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[bookmark: _GoBack] 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

An Introduction to Enquiry Based Learning 
Despite a number of different definitions for Enquiry Based Learning (EBL), it is argued that this method of teaching and learning is understood to be a method based on a learner-centred approach which can enhance the learners’ knowledge and understanding. As EBL is driven by discovery and enquiry, it is therefore considered that EBL is a term provided for problem based learning, fieldwork, projects or case studies. As suggested by UNERSCO (2015), EBL “may take several forms, including analysis, problem solving, discovery and creative activities.” During the initial stage of an enquiry, learners are often presented with a scenario or topic posed by the practitioner which allows learners to identify questions and the line of enquiry they desire to conduct (Crombie, 2014). As believed by Dewey (1902, cited by Pike, 2016), learning is an active process which allows learners to be educated through experiences and interactions, putting the learners at the centre of the enquiry. Positively, Myers et al. (2016) conveys that the transition of teacher-led to child-led learning will facilitate greater engagement shown by learners during the enquiry. Ultimately, implementing a constructivist approach has been highlighted in the forthcoming curriculum which emphasises that learners will be provided the opportunity to become ambitious and capable learners, having the ability to explain ideas and concepts they are currently learning about (Donaldson, 2015). Nevertheless, the role of the practitioner is significant during the enquiry process in order for the learners to deliver a successful enquiry. 

The teaching and learning method of EBL steps away from the traditional view supported by behaviourists whereby the learners receive the information from the practitioner. Behaviourists imply that learning is a process which consists of stimuli, reinforcement and punishment which depends on the practitioner to provide learners their knowledge (Allen, 2010). Nevertheless, EBL is a constructivist style of learning with the practitioner operating as a facilitator during the enquiry. The practitioner can facilitate their learning by structuring and designing appropriate activities that can be undertaken by the learners independently. Pike (2016) asserts that the enquiry should be enriched by the guidance of a practitioner, taking account of the learners’ needs and abilities. Positively, the method of EBL can ensure that every individual is able to participate. Yet, there is speculation that learners are not taught anything substantial when this method of teaching and learning is undertaken as learners often find EBL challenging (Naylor, 2011). However, the delivery of EBL can contrast in the amount of autonomy provided to the learners with a range of approaches tailored to support the learners’ need; confirmation, structured, guided and open (Heather and Randy, 2008). In summary, these approaches range from teacher-directed structured enquiry to student directed open enquiry which encourage learners within Foundation Phase (FP) and Key Stage Two (KS2) to encounter. In effect, EBL promises lifelong learners where they are able to develop these skills along a continuum, an element proposed within the new curriculum. Donaldson (2015) suggests that learners should be provided a curriculum whereby the learners develop skills from when they enter the education system and beyond statutory schooling. 

Conversely, Vygotsky (1978) contests the prospect of independent learning within EBL, with the reminder that learners require support when new concepts and ideas are introduced. As seen within his theory of Zone of Proximal Development (ZPD), Vygotsky emphasise that learners will require assistance during planning, enquiring, conducting and analysing research of new information. This comes as a result of learners required to be in their ZPD where they should not be provided tasks they cannot achieve. However, practitioners can support their learning through scaffolding as Daniels (2001) implies that this method simplifies the role of the learner and not the task provided. In consequence, Robert (2013) identifies that this will require several pedagogical approaches to be considered by the practitioner which can be seen as challenging to some. Although this, developing the learners’ independence can be achieved by highlighting the different approaches that can be used to conduct an enquiry (Turner et al., 2011). Pike (2016) advocates that a whole school approach is required in order to develop the learners’ independence which may be challenging due to the process being very time consuming. Besides this, EBL provides depth to the curriculum and helps learners to develop sufficient skills for the future, as Allen (2010) recognises that learners are able to tackle misconceptions themselves and develop skills whilst working with others. Despite this, the characteristic of working within groups during an enquiry is found challenging to some individuals. Naylor (2011) highlights that a number of learners do not favour working in groups and prefer to work independently as they are often distracted by their peers. 

Grigg (2010) proclaims that discovering new information during EBL can develop the learners’ engagement and curiosity. As a result, learners who are curious are likely to ask questions to investigate and form conclusions, providing opportunity to border their understanding of the world (Martin, 2006; Grigg and Hughes, 2013). Therefore, the prominent characteristic of questioning often proposed by the learners can allow practitioners to assess the learners’ understanding and model appropriate enquiry skills when required (Grigg, 2010). Effectively, learners are required to use their thinking skills to form questions, a measure highlighted within the skills framework encompassing a number of skills learners have to develop within education (Welsh Assembly Government, 2008b). In effect, Scaffham (2010) and Pickford et al. (2013) suggest that open ended questions stimulates the enquiry of the learners during activities as it entices the learners to desire and to discover additional information. As suggested by Bruner (1966), learners have a natural curiosity of the world around them which lures the learners into asking questions. Nevertheless, Hattie (2012) recognises that the learners’ interest should be considered when planning in order to stimulate their curiosity. This can be achieved by asking the question prior to the enquiry, positively ensuring that all learners will participate during the learning. Dewey (1902, cited by Pike, 2016) emphasises that the interests of the learners should be the starting point of education which could positively affect the learners’ performance. Lakin (2013) adheres to this as learners are able to deepen their understanding and take leadership of their learning when it is relevant.  Yet, Allen (2010) and Pike (2016) recognises that the delivery of an approach accessible to every learner can be challenging due to a diverse range of experiences sustained by learners within a class. 

Six different models of EBL can be utilised within education to develop enquiry skills of the learners; The S Model (Grigg, 2013); The Four Stage Model - The Investigative Cycle (Samuel, 2009); Enquiry Question and Questioning Model (Pickford et al., 2013); Five Stages of Enquiry Model (Ofsted, 2010); Five Question Model (Storm, 1989, cited in Scoffham, 2014) and The Six-Stage Enquiry Framework (Scoffham, 2010). Wallace and Husid (2011) emphasises that each model of enquiry develops a question, requires learners to identify resources, use information to build upon prior knowledge and requires learners to think of the enquiry process. In summary, Bruner (1977) suggests that this act of learning requires acquisition, transformation and evaluating the information collated. According to Grigg and Hughes (2013), a good structure for an enquiry is required in order to make use of valuable time and resources to develop autonomy and accountability. On the contrary, these models of enquiry can only be implemented within science and humanities, in particular geography, history or religious education. One sufficient model used with humanities is The S Model. This model is effective for local area enquiries with four particular stages to the model; select, search, sift and synthesise, and share (Grigg and Hughes, 2013). Firstly, the learners are required to ‘select’ their focus and later ‘search’ sources to encounter possible answers to their enquiry. Following this, the learners will ‘sift and synthesise’ the information by analysing the information and evaluate their purpose to ‘share’ their findings. 

Enquiry Based Learning in Science 
Additionally, learners are able to carry out EBL within science. Alan et al. (2005) recognises that no particular scientific model of enquiry is used for this subject. However, as highlighted within the current curriculum, scientific enquiry includes pattern-seeking, classifying, exploring, constructing objects, fair testing and applying models to the process (Department for Children, Education, Lifelong Learning, 2008c). In this case, the learners explore the information in order to test whether certain ideas can explain particular events (Harlen, 2009). According to Alan et al. (2005), scientific lessons are practical, requiring learners to plan, develop and reflect which in turn are principles taking from a number of different models of enquiry. It is believed by Lewis (2019) that both strategies of KWHLAQ and O-T-Q are good scientific observation processes which can lead to a scientific enquiry performed by the learners (see appendix one). In effect, this reflects how scientists work by using pre-existing ideas to make observations to conclude if the observations meet the hypothesis. As recognised by Turner et al. (2011), learners require independence in their approaches in order to enhance the learners’ ability to explain outcomes. Nevertheless, Alan et al. (2005) recognises that learners can only carry out a task independently within their conceptual understanding. This can be achieved through observations or investigations as Donaldson (2015) emphasises that learners acquire scientific knowledge in practical ways. Piaget’s theory of cognitive development (1973) adheres to this as knowledge is activated through the use of materials and objects. According to The Association for Science Enquiry (2017), scientific enquiry grows the learners learning capacity by allowing learners to develop a range of skills which can be taught through a cross-curricular approach. This suggests that a number of subjects can be developed from the curriculum providing them the opportunity to develop a number of skills within the enquiry (Barnes, 2015). 

Enquiry Based Learning in the Humanities 
Pickford et al. (2013) highlights that enquiry delivered through humanities can influence the learners’ perspective on how they see the world by looking at the past, present and the future which should be taught within the FP and KS2. As emphasised within history, historians are analysing human actions from the past which allows us to understand ourselves and others. Arguably, EBL within humanities can provide opportunity for outdoor learning as Grigg and Hughes (2013) highlights that the use of fieldwork can deliver an EBL activity. The Welsh Government (2015) emphasises that learners within the FP should be provided the opportunity to gain confidence to explore the indoor and outdoor environment. In this case, learners will be provided the skills beneficial for social and cultural changes (Pickford et al., 2013). Effectively, learners are likely to ask questions which is a crucial element delivered through EBL as Crombie (2014) recognises that we are constantly asking questions in order to discover new information. Grigg and Hughes (2013) suggest that learners are likely to ask who, what, where, when and why questions during an enquiry which is fundamental in order to collate information to answer the overarching question. 

One model delivered within the area of learning of humanities is The Four Stage Model – The Investigative Cycle (see appendix two) (Samuel, 2009). There are four main processes to this EBL model; generate, do, analyse and reflect. Applying this model to an enquiry can be attained through the use of a theme. Department for Children, Education, Lifelong Learning and Skills (2008b) imply that the use of a theme during a historical enquiry can allow practitioners to consider which curriculum skills they desire the learners to achieve. As highlighted within the current curriculum, learners of KS2 should be provided the opportunity enquiry and understand the actions of people, the cause of events and their consequences (DCELLS, 2008b). As a result, the chosen theme is World War Two (WWII) with the overarching question to the enquiry being “what happened during World War Two?” During this historical enquiry, the learners will ask and answer questions during the period of WWII, plan an investigative approach to undertake, use a range of primary and secondary resources and reflect on their findings collated during the enquiry (DCELLS, 2008b). Providing opportunity for the learners to use a range of sources is critical as Pickford et al. (2013) suggests that the discovery of more evidence allows us to understand history. 

Stage One: Generate 
The initial stage of The Four Stage Model is ‘generate.’ As highlighted by Samuel (2009), the learners during this process ask questions and activate their prior knowledge following the given scenario provided by the practitioner. This historical enquiry will be introduced by the practitioner taking the learners back in time to the era of the nineteenth century with the practitioner playing the role of an officer. Auditory elements will be introduced to allow learners to develop their imagination to experience a replica scenario much like many individuals did during the blitz. The sound of an air raid by loud sirens will be played, forcing all learners to take cover in an Anderson shelter filled with blankets, water bottles, comics, an oil lamp, medals and uniform which may be familiar to a number of learners in the class. In this way, the practitioner can activate the learners’ prior knowledge by encouraging the learners to disclose any family history who have experienced WWII, as artefacts during WWII can easily be sustained by relatives. The use of visual and auditory senses is beneficial as Brown (2015) highlights that learners develop their engagement and allows learners to gain a deeper understanding. On the other hand, Pickford et al. (2013) highlights the challenges faced by the learners as artefacts cannot be easily interpreted without the knowledge of the practitioner. However, during the enquiry, the learners are able to gather a range of information from different sources to gain a deeper understanding. As suggested by Pike (2016), the role of the practitioner is to ensure that each learner develops a new level of knowledge and understanding of the world through the enquiry. 

During the process, the practitioner will facilitate the learning by activating the learners’ prior knowledge. Activating prior knowledge can be achieved using an online interactive programme called ‘Padlet’ with elements used from a KWL grid. This method allows the learners to identify what they already know (K), what they would like to know (W) and what they have learnt (L). The importance of activating the learners’ prior knowledge has been addressed by Piaget (1973) and Ausubel (date unknown, cited by Allen, 2010) who suggests that learners use their knowledge in order to actively engage within their learning, decreasing the support provided by the practitioner. As a result, prior assessments allow practitioners to tailor their future planning in order to ensure progression (Russell, 2016). Effectively, Estyn (2017) suggests that highly affective lessons build upon the learners’ prior knowledge and interest. Positively, the use of a KWL grid allows learners to become actively involved during the planning of their learning, ensuring that their interests are considered. Listening to and identifying the learners’ contributions is important in order to create an inclusive environment for the learners where their health and well-being are considered (Hoodless et al., 2009). It is believed by Grigg and Hughes (2013) that learners will only share their questions when they feel valued. Identifying what elements of the topic the learners would like to learn is critical in order to encourage participation (Edelson et al., 1999; Lakin, 2013).  

The use of a KWL grid encourages the leaners to form their own questions, allowing the practitioner to assess the learners’ understanding of the topic and to identify any misconceptions raised by the learner (Cooper, 2013). Nevertheless, Pickford et al. (2013) suggests that practitioners are encouraged to model questions in order to stimulate the learners’ thinking skills. One question provided by the practitioner could be ‘when did WWII happen?’. Modelling questions to learners is found beneficial as Pike (2016) asserts that a number of learners will require constant support throughout the enquiry process. In this case, the practitioner can encourage learners, tailor their outcomes to meet their ability or provide assistance during the activity. As highlighted by Mantassori (2007, cited in Isaacs, 2012), the role of the practitioner is to encourage the learners to develop sufficient skills in order to self-construct. In this way, scaffolding allows learners to reach their full potential and could result learners to gain independence within the near future (Vygotsky, 1978; Bruner, 1966). Arguably, Hattie (2008) believed that practitioners often provide excessive amount of support, causing learners to become passive instead of activating their own learning. Alternatively, the method of EBL can challenge the learners by increasing their thinking skills by implementing Bloom’s taxonomy during this process. The practitioner can encourage the learners to expand on their original ideas with this framework promoting higher order thinking skills and lower order thinking skills, meeting the needs of all learners within the classroom (Bloom, 1956 cited by Tes, 2013). In this way, several questions may be composed by the learners in order to carry out an independent enquiry; how did they survive? Why did children evacuate? What happened during the blitz? 

Besides history, other areas of learning can be considered to cater for the learners’ interests with focus on the overarching theme of WWII. For example, a science lesson using their enquiry skills to investigate the uses and properties of materials would allow learners to conclude which material is suitable for their shelter. This theme enhances a possible use of a cross-curricular approach with further opportunity to embed numeracy, literacy, digital competence and Y Cwricwlwm Cymreig (YCC). Barnes (2015) claims that a cross-curricular approach can positively inspire learners and improve their academic performance with the curriculum being the focal point. Certainly, Y Cwricwlwm Cymreig will be embedded throughout this enquiry as Swansea was highly affected during WWII. This allows the learners to understand how lives have been shaped by the past through learning about the Welsh history (WAG, 2003). Historic England (2016) highlights the importance of local history in pupils’ learning as it allows the enquiry to extend from manageable studies into complex ones, moving on to national areas affected, whilst understanding how their local community has developed. Nevertheless, the practitioner is required to be careful not to stereotype the Welsh when embedding Y Cwricwlwm Cymreig within activities. 

Stage Two: Do 
The second stage of The Four Stage Model is ‘do.’ During this process, the learners are required to select and collect evidence and information based on the question or theme in order to deepen their understanding (Samuel, 2009). Pickford et al. (2013) asserts that the teaching and learning method of EBL requires learners to self-direct their learning whilst indoors and outdoors. This can be achieved by the practitioner adapting the process of enquiry. In particular, Donaldson (2015) highlights that humanities provides rich opportunities for learning to take place beyond the classroom. Therefore, an educational visit to a WWII museum will enrich the learning by the learners developing an awareness of their local area during this era. The Welsh Assembly Government (2008a) conveys that educational visits enrich the learning whilst increasing the learners’ motivation and self-esteem, thus, they are likely to remember the experience. Grigg and Hughes (2013) also identifies that a visit to a museum can cater for a range of interests implying that the learners will be engaged during the educational visit. 
Prior to introducing the learners to the idea of an educational visit, the learners will be provided a range of resources, developing the skills of interpreting and observing the information received (see appendix three). Introducing photographs taken during this period can develop the learners’ curiosity and entice questions in order to disclose answers to the questions they desire to answer by the end of the enquiry. Pickford et al. (2013) maintains the view that photographs can be interpreted in a various amount of ways, allowing learners to appreciate and recognise that a number of learners hold different views. This may come as a result of the learners contrasting in their life experiences, affecting their interpretation of the photograph and may decrease the use of subject related words (Scoffham, 2010). In effect, the teacher can facilitate their learning by asking the learners further questions and making comparisons to the present time. Questions posed could include: where is your safe place? How would you be feeling if you were this person in this picture? Do we see this happening in society today? Pickford et al. (2013) recognises the importance of making connections to the present time as history is not only about the past but how we are living today. Undoubtedly, schools can access a range of photographs to enhance the learners’ knowledge and understanding which may become challenging for a physical artefact to be obtained within schools (Cooper, 2013). 
Despite this, reading a range of different texts during this era can inspire and motivate the learners’ creativity which can later provide them the skill to replicate their own (Hoodles, 2008). Additional artefacts such as diaries or newspaper articles can allow learners to evaluate information written by individuals during this era. As a result, the learners will develop the skill of interpreting history and identify how the past is presented today. As highlighted within the curriculum, learners should “express opinions clearly about topics and written texts and include supporting reasons” (DCELLS, 2016, p. 4). Using exemplar work during this stage as an assessment for learning will allow learners to be clear on the structure and presentation of a diary which can be used in the following stage. As emphasised by the Welsh Government (2010), learners are required concreate examples alongside verbal instructions in order to create pieces of work to a higher standard. However, the use of written sources may disadvantage learners who are not literate. Anyhow, through the use of these artefacts, the learners are able to deepen their understanding of the nineteenth century and pose additional questions in order to direct their line of enquiry when visiting the museum. This can be achieved through the practitioner providing learners the access to the website of the museum and provide leaflets containing relevant information. 
Prior to the educational visit to Swansea Museum, the learners will be required to research the clothing worn during the nineteenth century. On arrival, the learners will come to school in their role; girls dressed in skirts and boys dressed in short trousers. Additional research to the type of foods eaten during this period can also be encouraged in order to enhance the learners’ experience. Cooper (2013) suggests that this creative approach to teaching and learning allows them to deepen their imagination whilst being in the role. As suggested by Department for Education and Skills (2006), providing first-hand learning can make subjects more valid and are likely to understand the concept.  Further information can be explored during this educational visit to a museum with a workshop named ‘Swansea at war’ available for years five or year six to encounter. During this visit, the learners will be able to investigate how the old town centre of Swansea was bombed, the effects the war had on people, how they survived the blitz and why children were evacuated. As a result of the practitioner organising appropriate activities to be encountered by the learners, the learners are able to recognise when they have collated relevant information that answers their previous questions. Evidencing and recording this information is critical in order to analyse within the third stage. This could be collated through taking photographs, video recordings or notes written by the learners. Alongside the tour guide, the practitioner can facilitate the enquiry by providing support and guidance when required. This allows the learners to develop their oracy skills by asking and answering questions, highlighted within the Literacy and Numeracy Framework (LNF) (Welsh Government, 2013).

Learners within KS2 should be provided the opportunity to consider different view of historical events in order to develop their interpretational skills (DCELLS, 2008b). The WWII museum located in Swansea provides the learners the opportunity to interview an individual who lived during this era. Marwick (2001) suggests that the use of primary research allows learners to make decisions based on evidence by recognising the strengths and limitations. Alongside this, the learners will be required to distinguish between facts and opinions in order to collate relevant information. The use of child-lead interviews is powerful, allowing the learners to construct their own questions and enforce a pathway they wish to encounter (Pickford et al., 2013). Although the interviewee can recall events that took place during this era, long distant events may become a lost memory. Furthermore, Harris and Foreman-Peck (2004) emphasises that a number of learners find it difficult to empathise with the past and can be very difficult for the practitioner to teach empathy to the learners. Facilitating the learners with artefacts prior to the educational visit allows learners to develop upon their prior knowledge and begin to expand their knowledge and understanding of the nineteenth century. As emphasised by Robert (2013), often learners are not provided answers to the enquiry which requires them to connect new information and prior knowledge. 

Stage Three: Analyse 
The third stage of The Four Stage Model is ‘analyse.’ During this stage, the learners will analyse the information gathered during the previous process. This stage is critical as this allows the practitioner to identify any misconceptions that are raised by the learners. As highlighted within Vygotsky’s (1978) theory, the role of the practitioner is to identify the amount of assistance the learners require from a knowledgeable other in order to be within their ZPD. During this process, the learners will work in mixed attainment groupings in order to facilitate learners of lower attainment. This method has been chosen as the use of ability attaining groups affects the learners’ mindset as we are labelling the learners on how well they can achieve. Dweck (2016) conveys that learners with a growth mindset are able to improve their qualities of their learning and are not afraid of failure. By developing this structure, learners are likely to succeed as fixed mindset suggests that they cannot reach beyond their qualities or intelligences. According to Grant (2019), grouping learners in accordance to their attainment has occurred in schools within the last thirty years. Research by Sellgren (2017) claims that grouping learners with learners of similar attainment meets the needs of the learners during tasks. On the contrary, learners of middle ability are often ignored by the practitioner as their focus is towards supporting or challenging learners of lower or higher attainment (Grant, 2019). 

During the analyse process, the learners are encouraged to prepare their findings to present this information during the final stage of the enquiry model. Grigg and Hughes (2013) advocate that learners during EBL should be encouraged to take responsibility for their own learning which can be achieved by allowing the learners to decide on their final product. The practitioner should encourage the learners to prepare their findings in a way in which relates to the theme or the question “what happened during World War Two?”. Sharing the learning objective and success criteria prior to presenting the learners’ findings will ensure that the learners are able to achieve their potential. Hattie (2012) suggest that effective feedback comes from the learners which allows the practitioner to assess how close they are to meeting the success criteria. On the other hand, Carless (2006) recognises that feedback is only provided to the whole class and not to learners individually when provided by the practitioner. Therefore, a number of learners do not believe that the feedback provided is relevant and thus they are unlikely to make improvements to their work.

Presenting their findings can be achieved in various ways; producing a news broadcast, making an Anderson shelter or by writing a diary as an evacuee. Garner (2006) emphasises that this comes as a result of the learners contrasting in their intelligences. Therefore, during this process, the theme of choices and decisions will be encountered from the Education for Sustainable Development and Global Citizenship (ESDGC) framework. Learners within their groups will be required to listen to other learners’ views and express their own as well as work collaboratively in a group in order to solve problems (DCELLS, 2008a). Effectively, whilst working in the group, learners will develop their creativity skills through self-construction. The characteristic of collaboration during EBL has been adhered by social constructivists. As highlighted by Vygotsky (1978) and McBlain (2014), collaboration encourages highly effective lessons which allows learners to solve problems and construct understanding from their peers. Lloyd and Smith (2004) also conceives that creativity can develop the learners’ self-esteem and effectively develop the learners’ performances.

Despite the learners presenting their findings in various ways, utilising different skills from the curriculum can be achieved through a cross curricular approach. Learners with linguistic intelligences may write a diary as an evacuee, developing the skills to write for different purposes (WG, 2013). Alternatively, learners with spatial intelligences may present their findings constructing an Anderson shelter, developing skills taken from the subject of design and technology. During all processes, learners can be encouraged to use a range of technologies, incorporating the use of the digital competence framework. Blatantly, learners with interpersonal intelligences may embed the use of the digital competence framework more apparently than other learners by presenting their information through a news broadcast. This can be achieved by using a green screen in order to develop their creativity. Digital competence is one of the three main cross-curricular responsibilities which has been embedded within the new curriculum. Donaldson (2015) emphasises that technology is important for communication and information. The use of technology has been adhered by a primary school teacher who suggest that providing learners the opportunity to explore technology provides them the skills which will prove vital in the near future (Neild, 2015). Nonetheless, many schools within Wales do not have the funding for technology and thus, it is found difficult to provide learners this experience. Neild (2015) also recognises that the use of technology is affecting the learners’ use of handwriting with the use of programmes such as ‘Hwb’ within schools. On the contrary, the programme Hwb allows practitioners to assess the work produced by the learners and can encourage online safety. 

Fourth Stage: Reflect
The final stage of The Four Stage Model is ‘reflect.’ During this stage, the learners will reflect upon their findings by presenting their work to the other members within the class (Samuel, 2009). Prior to this stage, the learners should have gathered a range of information from primary and secondary sources, allowing them to gain a better understanding of the nineteenth century. It is important that a number of assessment for learning strategies are implemented within this stage to identify what the learners have learnt within their individual enquiries. Through a learner-centred approach, learners are able to present the information collated. As suggested within the current curriculum, learners should be encouraged to organise and use their communication skills. By presenting their findings to their peers, the learners will be required to select and recall historical information which in turn can also develop their chronological awareness by identifying what events happened at which time (DCELLS, 2008b). When learners are displaying their end products, the practitioner should promote an environment which facilitates the learners’ health and well-being. Maslow (1954) suggests that this is an important element within education as learners are required to develop their psychological and safety needs prior to reaching their full potential within education. This can be delivered through praising the learners once disclosed their end product. Identifying what the learners have learnt during this enquiry can be shown by returning to the use of the KWL grid. It is hoped that by the end of the enquiry, the learners would have deepened their enquiry skills and are able to compare and contrast the nineteenth century to today’s society. 

To conclude, the new curriculum proposed by Donaldson (2015) recognises element within EBL. Within the twelve principles for effective teaching, he highlights that practitioners should activate the learners’ prior knowledge, encourage collaboration, promote problem solving and creative thinkers whilst encouraging learners to take responsibility within their own learning. Effectively, EBL allows learners to guide an enquiry that interests them, arguably increasing the participation of learners within activities. 
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Appendix

Appendix One:  Scientific Models of Enquiry

KWHLAQ Model of Enquiry: 

K - What do we think we already know about the subject?
W - What do we Want/ Need to find out about it?
H - How and where will we search for answers? How will we organise our investigations? 
L - What do we expect to Learn? What have we Learned?
A - How will we Apply what we have learned to other subjects? To our personal lives? To next projects?
Q - What new Questions do we have after our enquiry?

O-T-Q Model of Enquiry:

O - Observe objectively 
T -Think reflectively 
Q – Question frequently

Source: Lewis, C. (2019) Lecture Notes. Sessions one and Two. UWTSD. 


Appendix Two: The Four Stage Model – The Investigative Cycle
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Samuel, E. (2009) Investigating Our World: Developing Investigation Skills in KS2 Geography. Caerphilly: G.Ap. Publishers.  

Appendix Four: Resources Provided to the Learners Prior to the Educational Visit

Physical objects:
Source:
 https://www.tts-group.co.uk/blog/2017/09/19/world-war-2-evacuation.html (Accessed: 9th May 2019). 





Photographs:
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 https://mashable.com/2015/07/24/wwii-backyard-bunkers/?europe=true (Accessed: 9th May 2019). 















Source:
https://www.independent.co.uk/news/uk/home-news/family-separation-second-world-war-us-immigration-evacuation-children-a8407581.html  (Accessed: 9th May 2019). 
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Source:
http://2.bp.blogspot.com/-wpVHYIj35Uw/TgHwTZyF0vI/AAAAAAAAAGo/oA6Crt9Vxj8/s1600/world-war-ii.jpg (Accessed: 9th May 2019). 
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 Source:
https://1.bp.blogspot.com/-ly5OffFwuh0/WT6hZIgya7I/AAAAAAACtMg/x1gmFQqih2QGwYjxGal0jxs15JY4N05aACLcB/s1600/the-blitz-1.jpg (Accessed: 9th May 2019). 
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 https://www.walesonline.co.uk/news/wales-news/the-old-core--old-1091280 (Accessed: 9th May 2019). 
Source:
 http://worldwar2headquarters.com/HTML/transport/American/willys.html (Accessed: 9th May 2019). 
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