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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.  

“The enquiring child is an inquisitive learner who has some control in decision making about the strategies and skills used to learn as well as the objectives and outcomes of learning” (Menmuir and Adams, 1997, as cited in De Boo, 1999, pg.2).  All children are inquisitive by nature, asking questions to make sense of the world around them.  By engaging with Enquiry Based Learning (EBL), pupils are able to develop their understanding, acquire more knowledge and develop skills which will be beneficial in relation to lifelong learning, equipping pupils with skills that are transferable to real life situations.  The word ‘enquiry’ refers to the evolution of focussed questioning and research, with the aim of attaining a conclusion (Pickford et al, 2013).  Learning based on such enquiry allows pupils to develop their curiosity and inquisitiveness and allows them to develop confidence in their learning by successfully attaining solutions to problems/questions they are looking to solve/answer.  It is a step away from older traditional teaching styles where teachers provided pupils with the answers but not the processes needed to determine those answers.  Pupils were merely able to recite what information had been presented to them, often due to learning by rote, with little background knowledge and understanding.  “Although EBL is defined in different ways, the emphasis is on children asking questions, purposeful talk, working together, selecting and interpreting sources, outdoor learning and developing a line of enquiry” (Grigg and Hughes, 2013, pg.114).  When successful, EBL has the ability to develop an awareness of both the local and the wider world, harnessing respect for the world around them as well as giving them the opportunity to work both independently and within a group, providing pupils with the eagerness to find out more.  Knowledge gained in such a way is more readily retained due to the fact that it has been acquired by experience relating to real life problems.

This aspect of learning stems from a constructivist approach to learning.  Constructivists believe that learning should encompass meaningful experiences and be child centred/directed. “Real learning can only occur when the pupil is actively engaged through play and active 

experimentation.” (Carroll and McCulloch, 2014, pg 46).  John Dewey was an advocate of this theory, wanting children to “have the opportunities to
· Develop their own interests
· Work in ways that match their age and stage of development
· Engage in activities and experiences which contribute to their understanding and appreciation of their world” (Pound, 2006, pg.22)

This certainly follows the EBL mantra, stating the importance of children centred learning.  Jean Piaget focused on the importance of active learning, which gave the children the power to lead their learning through questioning, exploration and testing their newly constructed knowledge (Grigg, 2015).  Piaget however believed that there were 4 structured, one-way stages in a child’s cognitive development. Sensori-motor from 0-2, pre-operational from 2-7, concrete operational 7-11 and formal operational 11+.  However this has faced strong criticism as it is believed that these stages underestimate the ability of children, with too much focus on the need for physical manipulation of external objects (Child, 2004).  This theory was opposed by Jerome Bruner; however, he did support the idea of EBL by claiming children learned by making sense of their world around them by sorting and arranging ideas.  

Professor Graham Donaldson identifies the need for a shift towards more hands-on EBL within his report, Successful Futures (2015).  He states that “Children and young people want lessons to be relevant and engaging, with more practical lessons, more fun, more interactivity, and more out of classroom activities” (2015, pg.17). This is supported by in the main findings from ESTYN.  “Pupils discuss with their teachers the topics they wish to study, and teachers plan interesting lessons that match the interests and respond to the questions pupils’ raise” (2017, pg.3-4)

De Bono’s ‘Six Thinking Hats’ (2000) promotes thinking processes by using coloured hats to symbolise different modes of thinking.  They are an excellent visual interjection to prompt pupils to think in a variety of ways about any situation, vital in EBL.
[image: ]
Figure 1 -  De Bono’s 6 Thinking Hats 
Accessed at http://www.debonogroup.com/six_thinking_hats.php 

While there are many benefits, EBL does present challenges.  EBL allows children to take charge of their own learning, by allowing pupil led tasks and activities.  Dewey highlights the challenges to this, stating that giving the child the power to deduce where the lessons go may in fact trivialise the learning of the topic (Pound, 2006).  The role of the teacher is vital here to ensure that all relevant aspects are covered.  However, there is a fine line over just how much teacher involvement should be allowed to prevent taking charge.   
Piaget believes in the notion of construction over instruction, convinced that children learn best when they construct their own knowledge (Piaget, 1976). They have the power to determine what they learn without being dictated to by the teacher.  However, there are concerns raised that if the pupils is struggling in that particular subject, lacking prior knowledge or perhaps being a lower attaining child, the risk is that they will not achieve as good an insight as more able peers. This emphasises the need for group work, consisting of mixed abilities in order for pupils to support each other.
There is a fear that, if child led with the role of determining the open-ended questions to start, the questions posed may not be good enough to encourage the curiosity.  The role of the teacher in this case would be to scaffold with “modelling, coaching, reading aloud, use of story and breaking skills down into separate parts” (Grigg, 2015, pg.138). To ensure this, the teachers existing knowledge must suffice.  If a teacher can do it, they can teach it. Similarly if they have a good subject knowledge, they can impart that knowledge as and when needed.  This scaffolding does not remain for the entirety of the learning, and can be removed when the teacher sees fit.  The teacher has the role to determine the most ideal point to do this and ensuring it is not either too soon or too late in the learning experience.  With this support, teachers enable pupils to determine and identify what they want to know, by providing scaffolding that promotes extended enquiries and discussion (Gibson, 1998).  Child initiated questions can result in many differing outcomes and as a teacher, there is the need to be prepared for anything.  The resources required to create interesting, captivating lessons can be time consuming to create as well as costly.  However, it is these elements that create exciting hooks to lessons and promote learning and engagement, so they are worthwhile.
A risk of allowing pupils to create the lesson objectives or overall questions they need answer draws concerns of will they actually be able to answer the question they have created? Is it too difficult for them to achieve?  Nonetheless, “as children begin to formulate questions, they are in the process of formulating answers and are halfway towards predictions as well” (de Boo, 1999, pg.15).  The fact that they are devising these questions/predictions suggests they are already determining their lines of enquiry.  Again, it is the role of the teacher to facilitate the learning and guide them to succeed.

EBL within the humanities is beneficial and a welcomed move away from didactic teaching which sees a chalk and talk approach with teachers merely being the deliverer of information.  Far better for children to learn by doing, with a vast array of enquiry to be done within this area.  Immersing themselves within a topic allows pupils to have a well-rounded understanding and promotes curiosity and a desire to find out more.  Learning facts does not mean that there are not still who, what, why, where, when and how elements to discuss.  Opening up that line of enquiry promotes a deeper understanding. By allowing pupils to lead their learning means that they will take a greater interest in what they may discover, while the teacher steps back from dictating information and instead guides and facilitates their learning.  “Pupils are heavily involved in planning and developing what they ‘want to know’” (Estyn, 2017, pg.15)
There are many models that could be applied to EBL within the humanities including the following: -
· The ‘S’ Model - local area study (Grigg, 2013)
· ‘Enquiry and Questioning Model’ (Pickford et al., 2013)
·  The 4 Stage Model - ‘The Investigative Cycle’ (Samuel, 2009)
· 5 Stages of Enquiry Model (RE – Ofsted, 2010)
· Michael Storm 5 Question Model (Storm, 1989)
· The 6 Stage Enquiry Framework (Scoffham, 2010)

Each model has some similarities in that they all open up a line of enquiry and investigation to help pupils develop their understanding.  Most identify the need for an exciting hook, essential to spark curiosity. The S Model was created to look at local area study, in relation to geography.  Grigg states that to conduct an enquiry, children need to select, search, sift and synthesise and share their information.  The belief is that enquiry is best conducted through fieldwork.  “Enquiry-based fieldwork sharpens and deepens learners’ understanding of geography and the progressive development of geographical skills” (Ofsted, 2008, pg.34). The Enquiry and Questioning Model, suggested by Pickford, introduces one main question to answer, which in turn leads to other questions being posed in order to answer the original question. The 4-stage model, introduced by Samuel, often referred to as the investigative cycle, consists of generate, do, analyse and reflect, again in a geographical context.   The 5 Stages of Enquiry Model which is used in RE, consists of formulating questions, planning the enquiry, conducting the enquiry; comparing and analysing evidence, presenting findings and finally reflecting and responding.  Michael Storm poses 5 questions in relation to any given geographical enquiry: What is this place like?  Why is this place as it is?  How is this place connected to other places?  How is this place changing? And What would it feel like to be in this place?  Finally, The 6 Stage framework developed by Scoffham, again typically for geographical investigations, states that for pupils to conduct EBL, they must spend time doing the following: raising questions, generating enabling questions, collecting and recording information, processing the gathered information, drawing conclusions from the processed data, sharing the learning and affective outcomes and evaluation by all concerned. The similarities between each model are obvious.  Each has something to investigate, a clear path for the investigation to follow then a conclusion to the enquiry.  There is the argument that each model provides generic instructions to conduct enquiry within any given subject.  Therefore, although generated with a subject in mind, they are not exclusive to any one subject. 
EBL in Science is perhaps more easily grasped as there are many enquiries to undertake in order to determine answers to the various questions posed within chemistry, physics and biology.  There again is a focus of such enquiry to be pupil led to develop their own learning.
  
“For the learning process to be productive the learner must first take ownership of the ideas. Until this happens the learner’s engagement remains superficial, and “deep learning”, the type that is sustained, which can be applied to new situations and developed further, remains beyond their grasp”. (Lakin, 2013, pg.6)

Jane Turner et al (2001) states that enquiry within science can take the form of:
·  Observing over time
·  Identifying and Classifying 
·  Pattern Seeking
·  Research
·  Fair Testing 

One enquiry-based learning method within Science is detailed below.
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Figure 2 - Taken from Working with Big Ideas of Science Education (Harlen, 2015, Pg.38)

Within the current curriculum, enquiry is identified as a skill that needs to be developed.   “Pupils should be given opportunities to carry out different types of enquiry, e.g. pattern-seeking, exploring, classifying and identifying, making things, fair testing, using and applying models” (WAG, 2008, pg.12) and incorporates planning, developing and reflecting.  The reflection element is essential to determine what worked well and what could be improved upon in the future.  
Moving forward sees science and technology being combined as a new Area of Learning and Experience (Donaldson 2015).  ‘The Draft Curriculum for Wales 2022: Science and Technology’ maintains the ethos that enquiry plays a vital part.  
“Curiosity about science and technology leads us to ask questions about the world around us.  Using logic, imagination and creativity, we can apply scientific knowledge to further our understanding of how that world works.  We can develop and test useful models to help us make sense of its complexity.  With evidence derived from observations new theories can be developed, and existing ideas may be refined or challenged” (WAG, 2019, pg.6)

Confidence building is also a key role of the teacher.  “Without the motivation, the innermost drive, learning becomes a mundane, meaningless operation fit only for an objective driven assessment process”. (Lakin, 2013).  Teachers need a good understanding of EBL in general.  
“This involves a change in the way we as teachers think and such whole-scale change requires visionary leadership and agency, reflection and enactment by participating teachers” (Clarke and Hollingsworth, 2002, as cited in Primary Science, 2016, pg.20).  Teachers have a duty to ensure that they can deliver such opportunities. 

Part 2  
The focus of the essay looks at the life of a child during World War Two.  This is a historical investigation into the past, but by focusing on the life of a child, it makes the learning relevant and interesting as pupils can compare and contrast the life of a child between 1939-1945 to their lives today.  Aimed at KS2 pupils, the current framework states that KS2 pupils should “engage in stimulating and focused historical enquiry using a wide range of sources, including representations and interpretations of the past” (WAG, 2008, pg.10). Despite the obvious historical nature of the topic, there is scope for copious amounts of cross curricular learning. “Rather than learning in a particular subject, topics have been the vehicle for learning different knowledge and skills” (Hewitt and Tarrant, 2015, pg.90).  Focus is placed on the importance of how they organise and communicate their findings also.  Within the skills section of the current national curriculum for History, there is a specific area relating to enquiry: - 
[image: ]
Figure 3 - Historical Enquiry within KS2 (WAG, 2008, pg.13)
The curriculum emphasises the essential need for EBL to investigate the past and states each pupil should have the opportunity to do so.  With the changes being implemented following Donaldson’s Successful Futures report (2015), it can be deemed that an even greater emphasis on EBL is apparent in the Humanities Area of Learning and Experiences, which where History will now sit, as seen in the draft curriculum for Wales 2022.  It states that the “learners journey through Humanities will be characterised by enquiry and discovery, as they are encouraged to be curious and to question, to think critically and to reflect upon evidence” (WAG, 2019, pg.20)
The model that will be applied to the topic will be The Enquiry and Questioning Model (Pickford et al, 2013).  The reason this takes precedence is due to the fact that within history, the answer to one question can pose several other questions.  By the teacher presenting one overarching question, through discussion, children will discover that in fact there are many more elements to investigate in order to provide more in depth understanding of the original question.  
To stimulate learning, providing an exciting hook is vital.  In this case, it will occur prior to the children being informed of the enquiry question.  The reason for this is to ensure the children have no preconceived ideas which may limit their learning.  By providing a hook with little knowledge of what theme is provides pupils with an element of surprise and ensures their interest and curiosity is maintained.  The role of the teacher here is to be innovative, providing exciting memorable experiences for the pupils to remember and reflect upon.  “An innovative teacher will create inspiring lessons – interpreting the curriculum to meet the needs of their students and help them access the most difficult content” (Morrison McGill, 2015, pg.90). The difficulty is enabling the children to fully comprehend the past, hence this hook.
The hook will be a fully immersive ‘Evacuee experience day’.  During the war, children had little knowledge of what was occurring until they were sent away from their families, and the aim is to stir the same emotions as the children may have felt.   Pupils will enter the classroom to find the teacher wearing clothes fitting of the time.  Pupils will be informed that they are children in WW2 who now all face evacuation.  Some pupils may have prior knowledge of evacuees while others may not.  At this stage, this will have no impact on their involvement during the day.  Pupils will have a selection of clothing from the time to wear and be told that they need to make their way to the train station, set up by staff in the school hall, with chairs set out two by two to create the impression on a train.  Pupils will be given a destination label with their name on and where they will be sent.  Then pupils will be asked to sit on the train.  Various destinations will be announced one at a time and pupils (5 to each destination pre-grouped in advance) will then have to make their way to the stage which will act as a village hall.  Pupils will be selected according to how desirable they are to prospective families (Boys to work on farm, only children to cost families less etc).  Every child at this stage will be given a card detailing the family they will stay with and what type of home they will be living in.  This will be repeated until all pupils have a card.   
Following this, pupils will have time to sit and reflect in their groups and discuss how they would feel if they really were an evacuee, and also look at photographs from real life evacuation days.  The groups were formed to ensure there was a mix of abilities so that higher attaining pupils could support lower attaining pupils.  Vygotsky believed that being aided by a more competent peer or adult helped them develop their knowledge more as opposed to trying to learn without such support.  He believed that pupils have a ‘zone of proximal development’, which is the gap of between what can be achieved alone compared to what can be achieved with guidance. Having such support reduces this gap (Pound, 2006).  Following this, pupils will be encouraged to reflect upon how they would feel during their first night in a new home with a new family.  
The aim of the experience is to evoke empathy and relate to how children their age would have felt during that time.  It is an engaging way to immerse themselves within a topic.  The hook in this instance is clearly teacher led, with a lot of resources and areas needing setting up in advance, which can provide difficulties.  However, the teacher input at the start is appropriate as it is a new topic and deemed essential to provide an exciting opener to the theme.
Following on from this, it allows for the teacher to impose one overarching question which is ‘What was life like for a child during World War Two’.  Although general, the nonspecific nature allows for children to take control of their learning, allowing for a wide range of enquiry.  
To initiate discussion and assess prior knowledge and understanding, a KWL grid will be introduced.  KWL grids are useful to introduce at the start of a topic.  They look at what pupils know, what they want to know followed by looking back to determine what they have learnt.  It is interesting to gage pupils prior knowledge but the most important aspect is looking at what pupils would like to find out.  This can shape the future planning and lessons, and often can shed light on ideas that a teacher may not have considered.  
Its very nature aids the enquiry and questioning model, as pupils are provided with the initial line of enquiry, but it becomes their responsibility to create the questions that they would like to investigate.
That is not where the pupils input ends.  The importance of EBL is allowing pupils to lead their learning far deeper than merely producing a question to answer.  Pupils, within groups can determine exactly how they will answer those questions.  By doing so, pupils can incorporate another EBL model.  ‘The S Model’ was introduced by Grigg essentially to investigate local areas of a geographical nature.  However, as discussed, in essence, any model can be applied to any area of the curriculum, as each generates a model for enquiry.  
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Figure 4 - The S Model (Grigg and Hughes, 2013, pg.115)

The select aspect is where the pupils will have the responsibility to drive their own learning.  Working individually as well as within a group, a large variety of questions would be raised in order to answer the main focus question.  The teacher role here is to determine which questions from a large range provided should be the main focus of their investigation.  This could entail merging similar questions.  The following is a sample of questions that may be derived.
· Did children miss their families?
· What did children wear?
· What did children eat in WW2?
· What did children do in their spare time?
· What music did children listen to?
It is imperative to reiterate to the pupils throughout EBL that it is positive if further questions are continually raised.  Pupils are leading their learning and if they show interest towards wanting to find something else out, that curiosity should be encouraged. However, the important factor to remember through EBL is to ensure pupils are constantly aware of what they are trying to discover, so they do not lose sight of this.  “The lesson should have a continuous narrative, otherwise progress and learning are diminished” (Toward and Henley, 2015, pg.93).  The teacher must passively insure that the learning remains on task, without overtaking the flow of the lesson, which in essence is the absorption, concentration and focused motivation of the pupils, stemming from the interaction between the pupil, the teacher and the content (Csikszentmihalyi, 1997).
Despite ‘share’ being the final element of the chart, ‘Teaching Backwards’, an approach devised by Griffith and Burns (2014), would be beneficial here.  Giving the pupils an insight into what we want them to achieve and produce as a final product of their learning is important.  It leaves no misunderstanding over what they are actually trying to accomplish. By telling them the end product that we want to achieve gives children the target to aim for.  In this case, how they will be sharing their work is what they will be told first.  At the end of term the pupils will be tasked with creating an interactive museum experience in the school hall to exhibit their findings in relation to what like was like for child in WW2.  By having lots of possible outcomes to display their newfound knowledge may encourage some learners to think differently.  Children do not just need to write reems on paper to evidence their learning.  It provides an opportunity for parents as well as the local community to come and discover what the children have found out.  With pupils knowing their families have the opportunity to view their work, it may result in a higher quality of work being produced.
Given that the pupils have initiated the lines of enquiry, they have already selected the above as questions to investigate, and therefore it remains to search for answers and sift and synthesise their findings.  They can independently note what they specifically want to discover and how they can do so.  Pupils can the search for the avenues to determine the answers, discovering that there may be differing viewpoints on any particular questions.  
Each question allows for an array of cross curricular learning to occur.  “Cross curricular learning occurs when the skills, knowledge and attitudes of a number of different disciplines are applied to a single theme, problem, idea or experience” (Barnes, 2015, pg.62)
Did children miss their families?
Highlighted in their evacuee experience day, some pupils may really empathise with how upset and lonely evacuees may have felt.  Pupils can activate knowledge acquired in the hook lesson.  Surprising is the fact that some pupils may have the impression that there are benefits to moving to the country, with no annoying siblings present. It immediately initiates debate.  How can the pupils delve deeper into this question and search for answers?  In this case the question requires a personal response.  Pupils can decide to research recounts of evacuees found online.  Whilst child led, the teacher involvement will come in the form of ensuring pupils have an awareness of information found online.  They will need to sift and synthesise accounts to determine which are true factual accounts and which are fictional.  This opens up the discovery of the reliability of sources.  Real life accounts are an interesting insight to what life was like and this could open up the enquiry to local evacuees.  Discussion among the pupils will determine if they know of any family members who were evacuated.  If so, pupils can then interview these family members and share their findings with the class by means of a presentation. The importance of developing talk within the home is vital to detox poor communication within the home.  Generations are encouraged to “share family history and lore, tell about what you did when you were little and reminisce about your child’s experiences,,,this develops a sense of identity and self-esteem” (Palmer, 2006, pg.127).  The curriculum states pupils should “communicate for a range of purposes, e.g. recount and present information, instruct, argue and explain a point of view, discuss an issue, persuade, question and explore interpretations, convey feelings” (WAG, 2016, pg.2)

What did children wear?
This question may branch to further enquiry such as were there shops in WW2?  Some pupils may have knowledge of rationing which will promote further investigating.  What is rationing? How did it work?  What if pupils ripped their clothes or their clothes got too small for them?  This can be facilitated by the teacher introducing pupils to propaganda/slogan posters beginning with the ‘make do and mend’ posters to further develop the pupils understanding.  Pupils can search online for information regarding ration books and be shown a real-life source for them to understand the logic more.  This can link to mathematical investigation looking at how they would spend their ration coupons.  Pupils could undertake a make do and mend lesson where pupils bring in an item of clothing, with permission from home to alter the piece of clothing.  Then as opposed to throwing the item away, pupils could then make changes to the outfit in order to improve it and make do with it.   Pupils may then choose to create their own propaganda posters.  This could evolve even further and relate it to modern day make do and mend and make links to recycling, and create clothing from recycled materials, with a nod to ESDGC, in particular the theme of consumption and waste (WAG, 2008). It is still paramount that the teacher allows the children to remain inquisitive and relate the issues of the past to the modern day. 

What did children eat in WW2?
Rationing can again be examined and research may lead pupils to discover that due to the lack of food and rationing, many families began to grow their own vegetables in order to ensure that there was enough food on the table.  This can lead to cross curricular learning and develop the child’s enquiry to discover how can you grow your own vegetables? The science of how plants grow along with the “environmental factors that affect what grows and lives in those two environments, e.g. sunlight, water availability, temperature” (WAG, 2008 pg.12), with the ESDGC aspect of climate opens up the discovery.  Pupils could develop their letter writing skills to write to the head/governors to ask for permission to begin an allotment/funds to begin the process.  Then pupils can develop their own allotment just as a child would have in WW2.  The pupils can share their findings by becoming entrepreneurs, selling their produce to parents and staff, developing business skills. As a teacher, it is valuable to develop a child’s growth mindset and move away from being driven by performance and more towards mastering something.  “Students with mastery orientation seek to improve their competence.  Those with performance orientations seek to prove their competence” (Dweck, 1999, pg.122). 

What did children do in their spare time?
Pupils can investigate what children in WW2 did in their spare time and draw comparisons to what they do themselves. Why didn’t children in WW2 spend their evenings playing computer games? They could investigate inventions.  Again, pupils will need to research via the internet or ask older relatives.  Another interesting way to determine answers would be to visit a local residential home for the elderly.  There, pupils can engage with the residents and conduct interviews, asking various questions to gain a better understanding.  They can sift through the information acquired and then record themselves interviewing residents as long as permission was granted, and present a fictional talk show, using ICT and green screens, to present their findings in an innovative manner.  Pupils could learn fun activities from WW2 such as finger knitting or inventing their own ball games and identify ways they could teach them to others.  Having to explain time and time again may be tedious, so pupils may decide to create their own tutorial video.

What music did children in WW2 listen to?
The music industry is extremely popular among children these days. However, was it as popular in WW2? Again, research is needed to discover the answers.  Online research can give pupils access to music of the past.  Pupils can compare and contrast popular wartime songs and look into the meanings of the lyrics and why they were so important.  Pupils could develop this further and compare dance styles. Pupils could compose their own wartime songs and accompany that with tea dances that were popular during the time with plenty of scope for cross curricular learning.
To consolidate their learning and bridge any gaps in their understanding, a visit to the local Swansea Bay War Museum would be beneficial.  Whilst here, pupils can form another line of enquiry; What is a museum? What would you find there? How can they replicate a museum in their school?  School visits have a wealth of benefits, museum visits in particular.  “Through interactive exhibits and hands-on play, children have the ability to take ownership of their own learning and develop and explore their own curiosities. This unique exposure provides the foundation for creativity, critical thinking, and connection to the world around them” (Choi, as quoted in The importance of taking children to museums, 2014).

If pupils now able to answer the overarching question ‘What was life like for a child in WW2?’ is an important factor, but ensuring learning is fun, engaging and pupil led is paramount.  By compiling their evidence, pupils can share and display their findings in various ways.  There are opportunities for their museum to include diary entries relating to their evacuee experience, talk show interviews with older generations, examples of their own ration books compared to original sources, photographs of the locality comparing then and now, selling school grown vegetables from the new allotment, a fashion show/display of their make do and mend creations, playing their WW2 style music they have created, performing their tea dance and so much more given that their learning could take them in so many different directions.  

[bookmark: _GoBack]Dewey believed that children should be “deeply and personally involved in the creation of knowledge through problem solving and experiment, and that community would be enriched by individuals whose personal experience had been enlarged through education” (Barnes, 2015, pg.50).  EBL certainly provides the gateway for children to achieve this.  Enquiry gives the pupils the opportunity to lead their own education, creating a rich community, which is in sync with Donaldson’s view that pupils should go on to be valued members of society.  However, there certainly are challenges faced by teachers when using this technique.  The need to be ready for any eventuality when posing open ended questions is a concern.  As is the time and cost occurred when there is a need for engaging hooks for the lessons.  However, active as opposed to passive learning, where children take the lead can promote some engaging, memorable learning experiences and provide pupils with transferable skills they can use in the future. It is said that remember 20% of what we hear compared to 80% of what we experience.  Each of Donaldson’s 12 principles of pedagogy (2015, pg.64-70) can be linked to EBL learning and it is promising to see those values championed as we move forward.  There are endless possibilities which promotes an exciting future within education in Wales. 
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Historical enquiry
Pupils should be given opportunities to:

1. ask and answer relevant questions about the
past

2. plan the investigative approach to be used,
suggesting how to find relevant information

3. use a range of sources, including ICT,
e.g. artefacts, buildings and sites, e
adults talking about their own past,
visual sources, data and appropriate written
sources

4. reflect on their findings and the investigative
approach used.
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‘The White Hat cals for information knovn or needed. “The facts, just the
facts.”

‘The Yellow Hat symbolizes brightness and optimism. Under this hat you
explore the positives and probe for value and benefit.

‘The Black Hat is judgment - the devils advocate or why something may
ot work. Spot the difficulties and dangers; where things might go wrong.
Probably the most powerful and useful of the Hats but a problem if
overused.

‘The Red Hat signifies feelings, hunches and intuition. When using this hat
you can express emotions and feelings and share fears, likes, dislikes,
loves, and hates.

‘The Green Hat focuses on creativity; the possibilities, alternatives, and
new ideas. Its an opportunity to express new concepts and new
perceptions.

‘The Blue Hat is used to manage the thinking process. Its the control
mechanism that ensures the Six Thinking Hats® guidelines are observed.




