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Message from the Editor

Welcome to the Spring Issue 
of Teaching Business and 
Economics. 

By the time your journal reaches 
you, the daffodils should be in full 
bloom and a long, cold and disruptive 
winter should be behind us. In that 
spirit of fresh beginnings, this issue 
introduces the association’s new 
‘Subject Leaders’ for economics, 
business, vocational study and 
enterprise and employability. This 
new team of subject experts will 
enable the association to maintain a 
sufficiently specialized focus across a 
diverse range of disciplines and levels. 
Each of the team will lead a network 
of teachers, examiners, authors and 
academics working together to bring 
you the very latest developments 
and thinking in their field. If, like us, 
you want to help shape the future 
of learning and teaching in this area, 
now would be a very good time to 
make contact with members of the 
team and get involved. 

This Spring Issue also includes a 
special feature on financial literacy. 

Message from the Editor Gareth Taylor

Deadline for Contributions to Summer 18 Journal - 9th May 2018

All magazine contributors please note that submissions and materials for 
review should be sent, via e-mail, to the EBEA office, office@ebea.org.uk. 
Please supply files including any relevant charts, images, suggestions for 
images, graphs etc. Images should be hi-res where possible. 

Teaching Business & Economics
General Editor: Gareth Taylor, Email: taylorg@ntlworld.com 

Materials for review should be sent to Nancy Wall (enwall@aol.com)
or email: office@ebea.org.uk

Front Cover Photograph

See ‘Developing analytical 
and evaluative skills using 
connectives’ on page 4.

As the DfE looks again at PSHE, 
including consulting widely, two of 
the profession’s most experienced 
and respected voices share their 
thoughts. David Butler explains why 
the EBEA supported the case for PSHE 
to become a statutory part of the 
curriculum, what should be covered 
in the economics element and how it 
could best be delivered. Jacek Brant 
from the Institute of Education sets 
out why it is so important that young 
people are more financially literate 
and what the Dfe needs to do to 
foster that.

You will increasingly see articles in 
Teaching Business and Economics 
written by teachers drawing on 
academic research and in some 
cases their own. This sharing and 
commenting on the impact of 
research informed ideas by business 
and economics teachers themselves is 
vital, if we are going to take effective 
practice forward and avoid having 
misguided policies imposed upon us. 

In this issue, Dr Jo Bentham, the 
EBEA’s business lead, explains 
what her research into the use 
of connectives taught her about 
developing skills of analysis and 
evaluation. Jade Slater describes 
how she has used action research to 
develop her approach to teaching 
price elasticity of demand. Ruth 
Corderoy has used cognitive science 
research to identify practical strategies 

to improve recall of economic 
concepts. Each article should be a 
stimulant for practical activities that 
could improve learning and teaching 
in our classrooms.

If, like me, you have always thought 
the right ‘attitude’ was the most 
important quality in a teacher, you’ll 
enjoy Charlotte Meierdirk’s article. 
Charlotte shares her research into 
PGCE student mindsets and what it 
indicates about the secret of being a 
great teacher.

Also in this issue, Paul Rapley, the 
EBEA’s economics lead has shared 
his own review of degree options 
for students planning to study our 
subjects at university and sets out 
some of the key advice we should 
share with our students.

Finally, you’ll find a host of resource 
reviews, including a review of AQA’s 
Technical Level Business: Marketing 
course by Nick Charleston.

I hope all these ideas keep you at the 
cutting edge, and together with the 
better weather, put an extra spring in 
your step.

Gareth

Gareth can be contacted at  
director@ebea.org.uk
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Developing Analytical and Evaluative  
Skills Using Connectives
As I write, we are at the time 
of the year when both GCSE 
and A Level students are asking 
teachers to remind them how to 
“do analysis and evaluation”.  As 
they prepare for examinations, 
they remember that for A Level 
Business Studies and A Level 
Economics, there is now a greater 
weighting attached to the AO3 
and AO4 assessment objectives of 
analysis and evaluation. 

The A Level specifications state 
their aims of “…encouraging 
(students) to develop their skills 
as independent learners, critical 
thinkers, and decision-makers” 
(OCR, Economics, p4); “…students 
develop the knowledge and skills 
needed to understand and analyse 

data, think critically about issues 
and make informed decisions.” 
(AQA, Economics p4); and “…
acquire a range of relevant business 
and generic skills, including decision 
making, problem solving, the 
challenging of assumptions and 
critical analysis.” (Edexcel, Business, 
p8.) 

As we encourage our students 
to access higher marks through 
developing these skills, it is good 
to remember that we are also 
helping them with their general 
welfare.  Making connections, 
seeing a problem or a situation from 
different points of view, weighing 
up alternatives, making judgements 
where there is contradicting 
evidence, are important life skills 

that will enable them an easier 
transition into adult life.  From a 
school perspective, these skills need 
to be ones that they communicate 
through their writing, and so the 
development of analytical and 
evaluative skills needs to be set in the 
context of written literacy.

Reporting in 2003 on good 
assessment practice in Business 
Studies, Ofsted recommended 
extended writing as an assessment 
practice which would allow students 
to learn a depth of understanding 
and knowledge of economics and 
business concepts (Ofsted, 2003, 
p3). Subsequent reports related to 
Business, Economics, and Enterprise 
education focused on the need for 
more opportunities for students 
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to be able to demonstrate the 
skills of analysis and evaluation 
(Ofsted, 2008, pp9; 23; 25) and ‘…
questioning was too often restricted 
to the recall of information, so 
that opportunities were missed to 
gain a fuller indication of students’ 
knowledge and understanding, and 
to develop the higher level skills of 
application, analysis and evaluation.’ 
(Ofsted, 2011, p6). 

A survey of examiners’ reports from 
Edexcel GCSE Business (Unit 5) from 
2010-2014 highlighted the need 
for the students to write in a way 
that allows them to develop strands 
and make links to the question set.  
The June 2013 examiner’s report is 
more specific about the teaching of 
extended writing and identifies how 
one candidate has used effective 
connective words to develop analysis 
(p22) and states in its summary 
‘Use relevant connectives such as 
‘therefore…’, ‘this leads to…’, ‘as 
a result…’, as this will help build 
explanation and analysis to show a 
clear understanding of issues, causes, 
and consequences.’ (p35) Teachers 
are being advised by the awarding 
bodies that they need to improve 
students’ extended writing, and 
that using connectives will help the 
students to write more.

So, how do we go about this in 
a way which provides a method 
whereby students have a framework 
which will help them in examination 
situations, but also a framework 
that enables them to develop their 
learning through their writing?

The research study for my doctorate 
emerged from a need to investigate 
how student attainment in GCSE 
Business Studies could be improved. 

Following work carried out for a 
Best Practice Research Scholarship 
(BPRS) scheme in 2002 (Davies et 
al. 2002) and a related Curriculum 
Journal article (Davies et al. 2003), 
I wanted to pay attention to 
whether improvements in writing 
could contribute to improvements 
in attainment. As a subject leader 
and a classroom teacher of business 
and economics I was conscious that 
my students needed to improve 
their subject attainment, and it 
was not their knowledge and 
understanding that was holding 
them back from accessing higher 
marks in examinations, but often the 
application of their skills of analysis 
and evaluation.  As their subject 
performance is assessed through 
written public examinations, it is 
their written literacy that needed 
to be addressed.  Using a writing 
to learn approach based on data 
response and case study, I used 
writing interventions which focused 

on students’ use of connectives (e.g. 
if, because, however) in developing 
their own responses to case study 
questions. This strategy allowed 
the students to use a model which 
provided them with the opportunities 
to exercise their own creativity in 
how they developed their narrative.

Using a randomised controlled trial 
method, the students in the research 
study were all set the same three 
writing interventions.  The first 
writing activity was common to all, 
and acted as a pre-test, the second 
writing activity was the test piece 
with a control and intervention 
group, and the third writing activity 
was the same for all students and 
served as a post-test activity.  For the 
second test activity the intervention 
group were provided with a stimulus 
grid of connectives and encouraged 
to use as many as appropriately 
as possible (see table below).  The 
control group were not given this 
stimulus prompt. 

2 points 3 points 4 points 5 points

When While If However

And During Because Despite 

After Whilst So Nevertheless

Before But Although

While Alternatively
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Each writing activity was assessed 
on the number of sentences, 
the number of connectives used 
appropriately, the sum value of 
those connectives, and a subject 
attainment mark based on the 
answers to the case study questions.

Did the use of connectives help to 
improve the subject attainment of 
the research study GCSE Business 
students?

The analysis of the results of the 
three writing activities for the 
whole sample found that in the 
second writing activity, where 
the intervention group used the 
connectives’ grid, those students 
were writing more sentences, using 
more connectives and using higher 
scoring connectives.  In addition, 
their subject attainment was much 
higher than that of the control 
group.  This suggests that the 
prompt to use connectives was used, 
and that using connectives led to an 
improvement in the writing, which 
then led to an improvement in the 
subject performance.

There did appear to be an 
improvement in the subject 
attainment score between the pre-
test first writing activity and the 
post-test third writing activity for 
the intervention group students, 

whereas there was no improvement 
for the control group, and the 
subject attainment gap between the 
two groups had widened.  It was 
identified that whilst the intervention 
group were perhaps not writing as 
much, they were now writing with 
more craft and skill as they were 
using the higher order connectives 
to make the links between subject 
concepts and ideas.  Being able to 
allow the transition of ideas and 
generate more reflective comments 
using connectives appeared to create 
more opportunities to score more 
highly on subject attainment.

So, it appeared that the stimulus 
connectives’ grid was useful, and 
that there was improved attainment 
when used, as well as evidence of 
a spill over effect in the following 
writing activity when the grid 
was not provided.  This is just an 
example of one way in which using 
connectives can be practised and 
students can be trained to develop 
their skills of analysis and evaluation. 

Editor’s note:

“I give students a sheet of 
connectives for them to keep in their 
folder or exercise book. I have packs 
of connectives that I spray around 
the room for use in group work such 
as posters and presentations. I have 

also put a connectives poster in all 
my classrooms. I have also marked a 
piece of written work and then held 
a ‘boost my marks’ session in which 
students use connectives and their 
feedback to improve their marks.

How do you use connectives? If you 
have an effective approach let me 
know and I will include it in the next 
issue.“

References:

AQA (2014) A Level specification – 
Economics [online]. Available from : 
http://filestore.aqa.org.uk/resources/
economics/specifications/AQA-7135-
7136-SP-2015.PDF [accessed 20/02/2018]                                                                    

Davies, P., Bentham, J., Cartwright, S. 
et al. (2002) Using reciprocal teaching 
to develop student’ language and 
understanding : a franchising case study. 
Teaching Business and Economics, 6 (1):  
22-31

Davies, P.,  Bentham, J., Cartwright, S. 
et al. (2003) Developing narrative skills 
through case studies. The Curriculum 
Journal, 14 (2):  217 -232 

OCR (2014) A Level specification – 
Economics [online]. Available from : 
http://www.ocr.org.uk/Images/170839-
specification-accredited-a-level-
gce-economics-h460.pdf [accessed 
20/02/2018]

Office for Standards in Education (Ofsted) 
(2003) Good Assessment practice in 
Business Studies. London : Ofsted.

Office for Standards in Education (Ofsted) 
(2008) Developing young people’s 
economic and business understanding.  
Business education in secondary schools, 
colleges and initial teacher training 
2004/07.  London : Ofsted.

Office for Standards in Education 
(Ofsted) (2011) Economics, business 
and enterprise education - A summary 
of inspection evidence :  April 2007 to 
March 2010. London : Ofsted.

Pearson Education Limited [2014] 
Edexcel Level 3 Advanced GCE in 
Business (9BSO) Specification [online]. 
Available from: https://qualifications.
pearson.com/content/dam/pdf/A%20
Level/Business%20Studies/2015/
specification-and-sample-assessment-
materials/9781446914694_GCE2015_A_
BUS_WEB.PDF [accessed 20/02/2018]



Business

SPRING 2018 7

With the multitude of recent 
changes and variations to the 
Business A Level, more and more 
schools and colleges across the 
country are looking to revamp 
their offering and move away 
from the more conventional 
Linear A Level.

After the announcement from 
AQA last year that they would be 
discontinuing the Applied General, 
my department fell victim, once 
again, to the prospect of changing 
courses with all the work and 
uncertainty that entails.

Coming from a school with a broad 
spectrum of abilities I was eager 
to deliver a course which strayed 
away from the conventional style of 
courses and focused on preparing 
students for the world of work, not 
just university.

With the fall in university applications 
and hike in students going on to 
secure apprenticeships we decided 
to take a chance on the new AQA 
Technical Level Business: Marketing 
course, which focuses heavily 
on transferable skills, business 
collaboration and of course the 
fundamental skills required to work 
in marketing. Offered by AQA 

and accredited by the Chartered 
Institute of Marketing the course 
was first offered in 2015 and has 
been growing in popularity amongst 
institutions ever since.

Comprising an assortment of written 
internally assessed assignments 
and externally assessed exams the 
Tech Level received unprecedented 
numbers in the context of my 
department, in part due to the 
extremely promising results from last 
year.

Similar to the BTEC, the Tech Level 
contains a number of compulsory 
and elective units. Over the two 
years, students study four of these 
units to achieve either a Distinction, 
Merit or Pass.

Speaking to students, it was clear 
that they were finding the style and 
content of the course engaging, 
useful and enjoyable which certainly 
came through in their results, 
especially for Unit 3. As an internally 
assessed unit, Unit 3 covered 
Customer Communications and 
looked in detail at the importance of 
effective communication between 
a business and its customers. 
Regular communication with our 
established link businesses helped 

to contextualise certain concepts 
and theories and proved invaluable 
in assisting students with their 
final assignment of researching, 
developing, planning and presenting 
a marketing campaign for the given 
business.

Throughout the year students are 
required to maintain a reflective 
log to evidence how they have 
developed their transferable skills.

The transferable skills covered by the 
course were based upon research 
conducted amongst employers, 
who stated that communication and 
organisation were high on the list of 
skills they felt students were lacking 
when they finished their A-Levels.

In year 12, students are tasked with 
completing four assignments all 
broken up into either pass, merit 
and distinction tasks. Setting up a 
grade tracker with deadlines and 
submissions which the students could 
view online significantly reduced the 
amount of ‘chasing’ I had to do and 
certainly encouraged students to 
manage their time effectively and see 
where they were up to in the grand 
scheme of things. 

The variety of content demanded 

Getting Technical  
Nick Charleston reviews AQAs Technical Level Business: Marketing qualification
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by the assignments often meant 
that lessons were fast-paced and 
engaging whilst also ensuring that 
enough depth was covered to allow 
students to access the distinction 
tasks. Though time consuming, I 
decided to create workbooks for 
students to complete during the 
lessons to aid them in completing 
their research and assignments. 
Workbooks were comprised of 
different tasks that were either built 
into lessons or set as homework. This 
significantly reduced the amount 
of planning required during the 
term, but also created fantastic 
opportunities to demonstrate 
progress and evidence that students 
had met the requirements of the 
transferrable skills qualification 
alongside. 

Throughout the first year, students 
are required to build strong links 
with a partner business to whom 
they acquire information from, in 
order to complete their assignments. 
From this I was able to speak to 

the students to gauge what type 
of business they would be most 
interested in learning about and 
applying their knowledge to in 
their written work. Selecting a 
business that the students were all 
interested in was invaluable when 
working through the content. This 
also created a good opportunity 
for an educational visit to our 
partner business. Additionally, we 
held regular Q&A sessions over 
Skype where the students were 
able to talk to members of the 
marketing department and conduct 
research, first hand to support their 
assignments. 

The year 13 curriculum is very similar 
to year 12 and the content does 
overlap slightly but goes into much 
greater detail. I found that students 
were often able to recall prior 
knowledge from the year before to 
help them problem solve and make 
links which was extremely rewarding 
for both teacher and student. By the 
second year students were fully in 

the swing of the booklets idea, and 
had even been adopted by other 
departments in the school. We also 
used feedback from the previous year 
to improve the material.

Overall the introduction of this new 
Technical Level qualification has 
been a great success. I did have 
my reservations on hearing my 
department had decided to introduce 
the course, but am pleased that my 
opinion has changed completely. 
The content of the course, along 
with the variety and scope it offers 
made it a delight to teach and one 
which hugely boosted the profile of 
Business Studies within our school. 
The support offered by the course 
leaders from AQA was second to 
none and I encourage any head of 
department to give this course a go 
from September. 

Nick Charleston is a business 
teacher at The Grange School

By the second year students were fully in the swing of the booklet idea

Workbooks
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Choosing a University
Until more sensible heads prevail, 
both Business and Economics will 
continue to be subjects which 
young people choose to study, 
rather than have to study. Whilst 
I am sure colleagues reading this 
have all experienced the student 
in your class who is there because 
it is the least worst option, there 
are also those whose interest is 
genuinely piqued by the work 
we do to open up the subjects 
we love and ignite passion in 
the subject. Even when making 
option choices at Key Stage 4, 
choosing a subject is often a 
difficult decision, sometimes 
exacerbated by no experience 
of study in the subject. Post-16 
education is competitive, not 
just in terms of competition 
with other centres for financial 
stability and survival, but within 
centres where choosing a subject 
carries an opportunity cost. This 
choice is rendered harder by the 
decline of AS levels. Where not so 
many years ago, students would 
have chosen four subjects with 
the intention of finishing one 
course of study after year 12,  
that option is becoming 
increasingly rare. 

Against this backdrop my personal 
opinion is that if a student invests 
their time, and risks their success in 
business or economics, then I will do 
my utmost to redeem their faith in 
me. Furthermore if the experience 
leads to the student wanting to 
specialise in our field at university 
then, as a teacher, I feel there are few 
higher compliments. I therefore feel 
it is important that a subject teacher 
goes beyond the generic support in 
applying for university, and has at 
their disposal a working knowledge 
that will allow them to support and 
prepare students in making crucial 
and life changing decisions. This 
article is based on conversations with 
both students and colleagues and 
aims to set out, as an aide memoire, 
the kind of support Business and 

Economics teachers can realistically 
provide. 

It must be remembered at this point 
that there are a wealth of resources 
available to support students and it 
would be impossible to list them all. 
Any inclusion or omission of resources 
is therefore completely unintentional. 
Similarly I have focussed on the 
elements specific to Business and 
Economics, and therefore students 
will still need high quality advice and 
guidance about all aspects of applying 
for higher education. 

Type of Course

Whilst most applicants will quickly 
understand the acronyms of BA and 
BSc when researching, they may not 
realise the significance of the (hons) 
after the award. An honours degree 
usually indicates that the student can 
expect to carry out a piece of research 
or individual investigation as part of 
their studies. This often takes place in 
the final year and is generally referred 
to as a dissertation. The typical 
length of a dissertation is 10,000-
15,000 words and students will be 
mentored throughout the process. For 
example my own dissertation was an 
investigation into whether there was 
a difference in the type of employee 
favoured by public and private sector 
businesses (something the employers 
denied but was strongly borne out by 
the research). 

Course Structure

A lot of business and economics 

courses will have a common first 
year before allowing the student 
the chance to specialise. This is 
due to the fact that most, if not all, 
businesses and economics courses at 
undergraduate level assume no prior 
knowledge and therefore do not set 
an A Level in the subject as entry 
criteria (in fact I could not find a single 
course where an A level in Business 
or Economics is a pre-requisite, but 
I am happy to be corrected on this).  
Students should be made aware of 
this. I have witnessed the sad situation 

where a student has dropped out of 
university in the first year (and wasted 
a lot of money) citing the fact both 
content and difficulty were essentially 
the A level regurgitated and therefore 
they were, to put it simply, bored. If 
such a student has also studied the 
subject at GCSE then they may well 
be experiencing a foundation level of 
knowledge for the third time! This is 
of course part of a wider issue where 
the key stages do not fit together into 
a coherent plan, but that is an article 
for another day! However, it is worth 
impressing on students to ask at open 
days and interviews how the first year 
will differ from A-level. 

By and large the first year will not 
count towards the final degree, 
and is a case of pass / fail which 
then allows the student to progress 
through to year 2, where they will 
start to specialise. This will of course 
change as two year degree courses 
become more widespread. This does, 
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however, mean that it is possible for 
students to change their programme 
of study once enrolled and studying. 
For example, South Bank University in 
London offer a wide range of Business 
courses. The BA (Hons) in Business 
Management with Finance, and the 
BA (Hons) in Business Management 
with Human Resources share a 
common module structure to year 
1 before moving on to a core and 
option model in the subsequent years. 

Length of Course

At the moment, two-year degree 
courses are still in their very early 
stages and therefore the majority of 
business or economics courses will be 
either three or four years. Four year 
courses usually offer a year in industry 
between the second and final years of 
study, so the decision for applicants 
is whether to graduate within three 
years and therefore enter the labour 
market quicker, or to graduate after 
four years having had a year working 
to gain practical experience. For 
students choosing the latter route I 
would strongly advise looking at the 
industrial placements the university 
will broker on their behalf, and the 

employment prospects of students 
who follow this path. There is a really 
good summary of the advantages 
and disadvantages on www.whatuni.
com and I would always advise my 
students to use this resource. 

University websites will explain 
the placement year in more detail. 
For example the University of 
Surrey has over 2,000 partner 
organisations offering Professional 
Training Placements both in the 
UK and abroad and has a range of 
student testimonies explaining their 
experiences. 

Taking a placement year is a matter 
of choice of course, but I would 
be advising students to look at the 
organisations the university works 
with. Does the university host 
graduate fairs? Is it a university where 
employers actively seek their graduate 
trainees?

Professional Exemption

When your students are researching 
potential universities it is important to 
stress to them that the choice must 
be one where the student maximises 
the benefit obtained from their 
investment. Universities are generally 

well-prepared 
to support 
students through 
their time as an 
undergraduate, 
and assist them 
in researching 
career paths 
after graduation. 
University 
rankings include 
information about 
the proportion of 
graduates taking 
up graduate 
level jobs so 
this is worth 
checking out 
when choosing a 
university. I would 
also always advise 
students to ask 
about whether 
the course 
allows them 
any exemptions 
from professional 
examinations 
as this is often 

a good indicator of the recognition 
of the university and degree in the 
eyes of the profession. For example, 
the Association of Chartered 
Certified Accountants (ACCA) offers 
accountancy qualifications at a 
number of levels and has a facility 
by which applicants can search for 
exemption from elements of the 
courses based on when, where, 
and what they studied. Similarly 
the ICAEW (Institute of Chartered 
Accountants in England and Wales) 
offers Credit For Prior Learning. 
Aston Business School (part of 
Aston University) has a very useful 
summary of potential professional 
exemptions depending on the course 
including the BSc in Human Resource 
Management which, after graduating, 
may gain exemptions from CIPD 
(Chartered Institute of Professional 
Development) examinations. The 
University of East Anglia offers 
a BSc in Actuarial Sciences and 
explains: ‘The course also gives you 
the opportunity to gain exemptions 
from the first eight professional 
examinations set by the UK Actuarial 
Profession (CT1-CT8), so that you 
are able to qualify as a professional 
actuary far more swiftly after 
successfully graduating.’

timeshighereducation.com
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With so much choice (a course search 
on www.ucas.com for undergraduate 
courses with business in the title 
yielded 6,335 results) I decided to 
ask a number of past and present 
university applicants what they looked 
for when applying for university.  

Nico was awarded a Bsc (Hons) in 
Economics from Plymouth University 
and is now working in Okinawa on 
the JET Programme as an assistant 
English teacher. Nico said “I chose 
the highest ranked university that 
my predicted grades could allow me 
to enter, then did the same for the 
back up choice.” Nico was adamant 
he wanted to study economics and 
found the course structure and 
content across his choices to be 
roughly equal, so this element had 
little bearing on his final choice. 

Jason on the other hand was more 
specific about the type of course he 
wanted, and graduated with a BA 
(Hons) in Economics and Finance from 
the University of Keele. Jason said “I 
looked for a dual honours degree in 
economics and finance to give me a 
broader view of the business world, 
to help me see where I wanted to go, 
and to also help me understand better 
how the economy works and how the 
financial side of a business is run. I 
had checked the modules, and looked 
for ‘macro’ based modules as that is 
what I enjoyed most at A level. Most 
universities however, had a mixture 
of ‘macro’ and ‘micro’ so it ended up 
not being a big decision for me. I also 
had the opportunity to study abroad 
in Toronto for six months. That was 
really cool because obviously it was 
another country and living there gave 
me new experiences. Also modules 
such as analysing the Canadian labour 
marked helped me see different 
ways of thinking which gave me new 
ideas to put into my work when I got 
back.” After graduating, Jason was 
able to travel to South East Asia and 
catch up with a lot of the friends he 
had made during his course. 

Louise is currently studying in year 
13 and has applied to the University 
of East Anglia to study a BSc in 
Accounting and Management. She 
said she was attracted by the flexibility 
the course offered, with just one core 
module and five optional modules 
allowing her to specialise as the 

course progresses. In addition, Louise 
was again attracted by the potential 
exemptions from professional 
examinations that the course might 
lead to. 

Those who don’t want 
university

University is not for everyone, and 
for some students an apprenticeship 
might be worth considering. The 
apprenticeship framework has been 
overhauled and apprenticeships are 
now available in a wider range and 
at a higher level, than ever before. 
I will save a lengthy article about 
apprenticeships for another day, but 
students should be made aware of 
sites such as www.notgoingtouni.
co.uk which is a brilliant resource. 
Within seconds I was able to find a 
degree level apprenticeship at the BBC 
through Pearson Business School!

Conclusion

Overall the key is for students to do 
their research well in advance. For 
example, www.timeshighereducation.
com has a facility by which you can 
look at global or national university 
rankings by subject using criteria 
such as teaching ratios, quality of 
experience, international outlook as 
well as a large number of links to 
specific institutions offering business 
or economics courses. Similarly 
www.topuniversities.com has the 
same guidance for general higher 
education as well as economics and 
business. The site also host relevant 
and contemporary articles such 
as whether a four-year placement 
degree has advantages over a three 
year course. Unifrog (www.unifrog.
com) is a commercial service used in 
an increasing number of UK schools 
and in addition to course information 
provides structured guidance on 
completing an application together 
with careers information and advice. 

To get a perspective from a university 
I spoke to Kenneth Le Meunier-
FitzHugh PhD, who is a senior 
lecturer in marketing and Director 
of Admissions, Recruitment and 
Marketing at Norwich Business School 
(part of the University of East Anglia. 
I asked him what he felt were the key 
elements:

“We think that it is important that 
any applicant should be clear why 

they are studying the subject selected. 
A Business degree has been described 
by many people as an option that 
gives you the life skills that you will 
require for whatever direction you 
take after finishing your degree. 
However, there are many specialisms 
within Business Studies that are 
available. Consequently, at UEA we 
have carefully designed our degrees 
to provide a cross-section of subject 
areas in the first year, so it does not 
matter which business degree you 
choose - Management, Accounting, 
Finance, Marketing, etc., as all 
students are required to take these 
modules that provide an overview of 
the topics within business. It is not 
until years two and three that student 
specialise in their chosen subject 
areas. The advantage of this process 
is that it not only provides a broader 
understanding of business generally, 
but it also allows students to change 
their mind about which specialist 
subjects that they want to follow in 
the subsequent years. 

Other options include a year abroad, 
which may have advantages to some 
as they would have the opportunity to 
live and study outside the UK, which 
could look great on the CV. However, 
this option extends the degree by an 
additional year. Another option is to 
take part in work placements at the 
end of the first and second years. This 
is something that we encourage at 
UEA, as we feel that this has many 
benefits, as you can experience 
working in different companies and 
gain valuable insights into different 
business sectors that you can then 
bring back into your studies.”

Despite the high cost of going to 
university and falling pay differentials 
between graduates and non-
graduates, going to university remains 
a popular choice for most students. 
The decision about which course and 
which university can be exciting and 
daunting in equal measure. There 
are so many courses on offer both 
between and within universities  
that it is vital that students do their 
research and ask the right questions. 
If it’s a business or economics 
programme, they could do worse 
than start by asking for advice from 
their business or economics teacher!
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Price elasticity of demand (PED) 
is one of the core concepts 
in Microeconomics and so 
developing a good understanding 
of this concept is crucial if 
pupils are to be able to access 
many other aspects of AS and A 
Level Economics specifications. 
For example, examining the 
effectiveness of government 
interventions like taxation and 
price controls, evaluating the 
causes and consequences of 
changes in competitiveness and 
understanding labour market 
flexibility are all underpinned by 
and understanding of PED. PED 
is also taught as part of AS and A 
Level Business Studies and tends 
to be seen as one of the more 
challenging concepts that pupils 
often struggle to grasp well. It 
can of course be a vital tool in 
analysis. For example, we would 
expect pupils to explain that the 
impact of many other changes 
such as a change in exchange 
rates, or costs, is dependent on 

the responsiveness of demand 
to a change in price. Therefore, 
teaching this topic effectively 
is crucial to student success in 
Business Studies and Economics. 

The aim of this article is to explain 
how I approach this topic with my 
students, and why I deliver it in 
this way. The article will summarise 
the main parts of the lesson, with 
an explanation of why the topic 
is delivered in this way. The main 
approach used is direct instruction 
which involves a teacher fully 
explaining new content to pupils. 
This method is effective for covering 
complex theory which cannot easily 
be ‘discovered’ by pupils. It can 
therefore be used in the teaching of 
the many technical concepts within 
Business Studies and Economics. 

The big question:

At the start of my teaching of this 
topic I pose a question to students: If 
the price of a good changes, by how 
much does demand change? 

I introduce PED in this way firstly 
because it uses the pupils’ existing 
knowledge. At this stage pupils will 
have already studied demand and 
will be aware that a change in price 
causes a change in demand. This 
question extends this knowledge to 
ask pupils to consider the size of the 
change. This method is supported by 
cognitive load theory which states 
that teachers should try to reduce the 
cognitive load put onto pupils to aid 
learning. Using prior knowledge to 
introduce new concepts is one way 
of doing this as pupils can build upon 
information already in their long-
term memories. 

I use images of goods to enable 
pupils to structure their thoughts 
and discussions around concrete 
examples. The use of real examples 
is supported by cognitive science as 
it makes new ideas easier to grasp 
and remember. This also helps to 
highlight that the responsiveness 
of demand to a change in price is 
different for different goods (i.e. that 
some goods are elastic and some 
inelastic) and may also lead to why 
this is, or the determinants of PED, 
another main aspect of this topic. I 
have chosen the goods carefully to 
ensure that some of them are likely 
to have elastic demand whilst others 
are likely to be inelastic. I have also 
picked goods that highlight different 
determinants. 

The theory:

When we have discussed this I 
then explain the meaning of PED 
to the class with the slide here. The 
technique of explicitly explaining 
new knowledge to pupils is known 
as direct instruction. Research has 
shown that this approach can 
be more effective than discovery 
learning or minimally guided 
instruction if the content is complex 
and if the learners are novices. This 

Teaching Price Elasticity of Demand
Jade Slater explains how both experience and research have shaped her approach to teaching elasticity
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is true for many Business Studies or 
Economics students who will not 
have studied this subject before. 

I also use arrows to give a visual 
representation of PED. This technique 
is known as dual coding - the process 
of combining written text and visual 
materials. This again is recommended 
by cognitive science as it gives two 
ways to remember the information 
and it is therefore easier to recall later 
on. 

Chunking, checking, practice: 

Direct instruction is used again to 
explain how PED is calculated and 
the interpretation of numerical 
results. Pupils are then given a series 
of calculations to complete. This 
knowledge is then checked using 
mini whiteboards – pupils are given 
a PED result or figures for changes 
in demand and price and have to 
write if this is elastic or inelastic. It is 
crucial to assess learning to identify 
and address any misconceptions 
immediately. Furthermore, checks 
also require processing of this 
material which helps it to be 
transferred into the long-term 
memory. The use of mini whiteboards 
allows me to assess the learning of 
all pupils. 

This process of direct instruction 
and checking learning is then 
repeated for the determinants of 
PED.  After the initial explanation a 
number of reviews are used. Firstly 
pupils are required to explain the 
determinants of PED for specific 
products (see slide). Secondly, flash 
slides are used to display a specific 
determinant, for instance ‘long-term’ 

or ‘necessity’ and pupils have to state 
the corresponding elasticity. Multiple 
reviews are used here due to the 
complexity of the new information. 

As you can see above, the lesson 
and topic have been broken up into 
a series of ‘chunks’ with explanation 
and activities being completed 
for one aspect of the topic before 
moving onto the next. This ensures 
that pupils’ working memories are 
not overloaded with too much new 
knowledge at once.

The final review:

The lesson concludes with a review 
of all of the learning in the form 
of a written quiz. This is a form of 
retrieval practice - any task which 
requires pupils to retrieve concepts 
or facts from their memories, and 
a further strategy advocated by the 
science of memory and learning. 
This is hugely beneficial as being 
required to retrieve information from 
your memory increases long-term 
retention of this information, making 
it easier to recall in the future. 

Jade Slater teaches Business  
and Economics at Walton High 
School
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Four Research-Informed Tips for  
Improving Learning Recall
Ruth Corderoy relates what she learnt from Bjork and Bjork’s cognitive science research to learning and 
teaching economics.

We all know the feeling: you 
have taught a topic and a few 
weeks later students flatly deny 
they know anything about it. It 
is gone. Minds are blank. ‘Look, 
it’s in your notes!’, ‘Oh’, they 
say, ‘Yeah, sorry’. What has 
happened? Is it just that they 
have the memory of a goldfish 
or is there more to it? More 
importantly, is there a way of 
teaching that reduces the number 
of times this happens, that can 
make the learning a bit more 
secure?

A few years back Elizabeth and 
Robert Bjork published an article1 
which cast some light on this 
perennial teaching problem and 
offers some practical solutions. 
They started by distinguishing 
between learning and performance: 
performance is what we can observe 
or measure during instruction (this 
is more than tests, it includes what 
we see happening in any lesson), 
learning is a long-term change in 
knowledge or understanding. The 
problem is that as research has 
shown, learning and performance 
are often not as closely related as 
teachers and students might hope. 
For example animals left to wander 
aimlessly around mazes with no 
incentives or training were shown 
to have learned quite a bit about 
that maze in subsequent runs. 
Other experiments have shown that 
substantial improvements in short-
term performance can occur without 
any significant longer-term learning 
having taken place2, a phenomenon 
that every teacher knows as 
cramming for the test and forgetting 
the lot 10 minutes later.

Bjork and Bjork distinguish between 
storage strength (how firmly is it 
entrenched) and retrieval strength 

(ease of accessibility/activation) 
of information and skills stored in 
memory. They argue that current 
performance is a function of 
current retrieval strength but that 
storage strength acts to reduce 
loss (i.e. forgetting) and increase 
gain (re-learning) of retrieval. 
Economics teachers have quite a lot 
of economics specific knowledge 
permanently stored. For example, 
I don’t need MC=MR tattooed on 
my forearm to recall  a firm’s profit 
maximising output level. I can 
describe the aggregate demand 
function with as little difficulty as I 
could tell you my name. The trouble 
is that this makes us underestimate 
the process by which this information 
became so ingrained. In truth, it 
sits in our consciousness waiting to 
be used following a whole series 
of learning events, some formal, 
some informal. In forgetting this as 
teachers, we don’t work on storage 
strength or we think it’s the same 
as retrieval strength, rather than 
something that improves retrieval. 
Bjork and Bjork argued that it is 
important to consider learning 
strategies that improve  storage 
strength, because this will improve 
retrieval and thus performance.  

The approach they came up with 
was to ‘create desirable difficulties’, 
i.e. the sort of difficulties that lead 
to long-term storage of information 
when the student tackles them. Bjork 
and Bjork identified a number of 
desirable difficulties:

a. Varying the conditions of 
learning

b. Interleaving instruction on 
different topics rather than 
grouping teaching by topic

c. Spacing rather than massing 
teaching on a given topic

d. Using tests as teaching (not 
necessarily assessment) events.

So how might these look when 
teaching economics?

Varying the conditions of 
learning

When we learn in the same place 
at the same time, learning tends 
to be context specific – walk into 
the economics room at 9am on a 
Monday and you trigger economics 
memories - the problem is that 
such learning isn’t very secure in 
a different time and place. School 
timetables make this tricky to address 
but moving rooms unexpectedly or 
encouraging students to vary where 
they do their own study can help, 
as can suddenly firing economics 
questions at them in school corridors, 
form time or lunch. Do this in the 
right way and the Sixth Form tend 
to like it as confirmatory evidence 
that you are unhinged, but not in a 
bad way, and it is likely that certain 
key bits of information or even small 
analytical paths (draw me a diagram 
showing the effects of advertising on 
the chocolate market, now!) become 
entrenched. Homework of course 
becomes doubly important but what 
about varying this too by introducing 
a synchronous online forum?

Spacing rather than massing 
teaching and interleaving 
instruction

These two ideas really go together 
because they complement each 
other.

The benefit of spacing is one of the 
most robust findings across the entire 
history of experimental research on 
learning and memory. It really isn’t 
disputed so it’s odd that we don’t 
do it. Shea and Morgan’s3 classic 
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experiment showed that blocked 
practice (e.g. in economics a series 
of sessions on one concept) led to 
participants improving performance 
more rapidly than those given 
interleaved or random instruction. 
BUT crucially when participants 
returned after a period of time to 
be re-tested it was those who had 
been instructed with an interleaved 
programme who showed the best 
performance. Thus instruction and 
revision programmes that teach one 
topic, test it, then the next topic and 
test it, are not optimal. 

The key finding is that blocked 
practice seems to improve 
performance because it improves 
short-term tests but interleaved 
practice leads to better long-term 
storage and retrieval. Roher and 
Taylor4 found that for learning 

formulae the size of the long-term 
advantage of interleaving over 
blocking was huge: 63% over 20% 
of new problems solved correctly a 
week later. Yet students tend to think 
that their performance is better if 
they are taught in blocks, probably 
because it feels easier and they are 
fooled by a short-term feeling of 
competence.

Bjork and Bjork5 think that spacing 
and interleaving work so well 
because they force students to 
notice similarities and differences in 
different material and they have to 
re-load their memories e.g. if you 
are asked to solve problem A, then 
B then A again you have to re-load 
compared to just doing a sequence 
of problem As; the act of re-loading 
strengthens the long-term storage.

The good news is that economics 
lends itself to this, so supply and 
demand, followed by indirect taxes, 
followed by supply and demand 
re-cap, followed by social costs and 
benefits, followed by indirect tax re-
cap followed by a mixed test or case 
study of all concepts might be one 
approach.

Using tests as teaching events

By this I mean informal tests as 
teaching tools NOT high-stakes 
assessment tests (these have their 
place but are not particularly helpful 
for enhancing long-term storage). 
Low stakes unannounced informal 
tests make students have to try 
to retrieve and use information 
but without exam/assessment 
pressure. Research shows that tests 
force students to try to retrieve 

Research shows learning and performance are often not as closely related as teachers and students might hope
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information from long-term memory 
and this effort makes storage more 
permanent and is far more effective 
than simply re-reading notes or 
even re-reading and highlighting 
key sentences. An example would 
be giving the whiteboard marker 
to a student with no warning and 
asking them to draw a diagram, or 
suddenly giving out rough paper 
and asking five questions. Better 
still get students to test each other 
by setting 5 questions as the setter 
will work doubly hard to come up 
with questions and in the process 
retrieve and think about a great deal 
of information. The technique can be 
done in lots of ways but the key is 
the sudden, unexpected retrieval and 
use of previously taught information. 

It is worth repeating that this is NOT 
the same as frequent prior notice 

tests for assessment purposes, 
these tend to lead to short-term 
cramming and the illusion that 
short-term performance in such tests 
is an indicator of long-term secure 
learning. By all means do them if the 
system requires it (and it generally 
does!) but informal teaching-purpose 
tests where the results are not even 
recorded are much more effective 
at embedding learning than these 
assessment tests.

These informal tests are much more 
effective revision strategies than 
re-reading and a much more reliable 
indicator to a student of what they 
really know rather than think they 
know so it helps with metacognition 
too.

These methods can be combined so 
asking them suddenly to show the 
effect of an indirect tax but doing it 

in a lesson that is notionally about 
pollution and social and private costs 
has a double pay-off by retrieving 
and practising diagrams but also the 
juxtaposition helps them to realise 
for themselves that the two topics 
are very strongly related. Economics 
topics are all linked of course and the 
constant retrieval of key concepts at 
unexpected times and in different 
contexts will help to make that clear 
and also embed such key ideas. 

The ideal result of our teaching is 
that our students don’t forget their 
economics the day after an exam 
but that the key concepts are lodged 
with them permanently, as they are 
for us, their teachers. 

Ruth Corderoy is a Senior Lecturer 
at the University of Buckingham. 
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Putting The E Into PSHE Education
David Butler sets out the EBEA’s case for an economics education for all, what should be covered and  
the role economics teachers could play.

DfE call for evidence on 
making PSHE education 
statutory

The government is currently 
considering whether or not to make 
the whole of Personal, Social, Health 
and Economic (PSHE) education 
a statutory part of the curriculum 
in all state funded schools.  The 
EBEA responded to the DfE’s call 
for evidence on the teaching of 
PSHE, which closed on 12 February 
2018, supporting the case for 
making PSHE statutory. It also 
encouraged individual members to 
submit evidence. The EBEA quoted 
evidence from Ofsted and its own 
experience of previous attempts 
to develop economic education 
for all, arguing that making PSHE 
education statutory was not in itself 
sufficient to ensure its success.  Its 
successful implementation requires 
adequate resourcing, including an 
investment in teacher education, 
dedicated curriculum time and  the 
involvement of subject expertise in 
delivering the various components of 
PSHE.  In terms of content, the EBEA 
felt that it would be best to have a 
common core of concepts, skills and 
knowledge but allow some local 
flexibility to meet individual needs 
and requirements. Furthermore, in 
order for headteachers to take the 
implementation of PSHE education 
seriously, the EBEA advocated that 
it should be included as part of the 
Ofsted inspection framework.     

The case for economics 
education for all

The EBEA has long supported the 
case for economics education for 
all.  Some time ago it instigated a 
major initiative which generated a 
series of exemplar materials based 
around the themes of the young 
person as consumer, producer and 
citizen. The materials were supported 

by programmes of in-service training 
for teachers, often involving advisory 
teachers. The materials were 
thoroughly evaluated, modified and 
eventually published. Some of the 
materials are still being used having 
been updated and adapted.  The 
initiative was very well received and 
had considerable impact on many 
economics teachers who had often 
not previously ventured outside of 
A level.  However, like several other 
subsequent initiatives, its impact 
was not sustained and built upon 
as funding ran out and pressures 
on the curriculum (particularly 
through the implementation of the 
National Curriculum) squeezed time 
for anything other than the core 
subjects.

The case for economics education 
(or economic awareness/literacy) 
remains and is perhaps stronger now 
than ever. In his evidence to the DfE, 
Andy Haldane, chief economist at 
the Bank of England, quotes survey 
statistics showing that over 80% of 
the adult population believe that 
economics education should be 
part of the curriculum and that an 
understanding of economics and 
finance was essential to function 
and participate effectively in modern 
society. Yet the provision in schools, 
according to Ofsted, is often poor or 
non-existent and may well be getting 
worse. Ofsted surveys over a number 
of years show that PSHE education 
is one of the worst taught subjects 
in secondary schools and that the 
economics component is frequently 
the weakest component within this. 
There are, of course, some pockets 
of excellent practice, including 
in primary schools, but very few 
schools have coherent programmes 
to develop pupils’ economic 
understanding which are rigorously  
assessed and evaluated.  

The content of a core 
programme for economics 
education 

In its evidence to the DfE the EBEA 
emphasised the importance of 
ensuring that the E in PSHE is not 
interpreted narrowly as personal 
finance or ‘managing money’, 
vital though these are. The EBEA 
suggested that economic education 
is made up of three interrelated 
themes: economic and business 
understanding (EBU), financial 
literacy and enterprise skills (such as 
the ability to work in teams, creativity 
and problem solving). These themes 
stem from the Howard Davies review 
of enterprise and the economy 
in education (2002) and were 
widely accepted under the Labour 
government’s enterprise initiative. 
However the review did not specify 
the precise learning outcomes from 
each theme. So what should a core 
programme of economic education 
look like?   

The EBEA’s early work on education 
for all was built around sets of key 
concepts and ideas. There was a 
deliberate attempt to keep economic 



Financial Literacy Special Feature

TEACHING BUSINESS & ECONOMICS18

jargon to a minimum, to use contexts 
that pupils could identify with and 
to try and actively engage pupils in 
learning by undertaking ‘real’ tasks. 
This was an approach that most 
economics teachers could relate 
to.  Later work built on this, placing 
the emphasis on the skills needed 
to develop critical awareness by 
challenging pupils’ perceptions of 
economic phenomena. This approach 
had major implications for pedagogy; 
the teacher was no longer the 
‘deliverer of a body of knowledge’ 
but someone who facilitated 
discussion, challenged thinking and 
encouraged pupils to think deeply 
about issues.

Some understanding of key 
economic terms is clearly important 
if young people are to make sense 
of the sort of information they are 
bombarded with every day by the 
media. For example, what is meant 
by the term ‘inflation’, how is it (in 
broad terms) calculated, how does 
it affect different people? At the 
same time, it is vitally important 
that pupils develop the skills to 
be able to interpret, analyse and 
criticise economic statements they 
come across, for example, ‘raising 
taxes makes us worse off’.   It is also 
important that pupils grasp a few 
key economic concepts and ideas, 
such as opportunity cost (in simple 
terms), social costs and (perhaps 
more controversially) the margin. 
The same is true of financial literacy. 
Pupils need to understand key terms 
and basic concepts, such as interest 
rates and how changes in them 
might affect different people. They 

also need to ask the ‘right’ questions 
in exploring issues, for example, what 
do we need to find out to decide 
on the best value for money mobile 
‘phone tariff? 

Evidence strongly suggests that 
whatever content is selected it 
must be relevant to the age and 
interests of the pupils.  Classroom 
methodology also needs to actively 
engage pupils in learning, encourage 
discussion and provide opportunities 
for them to challenge perceptions. 

Why developments in PSHE 
education are important for 
economics teachers

Ofsted surveys of economics and 
business education have frequently 
found that economics teachers often 
had little involvement (and often little 
interest) in teaching PSHE education. 
Heads of economics and business 
were frequently unaware of what 
aspects of economics education, 
such as personal finance, were being 
taught in PSHE or elsewhere in the 
curriculum. This is both disappointing 
and dangerous. If aspects of 
economics education poorly taught 
in PSHE (as the evidence indicates) 
then it may well be detrimental to 
pupils opting for specialist courses 
at Key Stage 4 and post-16 and 
leave others with only a very hazy 
understanding of key economics 
and business concepts. At its worse, 
Ofsted has often found evidence of 
incorrect economics being taught 
through PSHE by non-specialist 
teachers.  On the other hand, if 
there is a coherent and successful 
programme of economic and 

business understanding, involving 
specialist teachers, there is strong 
evidence that it increases pupils’ 
interests in pursuing the subject 
further through examination courses 
as well as equipping all pupils better 
for adult life. 

What is the role of the 
EBEA in PSHE education 
developments?

In his evidence to the DfE, Andy 
Haldane committed the Bank of 
England to producing materials to 
support the teaching of economics 
to all pupils in secondary schools and 
called on other organisations with an 
interest in this area to work together 
to promote economic education 
for all. The EBEA has offered its 
support to the Bank of England in an 
advisory capacity. It has also offered 
support to the Economy group which 
has secured substantial funding to 
develop programmes of economic 
understanding, particularly amongst 
disadvantaged communities. The 
EBEA is a member of the PSHE 
education strategic partners’ forum 
and has helped shape submissions 
to government supporting PSHE 
education becoming a statutory part 
of the curriculum in all state funded 
schools. The EBEA has continually 
lobbied as part of this group and 
independently for the E in PSHE to 
be given equal status with the other 
components and to ensure that it 
is not interpreted solely in terms of 
personal money management. There 
is some evidence that our voice is 
being heard and we clearly have a 
powerful ally in the chief economist 
at the Bank of England. If PSHE 
education does become statutory it 
could provide major opportunities for 
developing the role of the subject. 
It is vital that EBEA members do not 
miss out on these potentially very 
exciting opportunities. The advocacy 
group in the EBEA will do its best 
to ensure members are made fully 
aware of developments as they occur. 

David Butler 
Chair of Advocacy, EBEA

What do we need to find out to decide on the best value for money mobile 
phone tariff? 

ep s h
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Financial and Economic Education on the English Curriculum 
and PSHE: new hope or another false dawn?
Jacek Brant reflects on potential changes in PSHE provision and what the DfE really needs  
to do to improve financial literacy. 

What’s new?

In December 2017 the Department 
for Education announced a 
consultation on making Personal, 
Social, Health and Economic 
Education (PSHE) statutory in both 
Primary and Secondary schools. This 
would make the teaching of financial 
and economic education compulsory 
and would therefore shape schools’ 
curriculum offer. Whilst there is no 
plan to formally assess PSHE, if made 
compulsory and schools’ provision 
was inspected by Ofsted, then 
this would constitute a significant 
change. However, if taught by 
specialists at Secondary School 
level, as it should be, this would put 
further pressure on the limited supply 
of economics (and business) teachers. 

What’s happening now?

The global financial crisis of 2008, 
indebtedness, the growth of crypto-
currencies and recent musings over 
the need – or not – of ‘austerity’ 
policies have contributed to a 
resurgence of the study of economics 
(in England and worldwide). In 
England, exam entries for A-level 
economics have risen from a low of 
17,762 in June 2004 to over 30,000 
last June (2017). But 30,000 students 
doing A-level economics each year 
is a drop in the ocean of the four 
million children in Secondary schools 
in England. For them, the provision of 
Financial and Economic Education is 
not impressive; there is only a modest 
entitlement and it is found in the 
Citizenship programmes of study for 
key stages 3 and 4. The Department 
for Education website states that 

A high-quality citizenship education 
helps to provide pupils with 
knowledge, skills and understanding 
to prepare them to play a full and 
active part in society. In particular, 
citizenship education should 

foster pupils’ keen awareness 
and understanding of democracy, 
government and how laws are made 
and upheld. Teaching should equip 
pupils with the skills and knowledge 
to explore political and social issues 
critically, to weigh evidence, debate 
and make reasoned arguments. It 
should also prepare pupils to 
take their place in society as 
responsible citizens, manage their 
money well and make sound 
financial decisions. [My stress] …to 
enable them to manage their money 
on a day-to-day basis, and plan for 
future financial needs.

Over the five years of key stages 3 & 
4, there is only modest reference to 
financial literacy:  “the functions and 
uses of money, the importance and 
practice of budgeting, and managing 
risk” and “income and expenditure, 
credit and debt, insurance, savings 
and pensions, financial products 
and services, and how public money 
is raised and spent.” While there 
is a formal requirement for these 
to be taught, there is no formal 
assessment and in addition Ofsted 
tends to downplay this provision 

in its inspections (compared to 
say, safeguarding). This means in 
practice that schools will under-play 
the importance of financial literacy 
and concentrate on subjects that 
are assessed, especially the ‘English 
baccalaureate’ subjects and areas 
of the curriculum that may be 
scrutinised by Ofsted.

While not statutory, nearly all pupils 
in England take PSHE lessons in some 
form or another. What separates 
PSHE from other subjects is that 
there is no ‘high-stakes’ assessment 
and therefore it is seldom taken 
seriously by teachers or pupils. 

Additionally, PSHE is not a subject as 
such and elements of it are unlikely 
to be taught by specialists and so its 
teaching is more likely to be bland 
and based on worksheets or activities 
devised by organisations such as 
‘Young Money’ (the new umbrella 
charity for ‘Young Enterprise’ and 
‘pfeg’). While economics as an 
examination subject is taught by 
experts, when it comes to matters 
financial in schools, teaching is 
normally undertaken by non-experts 
who rely on pre-prepared lessons 
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and materials which they ‘deliver’. 
The consequence is that teaching is 
often ‘safe’, sterile and consequently 
does not challenge thinking. Often 
the resources used are produced 
by the financial industry – and 
while they are normally of a high 
quality – there is ‘guilt by omission’. 
The responsibility to be financially 
prudent seems to be wholly that of 
the consumer. Peter Davies (2015) 
notes that this sharply contrasts to 
the phenomenon of global financial 
difficulties and he notes the UK 
Coalition government’s statement 
from 2010:

In recent years, we have seen a 
massive financial meltdown due to 
over-lending, over-borrowing and 
poor regulation. The Government 
believes that the current system of 
financial regulation is fundamentally 
flawed and needs to be replaced 
with a framework that promotes 
responsible and sustainable banking, 
where regulators have greater 
powers to curb unsustainable lending 
practices and we take action to 

promote more competition in the 
banking sector. In addition, we 
recognise that much more needs to 
be done to protect taxpayers from 
financial malpractice and to help the 
public manage their own debts.

It should not be forgotten that banks 
are profit making business with 
shareholders who demand a dividend 
and so banks’ motivations are 
profit-orientated rather than fiscally 
prudent so it seems logical that 
definitions of financial literacy should 
include citizens’ understanding of 
the roles of banks and governments 
in the conduct of financial systems. 
There is thus a clear necessity for 
financial regulation by government to 
ensure long-term stability. Because of 
the financial sector and governments’ 
tarnished records it seems unfair to 
pass all the responsibility for financial 
problems upon individuals. If we are 
to prepare citizens with the ability 
to thrive in the twenty-first century 
then they need to be equipped with 
the knowledge and skills to make 
informed judgements about their 

own money-management but also 
how to be informed voters. Davies 
offers a framework for financial 
literacy in schools that addresses 
this issue (see the table on page 
21).

Davies notes the important 
distinction between the short-
term and the long-term in the 
financial education curriculum can 
align the introduction of financial 
ideas with different contexts for 
financial choices. In the short-term, 
individuals have to make decisions 
given their current levels of money 
income and current prices. In the 
long-term their income will be 
affected by choices they make 
about work, education and 
leisure as well as decisions about 
borrowing and saving. The merits 
of longer term financial decisions 
are affected by inflation and future 
interest rates. Understanding of 
real and nominal values is given 
more prominence in the table than 
in previous definitions of financial 
literacy. For the individual, it is 

important to distinguish between 
real and nominal values and to 
recognise that the inflation rates 
experienced by any individual may be 
different from the quoted average 
rate of inflation. The distinction 
between the short-term and the 
long-term is equally important in 
understanding the problems faced 
by banks and governments. Students 
who understand differences between 
short and long-term financial issues 
are more likely, for example, to 
understand media references to a 
‘liquidity crisis’ in the banking sector. 
They might also be more able to 
recognise the difference between 
a ‘government deficit’ and ‘the 
national debt’.

Davies rightly points out that modern 
financial products are often complex 
and beyond the understanding of 
most people and so consumers often 
rely on their judgement of particular 
banks but this reliance is problematic 
when industry norms create systemic 
difficulties for consumers. There is 
little evidence (given the ongoing 
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Table 1: A framework for financial literacy 

Sustainability 
and Ethics in 
Interaction and 
Outcomes

Individual Financial Services Government/Country

1 Short Term

e.g. income, 
spending, Liquidity, 
Borrowing and 
Saving

A Budgeting weekly/
monthly; maintaining 
liquidity; Variation in 
saving and borrowing 
constraints for people 
on low and high 
incomes 

B The interest rate 
margin between 
lending and borrowing; 
Financial Services 
judgements on the 
liquidity problems 
of individuals and 
businesses; Bank 
liquidity problems, how 
they may arise and 
how they are resolved.

C The Government 
Budget; Government Debt 
and Interest payments; 
Relationships between 
Taxation, Spending and 
Debt; Multiplier effects; 
Welfare payments and 
poverty; Government 
lending to and borrowing 
from banks

2 Longer Term

e.g. Wealth, 
Debt, Interest, 
Time preference, 
Inflation, Risk and 
uncertainty

A Real and nominal 
values; general and 
personal inflation; 
Income and 
Expenditure forecasts; 
Borrowing risks; 
information problems 
about providers

B Real and nominal 
interest rates; 
Security in Lending; 
Bad debts; Lending 
risks, asymmetric 
information; bank 
lending, investment n 
industry and economic 
growth

C Lending to the 
government: how safe is 
it; The current ‘financial 
crisis’; Defaults and their 
effects between countries; 
Low inflation as a policy; 
Inflation and National 
Debt

Source: Davies (2015) 

mis-selling scandals) that regulation 
of financial brokerage is dealing with 
the asymmetric information problems 
inherent in the selling of financial 
products. In these circumstances it 
is difficult to see how people can do 
more than rely on their governments 
to offer them some form of 
protection through regulation. This 
raises the question of how they can 
voice that need. 

The final column of the table 
addresses the role of governments. 
There are several questions for 
citizens, for example: How should 
they view government debt? Is it the 
same as household debt? When is it 
good for a government to borrow? 
Education should help young people 
to understand the similarities and 
differences between household and 
government debt. For example, they 

should be aware that governments 
can live with more or less perpetual 
debt in a way which is unimaginable 
for households. 

Conclusion

Present definitions of financial 
literacy are inadequate and should 
be framed in a knowledge base of 
economics that offers a systemic 
understanding at a personal, financial 
and government level. But alas there 
is currently a chronic shortage of 
economics teachers in England. We 
need the Department of Education 
to recognise the need for economics 
and financial literacy and fund the 
preparation of teachers accordingly. 
A good start would be to offer a 
sizable bursary for the preparation 
teachers of economics and business 
need. If there is no long term 

investment in our BEE teachers, this 
may be another failed initiative. 
 
Dr Jacek Brant, UCL Institute of 
Education
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The Student Teacher’s Mindset:  
Does it Matter?
Charlotte Meierdirk relates the findings of her research into the link between ‘mindset’ and teaching qualities 
with implications for recruitment and professional development

Introduction
‘Mindset’ has become the new 
education ‘buzzword’ for schools and 
teachers to ‘latch on to’.  Is it such a 
new concept?  Other buzzwords also 
spring to mind: grit and resilience.  
Whichever concept is used, the 
bottom line is the drive that stops 
a person from given up, it is what 
keeps you going when you are failing 
or ‘hitting barriers’.  In education we 
use this in terms of the pupils and 
to what extent they ‘keep on going’ 
even if they are not succeeding 
(Dweck, 2012). This resilience is 
not limited to just children but it 
also evident amongst adults and 
across all spectrums: sport, music 
and careers.  There has been quite a 
lot of research into the relationship 
between pupils and mindset however 
there are limited articles on student 
teachers and their mindset.  This 
research attempts to bridge this gap 
by investigating the mindset of the 
student teacher and its impact, if any, 
on the quality of teaching. 

Research context
This research is situated at a HE 
institution in South East England. The 
participants were part of the overall 
PGCE programme and participating 
in the research was optional.  At the 
University, the PGCE is a full time, one 
year course that enables a graduate 
to become a newly qualified teacher 
(NQT).  The PGCE is one of the 
routes into the teaching profession 
in England. The student can pass at 
Level 6 of the framework for higher 
education award bodies in England, 
Wales and Northern Ireland (FHEQ), 
and obtain a Professional Certificate 
in Education, or pass at Level 7, after 
obtaining a Postgraduate Certificate 
in Education.  Both the postgraduate 

and professional route leads to 
qualified teacher status (QTS).

The HEI has a relatively small cohort 
of PGCE students with around 100 
students enrolled every year.  Seven 
different PGCE subjects are taught: 
Business, English, Modern Foreign 
Language (MFL), Mathematics, 
Science, Geography and Computer 
Science.  All these subjects cover 
the 12-16 age groups except 
Business, which is taught to the 
14-19 age range. The structure of 
the PGCE course is the same for 
all the courses.  Figure 1 (below) 
illustrates how the student teacher’s 
time is divided between professional 
studies, curriculum studies and the 
school experience.  The students 
arrive during the first week in 
September and study ‘professional’ 
and ‘curriculum’ studies.  Professional 
studies cover areas that are important 
for all the PGCE students, such as 

the National Curriculum, government 
policies, learning theories and 
behaviour management. 

Research analysis

A mixed methodology was used 
consisting of a questionnaire (n=71), 
with follow up interviews. The 
questionnaire was devised to establish 
any relationship between teaching 
grades, personal characteristics 
and mindset.  The questionnaire 
consisted of 3 sections and was 
adapted from Dwek and Henderson’s 
mindset survey (1989): Section A 
established the characteristics of the 
student teacher with section B and 
C establishing the student teacher’s 
mindset (Table 1 on next page). The 
questionnaire (n=71) was analysed 
using SPSS. 

After initial analysis the questionnaire 
would generate a mean mindset 
score for the student teacher of 
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between 1 and 6. A score of 1 would 
equate to a high growth mindset, 
3 would be midway and 6 would 
equate to a high fixed mindset.  

Relationships between 
student teacher’s grade and 
mindset
The results were analysed using a 
Tukey post hoc test. A Tukey post hoc 
test revealed that the participants 
who received a ‘satisfactory’ grade 
had a significantly higher fixed 
mindset (mean mindset: 3.33 ± 1.14) 
than the participants who received 
a ‘good’ grade (mean mindset: 2.25 
± 0.86; p=0.008). Furthermore, the 
analysis revealed that the participants 
who received a ‘satisfactory’ grade 
had a higher fixed mindset than 
a student who received a ‘very 
good’ grade (2.54 ± 1.00). The test 
concluded that a student teacher 

who was graded as ‘satisfactory’ 
were more likely to have a fixed 
mindset (any number above 3 has a 
higher fixed mindset). Those students 
who received either a ‘good’ or ‘very 
good’, for their teaching, were more 
likely to have a growth mindset 
(below 3 on the scale).    

Mindset and subject taught

Surprisingly there was no statistical 
significance between the subject 
taught, gender of the teacher and 
the teacher’s mindset (Table 3 on 
next page). There are some slight 
differences between the mean 
mindset of some subjects, such as 
Business teachers scoring a mean 
mindset of 2.15 and Geography 
teachers scoring 3.04 but these 
results are not statistically significant. 

However, when analysing those 

student teachers who had a ‘high’ 
mindset there were some trends.  
The 10 highest fixed mindset 
teachers were all MFL and science 
and received mean mindset scores of 
between 5 and 6.  

Characteristics of a student 
teacher with a fixed/ growth 
mindset
After the mindset survey was 
analysed, follow up interviews were 
conducted with the PGCE subject 
course leaders.  Two of the highest 
fixed and growth mindset student 
teachers were identified and course 
leaders were interviewed about the 
characteristics of these teachers. 
Table 4 (next page) illustrates some of 
the course leaders’ responses. 

There were some characteristics 
of the student teachers that were 
common amongst the different 
student teachers.  Students with 
a high growth mindset teachers 
tended to be more likeable. They 
were reflective and open to ideas and 
feedback about their lessons.  These 
student teachers tended to be more 
optimistic and were overall easy to 
work with.  The student teachers 
with a high fixed mindset tended 
to worry more, they didn’t like 
feedback and were more likely to cry 
if they got negative feedback. These 

Table 1: Extract from questionnaire

Strongly 
disagree

Disagree Somewhat 
disagree

Somewhat 
agree

Agree Strongly 
agree

1 2 3 4 5 6

1. You have a certain amount of intelligence, 
and you can’t really do much to change it.

1 2 3 4 5 6

2. Your intelligence is something about you 
that you can’t change very much.

1 2 3 4 5 6

3. To be honest, you can’t really change how 
intelligent you are.

1 2 3 4 5 6

4. You can learn new things, but you can’t 
really change your basic intelligence.

1 2 3 4 5 6

Table 2: Mean mindset of participants and final teaching grades 

Teaching grade Mindset

Satisfactory 3.3250 (SD = 1.14291)

Good 2.2500 (SD = 0.86369)

Very Good 2.5417 (SD = 1.00452)
 
*Withdrawn/Suspended/RI (requires improvement) group was not included as no ‘end 
of the course Mindset’ data could be collected
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teachers tended to teach the way 
they wanted and were not as open 
to other ideas. 

Conclusion
The questionnaire analysis concluded 
there was a statistical correlation 
between the student teacher’s 
mindset and their teaching grade.  
Teachers who had a growth mindset 
were more likely to achieve ‘good/
very good’ for their teaching, 
whereas those teachers with a 
fixed mindset were more likely to 
receive ‘satisfactory’.  There was 
no significant statistical difference 
between the teacher’s mindset and 
their age and gender. Although 
there was a slight variation between 
the mean mindset of teachers and 

the subject taught, the difference 
was not statistically significant.  
However, when investigating the 
characteristics of those students with 
high growth or fixed mindset scores 
there were significant differences in 
characteristics.  Those teachers with 
high growth mindset scores were 
likable, approachable, ‘got stuck in’ 
and were reflective whereas teachers 
that had high fixed mindset scores 
tended not to be reflective and were 
less likely to listen to other teachers’ 
ideas. 

Charlotte Meierdirk

Course Leader MSc Educational 
Leadership and Management

University of Portsmouth
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Table 3: Mean mindset of different subjects and gender

Subject taught Mean mindset

STEM subjects 2.5526

Non- STEM subjects 2.6346

English 2.56

MFL 2.7

Business 2.15

Geography 3.0417

Male 2.5816

Female 2.6818

  

Table 4: Characteristics of those student teachers with a high fixed/ growth mindset

Growth Fixed

Got  a job in her first placement Took feedback to heart

Very reflective Questioned things

Could see the good in people Fantastic at writing essays

Instantly likeable Hard on herself

Better with feedback A worrier

Optimistic Cried during feedback

Everything was black and white – couldn’t see other 
people’s viewpoints.

Didn’t get on with people

Only taught the way he wanted
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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

 
A LEVEL BUSINESS

The Second Curve, Charles Handy, 
rhBooks, 2015, 230 pages, paperback, 
£8.99, ISBN 978 1847941343

What will the future bring?  
Everybody has their own ideas about 
the future, so who better to listen 

to than a well-
respected thinker 
such as Charles 
Handy.  In ‘The 
Second Curve’, 
Handy offers us 16 
essays, attempting 
to discuss what 
may be the 
next wave of 
change within 
a number of 
different areas.  

These range from 
looking at the use of markets, the 
changing nature of education and 
the challenges of democracy.

I will admit that I had not read much 
of Handy’s work since trawling 
through his books at university to 
find the right quote to put in my 
essays.  As a teacher, Handy does not 
feature much in my everyday lesson 
planning and I cannot remember any 
of my Business A-Level students ever 
attempting to quote him.  So when 
faced with reading this book I put it 
off as long as I could, fearing some in 
depth, heavy reading ahead of me, 
about organisational structures.

However I was wrong.  The Second 
Curve is not a book to be read from 

cover to cover, so I soon realised that 
I could dip in and out of the book, 
reading a chapter (or essay) a time, 
very easily.  Each chapter took about 
20-30 minutes to read and I found 
the thought process easy to follow 
and the content interesting and 
engaging for the most part.

I like Handy’s approach to the 
changing world and it is refreshing 
to see that he has a good 
understanding of the more modern 
aspects of life, such as social media 
and changing technology.  I tend to 
dislike the view that everything was 
better in the ‘old days’ approach 
that can come across with some 
authors; the fact that Handy can 
see the benefits in technological 
advancements, not just the 
inevitability of it, was refreshing.

The essence of the Second Curve 
is that change is coming and that 
the challenges of the next stage (or 
curve) need to be addressed before 
the end of the previous curve.  
Organisations should look to adapt 
to the changes before crisis makes it 
inevitable.

As I progressed through Handy’s 
essays I thoroughly enjoyed the first 
few chapters.  The book is easy to 
read and not an academic tome to 
be feared.  I found I was more than 
happy to read a chapter during my 
lunch break and it was easy to come 
back to.  However once you have 
grasped Handy’s idea that change is 
coming and read how he thinks this 
is likely to manifest itself in various 
areas, reading the same thing applied 
to another, quite similar area, starts 
to get a little repetitive.  I found 
that once I had got through half of 
the book I was reading the same 
points again and again in walks of 
life where I fear Handy has no real 
expertise.

What I have realised from reading 

this book is that Handy would make 
an excellent dinner party guest.  I 
would love to sit and debate his 
thoughts and attempt to answer the 
many and varied thought provoking 
questions that he poses in this book.  
However with no-one else to discuss 
this with I found myself frustrated 
and on some occasions irritated by 
having no way to challenge some of 
his ideas of what the Second Curve 
may contain.

I am always looking for books which 
can push my top level students, 
especially those students aiming 
at Oxbridge or competitive degree 
courses.  I had hoped that this might 
be one I could recommend but I do 
not feel that it will push them at 
all.  However I may well take one 
of Handy’s essays and give it to a 
group to read and then debate.  It 
is in discussion that these essays will 
come alive and not, sadly, in reading 
by oneself.

Simon Dyer teaches at The 
Peterborough School in 
Peterborough

GCSE BUSINESS

GCSE Business Complete Revision 
and Practice - For the Grade 9-1 
Course (with Online Edition), CGP, 
2017, 208 pages, £10.99, Paperback,  
ISBN 9781782946915

In terms of 
specification 
coverage, this 
revision guide 
works for 
GCSE Business 
generally.  I 
mapped 
it to the 
new Edexcel 
Pearson, AQA 
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and OCR GCSE specifications and it 
covers all three as it should do.  
 
It is however most closely aligned 
to the Edexcel Pearson spec. 
Whilst it does not follow the 
same order as the specification, 
the revision guide is accessible 
to learners of this age range; 
they should be able to 
navigate it effectively especially 
with the inclusion of the contents 
page and index. 

The concepts, topics and issues 
are all covered in enough detail to 
enable the students to get to grips 
with them. They are explained clearly 
using formal but simple language.

The colour coding system for each 
assessment objective will support the 
learners in identifying what skill 
is being demonstrated in each 
topic. There is a good selection of 
examples throughout, as well 
as model exam questions which 
will support the learners in being 
able to understand how each topic 
is assessed. They also give students 
an opportunity to demonstrate and 
reinforce their learning.

The top tips and exam tips at 
the end of every page are very 
good and highlight key learning 
points. Keeping them separate and 
in their own box highlights 
the importance of specific aspects of 
each topic. 

The revision summary pages 
at the end of each section are 
very motivating - students can 
tick topics learned 
and understood, which will provide 
a sense of satisfaction for them 
as they work their way through the 
guide. 

The key terms glossary captures 
important business terminology in 
one place, which is helpful. 
The answers to exam questions 
located near the back are very 
dense and text heavy. Maybe 

these could have been scaffolded 
more effectively, by continuing 
the colour coding system 
to highlight when each assessment 
objective is demonstrated.

The book is visually attractive 
in terms of the variety of 
colours used and the consistency in 
those colours. However, it is not clear 
why so many words are underlined.  
It may be difficult to identify a 
pattern in the subject content and 
the reason for the importance of 
each term. Also, there are very 
few diagrams, tables, charts, flow 
diagrams etc (apart from where the 
topic requires it e.g. break even), thus 
making the revision guide very text 
heavy. It may be the case that visual 
learners will struggle with it.

Most students will find this book very 
useful for revision, especially since 
all topics and concepts are covered 
and explained clearly. Examples 
are used throughout. The book 
does appear to be pitched at 
one level, potentially at grade 4. 
However the exam questions will 
support those expected to attain 
a higher grade, creating an 
opportunity to achieve higher marks.

Limara Pascall is Business 
Education Subject Tutor at UCL 
Institute of Education in London.

A LEVEL ECONOMICS

The Great Divide’ by Joseph Stiglitz, 
Allen Lane, 2015, paperback, £8.26 
from Amazon, ISBN: 978 0241202906.

First published in 2015 but published 
by Penguin Books in 2016, this 
book by the Nobel Prize winning 
economist and the world’s foremost 
critic of economic and political 
inequality contains a collection 
of over 50 previously published 
articles on the theme of economic 
and political inequality. The articles 
(under 10 pages long on average), 
which generally cover the period 
of the 2007 recession and beyond, 
consider the dimensions of inequality, 
the causes of America’s growing 
inequality, the consequences of 
inequality and policy prescriptions. 
Although regional perspectives are 
also considered, the articles are 
mainly focused on the United States 
of America. 

I would strongly recommend this 
book to teachers of Economics for a 
number of reasons.  As the articles 
are relatively short, they can easily 
be set as background reading for 
pupils. The articles are probably 
best read individually, as opposed 
to reading through the entire book.  
(There is a degree of overlap across 
some of the articles.)  The fact that 
the articles were previously written 
for an assortment of periodicals and 



SPRING 2018 27

Resource Reviews

newspapers makes them extremely 
accessible for pupils.  Textbooks tend 
to offer a fairly predictable analysis 
of inequality and fail to delve into 
the depths of this, arguably one 
of the most serious issues of our 
age.  Stiglitz identifies inequality of 
opportunity as a particular tragedy, 
preventing many of the poorest in 
society from equal access to health 
and education.  Particular emphasis 
is placed upon the interrelationships 
between inequality of opportunity, 
economic inequality and political 
inequality.  

Stiglitz does not hold back when 
confronting the extent to which 
politics has become corrupted 
through the large political donations 
which all too frequently see 
economic policies benefiting the 
richest and harming the poorest 
in society.  He is very clear that the 
current American capitalist economy 
is not some natural force but rather 
a system created by the policies 
which have been actively pursued by 
successive governments, especially 
since the Reagan administration.  
Students will find his analysis of the 
great recession particularly damning, 
both in terms of the unethical 
practices deployed by financial 
institutions, often unfairly hurting 
the poorest, as well as the political 
interventions which saw, as he refers 
to it, a kind of ‘ersatz capitalism’ 
in which losses were socialised and 
profits privatised.  

Another area in which standard 
textbooks are arguably behind 
the curve in this fast-changing 
world is the topic of globalisation.  
Here Stiglitz warns of a growing 
abuse of power, with corporations 
increasingly using legal protections 
such as intellectual property rights to 
restrict competition and ultimately 
innovation. Stiglitz sees globalisation 
as delivering big benefits to large 
multinational companies, able to use 
their global platform to minimise 
their tax payments whilst the 
average American worker is forced 
to compete in a global race to the 

bottom in terms of their hourly 
wages.  In what is particularly current 
in light of Brexit, Stiglitz highlights 
America’s negotiations to create 
free-trade areas that are not about 
free trade but about establishing 
a managed trade regime which 
benefits large American corporations.  
America’s pharmaceutical industry 
being able to secure an unbalanced 
intellectual-property regime is 
a case in point.  The legal case 
involving Myraid Genetics’ attempts 
to patent human genes is a 
particularly disturbing case which 
would essentially have denied those 
on lower incomes access to early 
detection of breast cancer.   

With regard to economic policies, 
teachers will find many articles in the 
book useful in stimulating debate 
amongst pupils.  In ‘The Insanity of 
our Food Policy’ Stiglitz points out 
the unfairness and inefficiency of 
a system which subsidises wealthy 
commercial farmers, creating an 
incentive to plant more crops than 
are needed, while at the same time 
millions of Americans live close to 
hunger, barely kept at bay by a food 
stamp programme that gives most 
beneficiaries little more than $4 
a day.  He makes it clear that the 
current levels of inequality are not 
the inexorable laws of economics in 
action but rather the result of policies 
which have been chosen.  This book 
is a must for our decision makers of 
the future although pupils must be 
aware that Stiglitz only covers one 
side of the argument.  

Craig Brown is Head of Economics 
and Business Studies at St 
Lawrence College, Ramsgate, 
Kent. 

Rethinking Economics, An 
Introduction to Pluralist Economics, 
edited by Lillian Fischer, Joe Hassell, 
J. Christopher Proctor, David 
Uwakwe, Zach-Ward Perkins and 
Catriona Watson, Routledge, 2018, 
paperback, 141 pages, £24.99,  

ISBN 978 1 138 22268 7. 

The preface to this book says: 
‘Economics is a broad and diverse 
discipline, but most economics 
textbooks only cover one way 
of thinking about the economy. 
This book provides an accessible 
introduction to nine different 
approaches to economics: from 
feminist to ecological and Marxist to 
behavioural… Students of economics 
around the world have begun to 
demand a more open economics 
education. This book represents a 
first step in creating the material 
needed to introduce new and 
diverse ideas into the static world of 
undergraduate economics.

This is a book for you, the teachers. 
It will help you to keep abreast of 
the debate about university courses 
and it may give you some ideas 
about how to broaden and deepen 
your students’ understanding of the 
way economies work. Yes, it is a bit 
pricey – books like this start with a 
short print-run so this is inevitable. 
But in-depth information about what 
is going on at degree level is not so 
very easy to obtain and this book 
provides a wealth of ideas.

The Rethinking Economics movement 
is not the only body involved in the 
ferment of thinking about what 
undergraduates should be taught. 
You will find more information in 
the article entitled ‘Economics in 
Education: discussing the issues at 
the Bank of 
England’, 
earlier in 
this issue 
of Teaching 
Business and 
Economics.

The 
Reviews 
Editor
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EBEA Team

Introducing the EBEA’s New  
Academic Leadership Team

Subject Leader: Economics

Paul Rapley
economics@ebea.org.uk 

Assistant Head (Curriculum) at 
Taverham High School, Norwich

Paul has been teaching economics 
and business at KS4 and 5 for twenty 
years. He is a graduate of South Bank 
University where he studied business, 
specializing in finance, economics 
and capital markets. His PGCE was in 
Business and Economics Education.

He is a regular contributor to the 
journal writing both articles and 
book reviews. He has also written a 
number of economics and business 
textbooks and has extensive 
experience as an examiner.

His areas of particular interest include 
curriculum planning, effective 

transition in economics and business 
KS3 - KS5 and beyond, teacher 
training in economics and new 
economic models.

Subject Leader: Advocacy 

David Butler

advocacy@ebea.org.uk

David taught economics and business 
in three comprehensive schools for 
18 years before becoming a local 
authority adviser. He joined HMI 
and became the national lead for 
economics, business and enterprise 
education in Ofsted. He was the 
author of several Ofsted subject 
reports, including ones on financial 
literacy and enterprise education. 
After leaving HMI, David worked as 

a consultant in economics, business 
and enterprise education as well 
as continuing his role as an Ofsted 
inspector. David has been the lead 
for the past five years for the EBEA’s 
advocacy work, which looks after 
external relations with government, 
the awarding bodies and other 
organisations and campaigns in 
support of members’ interests.    

Subject Leader:  
Enterprise and Employability

Stuart Langworthy - Holder of 
The Queen’s Award for  
Enterprise Promotion

enterprise@ebea.org.uk 

Following a recent consultation with members, the EBEA trustees have 
recently appointed a new team to lead the association’s work in each 
of our subject areas. The Subject Leaders will enable the association 
to maintain a sufficiently specialized focus across a diverse range of 
disciplines and levels. Each of the team will lead a network of teachers, 
examiners, authors and academics working together to bring you the very 
latest developments and thinking in their field. If you would like to further 
your career and share your expertise by joining one of the networks, either 
contact me at director@ebea.org.uk or a Subject Leader direct.

Gareth Taylor, EBEA Director
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Stuart has been teaching business 
at KS4 and 5 for 36 years. He 
was Deputy Head of Brockworth 
Enterprise School, Gloucester and 
Subject Leader for Business and 
Economics PGCE, University of 
Gloucestershire/GITEP. He continues 
to teach business at The Cotswold 
School, Bourton-on-the-Water, acts 
an educational consultant and trainer 
and is also Enterprise Advisor to All 
Saints Academy, Cheltenham.

Stuart’s life-long passion has been 
helping young people develop skills 
for life. 

He is the proud holder of The 
Queen’s Award for Enterprise 
Promotion, which he gained in 
2012, having been nominated by 
his previous Headteacher, with the 
nomination being supported by 2 
ex-students, one ex-trainee and a 
colleague.  Stuart ensured that all 
trainee teachers he recruited and 
trained whilst running the PGCE 
course understood the importance 
of developing transferrable skills 
when teaching as well as ensuring 
good academic performance.  He still 
continues this passion through his 
teaching and his voluntary role as an 
Enterprise Adviser.

He is a regular contributor to the 
journal writing articles and has 
contributed a chapter to Teaching 
Business Education 14-19.  He has 
recently written guidance and lesson 
plans for a number of Units for the 
L3 Cambridge Technical Business, 
having previously been an examiner 
for OCR.

Stuart is the England Manager for 
walking football (60+).

 
Subject Leader: Business

Dr Joanne Bentham

business@ebea.org.uk 
 
 
 
 
 
 

 
 
 
 
Jo has been teaching for over 
30 years, and is now teaching 
Economics and Business part time at 
Haberdashers’ Adams in Shropshire.  
Her first degree is in European 
Business (Economics and German) 
and following graduation she worked 
as a business analyst for Dun and 
Bradstreet Ltd.  Following a PGCE in 
Business and Economics, she taught 
in Birmingham, and Staffordshire for 
over thirty years.  She was involved 
in setting up the PGCE course at 
Staffordshire University and was a 
mentor for twenty years.  She has a 
M.A in Education and Industry from 
the University of Warwick, and a PhD 
from the University of Birmingham.  

Her professional interests are in 
improving the written literacy of 
students and also the ways in which 
schools can be part of a research 
informed community.  Her subject 
interests focus on business strategy 
and the reasoning which informs 
decision making.  She has been 
involved with the EBEA for as long as 
she has been teaching!

 
 
 

 
Subject Leader:  

Vocational Education

Daren Fairhurst

vocational@ebea.org.uk

Head of Business Studies and ICT 
at Pensby High School, Wirral

Daren has been teaching Business 
and ICT related subjects in Key 
Stages 3 to 5 for twenty five years. 
He graduated from the University 
of Wales having been one of the 
first students to undertake the B.Ed 
(Hons) in Business Education.

He has extensive experience as 
an examiner for two of the major 
awarding bodies at a senior level, 
on the formal examination side 
as a Lead Examiner, as well as 
the portfolio side, as a moderator 
and team leader in the Business, 
Enterprise and ICT fields.  These have 
covered predominantly Levels 2 and 3 
in terms of their focus.

Daren’s particular areas of interest 
include how the vocational 
curriculum is represented within 
the school curriculum and how this 
can be translated into high quality 
provision to support school and 
college progress data.  He is also 
particularly interested in the distinct 
skills and experiences required of 
vocational teaching and how this can 
best be developed in initial teacher 
training and CPD.
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FT Resources for A Level 
Economics Students
The Financial Times is now providing free access to content that will be of particular value to A level 
Economics students and their teachers. Here is how you can get access:

• Any school with students aged 16-19 can register for free access to FT.com, allowing teachers and 
students to read our articles, video, podcasts and other content online from the school’s premises/ISP 
address. Institutions can register here for FT for Schools

• Once registered, students and teachers can create individual accounts so they can read online and 
download the FT app from elsewhere via their mobile devices. They will also receive a weekly email with 
highlights and recommended reading.

• Teachers regularly pick class discussion articles from the FT with a short explanation of why they are 
useful and with suggested questions/tasks for the classroom

• Teachers and students can follow our Twitter account @FT4S, share any recommended FT articles with 
additional comments. 

• We showcase a debate of the week, offering ideas for class discussions, debating societies and 
encouraging students to read different perspectives on a topical issue, vote and write their own 
comments.

• Other relevant resources are available on our special FT for schools page,  including a guide on how to 
read the FT, articles relevant for schools, our UK economic dashboard and a weekly news quiz

 
Marwan Mikdadi has 
tested the FT content 
and found it full of 
useful content.

He says:

The site is being 
used by a number of 
schools. I have had 
contact with both St 
Paul’s and Eton and 
they use it, their pupils 
like it a lot and get 
much out of it. The 
emails that arrive on a 
weekly basis, directing 
pupils and staff to 
interesting articles, are 
fantastic.
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Trustees: 

Duncan Cullimore - Chair and 
Treasurer 
duncancullimore@gmail.com

Dr Jo Bentham
jobentham@gmail.com

Nancy Wall
enwall@aol.com

Paul Widdowson – Secretary
Paulwiddowson1@btinterent.
com

Mark Wilson
Mark.wilson70@ntlworld.com

Academic Leadership Team:

Gareth Taylor – Director
director@ebea.org.uk

Dr Jo Bentham – Business Lead
jobentham@gmail.com

Paul Rapley – Economics Lead
economics@ebea.org.uk

Stuart Langworthy – Enterprise 
and Employability Lead
enterprise@ebea.org.uk

David Butler – Advocacy Lead
Dividbutler50@btinternet.com

 

Daren Fairhurst – Vocational 
Lead
vocational@ebea.org.uk

Administration: 

Sue Cliff –  
Administration Officer  
office@ebea.org.uk  
Tel: 07544 179546 

Vice Presidents:

Professor John Kay
Ian Marcousé

Who’s who at the EBEA

Keep up-to-date

@ebea
We aim to keep you 

updated more efficiently 
with e-newsletters, key 

information and invoicing, 
mainly by email.

 
To ensure that you are kept 

up to date, please make sure 
that we have your preferred 

email address and that 
you have added us to your 
address book. Our email is  

office@ebea.org.uk
 

Your journal will still be 
posted.



To apply to be an examiner, please visit 
cambridgeinternational.org/makeyourmark

Become an examiner 
with Cambridge

We are welcoming new examiners for the 
following qualifications at IGCSE, Pre-U and  
AS & A Level:
• Accounting
• Principles of Accounting
• Business Studies
• Economics

Requirements are:
• applicants should have teaching experience  

and be educated to degree level
• successful applicants will require a PC and 

broadband to allow them to access  
Cambridge on-screen marking systems.

We offer:
• a powerful insight into the teaching and 

assessment of Cambridge qualifications
• support in developing your own professional practice
• the highest standards of training and support
• payment per scripts marked
• freelance opportunities, based on contracts of services for each 

examination series, which fit around your existing commitments.

Cambridge Assessment International Education 
is growing and over 10000 schools in more than 
160 countries are now part of our Cambridge 
learning community. To support our continued 
growth worldwide, we are inviting teachers to 
develop their professional experience by 
becoming Cambridge examiners.
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