ECAD5006
Critically discuss the Enquiry Based Learning (EBL) approach that can be used as part of a range of teaching and learning approaches in the primary school. In your discussion, refer to examples of EBL strategies and techniques that you would use to develop learners’ knowledge, understanding and skills in aspects of the humanities and science in the primary school.
Part 1: Introduction to Enquiry Based Learning (EBL)
Enquiry Based Learning (EBL) is an umbrella term for learning, that is facilitated by the teacher but driven by a process of discovery and self-directed enquiry by pupils. Commencing with a learning ‘scenario’ and initial guidance from the teacher, learners are encouraged and allowed to identify their own ideas and questions in a community of enquiry (Wells, 1999). 
From this starting point the children can consider and examine the resources they require to research the topic, which enables them to acquire the necessary knowledge relating to their questions. This learning can take different directions which can include a problem-solving approach that will draw upon evidence. This may come from class-based research but could include fieldwork and comparisons with other projects or case studies.
EBL is essentially a pupil-centred activity. Children will need to develop their experience of this style of learning that will increasingly see teachers adopt a more facilitatory role in the process.  After their introduction of possible scenarios, teachers will encourage and support the learners to take greater levels of responsibility for what and how they learn. 
This approach will be promoted through a dialogic classroom (Alexander, 2018) which has a powerful effect on student involvement and learning. EBL will address Hattie’s (2012) concern that classrooms are dominated by teacher talk and create a learning environment where a more important task for teachers is to listen.  Parker (2006) noted that this listening should involve humility, caution and reciprocity with a real sense of understanding of the children’s perspective leading to a genuine sense of taking children’s thinking forward (Mercer, 2000).
To be effective in an optimum manner, it is envisaged and hoped that there is a whole school approach to EBL which will gradually enable children to develop an appropriate skill set to maximise the opportunities from scenarios presented. This will enable the children to move from a position where they investigate questions posed by others, to a confident and informed place where they can formulate their own research topics and convert their subsequent research into useful transferable knowledge, which they have the opportunity to share with others. 
This will allow learners to gain a deeper understanding of specific subject matter, as well as gain insights and practical use of successful team working and leadership skills. A co-operative approach to learning (Hattie, 2012) has been found to exceed all alternatives, but it is optimised when children have acquired sufficient surface knowledge to be involved in purposeful discussion.  It is anticipated that these highly desirable and life-long skills will be transferable throughout their education and as useful members of society and future workplaces (Donaldson, 2015). 
EBL enables students to learn the skills needed to synthesise, interpret and evaluate. They become more engaged in learning that is perceived as relevant to their needs which is often accompanied by increased levels of enthusiasm. Other potential benefits include children developing the important skill of ‘learning how to learn’ (Nottingham, 2013) by being able to follow their own interests. Teachers can see children as self-directed learners, gain insights into individual learning processes and appreciate the current interests of the children in their class. It is accepted that this approach may not necessarily be as effective with all aspects of school subjects and areas of learning, but there is a definite role within the Humanities and Science. 
To maximise the potential of EBL, teachers need to become confident and skilled in the role of facilitation, support and encouragement. They should value questioning; wait, quiet (Black and Wiliam 1997) or thinking time (Alexander, 2018); consider children’s answers and provides further time to allow children to generate their own questions. Currently, many schools are consumed with accountability and the importance of testing, but the forthcoming Donaldson (2015) curriculum would seem to offer political support and liberation for EBL.  
From the four purposes of the new curriculum in Wales (Donaldson, 2015), there is an acceptance that all young children will be ‘ambitious, capable learners who are ready to learn throughout their lives’.  From the six ‘Areas of learning’ both ‘Humanities’ and ‘Science and Technology’ would seem to be underpinned by EBL and the skills of ‘critical thinking and problem solving’. 
From a subject specific perspective, it should be noted that as early as 1928, Unstead suggested that the primary teacher of geography should encourage children to talk and to ask questions about the subject. Cullis (1919) had already considered children taking a sufficiently active part in a lesson which, amongst reported benefits, championed the levels of pupil enthusiasm, a point also emphasised by Haddon (1948) who noted the increase in pupil questioning. 
The teaching of geography, supported by a commissioned report (GA, 1964), continued to see a move from highly didactic methods based on the learning of geographical facts to a humanities curriculum that increasingly saw the development of inductive and deductive reasoning which underpins a line of enquiry. 
Both historical and geographical enquiry is perceived to be linked to the theory of constructivism (Vygotsky, 1978), which has been scientifically explored to consider how the learner uses information to make sense of the world around them. Central to this theory is the view that the learner develops strategies to build knowledge and understanding. It is important to understand how the learner perceives, interprets, stores, retrieves and uses information which is crucial in effective learning. This theory sees pupils learning about the world by actively making sense of it themselves. This is in direct contrast to models of learning where knowledge is taught as a ready-made package (Roberts, 2003).
EBL has had strong advocates over a thirty-year period (Garner, 2007) and is grounded in psychological theories of learning that underpin its usefulness in science and humanities. Theorists who have influenced this approach include Bruner, Dewey and Vygotsky. 
Bruner (1977) saw education and learning as a construction of our own version of reality and that learners should be active in processing information themselves. He saw a curriculum model facilitated by the teacher that would help learners develop their thinking through three processes. Starting with the ‘acquisition’ of new knowledge, this would be followed by ‘transformation’ of this knowledge, which involved the learner manipulating the learning to help gain insights into new facts, problems and issues. Although the three processes might occur almost simultaneously, Bruner saw the learner ‘evaluating’ through reflection and assessing the extent to which the manipulation of learning has been successful. This tripartite model can be seen to relate to EBL.
In building on aspects of Froebel’s work, Dewey (1897) wanted children to develop their own interests whilst working in ways that matched their age and stage of development. He saw children engaged in activities and experiences which would contribute to their understanding and appreciation of the world (Pound, 2006), an approach that would seem generally embraced by important aspects of the four purposes of learning (Donaldson, 2015).  Dewey’s contribution to EBL can be related to his commitment to investigation, communication, construction and reflection with the need for the learner to extract meaning from an experience. 
Similarly, Vygotsky (1978) saw communication through the use of language, and the consideration of culture, as important to a social constructivism that recognises the significance of others when learners understand the world. He identified the zone of proximal development as a model that enables interaction with either more informed peers or a teacher bringing about a higher level of understanding. This approach is often referred to as a form of scaffolding (Daniels, 2001). 
All three theorists building on pioneering historical work in the humanities, evidenced by previous geographical examples, all rely on the teacher acting as a facilitator, both personally and with respect to the purposeful grouping of children within a class.  
Pike (2016) asserts that the stages of enquiry are logical and common across the disciplines of geography, history and science. Drawing on Roberts (2003), Pike considers that initially there is the creation of a ‘need to know’. This involves a process of speculation followed by the generation of ideas and questions that will lead to the planning of actual research. 
This formulation of questions (Ofsted, 2010) will lead to a plan. This involves using appropriate resources that necessitate locating evidence often accompanied by processes of collecting, selecting, sorting, classifying and sequencing. (Pike 2016)
There will be a need to make sense of what has been considered and this stage in the process may involve the learners describing, explaining, comparing, contrasting and analysing before coming to some form of possible conclusion. This stage will be positively influenced by social constructivism (Vygotsky, 1978). Children will use relevant language and communication whilst the teacher acts as a facilitator in the process to support, where necessary, the development of the zone of proximal development with appropriate scaffolding. 
Following the presentation of findings, the children should have the opportunity to reflect on their learning thereby evaluating what they have undertaken and identifying any areas for refinement or improvement. 
Pickford et al (2013), drawing upon work from Blooms et al (1956), saw a taxonomy of cognitive domains as applied to the humanities and there are other models/frameworks (Anderson, 2001) that can be successfully utilised to facilitate EBL. 
Other key developments with strong links and influences on EBL, have seen the focus on thinking skills, a movement that emanates from the 1980’s pioneered by Feuerstein et al (1980), Lipman et al (1980) and De Bono (1992). There is some debate about what level of overlap there is between thinking skills and EBL (Pickford et al, 2010), although both recognise the importance of language and discussion. 
EBL will inform and help develop the ‘Area of Learning’ headed ‘Science and Technology’ (Donaldson, 2015). There has been a long-established scientific approach that has seen a response to an identified problem. Harlen (2010) stated that progression towards big ideas in science should result from the study of topics of interest to students and have relevance to their lives. He also stated that learning experiences should reflect a view of scientific knowledge and scientific inquiry that is explicit and in line with current scientific thinking.
Harlen (2015) presented a model of learning though inquiry. This saw a series of steps that moved from the ‘new experience or problem’ to a consideration of possible questions, that will invariably create a prediction that emanates from existing ideas and previous experience. There will then be a planned investigation that will involve collecting data that can then be analysed and interpreted before a comparison can take place, between the resulting evidence and the initial prediction. This process will lead to some form of conclusion that relates back to the starting idea.  
Turner et al (2011) created skills progression grids that could be useful to the teacher when considering the necessary scaffolding that might need to take place throughout the primary school. Goldsworthy and Ponchaud (2008) also provided a useful ‘Glossary of scientific steps’ that could ensure that EBL is scientific with respect to ‘fair testing’, ‘carrying out a survey’, ‘classifying’ and ‘observing or measuring something over time.’ These grids and the glossary are important teacher references to ensure that facilitating learning and scaffolding is informed by scientific thinking. 
This final point demonstrates that the teacher has an important part to play within EBL. It is not just about initial facilitation of an enquiry, but the skilled intervention to bridge the zone of proximal development (Vygotsky, 1962). The teacher needs to become involved in the gap between the child’s existing knowledge and ways of solving problems unaided, and the understanding that can only be attained from a more capable peer or, if necessary, from the guidance of the teacher. 
Part 2:  Humanities (KS2)
The general theme to be considered with respect to EBL will be ‘Exploring the locality’. This theme is explored in detail by Grigg and Hughes (2013), and it is Grigg’s ‘S’ model that will be utilised to structure the key elements of enquiry with respect to the chosen area of Bishopston, Gower. 
Whilst Bishopston is the location of a medium sized primary school of 291 pupils (My Local School, 2019) and a comprehensive school attended by over 1100 pupils (My Local School, 2019) it would be  interesting, at the outset, for the pupils to reflect on the first census of England and Wales (1801) which reported that 303 people lived in 73 houses in the parish of Bishopston.  This figure has risen to 3,194 people by 2017 (Bishopston Ward Profile, 2017). 
Grigg and Hughes (2013) advise that in a strict geographical sense, a locality has been defined as having a radius of less than 2 kilometres. As a rural area, the population of this large village is approximately a third of the 10,000 residents that would be considered a locality in an urban area. It is considered that to be a relevant EBL activity there would need to be a consideration of the entire electoral ward. This would provide a level of inclusivity for all the pupils living within the catchment area, whilst also enabling the pupils to access available statistical data (Bishopston Ward Profile, 2017). 
This geographical context would allow consideration of the three separate areas covering the school buildings and grounds, the immediate vicinity around the school and the wider neighbourhood. It would thereby conform to the specific wording in the current National Curriculum documentation (Welsh Assembly Government, 2008) which states the local area will normally contain the homes of the majority of pupils in the school. 
The locality provides a range of land use that includes: churches, shops, public houses, doctors, community facilities, farmland, wood land and beaches. All linked by a coastal path that is part of a national trail. The community also has links to the City centre of Swansea with an hourly bus service.
This EBL activity would enable pupils to gain a greater insight to their community, something which was not identified within the most recent ESTYN Inspection (ESTYN, 2012). Whilst the school was praised for its use of a residential centre in Pendine, and pupils’ awareness of global citizenship, there was extremely limited reference to the community and teachers were explicitly criticised for directing learning activities. This EBL activity would therefore seem entirely appropriate to both address inspection criticisms with respect to pedagogy, whilst providing teachers and children with a theoretically proven approach to implement one particular area of learning (Humanities) in the Donaldson Curriculum (2015).
Grigg and Hughes (2013) provide a number of principles for planning and managing local study which include drawing upon children’s experiences, choosing a focus and involving the children in the planning, investigating and reviewing stages. It is considered that these principles contribute to EBL and should be considered from the outset as part of the ‘Select’ stage of the S model (Grigg and Hughes, 2013). This initial stage will be followed by the ‘Search’, ‘Sift and synthesise’ and ‘Share’ stages. 



Select
This stage is structured around a series of questions that the teacher will need to ensure are carefully considered and influenced by the children. The notion of finding a focus will be preceded by an assessment of what the children already know about their locality and what they really want to find out. This approach, where pupils are involved in the planning for their learning within and beyond the classroom was praised by ESTYN (2017). It should also be part of a school’s planning for progression in the Humanities.
The teacher will want to ensure that all children feel fully involved in this process so that there is a real sense that the established focus has been co-constructed. To facilitate this, it is envisaged that children will commence the generation of possible questions in either pairs or small groups. All children can then feed their ideas into a whole class scenario before further discussion can lead to certain questions being prioritised and an eventual focus being established (Pike, 2016).
To develop this agreed focus, further questions can stimulate a consideration and decision about what resources will be needed to inform and enable the enquiry to take place and what resulting data will be generated for analysis. Additional questions will help focus to what extent this information can be gathered and collated from field work or from available books, maps and online resources. The teacher will also influence how EBL will be experienced by the children through individual, group and whole class approaches. 
This process of achieving an agreed focus through a facilitation of what the children already know and what they wish to find out, will address key aspects of the current National Curriculum at KS2 with respect to Geography. (Welsh Assembly Government, 2008). At Key Stage 2 there is an emphasis on children asking and answering questions as they study their own Welsh locality as part of understanding what places are like and how and why they change. 
Dinkele (2010) analyses the main characteristics of key questions that contribute to conducting a sustained enquiry. Initial questions may be considered an orientation phase to gain general pupil views on Bishopston and the teacher will then need to facilitate a focusing stage that will enable the children to see their inputs becoming a genuine pathway to a specific focus. This co-construction of knowledge reflects Friere’s (2005) view that there should be a respectful creation of social capital.
To provide an example of this process, initial teacher questions might include asking the class where they live within the village with respect to the school and their views on other valued or essential local landmarks. This type of question is sufficiently open ended to generate discussion and allows the children to see their suggestions ranked and leading to some form of focused enquiry. Such a question reflects nuances of Storm’s (1989) questions where he suggests asking, ‘What is this place like?’ and ‘What does it feel like to live in this place?’. It is anticipated that children’s responses will produce additional personal insights, and possibly reveal some misconceptions, as to what they value within Bishopston and the perceptive teacher will be able to use the children’s responses to co-construct a focused geographical enquiry. This initial stage will also provide a good AFL opportunity for the teacher.  
Developing the theme of where children live offers several lines of possible enquiry. Barlow and Brook (2009) see Geography offering the chance to develop socially responsible citizens with children’s emerging views being scaffolded by well-planned, relevant experiences. Grigg and Hughes (2013) consider surveying how children travel to school, whilst Catling and Willy (2009) suggest the issue of parking which is part of a local traffic problem in a featured case study (Dinkele, 2010).
Within Bishopston there is a complete lack of parking near the primary school, compounded by the Comprehensive school being sited in an adjoining building. This is a potential line of enquiry for older KS2 pupils who will have personally experienced this parking issue throughout their schooling. 
This could lead to the generation of questions about the effects on the village of children coming to school and returning home at the same time every weekday. Possible enquiry scenarios might be put forward and it is envisaged that these would include the impact on the immediate school neighbourhood, road safety, and even climate concerns that have been actively promoted by young people in recent months (BBC, 2019) in this case related to car emissions. This possible scenario would reflect Friere (2005), whose views on learning encouraged children to ask questions, especially difficult questions, that challenge how they see the world.
Throughout this ‘Select’ stage the teacher will ensure that all questions are designed to encourage reasoning and speculation (Alexander, 2018) with feedback seeking to develop a pedagogy in which understanding is fostered through discussion, collaboration and purposeful scaffolding. (Bruner, 1996). This role of the teacher to scaffold the learning was considered the most important determinant in children’s EBL. (Pike, 2016).



Search
Having established a specific question concerned with travel to and from school and the impact of this on the immediate vicinity of the school, there is a need to consider how actual information and data will be gained. This may involve some initial class-based study, possibly using maps and online resources. It is to be hoped that the children, with teacher facilitation, will pose questions that can be best interrogated by planning and conducting purposeful fieldwork. 
Fieldwork stimulates curiosity, promotes creative engagement and leads children to value their locality. (Richardson, 2010). Promoting observation, focused enquiry can also help develop the skills of recording, analysis and deduction. Whilst planning is currently taking place for the forthcoming Donaldson (2015) curriculum, it should be remembered that the current National Curriculum places strong value on fieldwork (Welsh Assembly Government, 2008). Teachers were also encouraged to use their localities as teaching laboratories within the Plowden Report (Central Advisory Council for Education, 1967) which saw relevant fieldwork as an ideal way to develop pupils’ geographical knowledge. There has, therefore, been a theoretical underpinning and positive curriculum steer for EBL for over fifty years. 
Whilst for young children early fieldwork may provide both awe and wonder (Richardson, 2010), a whole school approach that develops an understanding of the locality should lead to progression and variety in activities. As part of this enquiry there is an opportunity for upper key stage 2 children to systematically gather information with respect to the question of journeys to and from school and the impact of this on the local community. 
Every pupil will have a personal journey to school and there will be the opportunity to map each of these journeys to establish the main routes of travel as well as establishing whether journeys are walked or made using a car or public transport. As part of this survey, questions can be asked with respect to car sharing and parking locations. This approach can ensure that there is collaborative ownership of the enquiry.
Children should extend their own class data of journeys to a fieldwork exploration of the immediate vicinity of the school at the beginning and end of the school day. Whilst this would necessitate an extension of the school day for the pupils, it would nevertheless be a necessary step to take to move from hypothesis to current factual knowledge, a feature of EBL. 
It is anticipated that the actual fieldwork will have been group based with children collecting data and taking photographs in a range of considered ‘safe’ locations. The appropriate health and safety preparations and protocols will have been followed and the teacher and children will have proactively ensured that they have not created or added to a more dangerous walkway to and from school. Interviews will also have been conducted in small groups to prevent intimidation of interviewees.
Each group would be of mixed ability, since EBL has an openness to new situations and a focus on oracy that creates an opportunity for collaboration. The teacher will need to consider the grouping carefully since there is a desire to develop critical thinking which would seem possible with this scenario. (Nottingham, 2013)
Fieldwork could include road surveys, parking and pedestrian flow, contrasting the local road and pavement use in the lead up time to both the beginning and end of school day, supported by digital photography of key locations. 
There would be relevant mathematical learning taking place with respect to using and developing data skills. Prior to this specific geographical enquiry, the children would have been taught how to represent data using various formats including: tally charts, tables, diagrams and grouped data charts. The children would also have the necessary mathematical skills to be able to extract and interpret information, (Welsh Government, 2015). This demonstrates the important role of the teacher as a provider of skills as an integral part of teaching national curriculum knowledge appropriate to the developmental level of the children. (Pike, 2016). 
With respect to this particular local study focus there will, almost certainly, be members of the community who have and will be prepared to share valuable perspectives that have the potential to contribute to the knowledge base. Children can gain inputs from a range of local people including parents of children of different ages, the police and people who live in close proximity to the school including the views from the local shop manager. Each will be able to provide a perspective on the traffic, the parking and the potential benefits (views from the shop) and the potential dangers (views from parents and the police). As Howarth (1998) points out this can actually be beneficial to both the interviewer and the interviewee and can help to bring generations and the community together with respect to addressing a shared problem.  It could also be interesting to interview pupils of different ages from both the primary and comprehensive school and it is considered that the outcomes from the EBL may well be of use to the comprehensive school, a point revisited within the final stage of the S model (Grigg and Hughes, 2013).



Sift and Synthesise
There will be a range of collected fieldwork evidence that will include the tallying of cars passing the school gates, the footfall of children and their parents, cars parked close to the school and the number of children attempting to cross the road. There will also be a series of photographs that will be time related and the recorded interviews that may need to be transcribed or edited. It is likely that the children will be involved in a general editing process and the resulting synthesis will be presented utilising the children’s technological capability.
Children need to be taught about understanding and using photographs from a young age (Mackintosh, 2010) and if this development of graphicacy has taken place it can be an essential form of communication as important as literacy, numeracy and oracy. (Balchin and Coleman. 1965) By year 6, pupils should have a significant grasp of the importance of the whole picture and be able to make generalisations from what is presented. It is anticipated that photographs will clearly add to the statistical data, visually showing the differences in traffic flow, the state of parking and the levels of safety experienced by pedestrians in the lead up to and the conclusion of the school day. 
The quantitative statistical data and associated photographs presented together, will provide a time related set of results. However, the qualitative interviews from parents and children will be more subjective and provide personal reflections over longer periods of time, that may actually be influenced by specific one-off events. Children will need to be taught the necessary skills to analyse each data source before developing a synthesis of everything available. For the teacher, EBL will provide an opportunity to assess pupils throughout the process from a number of curriculum perspectives, notably oracy, numeracy and ICT. With so much dialogic teaching (Alexander, 2018) taking place, children are likely to be able to take an active role in their learning without the need to be good readers or writers. 
[bookmark: _Hlk8582964]Following the sifting process, the final synthesis will require an accurate representation of the various sources of fieldwork evidence that have been analysed. Through prior development of the ICT curriculum (Learning Wales, 2018), the teacher will have already provided the pupils with the necessary digital literacy skills to be able to present the collected fieldwork data and recorded interviews.  This will enable the children to create and organise outcomes in formats that are appropriate for the considered audiences. (Learning Wales, 2018) As part of this there is a need to ensure that scales and keys are included to provide any audience with an objective insight into the data. The teacher must ensure that children have presented their findings accurately if they are to be presented to a range of external audiences.
It will be interesting to see which children offer insights as to the limitations in the available data. There are many variables that could affect this local study. The time of year and the day’s weather could impact on the type of journey made by parents and this could also be a major influence with respect to parking issues. 
From an EBL perspective, there is a clear case for carrying out the survey on at least two occasions to gain a more balanced set of data but with the time pressures on the curriculum it is envisaged that this may well not happen. It is also important to consider how a sample of parents is selected and whether this reflects the different journey lengths experienced and age range of the children. 
There is also the question of the age and mobility of adults dropping and collecting pupils and whether this might actually differ at the beginning and end of the day. There are many variables and the teacher should ensure that the children are made aware of these and which of these need to be factored into any conclusions that are reached. This is particularly important depending on the various audiences to which the findings might be presented to in the final sharing stage.
Share
The children need to consider possible ways of sharing their findings. This might start with the children presenting to each other within the class and to other pupils within the school, another primary school or the neighbouring comprehensive school. 
For a subject as potentially controversial as journeys to school and parking, the teacher will need to have considered the potential impact of the findings from the outset. If EBL is to be an effective approach, then children’s enthusiasm for this approach needs to be maintained and encouraged and the views of Friere (2005) enacted. 
There are a range of possible audiences for the sharing stage, and for year 6 children some of these might be more obvious than others. Parents may well be the first obvious audience and there might be some concerns from the senior management of the school and even the governing body about this, depending on the findings! 
With respect to other potential audiences, each comes with a possible alternative agenda whether the governing body, the local councillor or even local council officers and the press! The teacher may have to decide on how to temper the children’s enthusiasm for sharing their knowledge if it is incomplete and this might need to be addressed with the children. This develops Grigg and Hughes (2013) important question that asks what went well and as importantly not so well. 
Children might not immediately see that different weather and seasons can play an important role in peoples’ approach to journeys, and if EBL takes place in a dry summer period it might skew the findings dramatically compared with a wet winter’s day. The teacher must therefore take their role in the children’s learning seriously and explain that there is a need to retain an authentic approach (Donaldson, 2015) and explain that some important questions remain and that this tempers the nature of the findings. 
Outstanding questions in some scenarios can be immediately addressed but in this particular case, possible seasonal and weather differentials may not lend themselves to further enquiry. This might lead to this area of study being developed over a two-year period (year 5 and 6), although this might be considered a difficult aspect of learning to rekindle the same levels of interest over such a long period of time. This will need to be part of a whole school planning approach to the Humanities.
Part 3: Conclusion
This assignment has demonstrated that whilst the Donaldson (2015) curriculum should promote EBL, the teacher has had licence to use this approach throughout the last fifty years (Plowden, 1967). It is an approach that is underpinned by key theorists notably Dewey, Bruner and Vygotsky with the teacher scaffolding pupil learning, that is enhanced by social constructivist theory. 
ESTYN (2017) positively encourage teacher use of the school locality and acknowledge pupils’ enjoyment of learning outside of the classroom, both significant features of EBL developed and analysed within the Bishopston example featured in Part 2.  
The ‘S’ model (Grigg and Hughes, 2013) has been chosen because it includes the important but potentially controversial share stage, which is omitted from the otherwise similar model attributed to Roberts (2003). The example developed in Part 2 allows genuine engagement with a real issue and develops Friere’s (2005) views on the teacher and the learners co-constructing knowledge that involves difficult questions. 
It would seem to provide confirmation of Robert’s (2013) view, that EBL demands different approaches to pedagogy from those of traditional teaching. However, the establishment of this classroom culture which encourages children to question and study information critically, and in which evidence and ideas are shared, would seem to fit with the philosophy that underpins the forthcoming Donaldson (2015) curriculum and the four purposes of learning.
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