up I offer it 
out to another student to pick up where they left off. How 
do you get students developing their arguments? Do let us 
know and we’ll include them in the next issues.

A football team will train not just by focussing on playing a football match every day but  
working on individual skills like dribbling, shooting, tackling etc
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PUTTING ‘FUN’ BACK 
IN THE CURRICULUM
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Sarah Hilton of Revisionstation proves that any 
business topic can be turned into a fun lesson  

TEAC
HIN

G
 BUSIN

ESS &
 EC

O
N

O
M

IC
S

Here’s five fun lessons to bring joy to the classroom (and 
win over a tough group) – your prime directive or major 
aim is all hands up. Like all good magic tricks, wow lessons 
require some preparation beforehand. Once you have the 
items though you should be able to repeat the lessons year 
on year or with different groups. 

1. Leadership with WillyWinka

If you need to teach leadership styles or difference 
between leadership and management then try the 
WillyWinka lesson.

For starters there may be a bit of banter about the name, 
let that burn itself out, a chance for kids to see you do have 
a sense of humour. Practice the stiff stare in case anyone 
takes it too far, you will have to decide what “too far” means 
for your context. 

https://www.ebay.co.uk/itm/Willy-Wonka-TV-ROOM-
Style-GOGGLES-GLASSES-Chocolate-Factory-plus/223
217456714?hash=item33f8cc
164a:g:TjcAAOSw
Eqhbtz0j

Prep before 
lesson: You need 
to purchase one 
pair of Willy Wonka 
glasses £4.50 and 
acquire a second 
hand hat.  I had fun 
in charity shops 
looking for the right 
one, and happened 
by chance upon a 
purple bowler, which 
I purchased for £5. I 
also bought a dance 
cane (see link below), 
but you may not wish 
to put a potential weapon in the hands of your students, so 
this is optional.  I also had an old fancy table cloth which I 
draped over a chair I had placed at the front of the room, 
to make it appear really special. 

https://www.ebay.co.uk/itm/BLACK-DANCE-CANE-
PROP-PLASTIC-ACCESSORY-SHOWMAN-SHOWBIZ-
PIMP-FANCY-DRESS/382592724249?hash=item59144da
d19:g:IhgAAOSwRNhbxKGA

 

Sprint to the room and dress chair.

Ask for volunteer and pick class clown, or student who is 
loudest or trickiest.  These two seem inexplicably to go 
hand in hand so they may be one and the same person. 
You will know who.  Put an activity on the board, a think pair 
share question to keep majority busy and thinking about 
leadership while you take volunteer outside to dress and 
give instructions – this is now your Willy Winka.

Instructions to Willy Winka:

Congratulations! You have won the golden ticket! You 
are Willy Winka today. You must sit at the front in the TV 
googles, with the cane on the chair. Your class are now 
oompah loofahs and will answer the questions.  You get 
to decide who answers by point at them with your cane 
and saying their name, you cannot pick the same oompah 
twice.  These are the only words you can speak – names 

only.  You are in charge; 
these are your workers!

Make sure they read the 
instructions and repeat 
back to you what they are 
allowed to say – control 
at this point is key.  To 
play the game they 
must know and obey the 
rules. Bribe at this point 
with decent amount 
of chocolate if they 
“perform” and threaten 
that it will be given to 
someone else along 
with the chocolate if 
they mess about. They 
should be nodding at 
this point and keen to 

comply.  You have applied both the carrot and the 
stick so could use it as a teaching moment for motivation 
– depends how much of a riot is going on in your room in 
your absence. 

Back into the class room – sit Willy Winka down where they 
should sit motionless. (I promise this does work) and now 
you let the class in on what is going on.

The lesson proceeds and you teach and ask questions, but 
every time there is a question, Willy Winka must pick who is 
to answer and he cannot pick the same person twice. 
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At the end hand out chocolate to Willy very publically so 
all the class can see that if they volunteer in one of your 
“mad” lessons that you will reimburse them handsomely. 
Next time you try something a bit different you should get 
all hands up. 

2. Maslows hierarchy of needs with boxes
Prep before lesson: Collect empty boxes in a variety of sizes. 
Cover with brown paper and make sure each box will fit 
inside the one before. Use these instead of a flat triangle 
diagram. Ask for volunteers, the first one steps up to the 
front and opens the box.  Inside there is a strip of paper 
which explains the box e.g. Physiological and a chocolate 
bar. Now for box two you have more hands up, and you 
continue until you get to self-actualisation. I used a small 
trinket box that I got from a garden centre with a star on 
the top, at a cost of 99p in a sale. For this one they need 
to read a slide or find out on the internet or read in a book 
(your choice) and write their own version of what they 
think this means.  The best one can be judged by you and 
will win the chocolate bar – next lesson maybe after a quiz? 
This means they look forward to your lessons and they 
think about the task.  The following week you announce 
the winner and explain how the chocolate was a way of 
motivating them. Great tie in with the theory.

An extension of this is, in the weeks leading up to this 
lesson, you run teaser lessons asking for empty boxes to be 
brought in and left over wrapping paper. Once you have 
completed your box lesson, students make their own set 
to take home.

3. Job Batch Flow making boxes lesson 
Prep before lesson: Download a die cube template – free 
to use from the internet, alternatively you could use paper 
airplanes or boats.  There are so many free printables 
on the internet you may want a good look round before 
you choose something suitable for your group. I had four 
tough lads once and I used tanks, easy to put together and 
they looked great too.  Once the exercise was over their 
favourite part was jumping on them and destroying them, 
so don’t be surprised if that’s your final outcome.  Print out 
a lot of these on white paper and have a block of scissors, 
some pritt sticks and some large felt tips ready.

Job production – each student makes and colours one all 
on their own

Batch production – groups of 5 make batches of colours 
which you call out at the front (or get a volunteer if you 
want to add an element of their control to this)

Flow production -  now students sit in a rows and pass 
them down, each person colours one side then passes it 
on.  You could also have a quality controller which helps 
when you tackle quality as a subject: “remember when we 
made the dice?”.  

Cell production / quality circles, ask students how it could 
be better organised to reflect the tasks.

Royalty-free image - Shutterstock.com
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4. Business ownership structures – photo 
shoot

There is some preparation required before the lesson, you 
will need a table in an outside location and permission 
from whoever to take your students outside for the session. 
I wish I could show the photos, we had such a great lesson 
and picked a very sunny day, so they are forever captured 
in time squinting laughing and smiling.  These kids have 
kids now so this is one I have pulled from a bag of lessons 
that have been successful over 20 years.

Allocate someone reliable to be the photographer and 
two people to be assistants. This is NOT about you taking 
photos, you will need to direct everyone and lead the 
discussions so your dance card is already full. If you have a 
studio or a green screen or a tripod anything like that use it 
to make it seem more like a photo shoot. 

Photo 1: Decide who will be the sole trader.  Your alpha in 
the group. This will keep them busy for the entire lesson, so 
choose well. Who is your “busiest” student?  Sit them at a 
desk and get photographers assistants to put paper and 
pens to dress the scene. They are now a sole trader.  One 
year students dragged a giant pot plant down a corridor to 
dress the scene

Photo 2: Introduce two people either side of the seated 
sole trader.  These work for the sole trader but are not 
owners. Discussion – why is this still a sole trader. They can 
have staff who are not owners. This is mind blowing as they 
often latch on to the sole part and can’t see past that.

Photo 3: Two people seated. This is a partnership. 
Discussion of partnerships pros and cons.

Photo 4: Six people seated round the table – still a 
partnership, discussion of business types e.g. vets, dentists.  
If your syllabus allows discuss LLP if not leave it alone as it 
confuses them. 

Photo 5: Three people seated and about 10 standing. This 
is an Ltd. What is a Ltd? What about liability? What is the 
shift with a Ltd?  

Photo 6: Same setup as picture 5 but there are now 4 
people seated and the new one is holding a sheet of paper 
with shares written in large letters. Discussion who can buy 
the shares?

Picture 7: Six people seated and entire group standing. On 
table are print outs of share prices from the stock market.  
This is a PLC.  What is the difference between a plc and a 
ltd? Who can buy shares now? 

Now print a sheet of the pictures out so everyone has pics 
1 to 7

They now need to make a sheet which captions these 
pictures.  Explain that they can chat to others about the 
photo shoot so they can get memory joggers from others 
in the group to complete their captions.  

Best 3 captioned pics get a prize (kit kat chunky or similar) 
and also blown up and put on the wall. 

5. Communication in-tray exercises

I love teaching communication, you can have so much fun 
in the classroom and it’s a refreshing break from lecturing 
while the take notes. 20 years ago we were teaching “in-
tray” exercises as part of the syllabus where students had 
to complete a series of tasks which were observed.  This 
included sending a fax, and dictating a letter. Times have 
moved on and now students have a communication 
device stuck to their hand 24 hours a day, but some of the 
old commination skills are still useful in a business context. 

First pair students, tell them it’s random if you want to, 
but stick your pairs spreadsheet on the board.  You are in 
control for this and a bad pair will mess everything up. Work 
out who can work with who at the start.  Any odd numbers 
make into a three or designate the spare as a helper. 

1. They should spend 5 mins chatting to their pair – you 
(or helper) times 5 minutes. When the 5 mins are up 
explain that in any job role they may need to be able 
to talk to others.  They need to be able to introduce 
that person to someone else.  This leads into the next 
activity. 

2. Each pair meets another pair and introductions are 
made.  Practice handshakes, there are lots of videos 
of world leaders and their handshakes, take particular 
note of shoulder squeezes and elbow taps to assert 
dominance.

3. Pairs sit back to back.  One has a pad and pen, the 
other a map.  They have 15 minutes to describe the 
map to the other part of the pair, relate this to a phone 
conversation in a business.  They may need to describe 
a product to a customer.

Ask students now to research communication skills and 
build a list on the board of those that are still relevant 
today.  Obviously they don’t need to know how to operate 
a modem or setup a server, so a really useful list should be 
complied by the group.  Then ask them to suggest other in-
tray exercises which may practice these skills.  For example, 
using role play in pairs to practice handling customer 
complaints. I love the finish of this series of exercises is you 
hand the lesson over to the kids and hopefully you will get 
all hands up.

Revisionstation provides smashing resources for 
busy business teachers at budget prices. Our 
resources are all written by an award winning 
HOD and current teacher of business. We provide 
complete teaching packs of PowerPoints and Word 
worksheets for AQA, OCR and Edexcel. Why not 
pop in and see how our resources can save you 
hours of planning time.  www.revisionstation.co.uk
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(Source: Joint Council for Qualifications 2019) 
Statistics refer to all UK candidates

GCSE entries 

Males Females Total % total
entries

Business
2019
2018
2017

56,838
54,089
54,716

38,963
37,559
38, 026

95,801
91,648
92,742

1.7
1.7
1.7

Economics
2019
2018
2017

4324
3778
3871

2146
1766
1766

6470
5544
5637

0.1
0.1
0.1

Commentary  Last year’s analysis found that the inclusion 
of the Progress 8 and EBacc measures in the performance 
tables appeared to have had only a minor impact on GCSE 
entries in business. That is also the case for 2019 entries. 
Actual numbers taking business GCSE have risen by 4.5% 
between 2018 and 2019 and its share of total entries 
has remained stable at 1.7%. Entries by males have risen 
slightly faster than those for females and now account for 
just over 59% of the total.  Entries in economics, although 
still only a fraction of those in business, have also increased 
(by almost 17%) and have maintained their share of total 
entries. Entries have increased for both males and females 
but males continue to make up almost 68% of total entries.    

GCSE results (Cumulative percentages)

A/7 C/4 G/1

Business
2019
2018
2017

18.1
17.6
17.0

65.8
64.5
63.2

98.1
98.1
98.2

Economics
2019
2018
2017

32.0
30.5
29.3

81.7
79.5
79.2

99.3
98.8
98.8

All subjects
2019
2018
2017

20.8
20.5
20.0

67.3
66.9
66.4

98.3
98.3
98.4

Commentary  Business and economics, in line with all 
other subjects, have moved  to a 1-9 grading scale in 
England but the A-G grading scale has been retained in 
Northern Ireland and Wales. For the purpose of year on 
year comparisons for the UK, the above table combines 
both the 1-9 and the A-G grading systems.  Performance 
has improved in both business and economics between 
2018 and 2019 by slightly more than the average for all 
subjects. Performance in business remains below the 
average for all subjects across all grades but the gap is 
narrowing. Performance in economics continues to be 
above the average for all subjects.  Females achieve better 
results than males in business, in line with the average for 
all subjects, but males now attain very similar results to 
females in economics.  

Conclusions and areas for further investigation 

The issues in business and economics GCSEs are very 
similar to those identified in A level.  There is gender 
imbalance in terms of entries with males making up 
a significantly greater proportion of candidates than 
females, particularly in economics.  Historically, business 
attracted more females than males. Why other subjects 
are seen as being more attractive for females than 
business and economics is not clear and is worthy of 
further investigation.  

It is assumed that performance in business is below that 
in economics and below the average for all subjects due 
to the lower prior attainment of candidates. However if this 
is true, why does business on average fail to attract higher 
attaining students?  The reformed GCSEs were designed 
to be more rigorous than their predecessors yet results in 
business and economics have improved slightly. Does this 
mean that candidates are performing better or that the 
grades have been adjusted to take account of the greater 
level of difficulty of the courses?  

Overall, entries for business and economics are holding 
up well, despite the apparent threat posed by not being 
included in the headline performance table measures. 
The slight narrowing of the gap in performance between 
business with the average for all subjects is encouraging, 
particularly if the trend continues in 2020.          Conclusions 
and areas for further investigation 

The issues in business and economics GCSEs are very 
similar to those identified in A level.  There is gender 
imbalance in terms of entries with males making up 
a significantly greater proportion of candidates than 
females, particularly in economics.  Historically, business 

ANALYSIS: GCSE AND A LEVEL 
ENTRIES AND RESULTS FOR 2019
David Butler, the EBEA’s advocacy lead, analyses GCSE and A level entries and results for 
2019
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attracted more females than males. Why other subjects 
are seen as being more attractive for females than 
business and economics is not clear and is worthy of 
further investigation.  

It is assumed that performance in business is below that 
in economics and below the average for all subjects due 
to the lower prior attainment of candidates. However if this 
is true, why does business on average fail to attract higher 
attaining students?  The reformed GCSEs were designed 
to be more rigorous than their predecessors yet results in 
business and economics have improved slightly. Does this 
mean that candidates are performing better or that the 
grades have been adjusted to take account of the greater 
level of difficulty of the courses?  

Overall, entries for business and economics are holding 
up well, despite the apparent threat posed by not being 
included in the headline performance table measures. 
The slight narrowing of the gap in performance between 
business with the average for all subjects is encouraging, 
particularly if the trend continues in 2020.          

A level and AS entries and results for economics 
and business 2019 

Source: Joint Council for Qualifications (all UK candidates) 

A level entries 

Males Females Total � total
entries

Business
2019
2018
2017

20,557
19,633
17,977

13,368
13,234
12,046

33,925
32,867
30,023

4.2
4.0
3.6

Economics
2019
2018
2017

21,557
21,211
20,647

9.284
9,579
9,427

30,841
30,810
30,074

3.9
3.8
3.6

Commentary   Business and economics A level entries 
continue to rise, bucking the national decline between 
2018 and 2019 and consequently making up a larger 
proportion of the total UK entries.  The combined entries for 
economics and business now make up just over 8% of all 
entries, a rise of almost 1% since 2017. Only mathematics 
and biology have more entries than the combined total for 
business and economics.   Entries for males and females 
have both increased since 2017 in business but there has 
been a small decline in entries from females in economics.  
The proportion of entries made up by males is increasing 
in both business and economics. In 2019, almost 61% of 
entries in business were from males (up from just under 
60% in 2017). The gender imbalance is even greater in 
economics with males making up almost 70% of entries in 
2019 (up from just under 69% in 2017). The reason for this 
gender imbalance needs further investigation but it is likely 
to be connected to the rising popularity of subjects such as 
psychology, where almost 75% of the 64,000 candidates 

are female.    

A level results  (Cumulative percentages)

A* A B C D E

Business
2019
2018
2017

3.3
3.4
3.4

14.8
15.2
15.2

43.8
45.1
44.3

73.8
74.8
74.7

91.3
91.8
92.0

97.7
98.0
98.1

Economics
2019
2018
2017

6.7
7.3
7.2

27.8
30.3
31.0

57.7
59.7
60.4

80.7
81.9
83.2

93.6
93.9
94.6

98.3
98.3
98.5

All subjects
2019
2018
2017

7.8
8.0
8.3

25.5
26.4
26.3

51.6
53.0
53.1

75.8
75.1
78.7

91.0
90.2
92.6

97.6
97.1
98.1

Commentary   Results in business and economics were 
slightly down on 2018 figures across all grades.  Results 
across subjects nationally showed a marginal fall in the 
proportion of candidates gaining A*, A and B grades 
between 2018 and 2019 but there was an increase 
at all grades below these.  The fall in the proportion of 
candidates gaining A* and A grades in economics (2.5 
percentage points) was significantly greater than that 
across all subjects  (0.9 percentage point).   Results in 
economics remain significantly above those in business, 
particularly at the higher grades, probably reflecting 
differences in the prior attainment of candidates. In both 
business and economics, females continue to outperform 
males, particularly at the higher grades. In business, 16.8% 
of females gained A*/A grades, compared to 13.4% 
of males. In economics, 31.5% of females gained A*/A 
grades, compared to 27.8% of males.       

AS entries   

Males Females Total % total
entries

Business
2019
2018
2017

5584
7061
12,806

4292
5138
8968

9876
12,199
21,774

5.1
3.5
3.0

Economics
2019
2018
2017

3540
5103
11,270

1726
2293
5099

5266
7396
16,369

2.7
3.1
2.2

Commentary   AS entries in business and economics 
continue to show a significant decline, reflecting the 
national trend across all subjects. The decline in entries 
started when AS was decoupled from A level and has 
continued since then. Anecdotal evidence suggests this 
trend is likely to continue and there must be a question 
mark as to how long awarding bodies will continue to 
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offer AS examinations if numbers fall below economically 
viable levels. Males make up 56% of entries in business and 
67% in economics, a slight fall from 2018 and below the 
corresponding figures for A level.   

AS results  (Cumulative percentages)

A B C D E

Business
2019
2018
2017

10.6
11.7
10.6

31.7
30.8
29.8

57.6
54.5
53.0

77.7
75.6
74.3

89.9
88.9
88.1

Economics
2019
2018
2017

18.6
18.6
18.3

35.3
35.9
37.2

54.5
55.8
57.6

72.3
73.1
74.5

85.8
85.L0
86.5

All subjects
2019
2018
2017

21.5
27.5
23.8

41.4
47.0
43.5

61.9
66.3
(63.6)

78.1
81.2
79.4

88.8
90.7
89.6

Commentary   In contrast to national results, which fell 
from 2018 to 2019, results in AS business improved at all 
grades apart from grade A where there was a fall by one 
percentage point. Results in economics remained more or 
less unchanged. However, year on year comparisons need 
to be treated with caution because of the considerable fall 
in the number of entries and a possible associated change 
in the prior attainment of candidates. 

 

Conclusions and areas for further investigation

A level entries in business and economics have held up 
well in 2019 and are making up an increasing proportion 
of total entries since 2017.    AS entries continue to decline 
and only time will tell if this trend is set to continue or 
whether entries will plateau but their long term future is 
at least questionable. The gender imbalance in terms 
of entries is widening, particularly in economics. This 
article suggests that this is most likely due to the growing 
popularity of subjects, such as psychology, which attract a 
high proportion of female entries but why females choose 
these subjects, rather than business and economics, needs 
further investigation. Overall, there is a lack of data on the 
nature of entries in business and economic, for example, 
the proportions from independent and state schools or 
from further education colleges and how this varies by 
gender.  In general, results have moved in line with national 
trends and for the first time in recent years, results have 
not improved at the higher grades. This possibly reflects a 
delayed impact of making reformed A levels more rigorous 
and decoupling them from AS.   The assumption that 
results in economics are considerably better than those 
in business being due to the higher prior attainment of 
candidates might well be worth further analysis. Females 
tend to perform better than males in both business and 
economics but again it is not known whether this reflects 
differences in prior attainment or females achieving 
greater ‘value added’ than males.      

David Butler 
Advocacy lead EBEA                

Royalty-free image - Shutterstock.com
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CAREERS, LIFE SKILLS 
AND THE NEW OFSTED 
FRAMEWORK
Stuart Langworthy, the EBEAs Enterprise and Employability Lead shares some useful 
advice about the new Ofsted Framework’s ‘personal development’ expectations.

One of the first key differences to note is that OFSTED 
are moving away from data.  This will be a relief to many 
who believe that it is often difficult to’ measure’ success 
in this area with data alone.  They will be looking more at 
the efficiency of the curriculum to build pupil’s personal 
development, with an understanding that, often, the 
results of such work will not be visible until long after the 
input of the intervention.  The curriculum provided by 
schools should extend beyond the academic, technical 
or vocational and schools should be supporting pupils to 
develop in many diverse aspects of life.

One of the key words that keeps appearing in the new 
framework is ‘REILIENCE’.  Careers education has a key 
role in developing this vital life skill.  Long gone are the 
days when careers education might be about pupils 
inputting information into a programme that magic’s up 
a ‘Top 10 ‘ of personal careers options.  We all know that 
young people often did not understand the questions or 
sometimes answered the way they thought they should 
answer – rubbish in, rubbish out!  Careers education should 
focus on the SKILLS needed to navigate the 21st century 
employment market.  For example it could include

 ■ The skill of being able to tell the difference between 
reliable and unreliable sources of information

 ■ Understanding stereotyping and how to combat it

 ■ Recognizing and playing to your strengths and being 
able to develop the areas where you believe you are 
less strong

 ■ Developing an understanding of the employment 
market and how it works, including how businesses 
recruit, sift and interview candidates.

A key difference now is that OFSTED want to see schools 
doing their best to deliver these forms of development but 
they do understand that outcomes are difficult to measure 
and are often not seen for a few years.

Schools are expected to….

Page 59 makes it very clear to all schools that they have a 
responsibility to

 ■ Provide unbiased careers advice

 ■ Provide experience of work

 ■ Provide contact with employers to encourage pupils 
to aspire, make good choices and understand what 
they need to do to reach and succeed in the careers 
to which they aspire.

What will inspections look at

 ■ The qualifications of the careers adviser

 ■ Records of the pupils that have been seen and in what 
context in the past few years

 ■ Records of work experience, work shadowing and 
workplace visits that pupils have taken part in 

 ■ Inspectors will question pupils as part of their 
triangulation technique in order to verify their 
understanding of the above points

 ■ One of the key sources of evidence for the ‘personal 
development judgement’ will be ‘The quality of careers 
information, education, advice and guidance and 
how well it benefits pupils in choosing and deciding 
on their next phases’ – again, they will triangulate by 
questioning here, as well as looking at the careers 
pages of the school website, VLE and or intranet, 
careers libraries and displays.

Personal Development – ‘Good’
Secondary schools prepare pupils for future success in 
education, employment or training.  They use the GATSBY 
Benchmarks to develop and improve the careers provision 
and enable a range of education and training providers 
to speak to pupils in years 8 to 13.  All pupils receive 
unbiased information about their potential next steps 
and high quality careers guidance.  The school provides 
good quality and meaningful opportunities for pupils to 
encounter the world of work.

Personal Development – ‘Inadequate’
The school does not ensure that pupils get access to 
unbiased information about potential next steps, high 
quality careers guidance and opportunities for encounters 
with the world of work.

As a result of the above, what do schools need to do?  If any 
of the first 4 of the following are inadequate, then a ‘less 
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than good’ judgement is highly likely.  If there is 
any doubt, schools might be asked to look more 
closely at the provision they provide.

 ■ Ensure they have a qualified careers 
adviser

 ■ Provide reliable and good quality 
information to pupils

 ■ Are working towards or have achieved the 
Gatsby benchmarks

 ■ Are regularly reviewing progress and 
provision around the Gatsby benchmarks

 ■ Have an access policy and a careers 
programme on the school website

 ■ Have an accessible careers policy with 
entitlements that are easily understood by 
pupils and parents

 ■ Ideally, have a link Governor

Sixth Forms

Sixth Forms will receive a separate judgement from the 
main school and inspectors are directed to take account 
of the ‘effectiveness of the high quality, impartial careers 
guidance, in enabling all students to make progress and 
to move to a higher level of qualification, employment or 
further training, when they are ready to do so.

The Sixth Form – ‘Good’

The Sixth Form prepares its students for future success in 
education, employment or training.  It does this through 
providing unbiased information to all about potential 
next steps.  High quality, up-to-date and locally relevant 
careers guidance is provided and opportunities for good 
quality, meaningful encounters with the world of work are 
provided. 

The Sixth Form – ‘Inadequate’

The school does not ensure that the Sixth Form students 
get access to unbiased information about potential next 
steps, high quality careers guidance or opportunities for 
encounters with the world of work.

The Gatsby Career Benchmarks

The Gatsby benchmarks are a great tool for improving 
careers Education, Information, Advice and Guidance 
(CEIAG). However, if they are used by schools as a ‘tick 
box’ exercise in order to keep OFSTED happy, they will 
not achieve their aim which is to improve the quality of 
provision in schools for all pupils. The numbers of schools 
with no provision, since the introduction of Gatsby, has 
declined, which is clearly good news.  But in a system 
where schools and school leaders are judged primarily by 
academic success and classroom teachers’ main focus is 

to ‘get students through exams’ there is a temptation for 
some schools to skim the surface in terms of CEIAG.  Some 
schools think it is acceptable to acknowledge that ‘this is 
something we need to do but do not currently have the 
finance or the capability to do it just yet’.  Other schools 
have ‘ticked off’ benchmarks 1 and 2, or even 4 and 5 – this 
shows there is a growing commitment to CEIAG, but that 
significant improvements need to be made – for the sake 
of all pupils.  It is a concern that many schools think they are 
providing a good level of provision – but it is more about the 
school and their budget rather than the pupils.  It is a worry 
that many schools do not have the capacity to deliver the 
complexities of the new CEIAG model. This can lead to 
inexperienced staff, doing their best with limited funds, 
often with little or no CPD  to support their professional 
development and understanding of what constitutes good 
CEIAG.  In a school that lacks the experience and qualified 
and motivated staff to drive improvements in CEIAG, the 
danger is that the GATSBY benchmark boxes will be ticked 
without evaluation and an improvement process in place

On the other hand, there are many schools that 
demonstrate excellent practice.  Where this is the case 
they almost always have an SLT committed to CEIAG and 
will have staffing and a budget in place to support it.  SLT 
buy-in to CEIAG is vital.

Evaluation and improvement are vital if the provision is to 
be Good and remain Good.  Schools can try to achieve 
a quality award, such as the QICS (Quality in Careers 
Standard Award).  This is recommended in the statutory 
guidance.  It should not be a badge that a school attempts 
to achieve when they have got things right – it should be 
seen as an improvement tool – a driver for improvement in 
CEIAG.

In the current educational environment of data, 
performance tables, performance related pay, etc, we 
should all remember why we do what we do – the pupils, 
the students are our clients and we need to do the best by 
them – education is more than getting students through 
exams – it is about the whole person and what they go on 
to achieve or become and high quality CEIAG is a massive, 
ongoing part of that process

Royalty-free image - Shutterstock.com
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THE LIBRA: SHOULD 
WE ‘LIKE’ FACEBOOK’S 
PROPOSED NEW 
CRYPTOCURRENCY?
Ruth Corderoy explains Facebook’s proposed new currency and considers  
whether it is ‘proper money’!

Not content with dominating the world’s online social 
interactions Facebook has recently announced that it is 
moving into the world of finance with the intended launch 
of its new cryptocurrency, Libra, sometime in 2020. As 
normal with Zuckerberg (and all the other tech giants 
that dominate our lives) he is presenting this latest move 
as humanitarian in 
motivation, claiming 
it will help the 1.7bn 
(overwhelmingly dirt 
poor) people who 
have no access to 
the formal banking 
system. So, should 
we be grateful to this 
Mother Theresa of 
the online world or 
perhaps a tad more 
sceptical?

Libra is a blockchain1 
c r y p t o c u r r e n c y 
similar to Bitcoin in concept but with a few key differences. 
The currency will be run by the Libra Association, 
described by Facebook as an independent, not-for-profit 
organisation based in Switzerland. It serves two main 
functions: to validate transactions on the Libra blockchain 
and to manage the reserve Libra is tied to. Membership 
of the Libra Association is by minimum subscription of 
$10m and founding members originally included tech 
companies such as PayPal, Ebay, Spotify, Uber and Lyft, 
as well as finance giants Visa and Mastercard and venture 
capital firms. Some have recently begun to withdraw from 
the project however.

Interestingly no banks are currently in the association and 
like Bitcoin, but unlike convention currencies such as the 
dollar or euro, it is not linked to any country’s economic 
performance, but it will work as what is known as a 
“stablecoin”, pegged to leading currencies like the dollar or 
euro, with the aim of making it less subject to the volatility 
that many cryptocurrencies experience.

Once the currency launches, Facebook will have the same 

amount of power over Libra as the other members of the 
Libra Association and all the members will earn interest 
from the Libra Reserve, which will contain the money users 
put into Libra plus the subscription fund.

Facebook has created a subsidiary, Calibra, to oversee 
the virtual currency 
and the digital wallet 
that will store it. 
The wallet will be 
built into Facebook 
Messenger and 
WhatsApp, but will 
also be available 
as a stand-alone 
app. Through it, 
Facebook’s 2.4 billion 
users around the 
world will be able to 
spend, transfer or 
save money subject 
to a fee which 

Facebook claim will be low and substantially below that 
charged by existing banks or currency transfer companies 
such as Western Union.

Facebook hasn’t released details about how the currency 
will be initially available, but the presence of traditional 
payments firms, such as Visa and MasterCard, in the list 
of founders suggests that the company will be perfectly 
happy to let users simply buy the currency. Facebook 
might also hand out small amounts of currency for free via 
the app in an effort to kickstart things, after all few people 
can resist free money! That will be particularly important if 
it is to fulfil its goal of bringing financial services to people 
without bank accounts, free money, even just a few 
dollars-worth, is a substantial incentive to the poor.

Long-term it’s possible that some of Libra’s founder 
members will offer their employees all or part of their pay 
in the currency, if this is at a slight exchange rate premium 
to traditional currencies then again it’s likely to boost take-
up and help ‘normalise’ the Libra .
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So much for the technicalities but should we ‘like’ it or give 
it the thumbs down instead? Firstly, is it proper money? 
Standard theory says that a currency should have the 
following functions:

a. Medium of exchange: this requires that the currency be 
portable, divisible and acceptable, cryptocurrencies 
clearly meet the first two criteria and the Libra looks 
no different. The third does pose more problems as 
not all retailers have the electronic equipment or the 
willingness to accept cryptocurrencies –try paying 
for an ice cream in a corner shop using Bitcoin and 
you’re likely to have a few problems…Having said 
that, this situation is evolving even as I type and 
cryptocurrencies are becoming more mainstream in 
day-to-day transactions

b. Unit of account: existing cryptocurrencies have 
problems here because their value in national fiat 
currency (e.g.$US) can be very volatile, Bitcoin has 
had particular issues with extreme volatility. Libra, 
however, should be far less volatile because it will be 
a stablecoin (like Tether, an existing cryptocurrency) 
that is linked to deposits of traditional fiat currencies 
and thus, by definition, unable to move violently in 

value against the currencies to which it is pegged1.

c. Store of value: cryptocurrency volatility has again 
made this difficult and again the stablecoin 
composition of Libra should help with this. 

It would thus seem that there is little reason why the 
Libra shouldn’t function technically as a currency but 
there is a second, arguably bigger, test that a currency 
must pass, trust. All fiat (i.e. money not tied to precious 
metal values) currencies face this issue, they have value 
because people believe in the issuing authority e.g. the $US 
is seen as a strong currency because it is backed by the 
world’s biggest economy.  The stablecoin element of Libra 
partially addresses this, but only partially. The key question 
is why you would hold money in Libra form rather than $US, 
Euros or Sterling, I suspect Libra will have to offer a bit of a 
faith premium if it wants substantial deposits. Smart users 
might well use it for transnational transactions, especially 
if it turns out to be cheaper and faster than existing 
methods like Western Union but hold most of their savings 
in government-backed currencies and convert when 
needed. Of course the poor with no bank account and 
often low-prestige national currencies (think Zimbabwe) 
have little to lose and much to gain by trying it, but to 

Royalty-free image - Shutterstock.com
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really be a game-changer Libra will need to attract large 
deposits from rich clients. 

One category of rich client who have traditionally been 
attracted to cryptocurrencies are money launderers, 
drug dealers and corrupt government leaders who like 
the anonymity and difficulty of tracking transactions and 
indeed Facebook claim that users’ real identities will not be 
tied to their deposits that way. The choice of Switzerland 
as Libra’s official HQ is also interesting, Switzerland has 
a long and sordid history of exceptionally light banking 
regulation and thus being bankers to the evil and corrupt 
(Nazis, Russian mafiosi, African dictators, take your pick)2 
as well, of course, to many blameless rich people… This 
lack of accountability is one reason why major financial 
players such as the US government and the IMF are wary 
of Facebook’s innovation and scrambling to find a way to 
limit or regulate the Libra.

Even if one takes the money laundering aspects out of 
the equation, the words ‘Facebook’ and ‘trust’ in the same 
sentence should make people nervous. Their assurances 
about privacy and data use are about as trustworthy as 
a Zimbabwean dollar, given their recent behaviour in this 
area, Facebook and its subsidiaries have a long way to 
go in self-regulation and trust-building before we should 
believe a word they say about privacy and data protection.

The Libra is well worth keeping an eye on, those who have 
stumped up the deposit to be part of running it include 
some serious financial players and at the very least it will 
shake up the world of transnational transactions which 
is long overdue. The dominance of Western Union has 
enabled it to make substantial profits, often from the 
poorest who don’t have bank accounts and it has been 

particularly active in the area of economic migrants 
trying to send money back to desperately poor families 
in developing countries, so anything that reduces fees 
and increases access to finance for these people, who 
conventional banks have simply abandoned and ignored, 
is to be welcomed.

To end on a cautionary note, a financial system only 
operates effectively where there is trust and integrity, even 
national currencies fail when these are missing. Facebook 
doesn’t yet inspire trust so, whilst I might well check it out 
when it launches and even use it for the odd transnational 
transaction if the fees and convenience are right, I’ll be 
keeping my savings in existing currencies, a few shares 
and even a bit of gold, which remains the best emergency 
currency out there when all else fails.

Ruth Corderoy is a Senior Lecturer in Education Theory and 
Practice at the University of Buckingham

Notes

1. But not an open blockchain like Bitcoin where 
validation is by all users, Libra’s validation will be by 
association members only 

2. Although pegged currencies have a mixed record, 
especially when confidence in their value falls.

3. As an aside it could be argued that the single biggest 
measure to help developing countries with bad leaders 
and fight corruption and international crime would be 
to persuade Switzerland to change its banking laws 
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Much has been made of the various options available to 
the UK once and assuming the current deadlock is broken 
after the General Election. There has been much focus 
on whether EEA membership is possible or if the customs 
union and single market options are possible or even a 
trade deal with zero tariffs. However little has been made 
of EU specific policies that may be lost post membership. 
This article sets out to examine these issues and the 
implications. The work draws on economic theory and 
data that has been used to support such policies.

Historically EU policies for member countries took a while 
to be developed. The EU remained an economic club in the 
early post war years. For example the early years included 
the establishment of the Coal 
and Steel Community. It was 
not really until the 1980s that 
major policy initiatives took 
place with the establishment 
of qualified majority voting 
which meant policies became 
much more easy to establish. 
Little by little, standards were 
set for an open single market 
and various bodies were 
set up to make sure policy 
could function, according 
to Dearden (2008). For 
example, it was necessary 
to establish a competition 
policy to make sure standards 
were maintained in goods 
and service markets as well 
providing standards for firms 
from other countries that also 
wished to participate in the 
Single European Market. Over 
the years the EU Competition 
policy has also helped 
create a more competitive 
environment, for example 
Microsoft was recently fined 
for having too much market power.

As the EU progressed, policy started to focus on establishing 
a budget for member states to deal with a number of goals 
that are of great concern today. Firstly the EU became 
concerned with issues of inequality that can grow worse as 

the single market is opened up. There is an understanding 
that the countries with the most efficient firms are likely 
to succeed more in a larger open market place and that 
incentives need to be offered to improve the performance 
of firms in less prosperous regions. There is also a greater 
lack of infrastructure evident in the poorer regions.

Member States began to contribute 1-2% of their GDP 
into a budget. These funds would mostly be spent in the 
poorer regions though more prosperous regions could 
apply for funds where there is a need to move out of less 
efficient activities such as farming and manufacturing and 
move into more service and technology driven sectors, 
see Floyd (2017). Indeed the UK did well from this budget 

particularly in the 1980s when 
it was classified as one of the 
less well off members of the 
European Union.

Gradually regional policy has 
become one of the highest 
expenditures for EU member 
states. Agriculture was initially 
the highest expenditure where 
subsidies are given to farmers 
to try and offset the risks of 
weather and poor harvest 
and obtain a level of self-
sufficiency that is important 
for perishable goods. Subsidies 
have been cut; this needs to 
be done on a world scale to 
make sure business does not 
unfairly go to countries that 
refuse to cut their subsidies. 
Also agricultural policy has 
set out a process to try and 
resolve disputes over fishing 
rights. Indeed agriculture is an 
extremely important issue for 
the UK as the food sector and 
industry in general has relied 

on EU subsidies to help maintain its competitive position 
and this is one of the UK’s strongest industries.

If one were to examine regional policy in greater detail, it 
is possible to see how great an issue this has become for 
many of the industries in the UK. Of late regional policy has 

BREXIT AND THE MISSING 
MICRO ISSUES AND 
CONCERNS FOR BUSINESS
Dr David Floyd, a senior Lecturer at Lincoln University considers the many 
ways industry at a micro level currently relies on EU policy 
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started to focus on providing support for both enterprise, 
SMES as well as more traditional larger scale industries, see 
Floyd (2005). The EU Competitiveness paper 2020 allows 
for Regional Policy to also focus on helping development 
in remote regions, for example by providing better access 
to broadband and faster communications. There is also 
provision for providing small funds to encourage start ups 
and encourage more female participation in the labour 
market. Indeed the UK government post Brexit would need 
to consider whether such funds will still be available.

In addition there are funds for Europe’s strategically 
important industries to help fund the increasing costs 
of innovation. This includes car production, pharmacy, 
airplanes and food production. There is increasing 
competition here from China with its Made in China 2025 
program through which it aims to compete with the West 
across the range of high value added sectors. China 
also has the One Belt, One Rd project through which it is 
making huge progress on improving infrastructure and 
access to resources with other countries, see Enderwick 
(2017). Indeed some sectors such as the car industry in 
the UK face many challenges, not only are their potential 
problems with tariffs and regulations from importing 
and exporting components, there may also be a loss in 
support through EU Regional aid as well as support for 
innovation. Furthermore there could also be problems with 
skill shortages. The EU has helped in the past towards the 
cost of training workers. Incentives for investors need to be 
present to attract Multinational companies according to 
Dunning (1993).

Specific Sector Concerns

Recent uncertainty in the UK car industry from Brexit and 
other factors has led to a significant fall in production 
according to the Times 30 May 2019. The uncertainty over 
stockpiling and leaving dates has very much influenced 
the sector. The additional possible tariffs and non tariff 
barriers add to the further problems affecting this sector 
which have been suggested. It is therefore clear that Brexit 
disadvantages this industry on many fronts as well as tariff 
and Non-tariff barriers and skill shortage. Government 
need to spend money to assure such businesses which 
adds to further costs and they have said they are prepared 
to do this.50% of Multinational firms in recent EU studies 
have said their main motive for operating in the UK is to 
supply the EU market. Planning for many possible scenarios 
has also led to further costs. 

EU Regional aid programs to gain economies of scale 
through collaboration between European countries in 
production have supported firms in sectors such as Airbus 
in the aviation sector. There is no certainty that this will be 
allowed to continue. The UK’s defence industry, a major 
employer, relies heavily on European collaboration and this 
may be threatened by Brexit. Other sectors particularly 
under threat from Brexit include the pharmaceutical 
sector. Up until recently the UK has been at the centre of 
EU health and safety regulation and shifts in the location 
of such bodies may impact negatively on this sector. In a 
similar way the finance sector accounts for 10 percent of 
the economy and has relied on a footloose ecosystem that 
may prove to be more difficult post Brexit. There are also 
many current questions over passporting rights. It is also 
far from certain that worker rights will be protected in the 
UK post-Brexit. 

Royalty-free image - Shutterstock.com
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Potential Micro Benefits of Brexit
There are also potential benefits from Brexit that relate to 
these micro issues. There will be some net savings from the 
UK’s EU budget contribution, though of course this could be 
offset by the negative impacts discussed earlier. Growth 
has been below UK average since the referendum and the 
pound has fallen before the process has been fully adopted. 
Changing our tax system and business regulations may 
unlock favourable trade deals not open to the UK as an 
EU member. However, it is worth noting that global tariffs 
are already low for WTO members which may limit some 
of this potential. It is also worth noting that Germany has 
already been able to increase its trade substantially with 
China while being in the EU. 

There are further problems today with the fallout from the 
US-China trade war that may limit the current potential 
of the global economy post-Brexit. Furthermore some 
potential trade deals may be tied to labour mobility, which 
was an argument for leaving the EU in the first place. 
Recent talks for example on a trade deal with India have 
involved discussion of immigration issues. 

In addition, to some extent the UK will need to continue with 
EU rules and regulations when doing business with the EU 
without having a voice on further developments. In some 
situations therefore, it could be argued that influence on 
policy may become more limited despite wishing to ‘take 
back control’.

Overall therefore I argue here that Brexit has a lot more 

concerns for business than solely access to labour, 
the Customs Union and the single market. Issues of 
competition, regional aid, workers rights, military and 
industrial cooperation and agricultural issues all need 
further consideration. These issues further demonstrate 
the complexities associated with the Brexit process and a 
great deal of time may be required in the long term to solve 
them.

Dr David Floyd is a Senior Lecturer in the Department of 
Accountancy, Finance and Economics at Lincoln International 
Business School, Lincoln University
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More than two million young people are now regularly 
meeting employers and learning about the world of work.

That’s an increase of 70 per cent over two years and is a 
clear sign of the accelerating pace of progress in the scale 
and quality of careers education.

After decades of underperformance and the patchy and 
poor provision that existed previously, the nation’s young 
people are now benefitting from a new world-class 
approach to careers guidance.

The approach places regular meetings with employers 
at the centre of 
careers education. 
Regular meetings 
with business open 
young people’s eyes 
to the vast range of 
opportunities out 
there – many of which 
they may not even 
have thought about.

These encounters 
are a proven way 
for young people 
to become better 
prepared for the world 
of work and improve 
their career choices and life chances as they move from 
education into employment.

This year things have moved fast. High quality careers 
support is spreading at speed across the country. 
Thousands of schools, colleges and employers are 
making this happen in partnership with Local Enterprise 
Partnerships and other local organisations. 

The impact on young lives is evident in measurable 
improvements in resilience and career readiness, and 

countless examples of new opportunities, apprenticeships 
and jobs resulting from this work. 

Over the past year we have seen a rapid ramp up in the 
number of schools, colleges and employers driving this 
work forward. As a result, we can see the impacts on the 
ground and most crucially on the prospects for young 
people. 

Careers education is now improving everywhere. Based 
on the measure of the Gatsby Benchmarks, national 
performance has improved by more than 50 per cent in 
that last two years. Disadvantaged areas like the Black 

Country, Tees Valley 
and The Humber are 
among the highest 
performing areas in 
the country.

3,800 schools and 
colleges – 74% 
of all schools and 
colleges - are now 
using our digital 
careers education 
tool Compass to 
monitor and drive 
p e r f o r m a n c e 
improvement in 
careers education.

The new Career Hubs and the Enterprise Adviser 
Network are driving accelerated progress.  In the last 
12 months there has been a 56 per cent improvement 
in careers education in Hubs compared with a five per 
cent improvement in those outside the careers network 
established by The Careers & Enterprise Company.

Young people’s skills and work readiness are improving.  72 
per cent say they more aware of different careers and 73 
per cent say they are more motivated at school.

Claudia Harris of the Careers and Enterprise Company charts the recent 
progress made in improving careers education.

ACCELERATING 
PROGRESS IN CAREERS 
EDUCATION, DRIVING 
NEW OPPORTUNITIES 
FOR YOUNG PEOPLE

74% of all schools and colleges are now using our 
digital careers education tool Compass
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Schools, colleges and businesses are now working 
together on a national scale.  200 businesses are engaged 
as Cornerstone Employers, committing their organisation 
to support careers education in schools.  More than 2,500 
senior people from the business community are working 
with schools and colleges as Enterprise Advisers to 
improve careers provision.

But this story is so much more than a series of statistics. 
This is a story of real lives and the profound impact of this 
work on young people.

For example, Katie and Rebecca from Stockton in the Tees 
Valley. After connecting with Jacobs – a major engineering 
company – through the Enterprise Adviser network, they 
were inspired to embark on a completely different career 
path and are now degree apprentices in engineering. They 
have just taken on roles as mentors to other young people.

Or Ryan, from Newham, whose engagement with the 
Diana Award helped him after he was affected by a knife 
attack near his school.  His connections to mentors from 
the world of work has helped him grow and flourish and he 
is now confident giving speeches (including in Parliament) 
about his own journey and has become an inspiration to 
his younger brothers. 

Then there is Bailey from Fareham, who was unsure about 
what he wanted to do after school, with no clear sense of 
his options.  Following his exposure to a range of employers 
he was realised he was interested in construction.  He has 

now succeeded in gaining the apprenticeship with Taylor 
Wimpey he set his heart on doing.

We are only four years into this and frankly still in the early 
stages of the transformation. Our goal is that every child 
has a strong careers experience at school and college, 
full of vivid experiences, clear information and helpful 
guidance to ensure that they make informed and confident 
decisions which they can look back on with pride. 

Although the initial progress is promising, we are always 
focused on the next horizon of the journey. Looking 
forward, we need to maintain and expand the current 
structures which are working whilst continuing to push 
hard on consistency and quality. 

There is still a lot more work to do to drive complete 
consistency of experience for every child. We believe we 
are now collectively on the journey to achieve this.

The groundwork now feels laid to ensure we can achieve 
our shared goal: that every young person in the country 
has an outstanding careers experience that sets them up 
for their work life ahead.

Claudie Harris,  
The Careers and Enterprise Company

Following his exposure to a range of employers Bailey realised he was interested in construction.  He has now succeeded 
in gaining the apprenticeship with Taylor Wimpey
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RECENT 
DEVELOPMENTS
Discover Economics: Improving Diversity in 
Undergraduate Economics

In October 2019, the Royal Economic Society (RES) 
launched a campaign to attract university students from 
a much wider base. Currently, economics degree courses 
are growing in popularity.  But:

 ■ 10% of all A level students study economics. Nearly 
three quarters of these are boys. 

 ■ Among economics undergraduates, fewer than 30% 
are women.

 ■ 1 in 5 economics undergraduates come from the 
independent sector, while from the state sector the 
figure is 1 in 12.

This is not the whole story. At Bristol University, 50% of 
economics students are from independent schools. 25% 
are women. Everywhere, a disproportionally low number 
of ethnic minorities are studying economics.

Discover Economics is a new three-year campaign 
led by the RES in partnership with leading economics 
organisations. The campaign aims to: 

 ■  broaden the appeal of economics to potential 
students 

 ■ change their perceptions of economics and 
economists 

 ■ attract more students from under-represented 
groups (women, state school and further education 
college students and ethnic minorities). 

In the past it was thought that maybe one cause of all this 
was that girls did not like Maths. But we know now that 
this cannot be the case, as so many are now doing A level 
Maths and doing well at university. Besides, universities 
vary greatly in the level of Maths that they require on 
entry to economics courses. There are also significant 
variations in the amount of Maths that will be required in 
undergraduate economics courses. The RES wants to 
encourage universities to provide better information on 
this to help applicants make good choices. 

The universities, the Government Economic Service and 
the Bank of England are all anxious to be able to recruit a 
much more diverse range of economists. They know that 
privileged individuals generally are not necessarily going 
to be the smartest people in the long run. They want to 

recruit the best. The Bank of England has a target – 35% 
women and 13% BAME applicants. They want employees 
who are good at problem solving,  They have  their own 
Central Banking qualification and an apprenticeship 
scheme. There is financial assistance for BAME applicants 
and a Bank Ambassador scheme sends employees into 
schools to talk about careers in the Bank. 

We know that well qualified economics teachers can 
enthuse their students. But qualified economics teachers 
are becoming an endangered species in the state sector 
– many have found work in independent schools. It would 
help if the Government provided bursaries for trainee 
economics teachers.  Schools without an economics 
teacher may have limited information about the 
subject. The RES is trying to help with this  and its partner 
organisations.

There is talk of schools pooling resources and working 
together.  There is a call for diversity of views as well as 
diversity of expectations. Some kind of trickle-down 
effect may result from Rethinking Economics or the CORE 
courses (both mentioned in earlier issues of TBE).

The RES  campaign will target 15-17 year olds.  For more 
information, go to www.discovereconomics.ac.uk.

We need to undo the mismatch between the central 
role of Economics in society and its chronic lack of 
diversity. If institutions are to serve the society they 
shape , they need to break the not-for-me barrier 
and access the diverse economic experience and 
ideas of talented people of all backgrounds. 

If I ask a young person or adult to draw an 
economist, the image is always the same: an older 
man, surrounded by £ signs, in a suit. Changing the 
public image of Economics as a subject among 
young people is step one in future-proofing and 
diversifying the discipline at the heart of our 
democracy 

Ali Norrish, Head of Research and Schools, Economy 

Attracting people from a wide diversity of 
backgrounds and outlooks into economics really 
matters – for the future of the discipline and for 
good policy-making. With this campaign, we will 
do all we can to engage the very best and brightest 
students. 

Rachel Griffith, President of the Royal Economic Society 
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The Financial Education Forum Meeting, 
October 18th 2019. 

Young Money held a meeting in the City at which a range 
of independent organisations showed what they are 
able to do now for schools that want to provide financial 
education.  Young Money (formerly pfeg) is closely linked 
to Young Enterprise, which is working with the All-Party 
Parliamentary Group on Financial Education for Young 
People (APPG).  

Whilst in the past there have always been leaflets and 
suggestions about financial education, it seems that 
the availability of on-line resources is now on the way to 
making it easier to create interesting lessons.  In late 2018, 
Young Money sent 100 copies of their ‘Your Money Matters’ 
textbook out to every state secondary school in England. 
This was intended for use in Citizenship, Maths and PSHE 
classes. Now they are evaluating the impact of the book 
among schools that received it.   Results are expected 
in January 2020. Other organisations are also creating 
potentially interesting resources.

The APPG is concerned about the number of vulnerable 
young people aged 16-25 who experience difficulties 
with money after being in care. The results of a six-month 
enquiry came out last July and its findings call for better 
provision of financial education in schools and better 
support for foster carers, as well as improvements that 
could come from local authorities, government agencies, 
charities and businesses. 

MyBnk is a charity that runs workshops for ages 7-25 in 
schools and youth organisations. They provide survival 

money management programmes and have links with 
employability schemes. www.mybnk.org/our-work/
financial-education/the-money-house

The Money House has a youth homelessness prevention 
scheme with a financial literacy initiative for young 
people about to move into social housing. Money Sense 
specialises in teaching control of gambling and money 
mule schemes. www.moneyhouse.us

The Money and Pensions Service has developed the Money 
Twist programme for 11-16 year olds. It has guidance 
and debt advice for 16-17 year olds. Their independent 
evaluation found that full-time trainers were better able 
to deliver money lessons than other teachers.  
www.moneyandpensionsservice.org.uk

blackbullion specialises in helping students starting degree 
courses. They cover the need for budgeting and avoiding 
debt. (Those with mental health issues are especially 
vulnerable.) www.blackbullion.com

Food for thought

I asked Young Money’s organiser what the biggest 
problems were.  ‘Finding teachers who are willing to 
engage’, she said. Tackling the issues means much more 
than just PSHE - many other subjects could be involved.  
No one at all mentioned PSHEE, where the last E stands for 
economic literacy. The Government has called for action 
on this but as it has not provided any new money, many 
schools may have more or less ignored it.

Nancy Wall, EBEA Trustee

www.mybnk.org/our-work/financial-education/the-money-house
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RESOURCE REVIEWS
The views expressed in reviews are those of the reviewers and are not necessarily 
endorsed or shared by the EBEA. The EBEA welcomes comments on any reviews or 
articles in TBE. Please send your comments to office@ebea.org.uk 

The (Honest) Truth About Dishonesty 
Dan Ariely - New York: HarperCollins (2012).

Economics and business teachers in secondary education 
aim at improving the economic literacy of their pupils. 
Economic literacy encompasses knowledge of economic 
concepts, the ability to set up economic reasoning and the 
transferability of these across contexts (Grol, 2015). In the 
Netherlands teachers have been trying to do this by using, 
amongst other things, economics classroom experiments 
for almost a decade now. These experiments can be 
considered interactive teaching and learning exercises 
that allow students to gain knowledge principles in a 
bottom-up or inductive way. They are commonly used to 
allow pupils to experience specific economic phenomena, 
and to encourage them to identify these economical 
phenomena in daily life. These classroom experiments 
are constructs or models resembling only parts of a real 
life phenomenon. By decomposing complex phenomena 
into parts in this way, teachers support their students to 
understand what would otherwise overwhelm them. 

In economic science, too, experiments are used to gain 
further insights into the origins and nature of people’s 
economic behaviour. Broadly speaking, a distinction 
can be made between laboratory experiments and field 
experiments. In a laboratory experiment, a (part of) the 
real world is simulated. Rules and reward structures induce 
and control the behaviour of the test subjects to ensure a 
high internal validity, which means that the experiment can 
be replicated easily (Guala, 2005). In a field experiment, 
people are observed in manipulated everyday situations. 
These ‘participants’ are often unaware that they are under 
observation and / or that they are participating in an 
experiment at all (Harrison & List, 2004). Field experiments 
have a high level of external validity, in other words: 
experimental findings can also be observed in and applied 
to real life situations. 

In his book “The Honest Truth about Dishonesty”, Dan Ariely, 

professor at Duke University in the USA, describes a large 
number of laboratory and field experiments conducted 
between 2002 and 2012 to shed light on the economic 
behaviour of people. According to him, the focus of these 
experiments is to identify the extent to which people are 
“honest” in their (economic) behaviour and the factors that 
promote or undermine this honesty. Instead of presenting 
experimental outcomes as fixed facts, Ariely lets the 
reader discover these insights for themself. 

While reading, we came up with a number of ideas of how 
to use laboratory and field experiments in the economics 
classroom. For example: To what extent are people 
inclined to cheat? The first idea is a laboratory experiment 
that Ariely describes in his book: a group of economics 
students set up in a classroom sitting at a table individually. 
Each student receives a sheet with 20 puzzles that they 
have to solve. They are given exactly 5 minutes to do so. 
The goal is to provide as many correct answers as possible 
and each correct answer yields $0.50. After completion, 
the students hand in their results to the teacher. The latter 
checks the answers and pays them the amount of money 
accordingly (e.g., a student with 4 correct answers earns 
4 x $0.50 = $2). Another group of economics students 
receives exactly the same number of puzzles, except that 
they receive a slightly different instruction: they know in 
advance that they can self-correct their answers, inform 
their teacher of their number of correct responses, and 
discard their results in a shredder. The question now is: 
what do you think will happen? Do participants in the first 
setting behave different from the second setting? Would 
you cheat when you were in the second setting? How many 
so-called ‘correct’ answers would you report additionally? 
The results of the research Ariely conducted shows that 
students in the first setting solved an average of 4 out of 20 
puzzles, whereas the number of correct answers reported 
in the second setting was 6 out of 20. This is interesting in 
multiple ways: students in the second setting did cheat 
a little bit, but there were no large outliers, for example 
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20 correct answers. No one was optimally unfair. Ariely 
describes that “our sense of our own morality is connected 
to the amount of cheating we feel comfortable with” 
(2012, p. 23). 

The next question is how to use this for teaching in your 
own classroom. You could describe both settings to your 
pupils and ask them to come up with a hypothesis as to 
whether and how the behaviour of participants would 
differ amongst these two settings. That is an exercise in 
economic reasoning. You could also play the experiment in 
two classes and compare and discuss the results. Another 
follow up could be to elaborate on questions such as: would 
the level of cheating be related to how much money can be 
earned per correct answer? Or with the chance of being 
caught if you cheat? Or by swearing an oath beforehand 
that you promise to be honest? In his book, Ariely reveals 
a number of answers to these questions. Finally, in the 
context of a practical assignment, you could instruct a 
number of pupils to test one or more of these hypotheses 
themselves in laboratory settings with real test subjects. 
Their observations can then form the basis for reading 
literature that could help them to explain the observed 
behaviour from an behavioural economics perspective.

As mentioned, in addition to laboratory experiments Ariely 
also describes a number of field experiments in his book. 
One of the many examples can be found on page 194. 
This field experiment takes place at Duke University. Ariely 
manipulated a vending machine in such a way that after 
the someone put in the necessary amount of money for 
obtaining a chocolate bar, both the requested treat and 
the money initially thrown in were paid out. There was 
also a clearly visible sign indicating a telephone number 
in case of malfunction of the machine. The behaviour of 
the test subjects (who were unaware of participating in an 
experiment) was observed and recorded from a distance. 
What do you think happened? How did students behave 
when they got back both the chocolate and their money? 
And what would you do? How many times would you try 
obtaining another chocolate bar and a refund of your 
money? The results of Ariely’s research showed that on 
average students threw in money three times. However, 
three other observations were made as well: none of the 
students called the breakdown service number, and none 
of the students tried more than three times. This can be 
considered odd, as emptying the machine for free would be 
a utility-optimizing choice for the real homo-economicus. 
Lastly, most students handed out their chocolate to 

fellow students. Insights from 
behavioural economics based 
on social psychology provides 
explanation for this behaviour.

Using this case in your 
classroom could be done in 
several ways didactically. 
You could describe the 
story of this study to your 
own pupils and ask them to 
come up with a hypothesis 
about the outcome of this 
vending machine field experiment. This is an exercise 
in economic reasoning. You may also be able to simulate 
the experiment (after proper consultation with your 
management) in the school canteen and then discuss 
your observations with the pupils.

The two experiments highlighted in this book review are 
just a selection of the many examples that Ariely describes 
in his book. If you want to practise with your pupils 
formulating and testing hypotheses about economic 
behaviour, the many examples in this book can certainly 
be inspiring. 

Coen Oosterbroek and Roel Grol are teacher educators 
within the fields of business and economics at the Faculty of 
Education at HAN University of Applied Sciences, Nijmegen, 
the Netherlands. The authors would like to thank Polly 
Glegg for her useful comments on an earlier version of this 
manuscript. They would like to mention as well that a version 
of this article appeared in a Dutch journal for teaching learning 
methods in economics. 
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It is with great sadness that we record the death of Colin 
Parsons at the age of 73.

After teaching at Woking Grammar School Colin became 
Head of Department at St Mary’s Sixth Form College in 
Basingstoke and then an Inspector for economics and 
business education in Surrey. He was one of a group of 
local authority advisers who did a huge amount to boost 
the status of economics and business education. 

In the 1980’s he made a major contribution to the 
development of the Hampshire Business and Information 
GCSE course and later co-authored a well regarded 
business studies textbook.  He was one of the founding 
members of NAAIBEE, the National Association of Advisers 
and Inspectors for Business and Economics Education 
and worked closely with the London University Institute of 
Education to develop economic awareness as part of the 
core curriculum.

Colin was a strong supporter of economics education for 
all, including in primary schools, and developed pioneering 
work in Surrey schools. He led the Economics Association 
(the EBEA’s predecessor) Working Group on Primary 
Economic Awareness, producing a book of highly regarded 
practical resources.

 Colin was closely involved in the national Beat the Boss 
competition in the 1990’s and did much to make economics 
and business accessible through the use of simulations 
and active learning approaches. 

He will be remembered as being immensely enthusiastic, 
positive and down to earth. He made a major contribution 
to economics and business education. He was a good 
friend of the EBEA both as an Association and also to 
individual members. 

COLIN PARSONS
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