
SEC
TIO

N
  HEA

D
IN

G

THE ECONOMICS, BUSINESS AND ENTERPRISE ASSOCIATION

Standing Up 
to the Under-
Representation 
of Women in 
Economics 
SEE PAGE 4

SPRIN
G

 2021  |  VO
LUM

E 25 N
UM

BER 1

TEACHING BUSINESS
& ECONOMICS
Cover image:  
‘Fearless Girl’ - a Wall Street 
statue promoting female 
empowerment

IN THIS ISSUE:
Does Under-representation 
of Women in the Economics 
Profession Start in School?

Curriculum Sequencing in 
Action

Extra Time – and the Level 
Playing Field

Making Your Teaching More 
Memorable

Teaching Business, 
Economics and Enterprise 
14-19: An Introduction 

Are Exports Still an 
Important Element of the UK 
Economy in 2021?

‘Assessing’ the Brexit Deal

Teaching Economics Through 
Film 

Radical Uncertainty



C
O

N
TE

N
TS

: S
PR

IN
G

 2
02

1

CONTENTS: SPRING 2021

2

Message from the Editor  Page 3

Does Under-representation of Women in the Economics Profession Start in School? Page 4

David Butler considers IFS research indicating some of the factors behind  the under-representation  
of some groups in the economics profession.

Curriculum Sequencing in Action Page 6

Madeleine Court shares her experience of re-sequencing the curriculum to help students establish  
an effective schema for deep learning 

Extra Time – and the Level Playing Field  Page 8

Ian Marcousé considers the disparity and unfairness in exam extra time allowance between schools 

Making Your Teaching More Memorable Page 10

Peter Imeson explains how understanding cognitive load theory and dual coding has enabled him  
to make his teaching more memorable.

Teaching Business, Economics and Enterprise 14-19: An Introduction  Page 14

Helena Knapton begins our series of articles focused on new teacher development with a special  
focus on assessment.

Are Exports Still an Important Element of the UK Economy in 2021? Page 17

Marwan Mikdadi looks at the UK’s exporting record, past, present and potential future.

‘Assessing’ the Brexit Deal  Page 20

Russ Woodward and Tim Veal share some ideas for Incorporating the UK-EU Trade Agreement into  
business and economics assessment tasks at different levels of study. 

Reviews

Teaching Economics Through Film Page 23

Daniel Vidal and Robert Beekman explain their strategy of using film excerpts to engender deeper  
learning in economics.

Radical Uncertainty Page 25

Ruth Corderoy reviews Radical Uncertainty by John Kay and Mervyn King.

TEACHING BUSINESS & ECONOMICS



3

FRO
M

 THE ED
ITO

R

FROM THE EDITOR

Deadline for Contributions to Summer 21 Journal - 10 May 2021

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

Teaching Business & Economics
General Editor: Gareth Taylor, Email: editor@ebea.org.uk 

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

Front Cover Image

Does Under-representation of 
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Welcome to the Spring Issue of Teaching Business and Economics. 

SPRING 2021

It is a bit trite, but no less true to say that teachers are 
often very passionate about the role they play in providing  
young people with opportunities to learn, grow and 
achieve their goals. Equality of opportunity is at the heart 
of so much of what we do.  Whilst great strides have been 
made in recent decades to widen access to education and 
provide young people with equitable routes into careers of 
their choosing, there are still obstacles and inequalities to 
be removed.

In this issue, David Butler and Ian Marcouse highlight two 
such iniquities.  David Butler reviews IFS research which 
indicates some of the potential educational barriers faced 
by different groups, especially women in pursuing careers 
in economics.  Ian Marcouse focuses on extra time in exams 
and reflects on data indicating significant unexplained 
differences in the number of students benefitting from 
extra exam time between schools, including between 
state and independent schools.

Following Sam Stones and Kathy Cameron’s excellent 
article on curriculum sequencing in the last issue, Madeleine 
Court from Repton School shares her own reflections on 
the potential barriers to learning created following the 
sequence of specifications religiously. Madeleine explains 
how she re-sequenced her GCSE Business curriculum 
to ensure students had both the threshold concepts and 
schema to ensure a deeper understanding of subsequent 
topics.

Building on previous articles in this journal on cognitive 
load theory and the implications for learning design, 
Peter Imeson describes what he has learnt from his own 
research into the subject and how he has adjusted his 
teaching. In particular he focuses on his explanations of 
basic knowledge and concepts and explains how he uses 
images and verbal narrative together to increase students’ 
recall.  Feedback from members over the years suggests 
this is the sort of reflective enhancement they find so 
helpful in developing their own practice.

If you are a regular visitor to the EBEA website you will 
have noticed our new section devoted to new and student 
teachers. The EBEA recognizes that, especially with so 
much more school-led ITT it is more important than ever 
that it provides advice and guidance to new teachers. If 
you are involved in teacher training and would like to join 
the EBEA’s new ITT group contact Dr Jo Bentham the EBEA 
Chair on chair@ebea.org.uk. 

In this issue you will find the first in our series of special 
features for new and student teachers. To kick things 
off, Helena Knapton, co-author of Teaching Business, 
Economics and Enterprise 14-19, explains why she wrote 
her book, how she hopes readers can get the most out of 
it and shares some initial thoughts on the importance of 
assessment and AfL.

With so much uncertainty surrounding UK trade post-
Brexit, Marwan Mikdadi provides a revealing analysis of 
the UK’s export record and future potential. Following the 
much hoped for UK-EU Trade Agreement (though not 
currently ratified by the EU parliament) Russ Woodward 
and Tim Veal share a variety of approaches to assessment 
for different RQF levels.

Enjoy the summer term – whatever it holds for you as things 
return to the new normal!

Gareth

Gareth can be contacted at  
editor@ebea.org.uk
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Economics degrees offer some of the highest financial 
returns in terms of future earnings capacity but women 
and some ethnic groups are severely underrepresented 
in the economics profession. This has implications for 
inequalities in pay and social mobility. Recently published 
research by the Institute of Fiscal Studies looks at the 
factors that possibly drive the differential take-up of 
degree courses in economics across groups (https://
www.ifs.org.uk/publications/15261 January 2021)

The authors of the research (Advani, Sen and Warwick) 
found that in the academic year 2018/19 around 2% of 
UK undergraduates took courses mainly or entirely in 
economics. Of these, 69% had an A level in economics, 
compared to 7% of all undergraduates. While 1 in 5 students 
with an A level in economics went on to study economics 
at university, only 1 in 150 without A level economics did 
so. The authors conclude that, ‘economics A level is hugely 
important as a gateway into the discipline, even though no 
UK university requires prospective students to have taken 
the qualification ….’.  The authors also found very significant 
differences in the ‘conversion rate’ of those studying A 
level economics and then going on to degree courses in 
economics between males (23%) and females (16%). The 
conversion rates did not vary significantly between students 
attending private or state schools, although male students 
attending private schools were more likely to have studied 
economics than those attending state schools. However, 
there were significant differences between males and 
females and between private and state school students 
in the take-up of economics courses at university by those 
who had not studied A level economics. Male and female 
students attending state schools were far less likely than 
their counterparts in private schools to study economics 
at university if they did not have an A level in economics. A 
very low proportion of female students in state school who 
did not have A level economics went on to take university 
courses in economics. The authors therefore conclude 
that studying A level economics is a particularly important 
gateway to degree level economics for students attending 
state schools.

The authors go on to discuss some of the factors that 
possibly account for the differences in take up of degree 

courses in economics. Around half of non-selective state 
schools offer A level economics, compared to 77% of 
independent schools and 83% of grammar schools. This is 
an important consideration, given the differences in take-
up of degree courses in economics between students 
who have and those that do not have A level economics.  
Although the authors do not delve further into the possible 
reasons for these differences, they do suggest that the 
requirement by some universities for A level in mathematics 
to take their degree courses in economics might be a 
significant factor in take-up. This is because fewer females 
than males study A level mathematics (females made up 
slightly under 40% of entries in 2019/20). 

Commentary and areas for further research 
The research findings are important as they make a strong 
case for the teaching of A level economics, even though it 
is not a requirement to study for a degree in economics at 
any UK university. Fewer females than males take A level 
economics, fewer go on to study the subject at university 
and fewer become professional economists and therefore 
miss out on the high financial returns the subject offers.   

The authors do not discuss the take up of degree courses 
in economics by different ethnic groups in this article but 
their previous research on the make up of economists in 
academia shows that the proportions who have Chinese 
and Indian heritage are strongly over-represented, while 
those from Black ethnic groups are under-represented. 
This pattern is likely to be reflected in the take-up of degree 
courses in economics but we do not know the breakdown 
of entries in A level economics by different ethnic groups. 

The researchers focus entirely on schools yet we know 
that a substantial proportion of entries in A level economics 
come from further education colleges. It would be helpful 
to know if the patterns the researchers have identified are 
also reflective of college students.  

Previous articles in the EBEA’s Journal, Teaching Business 
and Economics, have drawn attention to the fact that 
almost 70% of entries in A level economics is now made up 
by males and this proportion has not changed significantly 
in recent years.  It is not known why fewer females than 

4 TEACHING BUSINESS & ECONOMICS

DOES UNDER-REPRESENTATION 
OF WOMEN IN THE ECONOMICS 
PROFESSION START IN 
SCHOOL?
David Butler considers IFS research indicating some of the factors behind  the 
underrepresentation of some groups in the economics profession.
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males choose to study A level  economics or why females 
find other subjects (such as psychology and sociology) 
more attractive. One of the factors may well be the 
perceptions of the subject. YouGov data from 2017 shows 
that while 32% of a sample drawn from the general public 
felt that economics was male orientated, only 1% felt it 
was more female orientated. It would be useful to find 
out the attitudes to economics amongst 16 year olds and 
how this influences their decision as to whether or not to 
study A level economics. It would also be useful to find 
out if attitudes are different in those schools that offer 
introductory courses in economics for all students prior to 
making their A level choices. 

The lack of A level economics provision in non-selective 
state schools is a major concern. This is at least in part due 
to the dire lack of properly qualified economics teachers 
which has been exacerbated by a severe decline in the 
numbers on PGCE courses. The highly regarded UCL 
Institute of Education PGCE economics course, which has 

long been a major provider of new economics teachers, 
has closed because it failed to attract sufficient numbers 
of students. There are, of course, other routes into teaching 
but the overall numbers of newly qualified economics 
teachers is probably at an all time low.  Allied to this is the 
reduction in specialist economics training places available 
as a result of the shift from HEI-led ITT to school-led 
provision which may be a factor too.

The IFS research identifies A level economics as a vitally 
important gateway to degree courses in economics. 
Countering the gender imbalance on degree courses 
and amongst professional economists therefore requires 
a bigger take-up of A level economics amongst females, 
particularly in non-selective state schools, which in turn 
means more state schools offering it, together with a 
shift in attitudes and perceptions of the subject amongst 
female students. 

David Butler is the EBEA’s Advocacy Lead
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‘Fearless Girl’ statue on Wall Street
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CURRICULUM 
SEQUENCING IN 
ACTION
Madeleine Court shares her experience of re-sequencing the curriculum to enhance learning 
In the last edition of Teaching Business and Economics,  
Kathy Cameron and Samuel Stones wrote about the 
importance of sequencing in the curriculum, particularly 
given the 2019 changes in the Ofsted inspection  
framework. HMCI Amanda Spielman said that “schools 
need to have a strong relationship with knowledge, 
particularly around what they want their pupils to know and 
know how to do. … This does not mean that the curriculum 
should be formed from isolated chunks of knowledge, 
identified as necessary for passing a test. A rich web of 
knowledge is what provides the capacity for pupils to learn 
even more and develop their understanding.”1 

As economics and business teachers, we predominantly 
deal with public exam classes and it is very easy to take 
the exam specifications as gospel when it comes to 
determining what topics we teach, and to what depth 
– those isolated chunks of knowledge. However, as 
Cameron and Stones pointed out, “the specification is 
a crucial document in providing a definitive list of minimum 
knowledge expectations … However, it makes no attempt 
to sequence as it does not stipulate how or when these 
should be developed.” I will share my experiences of 
sequencing the curriculum, in the hope that it may be 
useful, particularly for those who are undertaking a 
curriculum review or preparing for Ofsted.

I became Head of Department in 2015, right at the point 
where A-level specifications changed from modular to 
linear. The issue of curriculum sequencing was not widely 
discussed at the time but, as I began to plan the new 
A-level course, it struck me that beginning with the first 
topic on the spec and working forwards may be easy – 
not least because the textbooks are often written in this 
order – but did not make logical sense. We know from 
cognitive psychology that long-term memory operates 
by building schema2, and that new knowledge will join 
onto existing knowledge much like snow adding to a rolling 
snowball. The threshold concepts referred to by Cameron 
and Stones in their article are “akin to a portal, opening up 
a new and previously inaccessible way of thinking about 
something”3, which will change students’ schema so that 
they have “a transformed internal view of subject matter, 
subject landscape or even world view”4

As I planned my new A-level course, I thought carefully 
about these threshold concepts, and – although not 
mentioned by Cameron and Stones in the last edition of 

TBE – top of my ‘threshold’ list was the difference between 
revenue, costs and profits. In previous iterations of our 
curriculum, we had left the Finance topic until quite late 
in the course, mostly because of where the topic fell in 
the specification. This left pupils trying to develop their 
understanding of concepts such as capacity utilisation 
and productivity without any solid understanding of costs 
or profit. Unsurprisingly, they were frustrated that they 
couldn’t connect these ideas securely to existing schema, 
and we were frustrated that they just didn’t “get it”. 

Armed with this list of threshold concepts, I took the new 
A-level spec to pieces, making sure that the first topic 
with one of the two teachers was a basic introduction to 
revenue, costs and profit, but then segueing straight into 
types of profit and profitability. These topics are pages 
apart in the exam specification, but it made logical sense 
to teach them at the same time. The improved quality 
of pupils’ knowledge and answers suggested that the 
tweaked sequence of topics made a real difference.

Two years later, with the GCSE reforms, we opted to 
switch exam boards to Edexcel. However, the order of the 
exam specification made no sense whatsoever in terms 
of schema-building and threshold concepts, and I was 
forced to be radical when planning of the KS4 curriculum. I 
printed the entire specification, then cut it up into individual 
small topics. I organised those strips of paper into a logical 
order, spread out across six desks in my classroom, hoping 
fervently that there wouldn’t be a draught! Each topic was 
rated based on what prior knowledge the pupils would 
need to know, and I worked backwards to get to the most 
significant starting points. 

GCSE curriculum sequencing in action!
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Now, within the first two weeks of the course, our 
GCSE students are exposed to what I believe are the 
fundamental concepts: business objectives; customer 
needs; revenue, costs and profit; cashflow; competition. 
Everything flows from these ideas, and it turns out that our 
curriculum is sequenced in a very different way from any of 
the textbooks or other published schemes of work. Whilst 
this has made life slightly more difficult for us as teachers in 
terms of accessing resources, it has allowed us to structure 
our pupils’ learning in such a way that they can build 
knowledge securely. After all, what is the point in learning 
about private limited companies for Theme 1 in Year 10, 
and then covering public limited companies separately for 
Theme 2 in Year 11? Sequencing according to schema and 
threshold concepts has simplified the learning process. 
Ironically, it turns out that my new curriculum sequence is 
actually very similar to our old GCSE teaching sequence, 
being taught in functional areas rather than by exam 
specification Theme. 

For those who may find it interesting, our route through the 
specification goes:

 ■ Introductory concepts – what is a business, customer 
needs, objectives, profit, cashflow, competition

 ■ Ownership 
 ■ Enterprise, location and business planning
 ■ Growth and changing objectives
 ■ Marketing 
 ■ Operations
 ■ HR 
 ■ Finance 
 ■ External environment 

Although we are unable to use a published textbook in 
lessons, we have built a bank of resources that follow “our” 

route through the specification, and the department is 
better for it. 

Attacking an existing curriculum sequence can be very 
daunting, particularly for new Heads of Department, and 
it is no quick task. However, with nothing more than a 
pair of scissors and a willingness to think about threshold 
concepts and schema building, it can transform your 
pupils’ learning, not to mention giving excellent fodder for 
the Ofsted deep dive. 

Madeleine Court is Head of Business at Repton School

Useful Reading:

The Secondary Curriculum Leader’s Handbook, Ed: Roy 
Blatchford (John Catt, 2019)

What if everything you knew about education was wrong? 
David Didau (Crown House, 2015)

Teaching Walkthrus, Tom Sherrington and Oliver Caviglioli 
(John Catt, 2020) – especially pp 50-55

The Learning Rainforest, Tom Sherrington (John Catt, 
2017) – especially pp 173-175

References:
1. Quoted in Blatchford, p.16
2. Tom Sherrington talks about memory and schema 

here: https://teacherhead.com/2020/03/10/a-
model-for-the-learning-process-and-why-it-helps-
to-have-one/ 

3. https://www.ee.ucl.ac.uk/~mflanaga/thresholds.
html

4. Meyer and Land, quoted in Didau, p.161
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EXTRA TIME - AND THE 
LEVEL PLAYING FIELD
Ian Marcousé considers the disparity and unfairness in exam extra time  
allowance between schools 

I’m working part-time this year at the excellent Central 
Foundation School for Boys, Islington. In many ways 
a typical inner-London state school, it’s well run (an 
economist Head) and cares about its students. My Year 
13 economics class has 17 students – very mixed in 
ability (my guess is A* - E) and includes several for whom 
English is their second language. Out of the 17, one has an 
additional time allowance (much needed). Just recently 
I’ve added some more teaching to my portfolio, taking on 
a Year 13 Economics class at an independent school in 
Surrey. Just 4 students but 3 have additional time. So 16 of 
my state school students will take Economics exams in 2 
hours, but only one from the independent school. I’ve only 
spent a short time with the 4, who seem very nice and very 
appreciative – but as yet I have no idea why 3 ‘deserve’ the 
gift that is extra time. 150 minutes instead of 120 in which 
to try to generate 100 marks. OK, I’m talking 2021 and 
there will be no real exams, but the plan at both schools 
is to run 3 2-hour papers, in other words to do things as 
normal. And as part of that exercise, those allotted extra 
time must have it. I am very sceptical of the basis for the 
extra time, but I wouldn’t override it in my marking and 
grading. I suspect there’s a huge unfairness in the system, 
but I can’t pretend to have the expertise to apply this view 
to specific students. 

But what about the system itself? Where are we with this? 

In the last meaningful year, 2019, 19.4% of A Level (and 
GCSE) candidates received extra time – primarily an 
extra 25% but sometimes 50%. If we call this a fifth of all 
candidates, we won’t be far 
off. According to an Ofsted 
report in 2012:

The (factors) that might 
reasonably be expected to 
have a substantial adverse 
effect include: 

 ■ Persistent and significant 
difficulty in reading and 
understanding written 
material where this is in the 
person’s native language, 
for example, because of 
a mental impairment, or 
learning disability, or a 
visual impairment 

 ■ Persistent distractability 
or difficulty concentrating 

Difficulty understanding or following simple verbal 
instructions  (OfQual October 2012 https://dera.ioe.
ac.uk/15880/1/2012-10-30-extra-time-for-candidates-
timed-exams.pdf)

So the reason for extra time is supposed to be a factor that 
has a substantial (my italics) adverse effect on candidates. 
I would argue strongly against this list. Taking an exam in 
a second language seems far more relevant to me than 
some of these factors, but does anyone really believe that 
a fifth of A Level candidates really face substantial adverse 
effects in this way? 

And what’s been happening over time? In 2009 Ofqual 
reported that 109,773 A Level candidates had extra time. 
By 2015 this figure reached 182,730 and by 2019 had 
swollen to 256,710. It is not plausible that such a dramatic 
increase has resulted from a huge rise in ‘special’ needs. It 
is plausible (as Ofsted has acknowledged) that it is a result 
of more parents and schools gaming the system.

A 2017 analysis by Radio 4’s Today programme reported 
that, in the 2016 A Level exams, 11.9% of state school 
students received extra time in their exams, while ‘nearly 
20%’ of independent school students did the same. The 
private school forum HMC put it down to ‘proper resourcing’ 
that ‘can be lacking in state maintained schools’. Well, yes, 
resources can be tight in state schools, but this is a bit rich. 
This type of ‘proper’ resourcing is the equivalent of being 
able to afford an accountant who can take care of tax 
liabilities. What the system (including every independent 



SPRING 2021 9

TEAC
HIN

G
 BUSIN

ESS &
 EC

O
N

O
M

IC
S

school) should want is to put an end to gaming the 
system. Interestingly, Ofsted hasn’t returned to the issue 
of the differences between the state and independent 
sectors when it comes to extra time allocation. I’m sure 
there are some fine independent ‘special’ schools where 
special needs are catered for. But the vast majority of 
independent schools have a range of admission criteria – 
none focused on a burning desire to attract the dyslexic 
or the distractible. It’s hard to 
believe that the needs for extra 
time aren’t greater in the state 
sector.

But let’s simply agree that the 
system is a mess. A fifth of 
candidates get extra time. My 
gut instinct is that the proper 
figure should be under 10%. Few 
would doubt that the additional 
time industry has undermined 
comparability between 
candidates. And it matters given 
the data below. If the benefits of 
extra time give my private school candidates extra grades 
(which they will), others lose out. This would always be the 
case (exam grades are a zero-sum game), but when you 
look at the grade deflation that’s taken place in Economics 
since 2010, the situation is pretty stark. Between 2010 and 
2019 all three major awarding bodies saw a substantial 
decline in the proportion of A grades (the figures include 
A*). So if bogus additional time candidates are gaining 
extra grades, others are losing out even more substantially 
than implied by the declines shown on the graph. (Note 
that the figures for Eduqas are no different as its results 

are controlled by OfQual. Only WJEC and CCEA can mark 
their own homework.) 

So where does this leave us? As the author (long ago) 
of some 40 A Level papers while AQA Business Chief 
Examiner, I loved the fact that time was a factor in the 
exams. I even devised an exam that deliberately had ‘too 
much’ data, as I wanted to test students’ skill at selectivity 

– the ability to select important 
numbers from less important 
ones. In the current climate that 
would be a dreadful mistake. 
If we assume that OfQual 
sees no political advantage in 
tackling the issue of additional 
time inflation, all we can look 
to do is to address the issue 
through question paper design. 
Not within the current round of 
Specifications, of course. But 
soon enough we’ll get thrown 
into a new round of Spec 
development – and exam paper 

design. I can recall invigilating other exams where 
students finished with plenty of time – though business and 
economics candidates were always writing until the end. 
In future we should build more time (or fewer marks) into 
our exam papers. Time will still matter, but not so much. 
An honest level playing field would be a fine thing, but 
cannot be relied on. Let’s act to lessen the undulations and 
unfairnesses of what remains a pretty amazing thing – our 
A Level exams.

Ian Marcousé teaches at UCL’s Institute of Education, as well as 
any school willing to have him.

Extra Time
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MAKING YOUR TEACHING 
MORE MEMORABLE
Peter Imeson explains how understanding cognitive load theory and dual coding  
has enabled him to make his teaching more memorable.

Introduction

The human brain’s ability to store information in long-
term memory is almost unlimited; a study carried out by 
American scientists judged the brain’s storage capacity 
to be one petabyte which is the equivalent of 20m four 
drawer filing cabinets full of text or 4.7bn books.  With such 
a huge storage capacity it is a wonder that anyone finds 
remembering facts difficult.  However, one of the problems 
we face is that whilst the storage capacity of long-
term memory is vast, working memory, which process 
information into long-term memory, is severely limited.  
This article considers ways in which teachers can take 
account of the limits of working memory to make learning 
more effective.

Working memory

Although estimates differ, typically working memory is 
thought to hold between 4 and 7 pieces of information.  
Working memory capacity is heritable i.e. has a genetic 
basis and students with learning difficulties often have 
even more limited working memory capacity.  Working 
memory can therefore be thought of as a bottleneck in the 
functioning of memory as shown in the diagram below: 

Since working memory is so limited it is easy for it to 
become overloaded.  When this happens, it can prevent 
students from learning as it can mean that they fail to recall 
verbal instructions, miss out on important steps in a set of 
instructions and fail to understand complex explanations.  
This is the essence of Sweller’s (1998) cognitive load theory 
that Sam Stones and Kathy Cameron wrote about in the 
Autumn 2020 edition of this journal.  Despite the claims of 
many ‘brain training’ programmes, there is little evidence 
that anything can be done to increase the storage 
capacity of working memory (e.g. see Sala and Gobet 
2017).  However, by understanding how working memory 
works and designing instruction with its limitations in 
mind, it is possible to teach in a way that overcomes these 
limitations.  

The diagram on page 11 is a model which represents 
the current understanding of working memory, though 
some parts, especially the ‘central executive’, are less well 
understood.  The important aspect, for the purposes of this 
article, is the fact that the ‘phonological loop’ which stores 
words is a separate storage system to the ‘visuospatial 
sketchpad’ which processes visual images.  

Source: https://nobaproject.com/blog/2017-09-28-helping-students-to-work-their-working-memory
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Source: https://www.nature.com/articles/nrn1201 

Knowledge of the different stores within working memory 
presents a useful insight into why working memory can 
get overloaded in a lesson and how it can be overcome.   
A common practice used in classrooms is to present 
written information on Powerpoint slides whilst explaining 
it verbally.  The problem caused by doing this is that both 
the written information and the verbal explanation are 
processed by the phonological loop which is unable to 

cope with the quantity of information it is being presented 
with.  An easy fix to overcome this problem is to present 
the information on the Powerpoint slide as visual images 
whilst giving a verbal explanation – this is the process of 
‘dual-coding’.  Doing this reduces the cognitive load as 
the images and the spoken words are being processed by 
different parts of working memory.  The added benefit to 
this is that the images can perform a mnemonic function 
as images are remembered better than words.  

Pre-existing knowledge and schema

An interesting set of experiments was carried out in 
the 1940s by the Dutch psychologist Adrian de Groot in 
which he tested the memory of chess grandmasters.  
De Groot wanted to understand what differentiated 
the grandmasters from other chess players and had 
a theory that it was due to their superior memory.  In 
one experiment, he arranged twenty pieces on a chess 
board in a pattern that would be found during a game 
and asked players of varying abilities to glance at the 
board and then recreate the positions from memory.  The 
grandmasters easily identified the exact positions whereas 
the amateurs struggled, which seemed to confirm his 
theory that the difference was the superior memories of 
the grandmasters.  However, a second experiment was 
conducted in which the pieces were scattered randomly 
across the board rather than in a pattern consistent 
with gameplay.  This time, the grandmasters performed 
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no better than the amateurs.  The conclusion de Groot 
drew was that the grandmasters used their pre-existing 
knowledge of gameplay to ‘chunk’ the information in a 
way that overcame the limitations of working memory.  
Rather than seeing the individual pieces, pawns, bishops, 
etc, they saw patterns – each pattern containing many 
pieces became a chunk in working memory allowing it 
to deal with much larger amounts of information.  David 
Didau presents the following example in his book ‘What 
Every Teacher Needs to Know About Psychology’:

Try to remember the following string of letters:

XKD JSD PRL MXG LWK

Compare that to this:

BBC FBI ATM TLC CIA

Whilst the two tasks involve remembering the same 
number of letters, the first is very challenging as it is beyond 
the limits of working memory whereas the second is much 
more straightforward as the fifteen letters now become 
five chunks.  Note though the importance of existing 
knowledge; someone who had not heard of the BBC or 
the FBI would not see the letters as chunks and therefore 
would find the second task no easier.

Psychologists refer to the pre-existing knowledge we 
have about a topic as ‘schema’.  When we start to learn 
a subject, we have a schema which is under-develop; 

perhaps a few unconnected facts.  As we learn more, 
the schema becomes larger and more interconnected, 
containing more knowledge and an understanding of 
how different elements of the knowledge relate to each 
other.  When we learn new facts, they become integrated 
into the schema and the larger, richer and more detailed 
our schemas are, the easier it is to learn new information 
as there are more ways in which the new knowledge 
can become connected to our existing knowledge.  It is 
very easy to forget this as teachers: we are experts on 
our subject and therefore have well developed schema; 
our students do not and therefore it can be difficult to 
remember how challenging it is for students to understand 
the concepts we are teaching them, the so-called ‘curse 
of knowledge’.  This is especially true for those concepts 
that are abstract and far removed from students’ personal 
experiences.  The important point is that the more we can 
use effective techniques to build up students’ knowledge, 
the better they will be able to learn the new information we 
teach.

Some teaching suggestions

Learning about cognitive load theory and the practice 
of dual coding has made me re-think how I deliver 
information to students.  The main task I have given myself 
is changing my Powerpoints to remove the majority of 
text and substitute it with images.   Below is an example 
of changes I have made for delivering the topic of sole 
traders and limited companies to my Y10 GCSE classes.  
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Talking through the top two slides is very likely to lead to a 
cognitive overload for students as there is a large amount 
of information to take in where both means of delivering 
the information are using the same part of working 
memory: the phonological loop.  In the new versions the 
visual information on the slides will be processed by the 
visuospatial sketchpad whilst my verbal explanation 
is processed by the phonological loop.  Following the 
explanations, I would then get students to recall the 
information, thereby utilising the technique of ‘retrieval 
practice’ which research shows to be a very effective 
means of retaining information (e.g. Bjork and Bjork 2020).  
In subsequent lessons further opportunities for recall 
can be given, a technique known as ‘spaced-practice’, 
sometimes using the images e.g. asking students to write 
a paragraph explaining advantages and disadvantages of 
the different business types based on the slides.  The use of 
images, retrieval practice and spaced practice will enable 
students to build up a stronger schema that will then make 
learning new related information, such as sources of 
finance, easier and more effective.

Using images can be particularly effective when explaining 
a complex abstract process.  Above is an example of a 
slide I used to explain the process of short-selling when 
discussing the recent events involving Gamestop with my 
economics classes.  

Here having the process represented as a diagram can help 
students to visualise a process which can be very difficult 
to understand as it is far removed from their personal 

experiences.  I have used similar types of diagrams for 
topics such as the operation of quantitative easing and the 
transmission mechanism of monetary policy.

Further reading

The information given above is based on solid research 
which is becoming better known and more widely 
disseminated among teachers; however, the examples 
given are my interpretations of how this knowledge of 
psychological processes can be utilised in a business 
and economics classroom setting.  I am sure that other 
teachers will have applied the same research findings 
in different ways and I would encourage teachers who 
are interested in the psychology involved to do their own 
reading.  The sources that I have found particularly useful 
include:

The Learning Scientists: an excellent blog which applies 
cognitive science to classroom settings:  https://www.
learningscientists.org/blog 

The research of Robert Bjork who has pioneered much 
of the study of techniques such as retrieval practice and 
spaced practice: https://bjorklab.psych.ucla.edu/robert-
a-bjork-publications/ 

David Didau’s book ‘What Every Teacher Needs to Know 
About Psychology’.

Peter Imeson is Head of Business Studies at Farmor’s School
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Why I wrote the book

I love learning – and I love teaching.  And for a number of 
years I had the best job in teaching, i.e. a PGCE Programme 
Leader role.  Or as my daughter would describe it ‘teaching 
teachers to teach’.  But actually I was always doing more 
learning than teaching.  

It was always inspiring to see individuals come onto the 
programme from all sorts of backgrounds, with all manner 
of preconceptions, and see them develop and change as 
individuals as well as into effective practitioners as they 
journeyed through the course.  I learnt so much from their 

different experiences, having to adapt to their individual 
strengths so that they would know success. I also got to 
meet and know so many practitioners in schools – each 
with their own perspectives, insights and wisdom too.  

I have also seen my little part of the teaching profession 
under increasing pressure.  Whilst this includes changes to 
teaching in general it also reflects changes in perception 
of the value of the subject.  In addition are those changes 
to teacher education.  So the impetus to write was from 
a desire to speak into the context that new teachers 
face; to provide a wider framework that would support 
without dictating how to teach, and to acknowledge those 

Special message from the EBEA Chair:

‘In the last issue of TBE we reported on the continued 
and growing popularity of our subject discipline 
amongst students. With the reduction in Higher 
Education Institution-led PGCE programmes and the 
increase in school-led provision it is therefore more 
important than ever that new teachers have access 
to the resources they need to develop their subject 
specific pedagogy. That’s why the EBEA is pleased 
to endorse this excellent guide for new teachers and 
their mentors and why we will be serialising articles 
from different contributors following the themes of 
the book in the coming issues.  In this issue, Helena 
explains why they wrote the book, how to get the 
most out of it and focuses specifically on the section 
on assessment for learning. 

EBEA members qualify for a special discount off 
the cover price by ordering via www.ebea.org.uk/
student-teacher.‘ 

Dr Jo Bentham
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colleagues in schools and in university from whom I have 
learnt so much.  And this includes my co-author, Jamila 
-Gurjee, who having been one of my first PGCE Business 
Education students has gone on to have a varied and 
influential career in her own right.

How to read the book – perhaps…

At first glance, it may look as if the book is written as a 
‘Scheme of Work’ for new teachers, beginning with the 
basics and then, with careful scaffolding, becoming more 
sophisticated as the reader progresses through the text.  
And that is one way of looking at it – and one way of using 
the book.

Another way, and perhaps a better way, is to view it as a 
resource that can be dipped in and out of.  That as you go 
through the chapters – perhaps in order, perhaps not – and 
use those aspects that, as the reader, you find pertinent 
to your own stage of your journey as a teacher; that you 
pick out what is relevant for you at a particular point in 
time.  And then at a later date, go through the process 
again.  A pedagogical equivalent to ‘Cook, eat, repeat’ 
(Nigella Lawson, 2020), recognising that this is only one 
of a number of recipe books on the shelf, and where you 
adapt and develop recipes to your own taste and context.  

Why do I suggest that it is read this way? Because one 
of the things that I have learnt from my school and 
college-based colleagues is that the best teachers are 
continuously questioning – they question themselves, their 
purpose, and their practice and don’t take things at face 
value. And that questioning aspect is something that I 
have tried to encourage by incorporating opportunities for 
‘reflection’, although I hope that readers generate many 
more for themselves.

For example, Assessment and Assessment for 
Learning 

The book was published at the end of 2019 and before 
Covid-19 had been heard of and the decision to have two 
chapters on Assessment was taken at an early stage in the 
development of the book, one introducing Assessment for 
Learning and one focusing on teaching students how to 
achieve well against exam board criteria.   

In the summer of 2020, the decision was taken to trust 
the professionalism of teachers with the adoption of their 
assessments of students’ capabilities at the end of their 
chosen courses when other approaches were shown to 
be not fit for purpose.  And so, it was abundantly clear to 
everyone that teachers need to know exactly what the 
specific assessment criteria are for the programmes 
being delivered and to ensure that students are assessed 
accurately against those criteria – arguably particularly 
important for those wanting to progress into university.  
Schools and teachers have long been conscious of this 
and work hard to ensure students are taught to be able 
to achieve against the set criteria. Consequently, there 
is a chapter designed to support teachers to understand 
and use assessment criteria in their teaching to support 
student attainment.  As such it provides a very practical 
introduction to this area of significance.

However, in the run up to the final decision to use teacher 
assessed grades there were plenty of reports, news items, 
blogs and tweets highlighting the vagaries and unreliability 
of the different systems of assessing student achievement 
at both Key Stage 4 and 5.   What may have been a surprise 
to many was that historically as many as 1 in 4 exam 
grades have been inaccurate for subjects such as ours.  
Moreover, there is a long road between the beginning to 
the completion of a course and assessment for learning 
is one of the ways in which that journey can be navigated 
successfully.  

The uncertainty about end of programme assessment 
reliability together with a recognition for those students 
that don’t go to university or academic study at Key 
Stage 5 should serve to underline the fact that learning is 
not only about exam assessment (if at all). I would argue 
that this is the case whatever the subject but, perhaps, it 
is even more true for our subject area with its association 
with enterprise and links with businesses outside of 
school or college. Thus, a good teacher will have a good 
understanding of both what assessment for learning is and 
how it can make a difference to student experience.  The 
better the understanding, the more flexible and adaptable 
the teacher can be to student needs then the better that 
student will be able to learn. To reflect this ambition the 
first chapter on assessment is focused on ‘assessment 
for learning’ as the ‘big picture’. This would provide an 
environment that is fit for purpose for all students and to 
avoid being drawn into a narrow ‘teach to the test’ context 
when the only acceptable form of learning is explicitly tied 
to examination success. 

And is teaching to the test actually learning? 

Trying to get all my assessments done – it feels a little like 
the learning has stopped and everything is just about 
assessment tasks. 

Tracey Muir et al (2019:267)

This quote from a student underlines the problems that 
‘teaching to the test’ can have – that it interrupts genuine or 
deep learning rather than fosters a delight in exploration of 
the world and how students can engage with it.  By having 
the Assessment for Learning chapter first we hope that 
the readers’ own exploration of the pedagogical world is 
encouraged and not limited to the world of exam criteria.  
And by having two chapters a more rounded view - if not 
quite 3600  - of assessment might be developed.

But…
The text is short and there are some things that I wish I 
had included and others where I think I should have been 
more explicit.  For example, good assessment for learning 
is motivational.  It allows students to see what they are able 
to do, and how to build on this rather than see the gaps 
in their learning.  And it allows teachers to build better 
relationships with students, reflecting most teachers’ 
motivations for joining the profession, i.e., to have a positive 
impact on young people.  

There is no chapter on behaviour management.  The 
combination of being so much already written as well as 
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being such a contested area meant that addressing this in 
one chapter would be an impossible task.  

And there is an obvious gap in remote teaching, online 
teaching and hybrid or blended learning.  Whilst the EEF 
report written in April (Steve Higgins et al. 2020) was a 
welcome response to the closure of schools it has its 
limitations. Over the summer other organisations provided 
their own responses for the pivot to online delivery, 
including the Future Learn (Open University) free, short, 
online course introducing secondary teachers to online 
teaching.  In the Higher Education sector, we had our 
own opportunities for learning through Future Learn 
and Advance HE etc.  These alternatives pointed out the 
distinction between emergency remote teaching and 
effective online learning.  But the pandemic has also meant 
that in some areas the rule book for online learning is in the 
process of being re-written.  

At Edge Hill University there has been a radical shift to 
hybrid learning, a mixture of present-in-person teaching, 
synchronous online learning and asynchronous online 
learning which has driven forward colleagues’ practice 
based in a new preparedness to work collegially (including 
with schools), to experiment and to innovate.  This has 
had a significant impact on our teacher education 
programmes, with students finding that they are at the 
forefront of what it means to deliver in different contexts 
and engaging in a much broader range of experiences – 
including with schools – as traditional barriers have been 
challenged. And for all of our students, their experiences 
provide them with a breadth of digital knowledge and 
facility that will prepare them well for their next steps into 
the world of employment.

And to end…or is it?

The best mentors enable new teachers to be the best that 
they can be at the end of their training rather than mini-
versions of themselves.  Moreover, the mentors recognise 
that the new teacher is not the finished product (if there 
is such a thing).  It is in this spirit that the book has been 
written, in the way it is structured as well as the contents.  
As such it is written as a primer, an introduction to the world 
of teaching in our subject area.  It is not the last word…

Helena Knapton is Learning and Teaching Development Lead at 
Edge Hill University

Steve Higgins, Jennifer Stevenson, Jonathan Kay, Amy 
Ellis-Thompson, Mohammad Zaman (2020) Remote 
Learning: Rapid Evidence Assessment Education 
Endowment Foundation Available at Distance_
Learning_Rapid_Evidence_Assessment_Protocol.pdf 
(educationendowmentfoundation.org.uk)

Nigella Lawson (2020) Cook, Eat, Repeat London. Vintage 
Publishing

Tracey Muir, Naomi Milthorpe, Cathy Stone, Janet 
Dyment, Elizabeth Freeman & Belinda Hopwood (2019) 
Chronicling engagement: students’ experience of online 
learning over time, Distance Education, 40:2, 262-277, DOI: 
10.1080/01587919.2019.1600367 

Teachers need to know exactly what the specific assessment criteria are for the programmes being delivered – arguably 
particularly important for those wanting to progress into university
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Figure 1

EXPORTS: ARE EXPORTS STILL 
AN IMPORTANT ELEMENT OF 
THE UK ECONOMY IN 2021?
Marwan Mikdadi looks at the UK’s exporting record, past, present and potential future.

Exports pre Covid-19

Britain’s history has been intertwined with the sea and its 
status as an island trading nation. For years, before we 
thought about trade with Europe, the UK traded with Asia, 
Africa and the Americas, initially through colonial links 
and subsequently as independent nations. It is this history 
that makes trade and the UK’s exports such an important 
aspect of the UK’s economy.

In February 2020 the ONS reported that UK exports had 
grown to their highest level on record at £689B1, which 
was an increase of 5% on the previous year; up to this point 
the UK had experienced 45 consecutive months of export 
growth. Of course, Covid-19 has somewhat impacted 
on the UK’s and for that matter global demand for goods 
and services, resulting in a fall in the value of UK exports 
(see figure one), since that high point, but all indications 
suggest that the UK should quickly rebound, once the 
world economy starts to grow again. 

Looking around most homes the range of goods that we 
see rarely reflects the fact that the UK is one of the most 
successful manufacturing nations in the world and with 
it a significant exporter of goods and services. Before we 
had even heard of Covid-19 and the impact it was to have 
on global economies, the UK played a leading role in the 
manufacture of cars, planes and pharmaceuticals as 

well as being one of the globe’s financial hubs. Whilst the 
businesses may be foreign owned, the goods that they 
manufacture in the UK represent a significant proportion 
of the UK’s exports.

When driving around the UK, we see many cars that are 
manufactured here, such as those produced by Nissan, 
Toyota, BMW (Mini & Rolls Royce cars), Tata (Jaguar 
Land Rover) and Volkswagen (Bentley). Many of these 
will also go on to be exported, whilst many other cars 
manufactured outside the UK, will contain UK components 
exported to their respective overseas factories. 

When we fly around the world on holiday, if we fly on an 
Airbus plane then the wings will have been made in Wales 
before being assembled in Bristol and then exported to 
France. The plane is most likely to be powered by Rolls 
Royce engines made in England. Whilst over the next few 
months many of us will be injected with the Astra Zeneca/
Oxford University C-19 vaccine which was developed in 

the UK and will be 
exported around 
the world, helping to 
return the world to 
some semblance of 
normality.  

It is clear that 
exports are a 
significant aspect 
of the UK economy, 
but how many 
people does it 
employ, what are 
the areas of growth 
and what are the 
prospects now that 
the UK is no longer 
a member of the 
EU, albeit still with 
tariff free access 
to Europe through 

the deal struck on 
Christmas Eve 2020. Other barriers to trade, such as non-
tariff barriers like regulations and bureaucracy will remain, 
which will have an impact on the ease with which trade 
can take place between the UK and EU, but how much of 
an impact will this have and what are the prospects for UK 
exports in this new trading relationship?

Some of the areas that were the fastest growing2 during 



TEACHING BUSINESS & ECONOMICS18

TE
AC

HI
N

G
 B

US
IN

ES
S 

&
 E

C
O

N
O

M
IC

S

2019 were cereals, which were up 16.6%, fish and shellfish 
up 13.1% and meat up 12.4%. Whilst these agricultural 
sectors are the fastest growing sectors of the UK export 
market, they do only represent 1% of the total UK exports 
at £6.7Bn. The vast majority of UK exports remain in 
manufacturing and the service sector.

45%3 of UK exports go to five countries, namely the USA, 
Germany, France, The Netherlands and China. The largest 
export sector within the goods market was mechanical 
appliances, which accounted for £57.4B worth of export 
revenues, with cars, pharmaceuticals and airplanes 
representing a further £75.1B. 

Stephen Phipson, chief executive of the manufacturer’s 
lobby group, Make UK, estimated that 2.7m jobs4 are 
supported by manufacturing that is heavily dependent on 
trade with the EU, with many more supporting exports to 
the rest of the world. 

Services remain the largest UK export, accounting for 
£317Bn5. Services include not only financial services, 
such as banking and insurance, but also legal services, 
education (schools, universities and exam boards) and of 
course tourism and retail. The numbers employed in this 
sector are a significant proportion of the UK workforce, 
at approximately 84%6 or almost 27m people. Whilst a 
significant number of these workers will not be part of the 
export market, it is largely accepted that the service sector 
tends to be labour intensive and therefore a large number 
of workers will be involved in export markets, even if their 
jobs are not entirely reliant on exports. 

Impact of C-19

Initially severe restrictions were imposed in China and parts 
of Asia in January of 2020 when Covid-19 first started to 

be discussed. This had a direct impact on the exports from 
China, especially as their manufacturing sector ground 
to a halt. As many UK firms hold very limited stocks and 
rely on Just-In-Time deliveries, this had a relatively swift 
impact on UK firms who needed to source components 
from China, which would feed into their manufactures 
and eventual exports. Indeed, Jaguar Land Rover were so 
concerned about the lack of key components needed for 
the key fobs for their cars, that they took to having these 
flown in on commercial flights in suitcases. 

However, once Europe and the UK went into lockdown 
from the middle of March, we witnessed a significant drop 
off in UK exports, as shown in Figure 1. The manufacturing 
sector ceased operations for several months and this 
resulted in a significant fall in output. Furthermore, the 
service element of the economy, during this first lockdown 
witnessed, in particular in the hospitality and entertainment 
sector, output fall to almost zero. Tourism, which is a major 
driver of the UK hospitality sector and employs 2 million 
people, generating £106b7 a year virtually dried up. These 
lockdowns contributed to the decline in exports which was 
seen in 2020. 
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Before the global Covid-19 pandemic labour productivity 
in the UK was performing poorly; it had slowed significantly 
in the immediate aftermath of the global financial crisis and 
continued to lag behind all the G7 members, save for Italy8. 
The pandemic has hit productivity further, with output 
per worker falling by 8.8% year on year up to October 
2020, as workers remain employed whilst furlough but 
do not contribute any output. This will undoubtedly have 
some short to medium term impacts on the UK’s ability to 
compete and increase exports in the period post Covid-19.  

However, it is hoped that once a vaccine is rolled out and 
the UK and Europe can return to something resembling 
2019, it will not take long for UK exports to return to their 
upward trajectory. 

Possibilities for Growth

As economies have gradually eased lockdown restrictions, 
the adverse impact of Covid-19 on trade has declined 
more quickly than expected with smaller than expected 
falls in export and import volumes in the second quarter 
of 2020. The National Institute for Economic and Social 
Research9 has estimated that export and import volumes 
would both fall by around 11 per cent in 2020. Exports are 
expected to then recover only by around 5 per cent due to 
the exit from the EU Single Market at the end of the 2020. 

During the lockdown there was significant saving 
undertaken by those in employment and retired10, in other 
words those who did not see a significant decline in their 
income, either as a result of continued employment, the 
Covid Job Retention Scheme (Furlough) or steady income 
from their pensions. Once the lockdown in the UK was 
relaxed in July, there was also evidence of an increase in 
the level of retail sales. Indeed, by October 2020, before the 
second national lockdown, retail sales increased by 5.8%11 
compared to a year earlier and represented the sixth 
monthly increase in retail sales. These two factors suggest 
that there may well be a significant increase in spending 
throughout the UK and in similar economies in Europe and 
North America once restrictions are permanently eased. 
It is hoped that this spending will yield a significant uplift in 
demand for UK exports and perhaps with it fuel an export 
led recovery of the UK economy. 

In addition, the UK is well placed, as host of the COP 26 
conference in Glasgow later in 2021 to drive forward a 
green revolution. The UK government has said that it will be 
moving forward on a legally binding pledge to be carbon 
neutral by 2050. While this seems like a long way off, it will 
necessitate significant investment and development of 
green technology. The UK is well placed to be able to lead 
a global revolution and exploit the first mover advantage 
of wanting to reduce environmental emissions as quickly 
as possible. The expansion of green technology may well 
help to further expand the opportunities for UK exports to 
increase in future years.

Furthermore, the UK maintains its position as a well-

established trading nation, with significant expertise in 
fashion, engineering, gaming design and financial and 
legal services, which will allow for an eventual return to 
month on month increases in exports.  

While the UK undoubtedly faces significant new obstacles 
to trade in the short-term, as a result of the departure from 
the EU single market, the implementation of the tariff free 
deal on goods, will help to maintain and potentially allow 
UK exports to flourish. Whilst the service sector will not 
have the same access to the EU that it had prior to the UK’s 
withdrawal; it is not felt that its preeminent position as a 
titan of the global financial sector is likely to be threatened. 
So, in the long-term the prospects for UK exports look 
positive. The UK has already negotiated a number of free 
trade agreements with nations outside of the EU and is in a 
position to negotiate others, which may mean that the UK 
is able to export even more and become a more attractive 
destination for foreign direct investment, which in turn will 
contribute to UK exports. 

Marwan Mikdadi is a Teacher of Economics at Westminster 
School

The views expressed here are my own and not those of my 
employer 
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Introduction
The UK-EU post Brexit trade deal secured in December 
2020 is a major step affecting the international business 
and economic environment of the UK going forward. 
This article offers suggestions as to how the deal can 
be incorporated into business/economic environment 
assessment tasks. The authors hope even those teaching 
predominantly at A level, where levels of response are 
more carefully calibrated and trigger words defined will 
value the multi-level scope of the approaches discussed 
here, as well as the variety in the mode or format of 
assessment task to be deployed. Key elements of required 
knowledge, application, analysis, argument and research 
will be touched upon along the way. 

Comparison/Benchmarking Assessment 
Tasks
While compare and contrast might be a rather jaded 
question style, more challenging and motivating 
assessment questions can be drawn from it, such as The 
Deal is Brexit in Name Only or The Treaty is Virtually a No-
Deal Brexit in Business Terms…….Discuss. The former links to 
the BRINO/BINO Brexit option, which several economists 
hoped for; the latter connects to the politicians’ argument 
that ‘no deal’ is better than a bad deal. The former 
question requires knowledge of the key parts of the deal 
as well as the core elements of EU membership. The main 
areas of commonality/difference for the former question 
would include tariff free trade as against customs union 
membership, regulatory product standards bureaucracy 
and travel limitations as against the single market freedom 
of movement, and freedom to strike trade deals with 
non-EU countries as against adherence to common 
external trade policy. The latter question would involve 
comparing the deal against WTO trade rules and policy 
independence. Tariff free trade and the conditions of 
regulatory alignment to ensure this continues may be the 
main elements of consideration here. A gentler and more 
prescriptive task in this vein could be: Highlight and Explain 
Three Business Economic Aspects of the Recent Brexit 
Deal. In what ways do they a) Resemble and/or b) Depart 
from EU membership? What should be noted here is that 
while these questions may make for interesting essays, 
they could also feature in presentations focussing on 
visuals showing matching and contrasting conditions.

Legal/Political vs Business/Economic Question 
Tasks
Another possible assessment question approach is to 

require students to separate the strictly legal/political 
aspects from the business/economy impacting aspects, 
essentially assessing the superficiality or business 
practicality of the touted gains from the deal. A question 
could take the following form: The Brexit deal – a Victory 
for Legal Patriotism but a Poor Return for UK Business…. 
Discuss. We note here again that the mapping of key 
elements can be undertaken, in line with a presentation 
visual, but with each element being graded between purely 
legal/political and business impact significant. Relevant 
task/action words pertaining to analysis here would 
include Categorise and Classify. In deeper examination, 
the political official aspects of policy independence and 
no prospects of answering to the European Court of 
Justice, may be examined against the requirement of 
regulatory alignment whereby sizeable divergence may 
result in arbitration and imposition of counterbalancing 
tariffs. Again, the changed conditions regarding 
trade relationships with the rest of the world, and the 
bureaucracy regarding trade and movement, would have 
a bearing on the business/economic substance.

Explicit Theory Deployment Questions
While application of theory may be vital to any question 
on the deal requiring a depth of answer – there may be 
questions which directly require it. They could take the 
form of Using at least One Theory of Trade/Investment, 
Outline and Analyse the Likely Business/Economic 
Impacts of the UK-EU Brexit Deal. Here, selection of theory 
might involve Comparative Advantage and the deal’s 
impacts on specialisation, or Krugman’s intra-industry 
trade theories which have fitted a lot of EU internal trade. 
Integration specific trade theory might include trade 
creation/diversion, where the former denotes trade grown 
from integration, and perhaps lost by Brexit, and the latter 
denotes trade lost from being an outside country when 
integration takes place. The notion of trade deflection 
may warrant inclusion if the UK’s openness to the outside 
world makes it a more attractive conduit to the European 
market than an EU customs union member state. Selection 
of theory on Foreign Direct Investment may use the 
Ownership/Location/Internalisation paradigm where 
the deal may be argued to affect the Locational and 
Internalisation Advantages of putting FDI into the UK.

Cost/Benefit Tasks Augmented by Probability/
Impact Question Constructs.
A business economic costs and benefits or pros and 
cons task may be a staid format on its own, though it is 

‘ASSESSING’ THE 
BREXIT DEAL
Russ Woodward and Tim Veal share some ideas for Incorporating the UK-EU Trade 
Agreement into Business and Economics Assessment Tasks at different levels of study. 
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an important implicit part of any question on the deal. 
However probability/impact attachments, like big picture 
risk assessments – can add to challenge and to interest. An 
example here could be a statement: ‘The Adverse Effects 
of the Brexit Deal are Assured; the Potential Benefits 
Remain Possibilities.’ Critically Evaluate this Statement with 
Regard to UK Business and the UK Business Environment 
in International Context. This kind of question is quite 
cognitively demanding – too much so for levels 3 and 4, 
better suited perhaps to levels 5 and 6 – and really goes to 
the heart of real world policy analysis. Nonetheless, there 
is scope for translating it into descriptive visuals in terms 
of putting each adverse/beneficial element into a risk 
analysis table, attaching a probability score to each.

Business Scenario Tasks – Decision/
Consultancy/Campaigning
Firstly a task putting the student in charge, or advisory 
responsibility, for an internationalised business facing 
choices influenced by the Brexit Deal, e.g. setting up in the 
UK, setting up in the EU, or setting up elsewhere, to sell to 
the UK and EU. Though mimicking the business setting, 
there would still be scope for theory and acronym/tool 
deployment if it gave a telling/informative message. The 
assessment mode here could be report or presentation, 
with recommendations. The facility for group assessment 
would be strong here, with individual team members 
outlining and analysing the merits of a particular scenario/
option. Quite rightly, group interaction would in practice 
be key to marks gained because a comparison based 
conclusion is needed and a disjointed scenario coverage 
would bring only limited reward. Other assessments, 
perhaps involving business to government interaction 
scenarios could be: [Presenting from Govt to Business] 
Highlight and analyse at least two aspects of the UK-

EU deal that could recommend it to the British business 
community. And also conversely: [Presenting from Business 
to Govt] Highlight and analyse at least two aspects of the 
UK-EU deal that could represent concerns for the British 
business community. With scenario tasks perhaps being 
more fitting for business courses rather than economics, 
they can range from the complex and strategic coverage 
of scenario options for bachelors and perhaps MBA level, 
to the gentler coverage of the issues likely to be faced by 
exporters, e.g. for BTEC.

Article Excerpt Plus Questions
This approach closely fits to the Context/Scenario tasks 
in Economics A Level exams. There will be a vast number 
of articles from the quality media, business press and 
business groups on the impact of the deal. An excerpt/
passage, perhaps sector specific or in broader economic 
environment terms could be the basis for a set of questions. 
Some questions could be small in marks terms requiring 
terminology knowledge interpreting phrases in the excerpt, 
for example the expressions free trade and customs union 
may be present, feeding to a question on distinguishing 
these. Other questions could be larger, stemming from the 
excerpt but requiring knowledge/understanding brought 
by the student. For example, an extract talking about 
trade impacts of the deal could feed through to a question 
asking students to highlight and explain ways in which the 
UK-EU trade treaty could encourage or diminish UK global 
exports and imports.

A View Across the Sectors – Differing 
Industries’ Impacts or Different Firm Size 
Impacts.
Asking students to assess Brexit deal impact differences 
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between manufacturing and service sectors, may be 
very interesting given the salient importance of services 
in the UK economy. More specifically within this, there is 
also the fact that the UK’s finance sector access to the 
single market has not been covered/clarified in the Brexit 
deal. For questions asking for comparative bearing for 
SMEs and large firms, the established literature on SMEs 
and their relative disadvantages can be applied in the 
Brexit deal setting (e.g. onerous effect of regulations and 
administration, specialist management weaknesses, 
especially informational). The issue of direct vs indirect 
internationalisation, with the latter more applicable to 
SMEs, can also be used.

Business Environment Acronym Application
With regard to PEST: The Brexit UK-EU trade deal treaty 
can be seen as both Political and Economic. Many of the 
aspects already mentioned would fit under the P/E overlap, 
such as regulations unlikely to be reduced, bureaucracy 
at the border and tariff free trade. The flexibility to make 
trade deals with non-EU countries would also come under 
this.
There could also be consideration of S Social/Culture/
Demographics in terms of the labour market in the UK 
changing as regards free movement/immigration with 
perhaps the proportion of EU CEEC (Central and Eastern 
European Countries) workers being diminished.
Looking at SWOT, we note S and W relate to the firm. 
T Threats may be better depicted as constraints 
and obligations in terms of regulations, bureaucracy, 
diminished access to EU CEEC workers. O Opportunities 
would include tariff free trade and the possibility of closer 
trading relations with specific non-EU countries.

Questions in Wider Studies that include 
Business/Economics.
Students may be doing economics and or business as part 
of a wider course, e.g. European Studies, which may include 
Politics, Law, Contemporary History/ Current Affairs, 
Society/Culture. Here questions may be more nuanced 
and contain political argument, e.g. questioning whether 
the UK has gone from EU membership, to ‘shadowing’ the 
EU, in terms of adhering to EU standards in many policy 
areas, in order to retain tariff free market access. 
Concepts related to governance and policy approaches 
of relevance here and to other business environment 
based Brexit questions include the following: 
Intergovernmentalism denotes international policy 
cooperation where each nation’s government retains 
the right to decline participation, or even sometimes veto 
the process. Supranationalism denotes international 
organisation decision making ‘above’ the nation either by 
majority voting or by a central institution, with individual 
nations losing the right to decline if they want to stay in 
the group. The balance between these two decision 
making concepts in the EU in practice has been a key issue. 
Multilateralism relates to agreements, including on trade 
liberalisation, in which all concerned nations are taking 
part, while bilateralism denotes agreement between 
two countries, or two sides. The trade, competition 
and business gains from these agreement forms may 

differ significantly. These concepts are often covered in 
European Business or EU Business textbooks, which we 
here recommend for continued use on business courses – 
ideally the latest editions. 

Sources
There is quite a premium on topicality here. Government, 
business lobby groups and think tanks are relevant. All 
are potentially biased, but very much up to date, and 
where they specify procedures businesses must follow, or 
guidance businesses need, this gives some practical clarity 
in terms of how the deal differs from customs union/single 
market. Economic/business Brexit impact projections that 
closely fit the trade deal scenario would be important, 
again taking note of context and source.

Conclusions and Pedagogic Reflections 
These are just a few forms of assessment question and 
task regarding the UK-EU Brexit Trade Deal. As will be 
noticed, many of them rely on similar knowledge and 
understanding and this is not surprising for different 
assessment angles converging on the same content 
theme. They do however require different forms of 
cognitive task and different ways of framing or displaying 
that knowledge and understanding. As such, the learning 
objectives and outcomes which they can achieve are 
also likely to be varied, multi-level and wide-ranging. This 
variety also applies to modes and formats of assessment 
task in which they can be deployed – which is especially 
important on business courses. With regard to different 
cognitive levels of task, the Bloom cognitive domain 
language may be a useful guide; there is also the more 
numerous and detailed task stem words put forward by 
Anderson and Krathwohl with several terms under each 
Bloom classification.
Russ Woodward and Tim Veal teach at University Centre, 
Grimsby Institute of FHE.
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How often do you use Netflix or Youtube to engage your 
students? These sources can create a context that can be 
used to explain and illustrate basic economic concepts and 
theories taught in an economics course. They provide real 
life settings to the abstract concepts so often discussed 
in the classroom. If you get a chance to show films, then 
the deliberate nature of film, in which all its elements come 
together to create a final product, can be used to help 
students think critically as economists do. 

Experimenting in the USA
We have been using films to foster student engagement.  
This promotes active learning and fosters critical thinking 
and abstract reasoning.  Ultimately it gets students to 
think as economists do. They show real-world situations 
with chances to see the world around them. Active 
learning is a valuable tool for a teacher. Discussions 
that ensue followed by high order questions that relate 
to the theories and concepts taught in class keep 
students interested throughout the lesson. They maintain 
engagement and challenge even the students with short 
student attention spans. They can be used to illuminate 
theories and concepts including supply and demand, 
elasticity, consumer and producer surplus, different forms 
of government intervention, industrialisation, product 
differentiation, trade, economic growth, technology, 
human capital, physical capital, and market structures. 
Moreover, the discussions that ensue when using films 
should help students exercise the ability to apply the 
theories and concepts learned in class to the fictional world 
within the films and to the actual world we live in. That is, 

introducing film in the classroom should allow students to 
exercise their ability to think like economists. 

Linking the films to economic situations
Economic theories and concepts regarding crime, 
economic growth, market structures, etc. were initially 
explained to the students.  The class was then shown 
a specific part of a film, pausing at relevant intervals to 
discuss the action. The ensuing discussion was always 
prompted by higher order questions intended to help 
students think critically about the film, and about the 
underlying socioeconomic context the film addresses. 
Completion, analogy, and point of view questions were 
used repeatedly to successfully engage students in active 
learning. 

Completion questions require students to analyze a given 
situation, such as a scene from a film, and determine an 
appropriate way to complete the given situation; that is, 
predicting how the characters and story will develop from 
that point on. Learning acts as a process of change in one’s 
perspectives, ideas, and ways of looking at the world. It 
seems logical, therefore, to make students attempt to 
guess how the action will play out and to then discuss the 
actual outcome. In this sense, the class also has an open 
discussion before each session of the course to highlight 
the students’ views on the specific topic, prior to deeper 
content discussions.   

Questions such as How do firms in a particular market try to 
outdo the competition? Why do some people go to college 
and others don’t? Why do some people commit crimes? 
Why are some countries/people rich and others poor? 

TEACHING ECONOMICS 
THROUGH FILM
Daniel Vidal and Robert Beekman explain their strategy of using film excerpts  
to engender deeper learning in economics.
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allow students to recognize their position on a particular 
matter prior to discussions, and to later understand how 
their way of thinking has changed during the term.

An analogy question could be constructed as: How does 
this scene relate to the theories of economic growth 
and productivity growth that were discussed in class?  
Such questions can help the student to better understand 
the relationship between theory and the fictional world 
within a movie, and to then extrapolate that connection to 
the real world. 
Analysis of point of view questions require students to 
analyse and evaluate someone else’s opinion about a 
subject matter. Batman Begins (2005) is a film that can 
be used to discuss different theories of crime. Batman’s 
parents are said in the film to have been charitable in the 
community and to have tried to invest in crime prevention 
but they are ultimately assassinated by common 
criminals. Batman, as a reaction to that, represents the 
ultimate form of law enforcement at any cost. The end 
result, crime reduction, justifies the means for this vigilante. 
An interesting question to elicit a discussion on crime 
prevention policies is to ask whether Batman-like policing 
is the solution to crime in our society and if this is what the 
filmmaker is hinting at. Students are then asked to refer 
to specific scenes in order to evaluate the filmmaker’s 
perspective on the matter. The instructor can follow up 
with questions designed so that students understand 
the value of thinking about issues like these as economic 
problems. 
These questions impose a superior cognitive demand on 
students who must apply, examine, synthesize, and assess 
information instead of merely remembering facts. With 
higher-order questions, the student must go beyond the 
literal as she is encouraged to think critically about the 
issues being addressed.  

It is important to note that instructors should be aware of 
the idiosyncratic linguistic and cultural characteristics of 
their students and adapt the films used in class accordingly, 
or at least, augment the lectures with the appropriate 
explanations. Films about specific parts of the English-
speaking world that have a very particular vernacular and 
microculture may make a film more opaque for the foreign 
student. This could be used as an opportunity to have the 
students’ local classmates explain jargon and the cultural 
context to fellow students who may be unfamiliar with such 
concepts. Choosing foreign films and reversing the roles 
can create added value and a broader sense of learning 
which is important in the global economy in which we live. 
Of course care must be taken not to offend copyright law.

The economics classroom has changed and we live in a 
time in which an economics class session can be engaging, 
interactive and fun for both the students and the teacher. 
We have a vast supply of technology and educational 
resources at our disposal just waiting to be tapped by 
the creativity and passion of the teacher. For example, 
online streaming platforms such as Amazon and Netflix 
make it easy for teachers to assign and discuss movies 
with their students while respecting copyrights. The use 
of new technologies and creative pedagogies are both 
effective teaching strategies and palatable approaches 
to education for the new generations of students. This 
allows them to develop and exercise their ability to think 
like an economist. The pedagogical opportunities are vast 
and the field of educational economics should continue 
to embrace new pedagogical strategies as the world is 
changing outside of the economics classroom at an ever-
increasing pace. 

Daniel Diaz Vidal and Robert Beekman teach at the University 
of Tampa, Florida.
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Radical Uncertainty by John Kay and Mervyn 
King, The Bridge Street Press, 2020.

People like the illusion of certainty, or at least a measure 
of control, especially over the future, that’s why charlatans 
are popular. In front of me is a Guardian article about an 
IFS study estimating that the Covid 19 disruption to young 
people’s education may cost them up to £360bn in lost 
lifetime-earnings. If you can’t see why this sort of thing 
deserves widespread ridicule, then read Kay and King’s 
book.

The book looks at the history of economic thought and 
marks the wrong turns along the way that have led 
economists to be entirely useless when we are most 
needed, busy fiddling with our graphs as the economy 
burns and malfunctions. They are particularly damning 
about our misuse of probability (Keynes, as always, was 
ahead of them, sadly no-one but us geeks has read his 
Treatise on Probability) as we apply spurious numbers 
inappropriately under the misapprehension that ‘I’m 82% 
confident that the FTSE will fall in 2022’ is somehow more 

accurate than ‘I’ve got a really bad feeling about this’1. 

They start with the bedrock of economics: that people 
engage in optimising behaviour in order to maximise 
something e.g. profit or utility. Samuelson modified this 
to show that this optimisation needn’t be conscious but 
if people acted ‘as if’ optimising, the models would be 
workable. The problem is that whilst this may work over 
the very short term, once it is scaled up to the future it 
becomes useless. Worse, it gives an illusion of knowledge 
and predictability where none exists.

Kay and King rediscover the critical difference between 
risk and uncertainty: risks are things we know about and 
can predict, not perfectly, because it’s the future, but good 
enough to be able to build them into decision-making e.g. 
my car insurance is much cheaper than any teenager’s 
because statistically middle-aged women are much safer 
drivers than teenagers, the occasional outlier doesn’t 
invalidate the broad model. 

Radical Uncertainty is about ‘unknown unknowns’, stuff 
we don’t even know we don’t know, e.g. how would you 
have predicted the 2021 sales of iPhones in 1990? It’s also 
about ‘known unknowns’, stuff we know we are ignorant 
of or, at best, have huge gaps in our knowledge about. 
It’s this area where a bit of humility might improve our 
decision-making. Kay and King argue that, whilst numbers 
are hugely helpful in some contexts, spurious numbers 
attached to outcomes about which we have huge areas 
of ignorance give an illusion of certainty where none exists 
and lead to mistakes in decision-making. Instead they 
argue for the return of narrative and judgement, openly 
acknowledging the dangers and possibilities inherent in 
ignorance and for flexibility and adaptation in the light of 
new information rather than blinkered ‘computer model 
says ‘‘no’’’ approaches combined with quasi-hysterical 
cries of ‘U-turn’ when someone alters policy in the light of 
more information.

They finish optimistically, so shall I. Covid19 has been 
horrible and we all know many of the downsides and some 
of the positives (vaccine scientists, selfless volunteers 
etc take a bow). Radical uncertainty means that more 
downsides but also huge positives may yet emerge from 
this, we simply don’t know and thus bleak despair is truly 

BOOK REVIEWS
The views expressed in reviews are those of the reviewers and are not necessarily 
endorsed or shared by the EBEA. The EBEA welcomes comments on any reviews or 
articles in TBE. Please send your comments to office@ebea.org.uk 
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irrational behaviour. It might be that Captain Sir Tom was 
right and today and even tomorrow might be a good day 
after all. It will certainly be different we just don’t know how 
yet in what way, neither do the IFS and the Guardian. Read 
this book and tell your young people that the world isn’t 
safe but it is full of possibilities.

Ruth Corderoy

Reference
1. Fun task: get your better students to explain why you 

can calculate the probability of 13 red on a roulette 
wheel highly accurately but not accurately predict 
the chances that a particular ‘flu virus outbreak in a 
Chinese province would paralyse the world economy 
in a given year.

Anforme Books and Resources
Many of you will be familiar with the Anforme publications. 
Sadly, Anforme has now closed and ceased publication, 
but help is at hand. All the Economics books will soon be 
available from Peter Cramp, who is himself an experienced 
writer and teacher. Information will be available from his 
new website, www.economicsfactory.com very soon if not 
already. Alternatively you can reach Peter by tweeting  @
Peter_Cramp.

The business books that were written for Edexcel’s 
Business A Level will generally no longer be available but 
we hope to publish individual case studies for use in the 
classroom through TBE and newsletters. 

Nancy Wall

EBEA.ORG.UK
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