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Welcome to the Autumn issue of Teaching Business and Economics. 

AUTUMN 2020

As news filters through of a potential Covid 19 vaccine, 
thoughts naturally turn to life post-pandemic. How will 
it have changed us all and for the better or worse? Many 
educational commentators believe that our experience of 
remote learning and teaching will have a lasting impact on 
pedagogy. It is certainly easy to predict that for the higher 
education sector with its greater emphasis on self-directed 
study ‘blended learning’ will become the new normal. But 
what will the impact be on 14-19 education? If you have 
trail-blazed a more ‘blended’ approach to learning with 
your students we would love to hear from you.

With this in mind and conscious that many teachers are still 
supporting student study online, in this issue Jade Pearce 
draws on Education Endowment Foundation research into 
effective remote teaching to provide a guide to what we 
know about good practice.

We also continue our focus on what the new Ofsted 
Inspection Framework means for our subject areas. This 
time Sam Stones and Kathy Cameron look at the role 
of careful sequencing in curriculum design and the role 
teachers play in overcoming the limitations of course 
specifications.

Sticking with curriculum, Gill Fairclough, a head of 
department with first-hand ‘deep dive’ experience 
explains how her department went about planning its 
broad curriculum offering given the needs and interests 
of its student population. She highlights the data they took 
into consideration, the challenges of offering such breadth 
but also how she justifies the choices they have made for 
the benefit of their students. 

Although it is far from clear that DfE or OFSTED are alive 
to the fact, it is clear from David Butler’s analysis that 
Business and Economics courses are more popular than 
ever. In his annual report for EBEA members, data shows 
that entries for both subjects at A level continue to rise 
against a backdrop of falling overall entries. Alongside an 
anticipated improvement in results overall he highlights a 

growing performance gap between females and males 
that is greater than for other subjects. If you have any 
views or strategies for addressing this disparity the EBEA 
would love to hear from you. In this issue you will also find 
David’s analysis of GCSE entries and results and an update 
on the ever important yet neglected issue of basic financial 
education.

Ever on the look-out for good interactive resources, in 
this issue we give Econland a moment in our collective 
spotlight. Designed and created by Tim Rogman this 
macroeconomics simulation has the potential to reinforce 
students’ understanding of critical economic relationships. 
In the first article we give Tim an opportunity to explain 
the game and how he uses it with his own students. In 
a follow up article, Craig Brown reviews it on behalf of 
EBEA members and provides some valuable insights and 
feedback.

Finally, in a post pandemic world of growing youth 
population and unemployment, our role in preparing 
students for self-employment will arguably be even more 
important. One element of that could be Roel Grol and 
Coen Oosterbroek’s self-determination group activity, 
described below that aims to stimulate reflection on the 
merits of employment and self-employment. Who knows, 
if the recent vaccine news turns out to be a false dawn, we 
may all be making use of it.

Have a restful Christmas break.

Gareth

Gareth can be contacted at  
editor@ebea.org.uk
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Background

We are all mindful of how the curriculum we offer needs 
to be ambitious and sequenced to ensure students 
develop the knowledge and skills for their future learning 
and employment (Ofsted, 2019). There has been further 
concern raised nationally about the narrowing of the 
curriculum, which is the antithesis of our practice at 
Walsall Academy. Within the context of our school we had 
300 plus Year 11 entries in a range of over 10 vocational 
courses in the open bucket and more than 200 entries 
in vocational courses from a selection of 9 subjects in 
addition to academic routes in Sixth Form this year. Over 
the time period reviewed in this article, the Academy has 
introduced A-Levels in Psychology and Government & 
Politics to support students applying to Russell Group 
universities; and vocational qualifications in  Construction 
and Child Development for students intending to progress 
to FE courses or apprenticeships in these fields; reflecting 
the diverse ambitions and abilities of our students. 

It is therefore fitting that as a department we have 
mirrored this breadth of choice for our students as over 
the past nine years we have continued to review, amend 
and grow our curriculum portfolio. This has been shaped 
by a combination of the changing landscape of the 
qualification framework, interests of the teaching team, 
and providing students with the best qualifications for 
their next steps, underpinned with analysis of destinations 
data.  It has undoubtedly been supported by an ethos of 
providing a broad education and range of experiences 
championed by senior leadership. 

Destinations data over the past four years shows that 
on average 20% of Business students progress onto 
apprenticeships, in 2019 this was 21% for Business students 
compared to 13% for the whole cohort. Analysis by the 
Sixth Form team showed that of those students choosing 
to leave at the end of Year 12, many were heading into 
Accounting or Engineering apprenticeships. Meeting this 
local need has been a key factor in introducing professional 
qualifications through the Association of Accounting 
Technicians (AAT). With 60% of our students continuing to 
study a business-related degree at university balancing 
this with offering academic challenge has been essential 
to meet their needs too. 

Implementation

We start Key Stage 4 in Year 9, which works in our favour 
to introduce the subject to students, engaging them 
in foundation projects before commencing down the 
qualification routes. This enables us, for the most part, 
to use our marketing and money foundation projects to 
identify which students are suited to the two different 
assessment approaches with two classes per cohort 
following each course.

We introduced GCSE Business in 2012 in addition to the 
Level 2 BTEC to offer more routes through the subject to 
meet the needs of different learners. With the introduction 
of 9-1 GCSEs we reviewed the offering and decided to stay 
with Edexcel. The structure of the course suits our students, 
they enjoy the content and it offers enough challenge 
and opportunity for our more able students to develop 
their understanding of context alongside analytical and 
evaluative skills. It has proven to be a great springboard to 
A-Level Business or Economics and backbone of our offer. 

With the dropping of the BTEC First Award from the 
performance tables we reviewed our options, including 
Cambridge Technicals and VCerts. In many respects they 
each offered similar content and challenge. We initially 
decided against the BTEC Tech Award in Enterprise 
due to the impracticality of having students run 10-12 
different micro businesses, changing this decision when 
this requirement was removed. Students and staff alike 
have enjoyed Components 2 Planning and Pitching for an 
Enterprise and 3 Promotion and Finance for Enterprise. 
The former encourages creativity, self-expression and 
engagement whilst the latter leads very well into the Level 
3 BTEC. The current economic context poses concerns 
for how to approach Component 1 Exploring Enterprises 
this year. I fear it will be even harder given the economic 
impact of Covid 19 to find enough businesses with time to 
spare, that meet the criteria and engage students so we 
have adapted our curriculum to allow time to plan for this. 
Our experience has also shown students found it more 
engaging and accessible to visit and complete coursework 
on large businesses like Alton Towers. For the moment, this 
part of our offering remains under review. 

Sixth Form is where the breadth of our offering really takes 
hold. Initially students could follow A-Level or Applied 
A-Level courses. The applied course was particularly 

4 TEACHING BUSINESS & ECONOMICS

CURRICULUM DESIGN: 
MEETING LOCAL NEEDS, 
OFFERING STUDENT CHOICE
With Ofsted expecting departments to justify their curriculum choices, Gill Fairclough 
describes her department’s approach. 
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popular with students and was in no way a lesser 
qualification, requiring a consistently high level and volume 
of work to achieve a higher grade. 

Through a combination of student and teacher interest 
and wanting to offer a broader selection of academic 
subjects A-Level Economics was introduced five years 
ago, following the AQA specification. Entry requirements 
are the highest for our department, so numbers on the 
course tend to be a little lower but have seen a consistent 
dozen students per year recently enrol, aided in part by 
having negotiated a slight tweak to options blocks for Sixth 
Form. Added value is strong and interest and achievement 
are building, with students continuing in the discipline at 
university. 

Curriculum reform again was the driving force behind 
our introduction of the Level 3 BTEC in Business. We run 
both the Extended Certificate and Diploma which allows 
students to specialise in Business or take it alongside other 
subjects within our faculty or elsewhere. Students and 
staff alike enjoy teaching the course. I believe the Personal 
Finance element of Unit 3 Personal and Business Finance 
should be mandatory for all students. The course allows 
flexibility to structure units to fit with teaching availability 
from one year to the next and enables students to make 
a smooth progression from Key Stage 4 to post school 
life.  Unit 4 Managing an Event has seen an array of events 
run, from Year 7 discos, Christmas Markets with local 
businesses hiring stalls, school trips, to the ever popular 
Fifa tournaments. Unit 8 Recruitment and Selection 
Process also prepares students for employment with the 
application and interview skills. Alumni have progressed to 
the same degree courses at Aston University as peers on 

our A-Level course, showing that students have not been 
hindered by opting for BTEC instead of A-Level, which is 
sometimes driven by subject clashes and reinforces the 
benefit of providing a number of routes for students to 
study Business. 

Sitting alongside the GCSE and Level 3 BTEC as our core 
offering is AQA A-Level Business. Switching exam boards 
from GCSE to A-Level works seamlessly. Over the years 
this has grown in popularity with class sizes averaging just 
under 20 for the past 3 years, supported in part by two 
GCSE classes in each year group. It is also consistently in 
the top 3 courses in the Academy for positive added value. 
The course offers a great introduction to Business through 
the 4 key functional areas which is accessible to new 
students to the subject and offers more than enough new 
content and challenge for those progressing from GCSE. 
A2 content with a heavy emphasis on the use of theory 
as an analytical framework and external factors is an 
excellent way to further develop students’ research skills 
and appreciation of context in preparation for university. 

The newest additions to our portfolio are AAT qualifications, 
particularly the Level 2 Foundation Certificate in 
Accounting introduced three years ago. With university 
fees posing a real hurdle for some of our students, higher 
apprenticeships are increasing in popularity. It was a 
very logical step to therefore offer the industry standard 
qualifications to give our students a great opportunity to 
take their first step. Alumni in our first cohort progressed on 
to the PwC apprentice scheme and studying Accounting 
at university. Registration to run the qualification is more 
bureaucratic than the other qualifications we run, as is 
the QA process. Our original intention was for students 
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“There has been further concern raised nationally about the narrowing of the 
curriculum, which is the antithesis of our practice at Walsall Academy”
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to complete both the Level 2 and Level 3 Diploma in 
Accounting, but alongside other A-Level or BTEC courses 
this has proven too much. 

Impact
Content inevitably overlaps in places. On the one hand this 
can prove to be a strength in reinforcing understanding 
and providing students with wider opportunities to 
contextualise their learning and make connections 
between subjects. However, different nomenclature 
from one qualification to another can pose problems for 
both teachers and students alike. This is where teaching 
across the qualifications at some stage helps so that these 
differences are known by teachers and can be highlighted 
to students, enabling them to distinguish between 
specifications yet also make the necessary connections. 
This also highlights the real-world nature of what we teach 
and its relevance beyond exams. This is especially evident 
when teaching finance where we encounter profit and loss 
account, income statement, statement of comprehensive 
income. Colleagues and I have found we need at times to 
take a moment to pause, think “its Thursday today, so it 
must be this version”, then continue. 

Overseeing eleven qualifications from five exam boards 
is no mean feat, the department also offers Hospitality at 
Key Stage 4, with Food Hygiene qualifications delivered to 
these students and Academy catering staff. Keeping track 
of administration needs, updates and changes takes time. 
This has been even more the case trying to keep track 
of the different approaches taken to Centre Assessed 
Grades. We are but a team of 6 FTE, so even timetabling 
poses problems as I aim to provide students with staff who 
have appropriate pedagogical content knowledge for 
the different specialisms (Ofsted, 2019), I am often heard 
using the analogy that you wouldn’t use a Chemistry 
teacher for A-Level Physics. Getting to where we are 
hasn’t been achieved overnight, I strongly recommend 

taking on one new challenge at a time and embedding it 
before looking for the next addition. Attention now needs 
to turn to Business and Admin T-Levels which we have 
been approved to deliver from 2022, as well as reforms to 
AAT courses the same year. Our to-do list never ends, but 
it is right that we offer all this to meet our students’ future 
learning and employment needs.  

The data suggests our broader offering remains relevant 
to those seeking different post 18 paths and the fact that 
on average 60% of Business students continue in a related 
discipline at university supports the subject blocking 
to allow students to specialise in our subject area from 
16. The option blocks have evolved over time through 
discussion and analysis with our Director of Sixth Form. 
Central to everything we do is meeting the needs of our 
local context as best we can, giving students the best 
selection of courses to meet their needs, interests and 
aspirations. Results highlight the success of our students, 
with achievement exceeding national averages across 
our courses, I attribute much of this to students following 
the course choices best suited to them and delivering 
quality, specialised teaching to support them. I therefore 
end on the opinion of one of our outgoing Year 13 students, 
after all isn’t the customer always right? “I appreciate […] 
everything that you do to make sure every student can get 
the best out of themselves and succeed in whatever their 
chosen path is”. 

The EBEA Archives have some excellent articles reviewing 
different course options if this has prompted anyone to 
review their curriculum. 

Gill Fairclough is Head of Business at Walsall Academy

Ofsted (2019) Education Inspection Framework. 180045. 
Manchester, Ofsted. 

Our experience has shown that students found it more engaging and accessible 
to visit and complete coursework on large businesses like Alton Towers
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...AND SO TO 
SEQUENCING
Sam Stones and Kathy Cameron continue the EBEA’s analysis of what the new Ofsted 
inspection framework means for our subject areas by considering the role of careful 
sequencing in effective curriculum design.

In September 2019, the Common Inspection Framework 
(CIF) was replaced by the Education Inspection 
Framework (EIF). This changed the way Ofsted inspects 
schools, colleges, further education institutions and early 
years settings. The new inspection framework represents 
a significant shift in focus and places increased emphasis 
on the importance of the curriculum. The EIF redresses 
the balance between curriculum (what is taught) and 
teaching (how the curriculum content is taught) and 
was necessary as evidence suggests that the focus on 
substance and knowledge is often lost (Ofsted, 2019). As 
a consequence, students acquired a series of facts rather 
than developing and retaining a body of knowledge and 
deeper understanding. 

To promote knowledge retention and depth of 
understanding, it is helpful to consider Sweller’s (1998) 
cognitive load theory, advocated in a Tweet by Dylan 
Wiliam (2017), as ‘the single most important thing for 
teachers to know’. If students are to retain knowledge, 
it must be moved from working memory to long-term 
memory. In turn, this ‘frees up’ working memory which 
although limited in capacity is where new knowledge 
is processed. For maximum effect, we need to reduce 
cognitive load, of which there are three forms:

1. Intrinsic cognitive load (determined by the difficulty 
or complexity of a new task or concept and can be 
simplified by drawing upon relevant and secure prior 
knowledge)

2. Extraneous cognitive load (determined by the way 
in which materials are presented; using instructional 
design to reduce distractions and so cognitive load)

3. Germane cognitive load (maximising opportunities 
for students to process new information and develop 
existing schema)

Cognitive load theory argues that students will find it 
difficult to complete a task or activity when their cognitive 
load exceeds their processing capacity. Therefore, the 
teacher’s role is to sequence learning to minimise the 
intrinsic load by scaffolding new knowledge in the context 
of what is already known. Likewise, teachers must also 
ensure that the presentation of tasks and activities 
decreases opportunities for unnecessary distraction or 
confusion. Together, this simplification and reduction of 
intrinsic and extraneous load increases the availability of 
students’ working memory to process new knowledge.  

If our aim is to provide students with deep knowledge, 
securely embedded in their long-term memory and 
which will support them going forward, it is crucial to 
consider some key aspects of teaching and learning when 
we consider sequencing. Firstly, it is essential that we 
acknowledge that effective learning only takes place when 
students are able to relate new concepts and ideas to their 
existing understanding. To do so, teachers must be aware 
of and understand what students already know in relation 
to a specific concept, topic or subject. This can enable 
students to draw links between what is already known and 
what is being currently taught. Equally, teachers must also 
identify the threshold knowledge and skills that students 
must learn and understand before they can be exposed to 
and access further learning within the subject area. These 
‘big-ideas’ enable knowledge and skill development as 
students become business-informed thinkers. 

These threshold concepts or big-ideas include:

 ■ the purpose of business (including business sectors, 
objectives and the role of markets);

 ■ types of private and public sector business ownership;

 ■ risk, reward and uncertainty;

Increase of
Intrinsic

Cognitive 
Load

Increase of
Extraneous
Cognitive 

Load

Overloaded
Working
Memory

Cognative Load Theory
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 ■ effective communication;

 ■ stakeholders;

 ■ scarcity and choice;

 ■ hierarchical structures.  

Furthermore, for students to access the required knowledge 
and understanding to maximum effect, teachers must 
have the requisite knowledge and understanding of their 
own subject and its cross-curricular links by engaging 
with inter-departmental and cross curricular dialogue, 
so allowing learning opportunities to be interwoven. 
This dialogue should be used to identify opportunities 
for students to acknowledge the connections between 
subject areas – including English and Maths – from which 
other subject teachers can scaffold their teaching and 
learning. An example of this has been previously explored 
in New GCSE Business: Cracking the Quantitative Skills 
(Teaching Business & Economics, Autumn 2017). Only 
careful curriculum planning can lead to an effective 
sequence. 

The table above offers some insight into sequencing 
strategies to facilitate this. 

That said, we recognise that curriculum planning is 
not simplistic or straight-forward. Specifically, when 
we think about curriculum planning in the context of 
business education, there are a number of difficulties and 
challenges to consider and address. These include:

 ■ Some students have not studied the subject 
theoretically prior to Key Stage 5 whilst others have 

 ■ Students’ exposure to subject-specific theory is likely 
to be limited prior to Key Stage 4

 ■ Students’ social contexts and cultural capital may vary 
significantly, thus impacting upon prior knowledge of 
programmes and topics as well as misconceptions

 ■ The degree to which students can draw on knowledge 
and skills from other disciplines, including those they 
are currently studying

 ■ Whether the subject is delivered by subject non-
specialists and the degree to which these staff can 
access subject-specific professional development

 ■ Access to subject-specific research informed practice 
remains limited in comparison to other subjects and 
disciplines

In assessed programmes, we must be careful to ensure that 
the specification content does not become the curriculum. 
Deepening knowledge and understanding goes beyond 
the specification itself, and the following approaches to 
sequencing may be useful to consider when integrating 
the specification into the wider subject and whole-school 
curriculum. In this way, the specification acts as a ‘floor’ 
rather than a ‘ceiling’ and for sequencing provides us with a 
start rather than an end point. For example, a specification 
may not require you to teach the primary, secondary and 
tertiary sector, but to do so would provide a gateway 
through which students are able to access subsequent 
knowledge within the specification.  Similarly, subject 
teaching can support the curriculum to develop students’ 
cultural capital by promoting an awareness of life beyond 
the academic, technical and vocational. We can do this 

 Strategy Exemplification Rationale Example
Real-life Exposing students to a current 

problem or scenario before 
considering its theoretical basis 

Use to contextualise real-life 
events and build on students’ 
familiarity 

Exploring the impact of a 
current recession before 
considering taxation and 
interest rates 

Timeline Theoretical developments to reflect 
changing needs over time 

Use to demonstrate the 
progressive nature of the subject 
and its topics 

Exploring how our 
understanding of human 
behaviour has influenced 
motivational theory  

Breaking down  Presenting students with a bigger 
picture and then exploring its 
individual components 

Support students to understand 
how the whole is the sum of its 
parts 

Taking the income statement 
and then completing 
individual profitability 
calculations 

Building up Presenting students with individual 
components and then exploring 
how they fit together

Support students to understand 
how individual parts interact to 
make a whole 

Study individual and total 
inflows and outflows and how 
these then interact to affect 
bank balances and liquidity 
needs 

Secure to insecure Guide students into unknown areas 
scaffolded on existing knowledge 
and understanding 

Learners can make sense of new 
knowledge through building on 
that already known

Drawing on maths knowledge 
of probability to explore 
critical path analysis and 
decision-making 

Insecure to secure  Exposing students to concepts to 
deliberately disorientate them 

To identify and address 
misconceptions and encourage 
debate 

Demonstrating to students 
that profitable businesses 
may not always survive  

Incremental steps  Completing a task by modelling its 
incremental steps 

Use to apply knowledge to 
processes and procedures 

When teaching students 
about recruitment and 
selection processes 

Connect Provide a basic introduction to one 
topic, and then move on to another 
topic (of similar difficulty) and then 
on to a third topic, before revisiting 
the first

To gain an understanding of the 
inter-related nature and inter-
connectedness of business topics 

Students can learn about the 
objectives of each business 
function and then return to 
each function in further depth 
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through seeking opportunities to include and integrate: 

 ■ financial literacy skills;

 ■ key enterprise skills;

 ■ employability skills;

 ■ an understanding of other key organisations (including 
CBI and trade unions);

 ■ skills of debate, negotiation and compromise;

 ■ understanding of opportunities for further study 
through different institutions;

 ■ the importance of enterprise to the economy; 

 ■ engagement with the wider community. 

Despite this guidance, it is not for us to provide specific 
examples of how these must be addressed within your 
setting. We acknowledge that each context faces its own 
opportunities and challenges and therefore it becomes 
vital that this determines the intent of each setting’s wider 
curriculum. 

Finally, we turn our attention to the extent to which 
specifications are truly fit for purpose for sequencing. 
Here, we provide two illustrations relating to the topic area 
of objectives to demonstrate why a specification may not 
be helpful. 

1. Where the specification itself is not structured 
coherently to support knowledge and understanding. 
For example, in one A Level specification, strictly 
following the ordering of the required content would 
result in students being taught about the various 
business objectives prior to learning about the different 
types of business. This would provide students with 
knowledge of business objectives whilst lacking the 
ability to apply this to different types of businesses, so 

limiting their depth of understanding and retention. 
In this instance, reversing the sequence order would 
provide students with a developed schema to which 
they could then apply their knowledge of objectives.  

2. Where the specification itself does not stipulate all 
necessary knowledge. For example, a specification 
requires students to state a range of common 
business objectives but does not require them to move 
beyond this. Therefore, the necessity for objectives to 
be SMART is ignored. When this additional content is 
included in the sequence, students will be able to draw 
a deeper understanding of objectives, thus supporting 
retention and long-term memory transfer. 

These examples illustrate how the specification is a 
crucial document in providing a definitive list of minimum 
knowledge expectations, grouped into themes and topic 
areas. However, it makes no attempt to sequence as it does 
not stipulate how or when these should be developed. It is 
the teacher’s role to sequence and deliver this knowledge 
coherently to meet students’ needs and in doing so 
support long-term retention. When it comes to curriculum 
ambition, the specification provides a starting point for 
curriculum planning; it does not provide a sequenced 
curriculum blueprint.  

Ofsted (2019), School inspection update, Manchester: 
Ofsted. 

Sweller, J. (1998), ‘Cognitive load during problem solving: 
Effects on learning’, Cognitive Science, (12), 257-285. 

Kathy Cameron Senior Lecturer, PGCE Business, Leeds Trinity 
University

Samuel Stones National Subject Leader (Business), Ormiston 
Academies Trust

Subject teaching can support the curriculum to develop students’ cultural capital by promoting  
an awareness of life beyond the academic, technical and vocational.
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Headlines
Business and economics A level entries have continued to 
rise against a background of falling overall entries (table 1).

AS entries in business and economics have continued to 
fall at a slightly faster rate than the average for all subjects 
(table 4).

Males make up 59.3% of A level business entries and 
68.9% of economics entries, which represents a very slight 
decrease from 2019 entries (table 1).

There has been a very substantial improvement in results 
at both A and AS levels, reflecting the average trend for all 
subjects (tables 2 and 5).

Females attained substantially higher grades than males 
in 2020 in both A level business and economics. The gap 
has widened considerably between 2019 and 2020 and is 
markedly greater than the average for all subjects (table 3). 

Table 1: A level entries  

Males Females Total % of Total 
Entries

Business
2020
2019
2018
2017

21,479
20,557
19,633
17,977

14,709
13,368
13,234
12,046

36,188
33,925
32,867
30,023

4.6
4.2
4.0
3.6

Economics
2020
2019
2018
2017

21,659
21,557
21,211
20,647

9,732
9.284
9,579
9,427

31,391
30,841
30,810
30,074

4.0 
3.9
3.8
3.6

 
Commentary   Business and economics A level entries 
continue to rise despite falling total entries for A level. 
Combined entries for economics and business now 
account for 8.8% of all entries: only mathematics and 
psychology account for a greater share of the market.   
Males now account for just over 59% of entries in business 
and almost 69% in economics, a very slight fall from 
the 2019 statistics but still virtually unchanged when 
compared with 2017 figures.  

Table 2: A level Results  (Cumulative percentages) 

A* A B C D E
Business
2020
2019
2018
2017

6.7
3.3
3.4
3.4

25.7
14.8
15.2
15.2

57.7
43.8
45.1
44.3

86.1
73.8
74.8
74.7

97.0
91.3
91.8
92..0

99.7
97.7
98.0
98.1

Economics
2020
2019
2018
2017

13.6
6.7
7.3
7.2

41.2
27.8
30.3
31.0

70.2
57.7
59.7
60.4

90.7
80.7
81.9
83.2

97.9
93.6
93.9
94.6

99.8
98.3
98.3
98.5

All subjects
2020 
2019
2018
2017

14.4
7.8
8.0
8.3

38.6
25.5
26.4
26.3

66.1
51.6
53.0
53.1

87.9
75.8
75.1
78.7

97.0
91.0
90.2
92.6

99.7
97.6
97.1
98.1

 
Table 3: Results by Gender (Cumulative percentages.  2019 
figures in brackets)

 A* A B C D E
Business 
2020
Males 5.6

(2.8)
23.3
(13.4)

55.4
(42.9)

85.1
(73.6)

96.9
(91.3)

99.7
(97.7)

Females 8.3
(4.0)

29.2
(16.8)

61.2
(45.3)

87.6
(74.2)

97.3
(91.2)

99.8
97.8)

Economics 
2020
Males 12.3

(6.3)
38.7
(27.8)

67.8
(56.5)

89.7
(80.5)

97.6
(93.7)

99.8
(98.4)

Females 16.4
(7.6)

46.9
(31.5)

75.5
(60.7)

93.0
(81.2)

98.7
(93.4)

99.9
(98.1)

All subjects
Males 14.3

(8.2)
36.7
(25.4)

62.9
(49.8)

85.6
(73.7)

96.2
(89.6)

99.7
(97.0)

Females 14.5
(7.5)

40.0
(25.5)

68.7
(53.0)

89.8
(77.6)

97.6
(92.1)

99.8
(98.1)

A LEVEL AND AS ENTRIES AND 
RESULTS FOR ECONOMICS 
AND BUSINESS 2020
David Butler provides his annual analysis of their health of our subject areas. 
Source: Joint Council for Qualifications Provisional Results, Sept 2020 (all UK candidates) 
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Commentary  It has clearly been an extraordinary year 
for A level results with no examinations taking place and 
a last minute decision by government to use moderated 
teacher assessments, rather than the Ofqual algorithm. 
The outcome of this process has been an unprecedented 
improvement in grades across all subjects, including those 
for business and economics. However, the improvement 
in business was less dramatic than in economics. The 
proportion of entries awarded A*/A grades in business 
increased by just under 11%, below the national increase  
(13.1%), whereas it was slightly above it in economics at 
13.4%. These are seismic changes compared to previous 
years when they have normally been in the order of less 
than 1%. Females continue to achieve better results 
than males in both business and economics, particularly 
in terms of the higher grades. This gap has increased 
between 2019 and 2020 and is substantially wider than the 
average across all subjects.  Anecdotal evidence suggests 
that appeals and the October examinations are likely to 
only have a very marginal impact on final statistics.  (The 
above comments and tables are based on UK statistics but 
the England only figures show very similar trends.)  

Table 4: AS entries   

Males Females Total % of Total
 Entries

Business
2020
2019
2018
2017

4337
5584
7061
12,806

3483
4292
5138
8968

7820
9876
12,199
21,774

5.0
5.1
3.5
3.0

Economics
2020
2019
2018
2017

2542
3540
5103
11,270

1242
1726
2293
5099

3784
5266
7396
16,369

2.4
2.7
3.1
2.2

Commentary AS entries in business and economics 
continue to show a significant decline and are in line with 
the national trend. The decline in entries started when AS 

was decoupled from A level and has continued since then. 
Males make up 55.4% of entries in business and 67.1% in 
economics, very similar to the corresponding statistics for 
2019.   

Table 5 AS Results (Cumulative percentages)

A B C D E
Business
2020
2019
2018
2017

20.2 
11.6
11.7
10.6

48.1
31.7
30.8
29.8

75.9
58.1
54.5
53.0

91.4
77.6
75.6
74.3

98.3
90.1
88.9
88.1

Economics
2020
2019
2018
2017

29.9
19.7
18.6
18.3

54.7
36.8
35.9
37.2

77.2
55.6
55.8
57.6

91.0
73.2
73.1
74.5

97.8
86.2
85.L0
86.5

All subjects
2020
2019
2018
2017

30.9
21.5
27.5
23.8

56.5
41.4
47.0
43.5

79.6
61.9
66.3
(63.6)

91.9
78.1
81.2
79.4

98.0
88.8
90.7
89.6

Commentary   As with A level, there has been a dramatic 
improvement in business and economics results, which 
more or less reflect the national trend. However, unlike A 
level, the improvement has been similar in both business 
and economics and the gap in performance between the 
two subjects is also less than it is at A level.   

Points for discussion and areas for further 
investigation

a. Why are A level entries for females substantially below 
those for males, particularly in economics?   

The gap between male and female entries in A level 
economics and business has remained essentially 
unchanged since 2017. The TBE article based on the 
2019 analysis of A level results drew attention to this 
discrepancy and it remains an important issue that 

Females attained substantially higher grades than males in 2020 in both A level business and economics
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certainly merits further investigation by schools, colleges, 
awarding bodies and educational researchers.  It is also 
an issue in degree course take up and one that the Royal 
Economic Society is investigating. A level economics is not 
an essential requirement for degree courses in economics 
but an increased take up by females at A level is still 
likely to have a knock on effect in terms of applications. 
Females taking A level economics achieve above the 
national average for all subjects and also do substantially 
better than males taking the subject. This may well be 
because they have higher than average prior attainment 
but we do not know this for certain.  Subjects such as 
psychology and sociology continue to attract large and 
increasing numbers of females (in 2020 there were 48,431 
female entries in psychology and 30,236 in sociology). 
However, it is not clear why these subjects are more 
attractive to females than business and economics needs 
to be further explored. In order to investigate the gender 
imbalance, we first need to know more about the nature 
of students taking economics and business (for example, 
their ethnicity and prior attainment) and the types of 
institutions they attend (for example, the proportions from 
single sex grammar or independent schools) . Some of 
this data is available to individual awarding bodies but it is 
not shared publicly or nationally.  

b. What are the implications of the use of teacher 
assessments to determine grades and the 
unprecedented rise in results?

It is perhaps ironic that in a year that students received 
less face to face teaching than ever before, they 
received the best ever examination results. What are the 
implications for future A level assessments? There has 
already been an indication from Ofqual that the relatively 
low numbers of students who have taken the autumn 
series of examinations will not be put at a disadvantage 
compared to those who were assessed in the summer. The 
government is determined to return to examinations in the 
summer of 2021, if at all possible, as it is seen as the fairest 
way of assessing students and of maintaining the integrity 
of qualifications. However,  in a letter from the Secretary 
of State for Education to the head of Ofqual he refers to 
ensuring that results take account of the disruption to 
students’ education caused by the pandemic and that 
they are comparable to those in recent years. We already 
know that A levels will start later in the summer term in 
order to allow more teaching time but we do not know how 
grades might be adjusted.  Will they take account of 2021 
results, return to those which are similar to previous years 
or reach some sort of compromise position? 

We do not know which students have benefitted most 
from the use of predominantly centre based assessments 
in 2020. It is often argued that males in general are 
more likely to be ‘last  gaspers’ in terms of examination 
preparation and the results in business and economics 
perhaps reflect this. Some schools and colleges were 
much better prepared to support students through on-line 
learning than others. There were concerns too that socially 
disadvantaged students might be further disadvantaged 
by the lack of direct teaching as they often had less access 
to computers and  lacked the  necessary facilities at home 
for effective studying,, such as a separate room. One  

beneficial consequence of the pandemic might well be 
that schools and colleges in general have improved their 
on-line learning programmes and that these will continue 
to be of considerable value once we return to more normal 
times. It may well be that an unintended consequence 
of the current situation will be that some institutions 
will completely rethink their approach to teaching and 
learning and move away from an over reliance on what 
takes place in the classroom. 

Higher grades mean that more students will have gained 
places at their first choice of university than if grades had 
been similar to previous years. Universities could not have 
anticipated this when they made offers. How will these 
students cope and how will universities adjust to teaching 
more students and from a wider range of abilities? Many 
are already having to continue to make much greater 
use of on-line learning and perhaps this might continue 
even when we return to more normal times. How will the 
students who might not have secured a place at some of 
the more prestigious universities in previous years fare? 
If the universities find no real difference in how students 
achieve, then it has important implications for how we 
assess students’ potential to cope with degree courses.  
Are examinations the fairest and best way of allocating 
university places (as the government and Ofqual maintain) 
when a handful of marks can often determine outcomes or 
would at least some element of centre based assessment 
provide a better guide to real potential?  

c. What is the future of AS?

The TBE article based on the 2019 analysis of results 
suggested that the falling numbers of entries for AS 
brought into question their long term future. The decline 
has continued and has been slightly more rapid in business 
and economics than the national trend. The qualification 
was doomed once it was decoupled from A level and when 
universities appeared to be taking little account of it when 
making offers to potential students. The catastrophic 
decline in AS entries and the possible demise of the 
qualification in the not too distant future is the most recent 
in a long list of failed attempts, stretching over 30 years or 
more, to broaden the range of subjects students take at 
A level. However, all may not be lost! In a recent interview, 
Dame Nancy Rothwell, the new chairwoman of the Russell 
Group and vice-chancellor of Manchester University, was 
quoted as saying, ‘doing more than three or four A levels is 
really challenging. If they were a bit lighter and pupils could 
take a broader range of subjects that would give a more 
balanced education’. How about doing four or five subjects 
at a level below A level in the first year  and then pursuing 
three of them in greater depth in year two? We could call 
these lower level qualifications AS levels and they would 
make up roughly half an A level.  Which, of course, is what 
we typically had a few years ago, proving that, once again 
in the history of qualifications, what goes round eventually 
comes round!           

David Butler 
EBEA Advocacy Lead      
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Statistics refer to all UK candidates

Headlines

 ■ Entries in business and economics continue to rise in 
line with national trends. (table1)

 ■ Males make up substantially higher proportions of 
entries than females in both business and economics 
and these proportions have not changed significantly 
from 2017. (table1)

 ■ There has been unprecedented grade inflation in both 
business and economics, which is even greater than 
the national trend. (table 2) 

 ■ Results in business for both males and females are 
now above average for the first time and those in 
economics have moved even further above the 
average for all subjects. (tables 2 and 3)

 ■  Females continue to perform better than males in both 
business and economics and the gap in performance 
between females and males increased between 2019 
and 2020, particularly in business. (table 3)  

Table 1: GCSE entries 

Males Females Total % total
entries

Business
2020 58,574 40,228 98,802 1.7
2019
2018
2017

56,838
54,089
54,716

38,963
37,559
38, 026

95,801
91,648
92,742

1.7
1.7
1.7

Economics
2020 4675 2166 6843 0.1
2019
2018
2017

4324
3778
3871

2146
1766
1766

6470
5544
5637

0.1
0.1
0.1

Commentary  Entries in business and economics in 2020 
show an almost identical pattern to those of the previous 
two years. Entries in both subjects have increased in line 
with the national trend. Business entries make up 1.7% 
and economics entries make up 0.1% of total GCSEs sat; 
proportions that have remained unchanged since 2017.  
Fears that the emphasis on Ebac subjects and other 
performance measures might hit entries in business and 
economics have again failed to materialise. Entries from 
males and females in business and economics have both 
increased in line with national trends. Males now make up 
59% of business entries and 68% of those in economics, 
almost identical to the 2019 proportions and not a great 
deal different from the 2017 statistics.

Table 2: GCSE results (Cumulative percentages)

A/7 C/4 G/1
Business
2020 28.1 80.4 99.7
2019
2018
2017

18.1
17.6
17.0

65.8
64.5
63.2

98.1
98.1
98.2

Economics
2020 46.8 92.6 100.0
2019
2018
2017

32.0
30.5
29.3

81.7
79.5
79.2

99.3
98.8
98.8

All subjects
2020 26.2 76.3 99.6
2019
2018
2017

20.8
20.5
20.0

67.3
66.9
66.4

98.3
98.3
98.4

Table 3: Results by gender (cumulative percentages; 2019 
figures in brackets) 

A/7 C/4 G/1
Business
Males  25.0

(16.1)
78.3
(63.8)

99.7
(98.4)

Females 32.5
(21.0)

83.4
(68.6)

99.7
(99.2)

Economics
Males 45.9

(32.3)
92.6
(81.8)

100.0
(99.1)

Females 48.6
(31.5)

92.6
(81.6)

100.0
(99.6)

All subjects
Males 22.2

(17.6)
72.3
(62.9)

99.5
(97.8)

Females 30.2
(24.1)

80.2
(71.7)

99.7
(98.8)

Commentary The decision this year to use mainly centre-
based assessments to determine grades resulted in 
unprecedented grade inflation across all subjects. 
However, the improvement in business and economics 
at A/7 and C/4 grades and above outstripped national 
increases by considerable margins.  Business results 

ANALYSIS OF GCSE ENTRIES AND 
RESULTS FOR 2020
(Source: Joint Council for Qualifications, provisional results September 2020)
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moved above the national figures for 
the first time and those in economics 
are now way above them, with almost 
47% of entries graded A/7 and over 
90% graded C/4 and above (table 2).

Females continue to achieve 
substantially better results than 
males in business and are above the 
national average for females. Results 
for males also moved above the 
national average for the first time.  
The gap in performance between 
females and males increased 
between 2019 and 2020, particularly 
at the A/7 grade.  The gap in 
performance is similar to the average 
for all subjects.  In economics, females 
again achieved better results than 
males  but the gap is not as great as it 
is in business. Both females and males 
achieved substantially higher results 
in economics than the average for all 
subjects. (table 3) 

Conclusions and areas for 
further investigation 
Entries in business and economics continue to hold up 
well despite not being included in the Ebacc  or in some 
headline performance measures. However, the proportion 
of entries made up by females continues to be substantially 
below that of males in both subjects and there has not 
been any significant shift in this position in the past few 
years.  It is not immediately apparent why this is the case 
but it is a situation that is reflected at A level and continues 
through to degree courses. Why females find some other 
GCSE options preferable to business and economics 
and why males find these subjects more attractive are 
questions worthy of further exploration. Those females 
who do take business and economics do well and achieve 
above the average for all subjects, yet this does not appear 
to be encouraging a higher proportion of them to follow in 
their path. 

It has been an extraordinary year in terms of results with 
students achieving their highest ever grades, despite 
receiving substantially less direct teaching than ever 
before. The results in business and economics have been 
even more remarkable than the national figures. Business 
results have always been below the average for all subjects 
but have now moved above them for the first time. Why 
might mainly centre-based assessment have benefitted 
business and economics more than other subjects?  Also, 
females appear to have have benefitted even more than 
males from centre-based assessment. Why might this be 
the case? Anecdotally it is suggested that females tend 
to work harder throughout the entire course and rely 
less than males on making a ‘last ditch’ effort just prior to 
the exams. EBEA members will no doubt have their own 
explanations of these trends if they are reflected in their 
own schools and colleges. 

What are the implications of this unprecedented rise in 

examination results for future GCSE assessments?  Will 
grades for 2021 reflect those of 2020 or return to being 
similar to those of 2019?   Year 10 students have had their 
education disrupted by the pandemic and may continue 
to do so in Year 11. Ofqual has already set a later start for 
examinations in 2021 to allow some time for additional 
teaching. They have also said that students will not be 
penalised as a result of any further disruptions. Does this 
imply that more account will be taken of centre-based 
assessments even if and when examinations return? 
Unquestionably, some students have suffered more than 
others from the closure of schools and on-going changes 
to teaching arrangements. Some schools were much 
better geared up for on-line teaching and for remotely 
monitoring students’ progress. Socially advantaged 
students tend to have much better facilities for on-line 
learning and studying at home than those who come from 
more disadvantaged backgrounds. 

Has the pandemic fundamentally shifted the way students 
will be taught in the future, even when its effects are no 
longer being felt? It is suggested that it has caused at least 
some schools and colleges to completely re-think the way 
their courses are delivered and how resources are used. 
It may well have caused teachers to think more deeply 
than ever before about what really needs to be taught 
in classrooms and what can be just as well (or perhaps 
better) delivered through other means. ‘Flip learning’ 
approaches, which appeared to be all the rage a few 
years ago, may well be given a new emphasis. Business 
and economics teachers are generally confident users 
of information technology and may well be in a much 
stronger position than many of their colleagues to play a 
leading role in these possible developments.            

David Butler 
EBEA Advocacy Lead                    

Business and Economics A Levels: Still at Growth Stage
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EFFECTIVE REMOTE 
TEACHING AND LEARING
Despite the recent return to the classroom, many experts believe blended learning is here 
to stay. Jade Pearce provides an invaluable guide to what we know about effective remote 
learning practice.

Effective Remote Teaching and Learning  

With individual pupils, classes and even whole year groups 
having to self-isolate, remote learning continues to be 
crucial and is likely to be part of the way we teach for some 
time. This article will look at the evidence surrounding 
remote learning and how we can ensure that our remote 
teaching is as effective as possible. 

Should lessons be synchronous or asynchronous?  
The first question asked with regards to remote learning 
is whether lessons have to be ‘live’. Live lessons (often 
held over Microsoft Teams or Google Classroom) lead to 
synchronous learning – where all learners are learning 
together at the same time. In contrast, asynchronous 
learning involves learners working through materials at 
their own pace and not at a set time. This may include 
watching a pre-recorded video explaining new content 
and working through tasks independently. Interestingly, 
research has shown that the method used in remote 
learning (synchronous or asynchronous) makes less 
difference to learning and progress than the quality of 
the teaching (EEF, Best Evidence in Supporting Students 
Remotely). In short, high quality asynchronous lessons are 
likely to be more effective than low quality synchronous 
lessons, and vice versa. The best method will therefore 
depend on your context and most likely, pupil and teacher 
access to technology.

Effective remote learning

This article will now address how we can ensure that any 
remote teaching and learning is therefore, as high quality 
as possible. This includes the following aspects:

1. Clear explanations 

2. Scaffolding 

3. Feedback 

4. Peer interaction 

5. Assessment 

6. Interaction between teachers and pupils 

Clear explanations 

Clear explanations are crucial to enable pupils to 
understand new content and the instruction for tasks. 
They can be given ‘live’ or on pre-recorded videos. Tips for 
making sure explanations are clear include: 

Plan your explanations in advance

Make sure they are clear and concise—stick to the main 
message/core material.  Introduce new material in small 
chunks. 

If doing ‘live’ lessons, ask pupils questions to check for 
attention and understanding. 

Make sure any supporting resources (such as presentations 
or handouts) are concise and remove any unnecessary 
material. 

 If doing asynchronous (non-live) learning, the use of 
pre-recorded videos (such as on Loom) or high quality 
externally produced videos (such as by Oak Academy or 
GCSEpod) help to aid clear explanations of new content. 

Scaffolding

This is crucial to give additional guidance and ensure that 
all pupils can access tasks. This may include: 

1. Worked examples - This involves modelling the full 
process that students are to undertake to solve a 
problem or complete a task.  This should be done 
step-by-step. Students can then be asked to complete 
examples on their own (see calculating profit example 
above). 

2. Modelling – this includes how to complete tasks 
and how to produce written work. The teacher 
can complete an example or part of the task first, 
explaining their thinking as they do so. You should also 
provide examples of excellence. 

3. Giving structure for the completion of written tasks or 

Example:
Price = £10
Sales = 1000
Variable cost per unit = £2
Fixed costs = £2000

1. Sales revenue = £10  
x 1000 = £10,000

2. Total variable costs  
= £2 x 1000 = £2000

3. Total costs = £2000  
+£2000 = £4000

4. Profit = £10,000  
- £4000 = £6000

1. Calculate sales 
revenue (price x 
sales)

2. Calculate total 
variable costs 
(variable cost per unit 
x sales)

3. Calculate total costs 
(fixed costs + total 
variable costs)

4. Calculate profit 
(Revenue - Total 
costs)

Calculating Profit
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exam questions by stating what pupils should include 
in their written work.

4. Key phrases/key words list. 

5.  Sentence starters/writing frames

6. Checklists which pupils use to check what should be 
included in their work. 

Feedback

Feedback should still be given on work that pupils complete 
remotely, wherever possible. This may include: 

Whole-class verbal feedback on work completed 
previously. Here, pupils should submit work electronically. 
The teacher then reads all pupils’ work, noting down 
common misconceptions, common SPAG errors, main 
areas to improve, main things pupils are doing well and any 
good examples of work to share with the class. This can be 
rough notes or you can use a whole-class verbal feedback 
sheet. This information is then shared with the class. This 
could be through typed notes or verbally sharing your 
written notes in a live lesson or pre-recorded video. You 
should also share examples of good work to show pupils 
how to improve their own work. Pupils should then improve 
their work. 

‘Live’ writing—this is when the teacher completes a written 
task ‘live’ for the class, outlining their thinking as they do so. 
This can be done in a lesson or pre-recorded video.

Deconstruction of model work—this is when examples of 

work (either from the teacher or pupils in the class) are 
discussed and evaluated by pupils. This can done before 
pupils complete the task themselves or after they have 
submitted work. Here, they can then use this to improve 
their own work. 

Feedback on knowledge checks/retrieval practice— This 
can be achieved through a class discussion of answers (if 
in a live lesson), through providing the correct answers to 
pupils or through pupils self-checking using their notes or 
textbook/revision guide. 

Peer interaction

Research has demonstrated the positive impact on remote 
learning of peer interaction, especially on older pupils. This 
can include: 

1. Sharing examples of good work that has been 
produced by pupils.

2. Live class discussions.

3. Peer assessment—this may be set as a homework 
task with pupils preparing feedback to share with their 
peer. 

4. Collaboration on tasks (where possible). 

Assessment

It is still crucial to assess learning and the progress made 
by pupils. This should drive future instruction, for example 
through the re-teaching of any topics that pupils have 
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struggled with or when assessment demonstrates 
considerable gaps in learning. This may include: 

1.  Knowledge checks 

2. Retrieval practice - see my retrieval practice guide 
for methods to assess pupils’ long-term learning of 
previously covered material. 

3. Written work 

4. Use of online quizzes such as Microsoft Forms or 
externally provided quizzes (for example through quiz.
com). 

Interaction between teachers and pupils

This is crucial for pupils’ continued motivation and 
engagement. Live lessons can be used to ensure 
interaction between teachers and pupils, including 
class discussions. This can be used to introduce new 
content or to discuss content and tasks that pupils have 
completed asynchronously. If live lessons are not possible 
(for example because only a small number of pupils are 
isolating) interaction can be achieved through electronic 
communication and feedback. 

Effective Blended Learning 

There are aspects and strategies of remote learning that 
can be effective when pupils are not learning remotely. 
This includes: 

1. Online quizzing—Online quizzes such as ‘Quizz’, 
Microsoft Forms or Google Forms can be used as 
homework to assess pupils’ learning on a topic or as 
a way of completing spaced retrieval practice. These 
give pupils immediate feedback on correct/incorrect 
answers and give teachers feedback on the areas 
that they may need to re-visit. 

2. Digital textbooks—Can be used to give pupils access 
to textbooks easily at home. This can be used to set 
pre-reading, when pupils are completing independent 
study or for pupils to self-check their work. 

3. Pre-recorded explanations of content can be used 
in flipped learning. Pupils watch the video before the 
lesson, taking notes. In the lesson this can be checked 
quickly before moving onto more complex tasks. 

4. Pre-recorded videos can be used to model how to 
answer exam questions or complete written work. 
This can include live writing and deconstructing model 
answers. Pupils can then watch this before attempting 
a similar task themselves for homework. 

5. Homework can be set through a pre-recorded video. 
This can include verbal instructions and modelling of 
how to complete the homework task. This gives both 
parents and pupils access to high quality instruction. 

6. Homework can be set electronically including all 
of the necessary resources and the materials from 
the lesson. Homework can also be submitted and 
feedback can be given electronically.  

Jade Pearce leads on Teaching & Learning as an Assistant 
Headteacher at Walton High School in Stafford. She is also an 
Evidence Lead in Education (ELE) for Staffordshire Research 
Schools. You can follow her and her work at @PearceMrs.

References/further reading:  

EEF—Best Evidence in Supporting Students Remotely 
(https://educationendowmentfoundation.org.uk/news/
eef-publishes-new-review-of-evidence-on-remote-
learning/ )

Www.sec-ed.co.uk

https://educationendowmentfoundation.org.uk/news/eef-publishes-new-review-of-evidence-on-remote-learning/
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USING A SIMULATION GAME TO 
SUPPORT MACROECONOMICS 
TEACHING
Tim Rogmans introduces his macroeconomics simulation game and provides some advice on 
how to weave it into your pedagogy. An independent review follows this article.

Econland is a simulation game and learning platform 
designed to support student learning of Macroeconomics 
at A-Level, International Baccalaureate, AP and at 
introductory university level courses. In the game, 
students make monetary and fiscal policy decisions for a 
fictional country (“Econland”) for seven years in order to 
produce beneficial economic outcomes for the country’s 
population. This article contains an overview of Econland, 
its relevance for students taking A-Level Economics and 
provides a guide for how to use Econland in face-to-face 
or online classes.
Game overview
In the simulation game, students manage the economy 
of a medium-sized, fictional country (“Econland”). Initially, 
the economic situation of Econland is healthy; GDP growth 
is strong and unemployment, inflation, the budget deficit 
and the total government debt are all under control. Each 
year, for a total of seven years, students get presented 
with information about fluctuating conditions in the world 
economy and the level of consumer confidence among 
the Econland population. Students take this information, 
as well as data on the country’s recent economic 
performance into account in order to make four monetary 

and fiscal policy decisions; the interest rate, corporate 
tax rate, income tax rate and the level of government 
spending.
Figure 1: Decisions screen

After students enter their decisions, Econland’s overall 
economic performance for the year is presented in a 
Dashboard. The four key results areas are GDP growth, 
the unemployment rate, inflation and the budget deficit 
as a percentage of GDP. Each year, for each results area, 
the player gets 0, 10 or 25 points, depending on their 
performance. The scores are shown by a sad, neutral or 
happy smiley face for each result. The sum of the scores 
of the four results represents the approval rating that the 
population gives to the government for the management 
of the economy. The aim of the game is to obtain the 
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highest average approval rating for the seven years of 
the game. Students receive feedback on their decisions 
and results from a policy advisor that they can take into 
account when making decisions for the next year.

Figure 2: Dashboard
In Table 1 and 2 on the 
Reports screen, students 
have access to a range 
of economic indicators, 
including data on each of 
the components of GDP, 
the value of the currency, 
productivity growth and 
other data. In Table 3, 
students also have access 
to all their decisions in the 
game and all of their results 
obtained thus far. This 
information helps students 
to interpret their results 
and can be used as input in 
decision making for the next 
year.
Figure 3: Reports (Tables 1 
and 2)
Teachers have the ability 
to tailor the game in 

several ways. First, the game can be played under three 
scenarios for the development of the world economy, 
with each scenario providing a different development 

Figure 2: Dashboard

Figure 3: Reports
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of world economic conditions. Teachers are also able to 
change model parameters if they wish, including the size 
of the impact on the economy of changes in government 
expenditure or taxation. 
Figure 4: Scenarios for development of the world economy

Alignment with A-Level curriculum
It is important to note that learning with Econland does 
not represent a new curriculum. Instead, the simulation 
is designed to make the learning of the existing A-Level 
and IB curricula more engaging and effective. Although 
teaching Macroeconomics typically takes a topic by topic 
approach, the simulation provides a way to integrate 
different topics in one exercise and to understand the 
linkages between them.
The A-level curriculum consists of two sections, one that 
focuses on firms and markets (Microeconomics) and one 
that deals with the national and international economy 
(Macroeconomics). Econland covers nearly all topics 
in the Macroeconomics part of the syllabus. Only a few 
A-level Macroeconomics topics do not appear in the 
simulation at all, such as the banking sector, free trade 
agreements or the difference between economic growth 
and development. In many cases, the simulation does not 
cover a topic in its entirety. Where the simulation simplifies 
a topic, the teacher can use the debrief to discuss the 
complete picture. For example, the only monetary policy 
decision that students make in the game is the interest 
rate. Teachers can discuss in class that there are other 
monetary policy instruments to control the money supply 
, such as the bank reserve ratio requirement.
The table on page 19 outlines for each topic in the A-level 
Macroeconomics syllabus how it is covered in Econland 
and also mentions any important items that are not 
included in the game.
How to use Econland in class
It is clear from the table above that Econland does not 
replace the teacher or the textbook. Each concept first 
needs to be explained to students, before the game can 

be played in a meaningful way. Where the simulation 
helps is in the consolidation of student knowledge on all 
individual topics, as well as the relations and interactions 
between them. By playing the simulation, students learn 
how policy decisions impact economic outcomes, what 

trade-offs need to be made by 
policymakers and how global 
economic conditions impact a 
nation’s economy and hence 
its monetary and fiscal policy 
decisions. In this way, students 
move from memorizing the 
meaning of concepts to ‘thinking 
like an economist’. The additional 
learning resources, including 
the glossary of terms, explainer 
videos, a quiz and a weekly 
online newspaper, help students 
to link the game to their course 
curriculum and to the real world.
Econland can be used in both 
online and face-to-face classes. 
In both settings, the teacher 
usually begins by recapping the 
main points learned in lessons on 
aggregate demand and supply, 
and fiscal and monetary policy, 
followed by an explanation of the 

rules of the game. This can be done by showing the student 
video or by playing the game once in front of students, at 
least for the first year of decision making. Students then 
play the simulation, preferably individually, although the 
teacher can allow students to discuss their decisions 
and results with each other while they are playing. When 
students play the game, the teachers should remain in the 
background as much as possible and only intervene when 
necessary.
After students have played the game once, they can 
play again with the same scenario in order to improve 
their score by applying the lessons they learned, or under 
another scenario in order to experience how different 
world economic conditions can impact a country and its 
economic policies.
Once students have finished playing, the debrief 
discussion can be used to share results and to consolidate 
learning. Students can share what they learned from the 
exercise and discuss linkages between the game and 
the course, as well as with the real world. At this point, 
there can be an opportunity to criticize the economic 
model behind the game. Students can debate whether 
the game behaves in unexpected ways or if there 
are important elements missing that may make the 
game more complete, such as income distribution or 
environmental quality. This discussion can serve to cover 
topics that are in the curriculum but not in the simulation. 
It can also point towards the inherent imperfections of 
economic modelling, since every model only represents a 
simplification of reality. Such as discussion relates directly 
to the following point made in the A-level curriculum guide:
“Students should recognise that there are a number of 
models demonstrating how the macroeconomy works 
and should appreciate that different economic models 
provide insights into different aspects of the behaviour of 
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Ref. Topic Coverage in Econland
4.2.1.1. The objectives of government economic policy Economic growth, price stability, unemployment, balance of 

payments on Dashboard and Reports pages.
4.2.1.2 Macroeconomic indicators Real GDP, CPI, unemployment, productivity and balance of payments 

on Dashboard and Results page.
4.2.1.3 Use of index numbers Consumer Price Index, Exchange Rate Index in Results. Consumer 

Confidence Index in Economic Forecast.
4.2.1.4 Use of national income data GDP data included in Dashboard and Reports, but not PPP. 

Limitations of GDP in explainer video.
4.2.2.1 The circular flow of income GDP and real GDP included in Dashboard and Reports, but no circular 

flow diagram
4.2.2.2 Aggregate demand and aggregate supply 

analysis
AD/AS explained in learning resources text. World economic 
conditions in Economic Forecast.

4.2.2.3 Determinants of aggregate demand All determinants of AD included in Reports.
4.2.2.4 Aggregate demand and the level of economic 

activity
Teachers can set own values for multiplier, for changes in income tax 
and government expenditure.

4.2.2.5 Determinants of short-run aggregate supply Corporate taxation is a Decision and productivity index is in Reports.
4.2.2.6 Determinants of long-run aggregate supply Corporate taxation is a Decision and productivity index is in Reports. 

Role of institutions not included.
4.2.3.1 Economic growth and the economic cycle Economic cycles and their causes included in Economic Forecast. 

Production possibility curve and sustainability aspects not included.
4.2.3.2 Employment and unemployment Cyclical and natural unemployment included in unemployment rate 

in Dashboard.
4.2.3.3 Inflation and deflation Inflation (and deflation) included in Dashboard.
4.2.3.4 Possible conflicts between macroeconomic policy 

objectives
Trade-offs between inflation, unemployment and other policy 
objectives included.

4.2.4.1 The structure of financial markets and financial 
assets

Interest rates as a way to control the money supply in Decisions.

4.2.4.2 Commercial banks and investment banks Not included.
4.2.4.3 Central banks and monetary policy Interest rates as a monetary policy tool in Decisions. Monetary policy 

also covered in accompanying explainer video.
4.2.4.4 The regulation of the financial system Not included.
4.2.5.1 Fiscal policy Government spending, taxation decisions impact budget balance 

result. Topic is also covered in accompanying explainer video. Income 
tax and corporate tax in Decisions.

4.2.5.2 Supply-side policies Corporate taxation is in Decisions and productivity growth is a result 
in the Reports section. Other supply-side policies not included.

4.2.6.1 Globalisation Impact of developments in world economy in Economic Forecast.
4.2.6.2 Trade Not included
4.2.6.3 The balance of payments Balance of payments included in Reports. FDI not included.
4.2.6.4 Exchange rate systems Value of floating exchange rate in Reports. 
4.2.6.5 Economic growth and development Not included.

the macroeconomy. When using these models students 
should be critically aware of the assumptions upon which 
they are based and their limitations when they are used 
to make sense of real world phenomena. Furthermore, 
they should be prepared to propose, analyse and evaluate 
possible solutions to macroeconomic problems.”
The full brief-play-debrief cycle of the simulation usually 
takes around two class periods. At the end of the debrief, 
students should be made aware of the additional 
resources that are available. A quiz with an extensive test 
bank of questions allows students to test their knowledge. 
A weekly online newsletter (Econland News) is available 
as a source of economics news items to be used in class 

discussions. A series of explainer videos can serve to 
explain or recap key concepts. Students can also play the 
simulation again outside class to recap their knowledge 
and continue to practice their economy policy making 
skills.
Tim Rogmans teaches business and economics at Zayed 
University, Dubai and developed Econland. An independent 
review of Econland follows this article.

Note: Econland High School is available on www.econland.
com. Econland for universities is available through Harvard 
Business Publishing.

Table: A-level curriculum abd Econland
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A REVIEW OF ECONLAND, 
A SIMULATION GAME TO 
SUPPORT LEARNING ABOUT 
MACROECONOMICS
Craig Brown of St Lawrence College, Ramsgate provides an  
independent review on behalf of the EBEA. 

Econland attempts to fill a gap in the very spartan land 
of macroeconomic simulation games.  Players are 
responsible for the fiscal and monetary policies of Econland 
(a land with a GDP similar in size to Puerto Rico) with the 
ultimate objective being to maximise the happiness of the 
population.  

The simulation consists of seven rounds with each round 
representing a year.  At the start of each round players 
are aware of the data for each of four macroeconomic 
objectives; GDP growth, unemployment, inflation 
and the budget deficit.  They are also informed of the 
forecast economic growth for the world economy and 
the current consumer confidence index (for Econland).  
After reflecting upon the current economic environment 
and forecast world growth, players must decide upon 

any changes they would like to make to four key areas; 
interest rate, income tax rate, corporation tax rate and 
government expenditure.  On submitting their decisions 
the state of Econland is revealed through updated results 
for real GDP growth, the unemployment rate, the inflation 
rate and the government’s budget.  Points are awarded 
on the basis of each macroeconomic outcome with more 
points being awarded for achieving strong economic 
growth, low unemployment, low inflation (whilst avoiding 
deflation) and a budget deficit which isn’t too high.  Each 
aspect of macroeconomic data is presented visually 
through an appropriate graph and ‘smilies’ (or not as the 
case may be) are used to provide for a rapid interpretation 
of the situation.  In addition to this an approval rating for 
the year is provided along with an average approval rating 
(with the aim being to maximise across the seven rounds).  

www.econland.com 
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Brief written feedback from a policy advisor is provided 
alongside the data such as ‘Economic growth is slow. This 
can lead to higher unemployment and lower consumer 
confidence’ and ‘You have kept government expenditure 
constant in nominal terms. Remember that, if inflation 
is positive, this amounts to a reduction in government 
expenditure in real terms (i.e. after adjusting for inflation)’.  
This enables some reinforcement of macroeconomic 
concepts.  Participants have the opportunity to study 
more detailed reports which provide an overview of the 
components of real GDP, other macroeconomic data such 
as the exchange rate index, tax revenue and government 
debt and the economic environment, along with a reminder 
of the participant’s macroeconomic policy decisions for 
each round, and the economic outcomes.

An information page explains the game and there is a 
very clear visual outline of how to play it.  Participants can 
consult with a macroeconomic section to learn about key 
concepts such as aggregate demand and aggregate 
supply and there is a glossary of key terms.  There are also 
links to videos (about 3 to 4 minutes long) which provide 
a basic outline (with cartoon visuals) of fiscal policy, 
monetary policy, GDP, unemployment and inflation.  These 
are very general and not UK specific.  Participants have 
access to a weekly online newspaper, an online discussion 
forum and the opportunity to answer multiple choice 
questions to test their knowledge and understanding.  
There are in fact three games or scenarios, each with 
different levels of macroeconomic volatility.

I feel that the developers deserve credit for producing 
a significantly more interactive way to experience 
macroeconomics.  My own feelings about the simulation 
is that the benefits largely depend upon how students 
experience the simulation.  If they play it alone and in 
their own time then it is difficult to see how there will be 
much learning as such, not least because it is difficult to 
deconstruct cause and effect relationships, whether in 
the real or virtual world, and the feedback provided with 
the game is relatively basic.  However with a teacher 

overseeing an initial brief followed by a period of play 
followed by a careful debrief, led by the pupils but with 
the teacher and students asking perceptive questions 
(perhaps with the teacher taking the role of a moderator), 
then this simulation can lead to a more interactive, 
enjoyable and effective learning experience.  

The nineteen 17-18 year old students (second year A-Level 
Economists) who trialled the simulation with me reported 
that whilst they enjoyed the session (around 45 minutes) it 
is not a simulation that they would play themselves outside 
of class. They found it a little tedious after three games.  As 
their teacher, I found the opportunity to hear them justify 
their decision making insightful and it certainly provided 
me with the space to identify any misconceptions in their 
learning.  Students found themselves thinking more and I 
naturally found myself talking less and listening more.  

Whilst the additional resources are a nice touch I believe 
that many of them do not add value to the simulation.  If I 
wanted to refer my students to a video or some background 
notes on macroeconomics or indeed a quiz, I would not 
necessarily be referring them to the resources within this 
simulation and so I feel the move towards a one-stop-shop 
as such is not the way to develop this site. 

Econland functions on personal computers (Windows and 
Mac OS) as well as tablets and smartphones.  It may well 
be that the current pricing model of a fee per pupil will not 
be as appropriate or successful as a minimal institutional 
charge. The current price is $6 (assuming a minimum of 
20 subscriptions) per subscriber for a four month period.  
If there was a minimal institutional charge for one entire 
academic year then I might well be tempted.  

The Econland site can be found at www.econland.com 

Craig Brown 
Head of Economics and Business 
St Lawrence College, Ramsgate, Kent
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SELF-EMPLOYMENT VS. 
BEING EMPLOYED:  
A SELF-DETERMINATION 
ACTIVITY IN GROUPS
Roel Grol and Coen Oosterbroek provide a timely stimulus for reflecting on the relative 
merits of employment and self-employment.

In a time in which youth populations are increasing and 
unemployment amongst young people is on the rise 
in many countries, enterprise and entrepreneurship 
education is gaining importance. This may provide 
future generations with an entrepreneurial mindset to 
better equip them with skills and mindsets that could be 
necessary in a fast changing world (British Council, 2020; 
European Commission, ND; Organization for Economic 
Co-operation and Development, 2015). Research 
shows, amongst others, that due to entrepreneurship 
education, learners in the UK self-reported an increased 
confidence, developed higher aspirations for life, and 
seemed more successful as an entrepreneur (European 
Commission, 2015). In concordance, after participating in 
entrepreneurship education learners in the Netherlands 
showed more entrepreneurial behaviour (European 
Commission, 2015).

When perceiving these findings and understanding 
their importance, it is no wonder that a section on 
entrepreneurship was included in the Dutch business 
curriculum for secondary education during its latest 
revision that came into effect in 2018 (e.g.: College voor 
Toetsen en Examens, 2020). One of many changes in 
this curriculum regards the choices that learners have to 
make later on in their lives with regard to being either self-
employed or working as an employee (Boot, 2014). Also 
the UK subject content in secondary education reflects 
the importance of gaining entrepreneurial skills and 
understanding businesses, enterprises, and stakeholders, 
as well as the perspective of learners on these matters 
(Department for Education, 2014; Department for 
Education, 2015).

To introduce the choice that learners face later on in their 
lives with regard to being either self-employed or working 
as an employee, we propose a teaching/learning activity 
(TLA) described in the remainder of this article. Using a 

think-pair-share structure, this TLA aims at learners to 
self-examine their positions with regard to either being 
self-employed or being an employee based on important 
personal stances with regard to, amongst others, 
perseverance and risk appetite. The main learning goals 
of this TLA are: 

1. to name the advantages and disadvantages of being 
employed or being self-employed;

2. to make a better choice between being employed or 
being self-employed using the gained insights;

3. to determine which personal characteristics are 
suitable for being employed and which personal 
characteristics are suitable for being self-employed, 
based upon quotes.

When setting up this TLA, it is recommended to form 
heterogeneous groups of four learners each. Each group 
receives 10 sets of 3 cards each (see attachment). Each 
of these cards contains a quote which reflects possible 
attitudes with regard to entrepreneurial behaviour as 
classified by Driessen (2010)1. As an example, three cards 
of the category “risk appetite” are printed below:

A learner chooses which of the quotes on one of the three 
cards fits best, based on their own personal preferences2. 
After making this choice, they fill out the form (also 
attached) by writing down the letter that was on the back 
of the card they chose. Next, their set of three cards is 
passed on to their neighbour, and they get a new set of 
three cards from another group member. After repeating 
these steps for all 10 sets of cards, each learner should 
have collected 10 letters and/or symbols on their form, 
which then translate into a score as indicated in the back 
of the form. This score indicates the extent to which a 
learner fits an entrepreneurial profile. When all group 
members have checked their score, they discuss in their 
group the outcome and try to answer the question: do I 

I’d rather have a 50% chance 
of getting £100,- than a 100% 

chance of getting £50,-.

When I take the train, I am 
usually at the railway platform 

three minutes ahead of the 
scheduled departure time.

I’d rather have a 100% chance of 
getting £50,-, than a 50% chance 

of getting £100,-.
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agree with my score / do I recognize my position on the 
continuum of being self-employed to being an employee? 
Then, learners are encouraged to discuss which colour 
represents which entrepreneurial characteristic at a more 
abstract level. This aims at getting an understanding of 
the possible categories of entrepreneurial behaviour as 
described by Driessen (2010). 

The last phase of this TLA is a classroom discussion, led by 
the teacher. Questions for debriefing may include: 

 ■ What did you experience during the first phase of 
this TLA, namely selecting a quote that suited your 
preferences? 

 ■ Based on the texts you’ve read on the cards, which 
consequences does it have when one is self-
employed?

 ■ Based on the texts you’ve read on the cards, which 
consequences does it have when one is employed?

 ■ Did you and/or your group members discuss the 
extent to which the characteristics for being employed 
and the characteristics for being self-employed are 
mutually exclusive? 

 ■ Were you able to find the entrepreneurial 
characteristics by abstracting from the cards you were 
provided with? Which categories did you identify? 

 ■ Which characteristics do you possess that you 
consider helpful when being self-employed3?

 ■ Which characteristics do you possess that you 
consider helpful when being employed3?

This TLA was presented to teachers in business and 
economics in secondary education whilst implementing 
the new business curriculum and during an international 
conference on business and economics education in 2018. 
Participating teachers indicated this TLA to be a great 
way of introducing learners towards entrepreneurship 
education. Moreover, the dialogues between learners and 
their group members on their personal preferences and 
qualities were considered valuable by them. Gaining self-

confidence and perseverance are important result found 
in research on entrepreneurship education (see: Van den 
Berg & Timmermans, 2017). During this TLA, learners will 
engage in discussing some personal preferences with 
regard to characteristics of entrepreneurship. By doing 
so, learners are encouraged to think about their own 
future and the possibility to become an entrepreneur or to 
deliberately decide not to become self-employed. 

Roel Grol and Coen Oosterbroek are teacher educators 
within the field of business and economics at the Faculty of 
Education at HAN University of Applied Sciences in Nijmegen, 
the Netherlands. 

The materials described and discussed in this article were 
developed during the implemention of the new business 
curriculum and have been used for teacher-training 
purposes (see also: Expertisecentrum Economie en 
Handel, 2018).

Footnotes
1. The full list of characteristics of entrepreneurial 

behaviour include: independence, perseverance, 
social skills, risk appetite, performance orientation, 
dominance, and effectivity or self-esteem. 

2. These characteristics are purposefully designed as 
generalizations. 

3. Advise: when discussing this question you may aim at 
connecting the learners answers to the categories of 
entrepreneurial behaviour as described by Driessen 
(2010), such as “independence” or “risk appetite”.
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Independence
If I have to file my tax 
returns, I’d prefer to do it, 
and figure it out myself 
entirely.

If I have to file my tax 
returns, I’d prefer to ask 
for advice but still do it 
myself.

If I have to file my tax 
returns, I’d prefer to let 
someone do it who has 
experience and particular 
knowledge about it.

Independence I determine when (and if) I 
tidy my room.

I usually don’t think it’s a 
problem to do what my 
parents ask me to do, but 
sometimes I do make my 
own choices.

I always go to my aunt’s 
or uncle’s birthday, even 
though I really don’t like 
to go.

Perseverance
I am a real ‘go-getter’: 
when I really want 
something, I’ll go flat out 
to make it happen.

I like to get the best out 
of myself when working 
out, but I really hate 
doing the (sports) laundry 
afterwards.

I have a hard time 
applying myself to certain 
tasks, usually I postpone 
them to the last minute.

Social skills
I blush or feel 
uncomfortable when 
strangers talk to me in 
public.

I like to fulfil tasks without 
having (much) contact 
with others.

When travelling by train 
I usually chitchat with 
strangers.

Risk appetite
I’d rather have a 50% 
chance of getting € 100,- 
than 100% chance of 
getting € 50,-.

When I take the train, I 
am usually at the railway 
platform three minutes 
ahead of the scheduled 
departure time. 

I’d rather have 100% 
chance of getting € 50,-
, than  50% chance of 
getting € 100,-.

Risk appetite
When I retire, I’d love to 
travel around the world 
with my spouse and 
children, if any.

By the time I start working 
fulltime, I’ll start thinking 
about my retirement.

I am totally unconcerned 
about my retirement. Live 
now, pay later.

Performance orientation
I’m totally satisfied with 
getting a D or E (equals 
5.5) for a test. I have 
learned just enough.

Usually I try to get good 
marks in school, but 
sometimes I cannot 
manage to.

I always try my very best 
to get the best mark I can.

Performance orientation
I have a good idea what 
kind of profession I’ll have 
in the future and how I’ll 
establish that.

My goal for this year is 
to pass. Next year I’ll see 
what happens.

I only know the day before, 
when I have a test. 

Dominance
Whenever we are in 
groups in class I usually 
take the lead because I’m 
good at it.

Whenever we are in 
groups in class and no one 
in my group takes the lead 
I’m fine doing so.

Whenever we are in 
groups in class I am 
reluctant to take the lead. 
I’d rather have someone 
else be in charge.

Effectivity or self esteem

When I’m really going for 
something, I can be very 
determined and enforce it 
one way or another. Faith 
doesn’t help me out here.

Even though I know it 
doesn’t help, I can be a bit 
superstitious before I have 
participate a sports event: 
I say a small prayer. You 
never know!

I think the largest part of 
my life is determined by 
faith.

Cards with categories
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If I have to file my tax returns, I’d 
prefer to do it, and figure it out 
myself entirely.

If I have to file my tax returns, I’d 
prefer to ask for advice but still do it 
myself.

If I have to file my tax returns, I’d 
prefer to let someone do it who 
has experience and particular 
knowledge about it.

I determine when (and if) I tidy my 
room.

I usually don’t think it’s a problem to 
do what my parents ask me to do, 
but sometimes I do make my own 
choices.

I always go to my aunt’s or uncle’s 
birthday, even though I really don’t 
like to go.

I am a real ‘go-getter’: when I really 
want something, I’ll go flat out to 
make it happen.

I like to get the best out of myself 
when working out, but I really 
hate doing the (sports) laundry 
afterwards.

I have a hard time applying myself 
to certain tasks, usually I postpone 
them to the last minute.

I blush or feel uncomfortable when 
strangers talk to me in public.

I like to fulfil tasks without having 
(much) contact with others.

When travelling by train I usually 
chitchat with strangers.

I’d rather have a 50% chance of 
getting € 100,- than 100% chance of 
getting € 50,-.

When I take the train, I am usually 
at the railway platform three 
minutes ahead of the scheduled 
departure time. 

I’d rather have 100% chance of 
getting € 50,-, than  50% chance of 
getting € 100,-.

When I retire, I’d love to travel 
around the world with my spouse 
and children, if any.

By the time I start working 
fulltime, I’ll start thinking about my 
retirement.

I am totally unconcerned about my 
retirement. Live now, pay later.

I’m totally satisfied with getting a 
D or E (equals 5.5) for a test. I have 
learned just enough.

Usually I try to get good marks in 
school, but sometimes I cannot 
manage to.

I always try my very best to get the 
best mark I can.

I have a good idea what kind of 
profession I’ll have in the future and 
how I’ll establish that.

My goal for this year is to pass. Next 
year I’ll see what happens.

I only know the day before, when I 
have a test. 

Whenever we are in groups in class 
I usually take the lead because I’m 
good at it.

Whenever we are in groups in class 
and no one in my group takes the 
lead I’m fine doing so.

Whenever we are in groups in class 
I am reluctant to take the lead. I’d 
rather have someone else be in 
charge.

When I’m really going for 
something, I can be very determined 
and enforce it one way or another. 
Faith doesn’t help me out here.

Even though I know it doesn’t help, 
I can be a bit superstitious before I 
have participate a sports event: I say 
a small prayer. You never know!

I think the largest part of my life is 
determined by faith.

Cards front template
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For the past three years, the Financial Times has offered 
free access to schools, lifting its paywall so students 
and teachers can read content normally only available 
to subscribers, as well additional resources specifically 
developed for education. The aim to help them in their 
studies, careers, financial understanding and general 
knowledge. 

Five reasons business teachers in schools should read the 
Financial Times:

1. FT.com contains a wealth of rigorously researched 
up-to-date news, analysis, opinion, data, graphics, 
podcast and videos on business, finance, economics, 
global politics and policy, as well as articles on culture, 
social affairs and much more. It is read by millions of 
decision makers around the world.

2. It is available free online to students aged 16-19, their 
teachers and schools around the globe. You can check 
whether your school is already registered, make a 
request to joint if not or to receive a link to create your 
individual account at www.ft.com/schoolsarefree. 
More than 3,400 schools have already done so.

3. It includes content specifically flagged up by school 
teachers as useful for the classroom, with links to 

specific parts of the curriculum and suggested 
questions and discussion points, as illustrated below, at 
www.ft.com/schools and www.ft.com/businessclass. 
We welcome additional volunteers to join our teacher 
panel and advisory group and help make these 
selections. Email us at schools@ft.com     

4. Examiners, university admissions officers and 
employers recognise its value as a way to 
demonstrate wider reading, application of theories 
and contemporary examples to enrich coursework, 
essays and preparation for life beyond school. The FT 
offers periodic competitions to students, giving them a 
chance to have blogs and other work recognised and 
published, further strengthening evidence of extra-
curricular activities.

5. Schools registering for the first time get a free copy of 
Road to Riches, its board game designed to help teach 
financial literacy to students in a fun way. Further 
details: www.ft.com/roadtoriches

You can also follow at the @FT4S schools Twitter account.

Andrew Jack is global education editor for the Financial Times. 

HAVE YOU REGISTERED FOR 
FREE FT.COM ACCESS YET? 
Finding well researched news and analysis for teaching business and economics topics can 
be difficult, not to say expensive. Andrew Jack of the Financial Times explains how to make 
the most of this extraordinarily valuable resource for teachers.
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FINANCIAL  
EDUCATION UPDATE
David Butler summarises recent developments and seeks feedback from members  
on the status of financial education in their school or college.
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Financial education for young people has probably never 
been as important as it is now.  There is a wealth of free 
resources to support the teaching of financial education, 
many of which are available through Young Money 
(formerly Pfeg), part of the Young Enterprise organisation, 
which can be accessed through their website www.
young-enterprise.org.uk.  Young Money produces its own 
resources, such as a teacher training pack, lesson plans 
and student resources. It also coordinates My Money 
Week (which is scheduled for 14-18 June in 2021) and has 
organised the Martin Lewis funded financial education 
textbook, which has gone into every secondary school 
free of charge. The website also provides a gateway 
to other organisations’ resources, which Young Money 
quality assures. These include, for example, HMRC’s Tax 
Facts, which has recently been updated, and The London 
Institute of Banking and Finance’s learning programmes. 

Despite the wealth of good quality and free or low cost 
resources, many of which have been available over a 
long period of time, there is little evidence of them having 
a lasting impact. Research and inspection evidence 
continually show the provision of financial education to 
be patchy. Programmes often comprise a series of one-
off financial education days that lack coherence and 
progression. The assessment of outcomes lacks rigour 
and rarely goes beyond the anecdotal. The Martin Lewis 
sponsored financial education textbook has now been in 
some schools for over two years but there does not appear 
to be any evaluation of its impact. It would be interesting to 
find out from members if they have seen it and, if so, what 
they think of it and how it is being used in their schools. 

David Butler 
Davidbutler50@btinternet.com  
Advocacy Lead EBEA    
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EBEA CONTACTS

Trustees: 
Dr Jo Bentham - Chair
jobentham@gmail.com 
David Butler
Dividbutler50@btinternet.com

Duncan Cullimore - Treasurer 
duncancullimore@gmail.com

Colin Leath 
colin.leith@btinternet.com
Gareth Taylor
editor@ebea.org.uk

Nancy Wall
enwall@aol.com

Paul Widdowson – Secretary
Paulwiddowson1@btinterent.
com

Academic Leadership 
Team:
Gareth Taylor – Director
editor@ebea.org.uk

Dr Jo Bentham – Business and 
Economics Lead
jobentham@gmail.com

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:  
 
Administration Officer  
office@ebea.org.uk 

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.
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