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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 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 humanities and science in the primary school. 
[bookmark: _GoBack]Enquiry based learning (EBL) is a way of teaching and learning that can be incorporated into many different subjects, although often seen within science and humanities. Despite EBL being used across different subjects and using different learning models, there are characteristics which are evident throughout. Within science, Turner et al. (2011) define EBL as an approach that centres around what a child does in order to answer questions about the world around them. Whilst within humanities it represents a process in which pupils learn about the world by actively making sense of it themselves (Pickford, Garner, and Jackson, 2013, p. 8). Although the definitions differ slightly between science and humanities the characteristics within EBL are evident in both science and the humanities. 
Questioning is evident within EBL as teachers may ask questions to see what the children already know, whilst the children may ask questions to the teacher about things they want to know. Therefore, questioning is key whether it is the teacher asking questions or the child asking questions. Bowden and Cross (2009) further support this as they state that the teacher and the children should be asking questions and seeking answers. Children are inclined to ask questions when they are interested or curious about a topic, so if a child is asking questions within a lesson the learning is immediately likely to be deeper as the child is motivated to find out more. This is supported by Hurlock (1978, p. 206 cited in Beames, Higgins and Nicol, 2012) as he suggests that as soon as children are able to ask questions, they do so about things that have aroused their curiosity. 
EBL fosters children’s creativity by allowing them to ask questions about a topic before they try and find out the answers. By allowing the children to come up with questions it allows them to feel more involved in the process and see a greater purpose to the learning. Kampa and Vilina (2016) support this as they state that curiosity and motivation lie at the heart of EBL; furthermore, they suggest that a curious child is normally motivated to ask questions and seek answers. As children asking questions and seeking answers is evident within EBL the learner is very much at the heart of the process as they practically find out the answers in an active learning environment. Dunne and Peacock (2012) support this as they state that the pupil is placed at the heart of the learning process, whilst Turner et al. (2011) elaborate further and suggest that EBL can consist of the children asking questions, collecting and analysing data, developing explanations and solving problems. Children being at the heart of the learning process is therefore another characteristic within EBL. Whilst the children are seeking answers to their questions, they are able to work either independently or in groups with the teacher facilitating the learning. Although EBL is a pupil-enquiry led approach, Harlen (2011) states that EBL is far from passing all the responsibility to the children as the teacher should facilitate their learning and support them in developing their knowledge and enquiry skills. 
As EBL is very much centred around the children it is closely linked to the constructivist approach to learning and teaching. The active learning process which is very much part of EBL is supported by the constructivist theory of learning. Constructivism promotes learners exploring their understanding, rather than having knowledge transmitted to them (Grigg, 2015). Within EBL the teacher is a facilitator who scaffolds the learning as the children take more responsibility with regards to the planning, doing and reflecting. Scaffolding refers to the teacher’s role as the facilitator, as they may propose ideas to children to help them or support them by giving them the resources required to enable them to achieve. As Grigg (2015) suggests, teachers can also scaffold the children’s learning by breaking the overall task down into smaller tasks that the children can manage. The teacher can break down the overall task into smaller steps for the children by using an EBL model to structure the enquiry. Scaffolding is supported by Vygotsky (1978, cited in Harlen and Qualter, 2014) who stated the through scaffolding you can find the zone of proximal development (ZPD) which refers to ideas or conclusions that a child may not have reached without the support of a more knowledgeable other. 
The benefits of using an EBL approach are that the children are fundamentally more engaged as the EBL process encourages them to ask questions and practically find out answers. Being actively involved and allowing pupils to ask and answer their own questions ensures pupils are more enthusiastic and motivated about the learning. This is supported by Dunlosky et al (2013, cited in Grigg, 2015) who suggests that active learning strategies are the most effective. However, whilst this approach allows for children to ask the questions, the teacher must be prepared for the questions from the children. The educator will need to have strong subject knowledge on the overarching theme or have done the relevant research to ensure the children stay actively interested and the answers provided foster their curiosity. As Coe et al (2014, cited in Enser, 2018) suggest that a teachers’ strong subject knowledge and understanding has an impact on student outcomes. Although the teacher may need to answer certain questions, the aim is not necessarily to answer all questions though, as the EBL process will require the children to complete the enquiry process to find answers to questions themselves. This is supported by Lakin (2013) as she suggests that education of late has been about mono-directional delivery being received by an increasingly passive sponge. Furthermore, Lakin (2013) also states that the student can only absorb so much and that through asking questions the student can take ownership and responsibility for the learning process. 
EBL includes a range of models which can be used by a teacher to help structure an EBL approach to teaching and learning dependent on the subject. Despite the range of models that can be used for planning, they all share common features (Grigg and Hughes, 2013). 
When teaching science there is a generic enquiry model which is summarised by ‘plan – develop – reflect’. This model is supported by the Department for Children, Education, Lifelong Learning and Skills (DCELLS) (2008a) as within the national curriculum for science, ‘plan, develop and reflect’ are within the scientific skills which children are to develop throughout their education. This generic model involves the children planning what they will need to do to find answers to their questions, then putting their planning into practice before reflecting on their findings. Within the planning, developing and reflecting children will develop their different science enquiry skills. Within science there are five different types of science enquiry identified within the current curriculum. DCELLS (2008) state the children should be given opportunities to carry out enquires such as classifying and identifying, exploring, making things, fair testing, pattern-seeking and using and applying models. Despite the generic science enquiry model being essentially the same throughout education for children, the science enquiry skills they use should develop as they move through school (Turner et al., 2011). In order to add challenge or track progression, a teacher can use the skills progression grid to identify what children need to do next to develop their science enquiry skills (appendix 1).
The national curriculums generic enquiry model is very similar to the enquiry process that Turner et al (2011) proposes. She proposes that pupils will engage in exploring, collecting evidence and analysing data and reaching a suitable and satisfying outcome. Those three stages share very similar characteristics with DCELLS (2008) plan, develop and reflect. 
The generic enquiry model is rather brief; it does not support the teacher or students that well in terms of the information required within planning, developing or reflecting. However, within that generic enquiry model there can be five stages to help structure a science enquiry (appendix 2). The five stages of enquiry model is from Ofsted’s (2010) report which is aimed at developing enquiry within religious education. As the reports aim is to develop enquiry it can be used within science to help structure an enquiry. Each of the five stages however will link to one of the national curriculum’s generic enquiry model’s stages. Ofsted (2010) state that this model was used in schools where teaching and learning was good or outstanding. Within this model the children will formulate questions, plan the enquiry, conduct the enquiry and present their findings before reflecting and responding on what they have found.
As previously stated, the generic enquiry model is a brief overview of what a science enquiry should entail. Another strategy to encourage scientific enquiry is KWHLAQ. This model is similar to the KWL assessment for learning strategy in the sense that it ensures the children reflect on their learning at the end. However, there are more elements between what the children want to know and what the children have learnt.  The KWHLAQ can be used to structure a science enquiry by simply working through the letters. Within the planning stage the model would include K, which stands for, ‘what do the children already know about the topic’, W stands for ‘what the children want to find out about’, whilst H stands for ‘how will the children find the answers to their questions’. The develop section would also use the ‘how’, as it incorporates not only the planning for how they will conduct their enquiry but how they physically do their enquiry. The reflect component would include the LAQ parts of the model as L stands for the ‘what the children have learnt’, A stands for ‘how they will apply what they have learnt to other subjects and life’ and, Q stands for ‘what other questions do they have’ at the end of their enquiry.
The KWHLAQ model also allows for teachers to make a rough plan for the science enquiry despite the children coming up with what they want to find out. The teacher may think about what they already know and decide based upon their subject knowledge of the topic, whether they need to do some background learning on a topic. When thinking about what the children will want to find out, the teacher can predict what the children may want to know and make planning choices based on the enquiries the pupils can succeed with. The teacher could then prepare for the enquiry by ensuring there is information available for the children to conduct their research and that there is adequate time and equipment for the pupils to do their enquiry. The teacher can think about what the children will learn; this can be done by using the skills progression poster (appendix 1) or the national curriculum to identify scientific enquiry skills that the children can develop and the knowledge about a topic they will be expected to understand. The teacher will then use A to think about the way children can apply what they have learnt to their everyday lives or to what they have learnt in other subjects. Finally, the teacher could plan for some questions the children may have after their enquiry. This could include things the children may do differently, or questions related to the topic the children have enquired about. 
Within humanities EBL has an emphasis on children asking questions, purposeful talk, working together, selecting and interpreting information, outdoor learning and developing a line of enquiry (Grigg and Hughes, 2013). It should allow children the opportunity to begin to think like a historian or a geographer. This then begins to change the way they develop opinions and see the world around them. By using EBL in humanities, it is possible to increase children’s curiosity about the past and the world around them. The questions, ‘Who? What? Where? When? How? And Why?’ are normally good starting points for an enquiry. EBL in the humanities can create opportunities for beyond the classroom learning opportunities which can really capture the children’s attention. The use of out of classroom learning is supported by Estyn (2017) who state that the pupils become more engaged with the learning when given interesting and authentic experiences. Furthermore, Estyn (2017) state that the use of the local area and community beyond the school is extremely effective. The teaching of humanities using EBL can be accomplished using a thematic approach across the whole of the humanities or by teaching subjects discretely. Estyn (2017) suggest that teaching humanities using either approach has the potential to achieve strong pupil outcomes. Within humanities it is important that EBL is used as an approach to teaching subjects to ensure children are interested and actively learning about a topic. This is supported by Ofsted (2010) who state that the most effective lessons are based around a clear model that matches the nature of the subject. Therefore, meaning that different models of EBL can be used to teach in the humanities. 
The S Model is often used as an EBL strategy within humanities. It is aimed to be used for local area studies however, like the other EBL models it can be used for other enquiries depending on how a teacher chooses to use the model. The S Model contains four elements (Appendix 3). The first element of the model is select; this is where the pupils establish what they want to find out and why they are going to select a particular enquiry. The next phase is search; the children are required to plan how they will find out the answer to their enquiry, considering where they can find out some more information. Following search, the children will sift and synthesise the data they have collected. This part involves the children recording the data gathered appropriately and establishing what they do not know and the key points from their enquiry. The last phase is share, during this phase the children will think about how they can share their findings with other people. The pupils will also be able to identify what went well during their enquiry and what questions remain unanswered.
The investigative model, like the S Model only has four stages within the enquiry. The first stage is to generate, this is where the teacher may have found a good hook for the children to become interested in a topic in order to generate questions and plan their enquiry. The children will then do their enquiry; this involves conducting in research about their question before physically testing to try and find an answer. Once the children have done their enquiry, they will then analyse their results and share their findings. Lastly, the children will reflect on the enquiry process. This could involve the children establishing what they have found out and if they have any further questions or if they may do something differently if they were to do the enquiry again. 
A final model of enquiry that can be used is the Michael Storm five question model. This model is intended for geography when enquiring about a specific place. The five questions will allow for children to think of answers and then perhaps research and enquire to find answers to the questions. The beginning of the enquiry may involve the children picking a place or the teacher allocating a place for the children which may be linked to learning in another topic. The enquiry begins with the question ‘what is this place?’. Following the first question the children can be asked, ‘why is this place as it is?’. Before moving on to ‘how is this place connected to other places?’. The next children for children to consider is ‘how is this place changing?’. The last question for the children to answer is, ‘what would it feel like to be in this place?’. 
Science is a subject which should incorporate EBL within its teaching as many characteristics of EBL fall naturally within science as a subject. Primary science teaching can utilise learners’ interests in the world, encourage questions in the classroom and an active engagement with each person’s understanding and skill in science (Cross and Bowden, 2009, p.4). This is further supported by Turner et al. (2011) as they suggest that EBL is about what children do to answer the questions they have and furthermore, learn about the world around them. 
For a scientific EBL task, I will follow the generic enquiry model of ‘plan, develop, reflect’ whilst also incorporating the KWHLAQ model to further support the enquiry. Using the KWHLAQ model is supported by Lewis (2019) who suggests that the model can be used to encourage problem posing and enquiry. Not only does KWHLAQ encourage enquiry but it can also be used to organise a teacher’s thoughts when preparing for EBL (Lewis, 2019). The EBL is aimed at a key stage two class with the theme ‘environment’. The class in question will be conducting a research enquiry to find out what can be done to reduce the impact that humans are having on the environment.  This is supported by DCELLS (2008) as they state that children should be given the opportunity to study how humans affect the local environment.
To start the enquiry the teacher can begin with a video which shows the impacts of humans on the environment and a news report to showcase some problems with the environment (appendix 4). Using a news report to start an enquiry about the threats to the environment will allow the pupils to see the purpose in the learning immediately as the enquiry they will embark on is a real-life problem that can affect them personally. This approach to beginning an enquiry is supported by Cross and Bowden (2009) who suggest that using news articles and newspapers is a good starting point for an enquiry. 
Following the introduction to the lesson the teacher can ask the children what they think is the cause of these issues to the environment. The children can spend a minute or two in pairs or groups to think of answers before sharing with the class. This approach at the beginning of the enquiry allows the teacher to gain an understanding of what the children already know about the topic they will be researching. Following the children’s answers and getting to the answer of ‘us’ or ‘humans’ being the cause of some problems to the environment the teacher would ask the children, ‘why is it important for everyone to look after the environment?’. By asking this question, the teacher is immediately grasping the children’s attention with the ‘importance’ aspect of the question. Allowing the children to think-pair-share or think and discuss in groups before sharing their answers should provide children with more confidence to answer. This method of questioning and allowing children to talk in groups prior to answering questions is supported by Harlen (2011), he suggests that children prefer to engage in discussion with each other rather than directly with the teacher. With the children then providing answers about why it is important, it ensures that they see purpose to the learning from the beginning which will enhance their motivation. Harlen and Qualter (2014) support this as they suggest that learners are more likely to be motivated by situations that are real or relate to the things around them. During the children’s discussions the teacher as a facilitator will listen to the children talking and join in with the groups of children to see what answers they are coming up with. The teacher in this situation can pose more questions to draw further knowledge out of the children based on the understanding of their previous learning. By asking further questions it may help children clarify the children’s thinking (Harlen, 2011). Once the children have then discussed and shared their answers with the teacher, a mind map can be created to record the reasons it is important to care for the environment. 
As the children have shown their understanding of the importance of caring for the environment the next question can be posed to the children to find out if they know things that humans do that are harmful to the environment. Asking the children, ‘What things do humans use or do that can be harmful to the environment?’ allows the teacher to further delve into the children’s previous knowledge of the environment as a whole. The children again would work in groups or pairs. Once the second question has evolved into a mind map, the teacher will have a good understanding of where the children are at in terms of what they know about the importance of the environment and what is bad for the environment. Understanding children’s previous knowledge is important and supported by Harlen (2011) as he states that a teacher needs to find out the ideas children already have about concepts being taught. 
Now that the children have all shared their previous knowledge about the environment, an enquiry can be begin. The teacher is aware of where the children already are in their learning and can now progress the children’s learning and understanding. The teacher can then ask the children, ‘what can we do to help protect and sustain our environment?’. The children will now work in groups and record their answers as mind maps in a fifteen minute activity. Once compete the children would bring their answers back to the carpet area and give the answers they have as a groups one at a time, creating an even larger mind map with everyone’s ideas on it. This group working method and sharing of ideas promotes children’s thinking skills, as pupils are encouraged to discuss what they already know, which activates prior knowledge, identifies key questions and uses mind maps; all of which are characteristics of Vygotsky’s social constructivist theory (Grigg, 2015). 
Within the planning stage, the children have recalled previous knowledge that they have to answer questions posed by the teacher. The use of asking open and probing questions are at the heart of the enquiry approach (Pickford, Garner, Jackson, 2013). Whilst the children are very much actively engaged in the process as they work with other children to identify answers and record them using mind maps, the teacher facilitates the learning by accompanying groups in creating their answers and asking extra questions to draw knowledge out.
The big question/enquiry for the children is, ‘what can they do to help?’. Having already identified ways they think they can help, the teacher can pose the question, ‘Do you think there are other ways that we can help protect and sustain the environment?’.
This leads the children to think about ways they can find out more information. The children will identify places that they can find out some more information to help them gather different methods of helping to preserve the environment. To ensure a successful scientific enquiry pupils need to plan what they are going to do and how they are going to do it (DCELLS, 2009).Turner et al (2011) refers to this as a research skill as children make suggestions about how to find things out. Once the children have identified places that they can find information they need they can conduct their research in groups and make note of their findings by adding to their mind maps using a different colour. This will highlight the difference between the information they already knew and the information that they have gathered through research. The children finding the information for themselves and using a library or internet resources is supported within EBL. This part of the learning is pupil-centred as they work in small groups. As the children undertake the thinking process and research process, they are developing in key areas of the science curriculum. As DCELLS (2008) states that when planning children should understand where and how to find relevant information and that the children should be able to search for and select relevant information from a range of sources. Furthermore, Turner et al (2011) supports this process as they suggest that the research opportunity provides children with a chance to summarise information and record in a chosen way, in this case a mind map. During this process where the children undertake their research the teacher as the facilitator may provide some sources for the children to find appropriate information. This may also depend on the ability of the children and how independent they can be when undertaking the research task. Some children may be given specific sources to use and within those sources they will need to just identify the relevant information. This differentiation is supported by the science skills progression poster (appendix 1) and Turner et al (2011), as her skills progression grid suggests that differing abilities may use information sources given to them whilst others will use information from a range of secondary sources. 
Having produced mind maps the children will then have visual representation of their learning journeys as they can see the difference between what they knew before and what they have learnt. The children’s learning journey can be displayed using the mind maps in the correct order of completion. This will show the children visually the causes and the effect of the problem and what can be done to help. This process is supported by DCELLS (2008) as they state that children should use some prior knowledge when explaining links between cause and effect. 
Although the children will have identified and learnt about different ways that the environment can be protected, some of the ways found may not be directly linked to them as individuals or linked to the school as a whole. The next task for the children will be to identify and separate the specific things that they can do at home to help the environment and the things that the school can do to help the environment. This processing of identifying and classifying is another type of science enquiry that the children are including within their research enquiry. Turner et al (2011) support this as they suggest that children should use their records to help sort or identify other things. This can be done collectively as a group through discussion before adding the ways in which the class can help the environment to another mind map. As the children are discussing this and deciding on what is realistically possible for them to be able to do, they are reaching conclusions. This type of reflection is supported by DCELLS (2008) who suggest that children should from considered opinions and make informed decisions. During this process the teacher can chair the debate and discussions that the children have over the methods of helping the environment. Having the teacher facilitating the debate will ensure that the methods chosen by the pupils are realistic as the teacher can ask questions to the pupils to further develop and clarify their thoughts to what is possible and what is not. 
Following the children’s research, they will have a chance to go on a trip with Darwin science. Taking the children out of the classroom for first-hand learning experiences is supported by the DfES (2006) as they suggest that it makes subjects more interesting whilst enhancing their understanding and contributing to their personal, social and emotional development.  As Darwin science offer different options for trips linking to the environment the children will be allowed to choose one of two options in a voting process to decide which trip they go on. The children can choose between a renewable energy trip and a beach trip. The renewable energy trip gives children the chance to see different types of renewable energy sources and enhance their understanding of the importance of reducing the energy they use in their daily lives (Darwin, 2019). Whilst the beach trip offers children the chance to collect and examine different types of litter they find. Furthermore, the children would also discuss how this litter affects marine life and humans, whilst learning how they can help reduce the litter on the beaches (Darwin, 2019). Allowing children to make the choice about which trip they would like to go on ensures that they are doing something they are motivated to learn more about. This is essential as Lakin (2011) suggests that without motivation or a want to learn then learning becomes mundane and meaningless. By taking the children on a trip to further develop their knowledge and understanding of the environment and how to be more sustainable it enhances their learning experience. Taking children on a trip is supported by Beames, Higgins and Nicol (2012) as they suggest that a trip can provide children with real-life experiences in which they can see academic content brought to life. The trip also contributes to Curriculum Cymreig as the context of the trip and learning is relevant to the children as what they’re seeing is in Wales as they learn about their local beaches or renewable energy in their local area (Dunne and Peacock, 2012). 
With the children having identified methods that they can use to help the environment it is up to them to share the information that they know with other children in the school. The children can use the mind maps that have been created to present their findings to different classes in the school. By doing this the children will feel like that they can make a difference to the environment they live in not just individually but as a whole school. This is supported by DCELLS (2008) who state that children should link their learning to situations within and outside the school. Simple things like reducing the amount of water the children use in the bathroom and reusing and recycling resources can all be done very quickly within a school. Throughout this experience the children are becoming more ethically informed citizens as they engage with contemporary issues and understand the impact of their actions (Donaldson, 2015). However, an educator a teacher cannot coerce their students to adopt certain behaviours but they can play a key role in helping pupils develop informed values (Beames, Higgins and Nicol, 2012). 
When reflecting on their work the children will think about how they conducted their research and whether they could do anything differently. They will think about whether they have any unanswered questions or questions that have arose during the investigation that interest them. The children will have made conclusions about which methods of helping the environment are the most practical on a personal and school level also. This process is supported by DCELLS (2008) and Turner et al (2011) as they both suggest that children should from considered opinions and conclusions from the research undertaken.
[bookmark: _Hlk8592968]Within the primary school setting EBL is a productive strategy of teaching and learning as it provides children with an active learning experience where they are not just passively learning. This is supported by Grigg and Hughes (2013) as they suggest that EBL has an emphasis on children asking questions, purposeful talk, working together, selecting and interpreting information, outdoor learning and developing a line of enquiry. This active learning method is further supported by Piaget who emphasized the use of active learning where children were able to ask questions, explore and test in the process of constructing their own knowledge (Grigg, 2015). Furthermore, EBL allows children to be at the heart of the learning process in pupil-led enquiries, this independent learning opportunity will develop the pupil’s understanding and create meaning so that they can retain what they have learnt (Lakin, 2004; Osbourne and Dillion, 2008; Ross et al, 2010, cited in Lakin, 2013). Pupil-led enquiry often leads to children having a greater intrinsic motivation to succeed as it is an enquiry that they are actively involved in. This is supported by Lakin (2013) who suggests that the children will have a deeper learning experience because they are internally motivated due to the ownership of their enquiry. 
Furthermore, EBL enables children to access higher order thinking skills as they go through the process of enquiry. This is supported by Blooms et al and Andersons (1956; 2001 cited in Pickford, Wendy and Jackson) work as they suggest that EBL does not only focus on the process of knowledge acquisition but it facilitates the development of deeper understanding, the ability to apply and analyse information, and to synthesise and evaluate. With children being able to access the higher order thinking skills through EBL it gives them the potential to improve their level of attainment. In conclusion, EBL is not only an effective way of teaching and learning but it is the type of learning that children want. This is supported by Donaldson (2015) as he states in Successful Futures that children and young people want lessons to be more relevant and engaging with more practical lessons, more fun, more interactivity and more out-of-classroom activities, all of which are evident characteristics within EBL.
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Appendix 4
https://www.youtube.com/watch?v=B-nEYsyRlYo&t=186s
https://www.bbc.co.uk/news/science-environment-48169783
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This poster has been produced 1o aid teachers in planning for progression in science and to identify characteristcs of level descriptions. It is not designed as a prompt for
learners. The use of numbers in everyday classroom assessments, 2 in the level descriptions, is against the fundamental principles of assessment for learning. It s strongly
suggested that if elements of this poster are used to demonstate to learners their progression, the numbers are removed.
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Generic enquiry model

Stage 1: Formulating questions — the teacher helps the pupils to identify what they want to
know about a particular topic and agree on the enquiry / enquiries to be conducted.

Stage 2: Planning the enquiry
Stage 3: Conducting the enquiry; collecting, comparing and analysing evidence
Stage 4: Presenting findings

Stage 5: Reflecting, evaluating and responding

PLAN — DEVELOP - REFLECT




image5.png
T Course:Dysgu X | @ PrimobyExli X @ ECADSOOGH. X @ EBLsession2 X 140624-scienc X | @ Ofstedpublic: X | @ Thematicsun X | @ Knowingyour X | + = x

C @ File | Cy/Users/Sam/Downloads/EBL-session2-18-19-notes-moodle.pdf % O

The S model — a simplified tool for
local enquiries. Wit srve veow sbout
* How can we tell others place/time?

about our work? * What do we ‘really’ want to
* Who might be interested find out?

in this? ¢ What ICT & other resources
* What worked well/not so are needed?
well? *  Who will do what?

What questions remain?

* How shall we find out?
*  What & how shall we record? * Where can we look?

*+ What does each source tell us? * Who can we talk to?

* What don’t we know from this?

What are the big messages?





