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.

There is a well-known saying often attributed to Benjamin Franklin; ‘Tell me and I forget, show me and I remember, involve me and I understand’ (Spronken-Smith, 2008) which is the key to enquiry-based learning (EBL) because children who are actively involved in their learning will learn more through the experience than those who are not.  Additionally, Dale (1970) observed that if children have first-hand, direct experiences they will be more meaningful and memorable and therefore should be at the root of all education.  The University of Manchester (2010) defines EBL as ‘An environment in which learning is driven by a process of enquiry owned by the student’ while the University of Chester (2019) says EBL is a learn by doing approach that is child centred.  The link between them all though is that the child is leading the learning.  There are many characteristics of EBL but five have been identified as key by Kahn and O’Rourke (2004) and are commonly referred to when considering EBL (see University of Chester, 2019; Spendlove et al, 2006; Spronken-Smith, 2008).   These characteristics are: Open-ended engagement; Student directed lines of enquiry; Students draw on prior knowledge; Stimulating tasks that encourage active exploration; Student responsibility for analysis and presentation of evidence.  All these characteristics should be considered during planning for EBL, regardless of the level of enquiry that the children are working at.

EBL is built on the constructivist approach that children learn through interaction with the world around them, their questions and observations are at the heart of their learning and responsibility for the learning lies with both teachers and children (Lister, n.d).  Dewey is often associated with EBL as he introduced the idea of a project approach using cross-curricular methods (Pound, 2006).  Furthermore, he is seen as the instigator of the learn by doing approach as he believed that children wanted to be active and exploratory in their learning (Pegg, 2017).  Dewey built on the theories of other constructivists such as Piaget, Vygotsky and Bruner, with his views that children should be active rather than passive recipients and should link their learning to prior knowledge and experience (Teach Thought Staff, 2016).  He wanted education to have real life experience at its foundation and wrote ‘If you have doubts about how learning happens, engage in sustained inquiry’ (quoted in UCD Dublin, n.d.), thus encouraging the use of enquiry in the classroom.  However, he advocated the teacher stepping back and becoming a facilitator instead of a mentor of enquiry which contrasted with Vygotsky’s view of the teacher as the mentor (Glassman, 2001).

Bell, Smetana and Binns (2005) introduced a four-level model of enquiry that they modified from Rezba, Auldridge and Rhea (1999).  They differentiated the levels of enquiry ranging from high levels of teacher led to high levels of child led based on the amount of information given to the children.  The level used by teachers depends on the children’s prior experience with EBL, as well as their age, and slowly replaces the teacher as the leader of enquiry until they become the facilitator and the children lead the way (Meehan, 2018).  Sarita (2017) clarifies these levels further:

· Confirmation: The children are given the question, method and answer before using thinking and investigation skills to confirm the method produces the answer.  
· Structured: The children are given the question and method which they use to produce evidence to support a conclusion.  
· Guided: The children are given an open question before they investigate and design a method to reach a conclusion.  
· Open: The children generate their own questions, decide a method of investigation and present their findings.

Confirmation and structured are considered low level enquiry while guided and open are considered high level enquiry due to the high level of autonomy and higher order thinking required. At this high level, open is often considered as true enquiry (Meehan, 2018) but this continuum of enquiry allows children to develop skills and gradually build up to the higher levels (Bell, Smetana and Binns, 2005). Regardless of the level of enquiry used, EBL is considered ‘fundamental for the development of higher order thinking skills’ (Sarita, 2017, p. 163) and using Bloom’s Taxonomy skills of analysing, synthesising and evaluating supports this development (Guido, 2017).  VanTassel-Baska (2012) agrees that using Bloom’s can support a child’s learning to go from low to high levels, while the use of higher-level questions promotes lifelong learning and is effective for all children.  

ADVANTAGES AND DISADVANTAGES 
When EBL is a core part of children’s learning, it uses a cross-curricular approach to develop transferable skills (NACE, 2018) like problem-solving and has shown improved exam performance, higher-level thinking development and a deeper engagement with learning (Meehan, 2018).  Research has found that EBL has a positive effect on all children, including those with additional needs, with improvements in creativity, positivity and independence (Debroy, 2018).  Additionally, EBL is of benefit to children who prefer practical activities, rather than academic, and for low achieving children it can prove far more engaging and rewarding than sitting at a desk reading and writing all day (TeAchnology, n.d.).  Further research has shown that when children engage in active learning, they generate questions that are indicative of higher order thinking and acquire skills that are relevant to success after education such as critical thinking and problem solving (Bhagat, 2017).  For Lawton (2006), EBL offers the opportunity to encourage collaboration and mutual respect through groupwork and more importantly, curiosity and reflection while Little (2016) views the ability to offer differentiated learning for children to work at their own pace as a benefit because it allows ownership of learning and inspires children to apply themselves, which leads to progression.

It should not be assumed that EBL is without its challenges though.  As has been noted, EBL uses a cross-curricular approach and places the teacher in the role of facilitator, allowing the children to lead the learning.  Although this is a benefit to EBL it is also a challenge, especially in relation to groupwork as it will not be effective if the children have not already experienced groupwork, learnt how to collaborate and developed their communication skills (Mindshift, 2013).  In addition, for many teachers, the time needed to plan and prepare for EBL can seem overwhelming and make them reluctant to move to this style of teaching (Debroy. 2018) while others feel a lack of confidence in relinquishing control of the learning to the children (Gatt and Zammitt, 2017).  These challenges, along with a lack of support for teachers to implement EBL can prevent schools from adopting this approach (Debroy, 2018).

Despite the challenges, there are clearly many advantages to EBL, especially developing thinking skills, and Wales has highlighted the importance of this and metacognition in recent years.  The Welsh Government defines the development of thinking as ‘developing patterns of ideas that help learners acquire deeper understanding and enable them to explore and make sense of their world’ (DCELLS, 2010b) and sees connections with assessment for learning (AfL) especially through questioning and group work.  Using AfL strategies within questioning supports Bloom’s Taxonomy and group work encourages active participation with peers, which is important within constructivism (DCELLS, 2010a).  Donaldson (2015) views critical thinking, planning, creativity and reflection as part of the wider skills within education and within his four purposes has defined elements of these through questioning, problem solving, creative thinking, evaluating and using evidence and researching.  In the new Welsh curriculum (Education Wales, 2019a), Donaldson’s wider skills are identified as being of vital importance to children due to their use in the wider world and workplace while preparing them to respond to challenges both now and in the future.

EBL IN THE HUMANITIES
Humanities covers the subjects of Geography and History (Estyn, 2017) at present, although for the purpose of this essay, RE will be included under the current humanities umbrella.  In the new Welsh curriculum humanities area of learning and experience (AoLE) this will expand to include Religious Education (RE), Business Studies and Social Studies (Education Wales, 2019b), although only Geography, History and RE is likely to be applicable in primary schools.  EBL has been used in the humanities for many years in varying forms and Catling (2017) observes that expert humanities teachers use several approaches in their teaching to develop children’s thinking through practical activities, fieldwork, visits and cross curricular tasks using engaging resources.  Estyn (2017) found that when characteristics of EBL were included in lessons, such as building on prior knowledge and active engagement, these lessons were valued more by the children who were able to make clear links to their learning.  The limited use of EBL, especially within RE, has been identified as a weakness by Ofsted (2010) as despite evidence that it challenges children and develops additional skills, many schools focus on the gathering of information only.

To enable teachers to engage children in EBL effectively, several models exist within humanities to support the planning, resourcing and delivery of EBL.  There are currently 6 models for EBL used in Wales, some which are specific to a subject and others that may be applicable to several.  Within History, there exists the ‘S’ model (Grigg and Hughes, 2013) that has four stages of investigation: select; search; sift and synthesise; share.  Geography contains four models, one of which is the 4-stage model of investigation cycle (Samuel, 2009) that moves through the stages of generate, do, analyse and reflect.  Also, the enquiry question and questioning model (Pickford, Garner and Jackson, 2013) that introduces an overarching question from the teacher and subsidiary questions from the children to investigate further.  The Michael Storm 5 question model (Storm, 1989) introduces 5 key questions in a similar way to the enquiry question and questioning model.  They consist of 5 overarching questions and numerous subsidiary questions, except the subsidiary questions are generated by Storm and not the children.  Finally, there is the 6-stage enquiry framework (Dinkele, 2004) which is a more focused enquiry than the other models.  For RE, there is just one model, the five stages of enquiry in RE (Ofsted, 2010) that laid out a clear way of progressing the children’s thinking.

There are similarities between all the models through the process of enquiry, as all involve planning, questioning, investigating and reflecting in some form and EBL may include elements of several models where appropriate.  The intention of the models is to enable enquiry, which is a key element in the Humanities AoLE as it states, ‘Learners’ journey through Humanities will be characterised by enquiry and discovery’ (Education Wales, 2019b, p. 6) and clarifies that this will occur through questioning, critical thinking and reflection while encourage children to work independently and collaboratively, problem solve and present their findings in an innovative way.  Although Estyn (2017) has identified elements of good practice in EBL, it is not consistent, and it is hopeful that the new curriculum will support further development of EBL in the humanities consistently across Wales.

EBL IN SCIENCE
In Science, the process of enquiry is described as ‘Using scientific investigation and the capabilities used by scientists to develop understanding of the world around’ (Harlen, 2015, p. 38).  The current Science curriculum in Wales holds enquiry as a key skill both in the Foundation Phase (FP) where children are encouraged to explore the world around them through enquiry, exploration and questioning (Department for Education and Skills, 2015), and at Key Stage 2 (KS2) where the enquiry skill is developed through the plan-develop-reflect model (DCELLS, 2008c).  Within this model, there are specific skills of enquiry such as pattern seeking; exploring; making things; fair testing; classifying and identifying; using and applying models (DCELLS, 2008c) and Turner et al (2011) suggest similar areas although they include research and observing over time in place of exploring and using and applying models.  However, by introducing these different skills through EBL, the children will be able to make their own decisions about the appropriate skills to use when planning their own enquiries, thus introducing a greater level of independent learning (Turner et al, 2011).

EBL offers opportunities to engage children, encourage discussion and deepen children’s scientific knowledge (Practical Action, 2019) and the Association for Science Education (2018) are of the view that all children should participate in scientific enquiry, regardless of where they live. At present, Science is a stand-alone subject at KS2 and falls within the Knowledge and Understanding of the World area in the FP but in the new curriculum it will combine with computer science and design and technology in the Science and Technology AoLE to ensure that children aren’t just ‘doing’ Science and Technology but understanding and developing their skills and abilities (Education Wales, 2019c).  

Within the plan-develop-reflect model, there is a generic model of enquiry that is similar at its heart to those within humanities and Murdoch (2010) gives a general overview of five stages for children: tuning in; finding out; sorting out; reflecting and acting; evaluation.  By incorporating these ideas into EBL, the children discover how to ‘do science’ by learning about its nature and the link between their ideas and the evidence.  Therefore, when using the skills under the plan-develop-reflect model, in conjunction with Murdoch’s stages, each enquiry can feed further enquiries and help children to understand the process and relationship between creative thinking and evidence production (Howe et al, 2009).  This allows for active learning to be embedded in the process as the teacher moves to a facilitator role as seen in the guided and open enquiry levels and promotes a greater level of autonomy (Zion and Mendelovici, 2012).

PART 2
Although EBL can be applied across the humanities, science and other subjects within the curriculum, a series of lesson focused on RE in upper KS2 will be used to demonstrate the application of EBL using the 5 stages of enquiry model (Ofsted, 2010) and the enquiry question and questioning model (Pickford, Garner and Jackson, 2013).  As discussed previously, although the 5 stages of enquiry model is the only one designed for RE, the other humanities models have elements that are suitable to use across the subjects.  Cambridgeshire Standing Advisory Council on Religious Education (2013) refined the Ofsted model further under the headings: Engage; Enquire; Explore and Explain; Express; Evaluate and suggested that RE works best when teachers allow the children to be active participants in their learning.  Throughout the enquiry the children will continually assessed by the teacher through observation of the levels of questioning, collaboration, research skills and presentations (Barnes, 2011) which will be planned into the enquiry from the beginning (Davies, 2004).  These, along with peer assessment, will allow the teacher to discern the depth of understanding gained by the children during the enquiry without the need for formal written pieces of work and testing.  For the purpose of this enquiry, it is assumed that the children have prior experience of EBL and are working at an open level with a high level of child led and low level of teacher led learning (Sarita, 2017).  

The intention of the enquiry will be to introduce the children to four different religions: Hindu; Muslim; Sikh; Christian as many children may only have experience of one or none of these religions and it is a statutory requirement for them to study Christianity and the other main religions as part of the RE framework (DCELLS, 2008b).  Furthermore, Davies and Francis (2007) observe that learning about world religions helps in the understanding of world heritage and Donaldson (2015) agrees, showing the importance of children being knowledgeable about the communities and cultures surrounding them by including them in his four purposes.  When exploring four of the major religions in Great Britain, the children will not be asked to adhere to any specific beliefs but be given the opportunity to develop their understanding of the beliefs and practices of other religions and how they are practised in today’s world (Davies, 2004) while demonstrating that Wales is a ‘multi-cultural, multi-faith country’ (Estyn, 2018, p. 8) full of many religions and cultures.  It has been found that the use of EBL resulted in more effective lessons, challenged children to develop investigation and analysis skills and enabled them to become ‘effective explorers of the world of religion and belief’ (Ofsted, 2010, p. 45) and Education Wales states (2019b, p. 20) ‘enquiry enables self-reflection which adds meaning to their own lives and contributes to their sense of place in the world’ which is the intention of this EBL.  

To introduce the enquiry, the children will undertake educational visits to places of worship in their local area, notably a Mosque (Islam), Mandir (Hindu), Gurdwara (Sikh) and Church (Christian) in their local area, and it is intended for the purpose of this enquiry that the local area will be multicultural.  Prior to their visits, the children will be informed of the requirements regarding clothing that may be needed, such as removing their shoes when entering the Mandir, or wearing a head covering in the Gurdwara to show respect of the place of worship (Davies, 2004).  The importance of children recognising the range of religions and places of worship in their local area will encourage them to consider the reason for this in relation to the cultures around them (Griggs and Hughes, 2013).  By investigating the places of worship local to their school, children will begin to understand the identity and culture of their area alongside the religious beliefs that shape their communities (DCELLS, 2008a) thus meeting elements of the Education for Sustainable Development for Global Citizenship (ESDGC) and encouraging them to be ‘ethical, informed citizens’ (Donaldson, 2015, p. 30) with the knowledge gained about their local culture and community.  The visits will be spread over a few weeks and at each place of worship the children will be encouraged to ask questions of the spiritual leaders to develop their understanding of each place.  Educational visits are important as they offer real life experiences to make learning more interesting (Ofsted, 2008) and allow the children to experience sights and environments that are not possible in a classroom (Clifton, 2018).  

Stage one of the model is about formulating questions and is intended to last one lesson. The children will be encouraged to formulate questions to support them in focussing the direction of the enquiry (Ofsted, 2010) and a KWL grid will be used at this stage to allow the children to record what they already know from their visits and what they want to know further (DCELLS, 2010a).  Throughout this stage, the children will make links based on their experiences while activating their prior knowledge to meet the curriculum skill of ‘exploring religious beliefs, teaching and practice(s)’ (DCELLS, 2008b, p. 19) and discuss the fundamental questions raised by their visits to meet the skill of ‘engaging with fundamental questions’ (DCELLS. 2008b, p. 18).  The KWL grids will be completed independently before the children come together in four groups to work collaboratively on developing their learning.  By drawing on prior knowledge and directing their own enquiry, the children will be using two of the characteristics of EBL.

The teacher will facilitate the group work by displaying the symbols of the four religions (Appendix 1) and asking the overarching question ‘What do these represent?’ before encouraging the children to generate their own subsidiary questions in their groups, as suggested in the enquiry question and questioning model.  The children will have been exposed to the symbols during their visits and may be able to recall details that were shared with them by the different spiritual leaders.  The overarching question may seem specific but is an open question intended to spark the children’s curiosity (Pickford, Garner and Jackson, 2013) and make them want to delve deeper into the symbolism and key features of the religions or even the history of the symbol itself.  While the children are discussing their subsidiary questions, the teacher will facilitate the learning by supporting the discussions and promoting quality group work (DCELLS, 2010a).  Once the children have generated their subsidiary questions, the questions will be divided up specific to each religion and placed on different tables before the children are placed into new groups and allocated a specific religion to enquire further into.  They will place the class questions relating to their religion into a diamond nine ranking to allow them to refine the direction of their enquiry and decide on the most important three questions for them as a group (DCELLS, 2010a).

Stage two of the model is about planning the enquiry and is expected to last one lesson.  At this stage of the enquiry, the children will have identified the three questions they want to investigate further through their diamond ranking and will now begin to plan how they will find the answers.  They will have to consider the resources they will need to use, the order they will investigate and how they will share the work between their group (Ofsted, 2010).  As a facilitator of their learning, the teacher will make children aware of resources that are available for them such as websites, books and artefacts or will arrange for visitors from the different religions to come into school to answer questions or share further information about their faith if that is what the children request.  As a starting place for all the children, the website - www.primaryhomeworkhelp.co.uk/religion/ will be recommended as it gives an overview of each religion, their beliefs, traditions and festivals.  On top of that, the book What Do You Believe by DK will also be a useful resource as it presents information on the history and key events of each religion.  Artefacts that contain the symbol will be provided where possible as the use of artefacts allows children to engage directly and they are more stimulating than a book or website (Education Scotland, n.d.).  For Christianity this might be a cross or image of Jesus on the cross, Hinduism may be images of the gods or the symbols, Islam may be a prayer mat and Sikhism might be a chauri.  These resources will support the children in finding information to enable them to refine their ideas further and focus in on the direction of their enquiry (Griggs and Hughes, 2013) although they will be expected to handle the artefacts respectfully, remembering that these are significant artefacts to the members of each religion (Davies, 2004).

Stage three of the model relates to conducting the enquiry and comparing and analysing evidence.  This is the stage where the most active learning is taking place as the children lead their learning by undertaking research using the resources provided by the teacher as requested by them in stage 2 and is likely to take several lessons to complete.  During this stage the children will be investigating evidence from many sources to support their opinions but will be expected to remain open-minded when doing so, meeting the curriculum skills of ‘engaging with fundamental questions’ (DCELLS, 2008b, p. 18).  Additionally, they may begin to make links between the beliefs and teachings of their specific religion and its impact on its believers, meeting the curriculum skill of ‘exploring religious beliefs, teaching and practice(s)’ (DCELLS, 2008b, p. 19).  The process of this stage of enquiry, when the children are considering the evidence, developing their ideas and making decisions about the information gathered also develops thinking skills (DCELLS, 2008d).  The teacher at this stage will support the children in critically reviewing their information and deciding their next steps through questioning (Pickford, Garner and Jackson, 2013), using Bloom’s Taxonomy to encourage higher order thinking while playing devil’s advocate to challenge the children’s thinking and encourage to consider different viewpoints (Erricker, Lowndes and Bellchambers, 2011).  One of the important tasks for the teacher is arranging for visitors to come into school and both speak to and be interviewed by the children.  The importance of visits by religious leaders or members of the religious community can be of enormous benefit to the children (Davies, 2004) as during their initial visits to places of worship, everything was new to them and they had limited information.  Arranging a visit once they have begun their enquiry and accumulated more information, means they will have more focused questions to benefit their research and this will enhance and enrich their learning (Estyn, 2018).  Unfortunately, despite the importance of both outside visits and visitors to school combined with their effect on children’s learning, many schools are not making use of these valuable resources and both Estyn (2018) and Ofsted (2010) have put forward recommendations to schools to provide more opportunities in this area.

When carrying out the focused lines of enquiry, it is possible that the groups will follow different paths within the religion they are investigating due to the nature of their own questions and interests.  This may mean that one group is looking into the belief systems of their religion, while others are looking at the creation stories and another looks at the nature of life after death.  This will make planning more challenging for the teacher who will need to closely follow the direction of each groups investigation to ensure they are able to provide appropriate resources or direction when needed.  As previously stated, this is an element that often causes teachers to turn away from EBL as it is time intensive and they often lack support (Debroy, 2018) but if they can implement it, it is extremely rewarding for the children.

Through their enquiry into each religion, it is likely that the children will move from considering their local area to the wider world as they delve into the history of the religions, festivals and the places that are considered holy for each (Griggs and Hughes, 2013) introducing a cross curricular element to their enquiry.  The use of literacy and ICT skills are evident through this stage of EBL (Estyn, 2018) as the children conduct research and discuss and record their findings, but despite being a religious based EBL, the opportunities to discover more about the history and geography of their specific religion and its place in the world now and in the past allows for the children to make meaningful connections across the curriculum which enhances their ability to understand these connections more effectively (Barnes, 2011).

Stage four of the model is the opportunity for the children to present their findings.  Each group will investigate a different religion, so it is important that they share and present their findings to the whole class, although if they so choose to, they may present to more than one class or even the whole school in an assembly.  Due to the nature of their presentations, their preparation may take one or two lessons at the beginning of this stage.  The presentation of their findings will be individual to each group and may take any format such as: newspaper report; play; art; radio interview; hot seating; drama.  The intention is that the information gathered during stage 3 is communicated to others in an informative and respectful way.  By sharing their findings, the children will demonstrate the impact on their personal views of the religion and how they have considered other people’s viewpoints, meeting the curriculum skill of ‘expressing personal responses’ (DCELLS, 2008b).  The opportunity to present their findings also meets a key EBL characteristic of the children taking responsibility for analysis and presentation (Kahn and O’Rourke, 2004).  Furthermore, this stage develops the wider skill of creativity (Donaldson, 2015).  To continue to promote links to the local community, the children may wish to invite members of the religious communities to school to share their findings, and this stage will offer an opportunity for the teacher to gather evidence to demonstrate what the children have learnt and understood (Davies, 2004).  The methods of presentation again offer cross curricular opportunities as the children may use elements of creativity, literacy, ICT, design and technology and drama and the sharing of their findings allows for feedback from their peers as each group becomes the teachers of their specific religion (Barnes, 2011).

The fifth and final stage is reflecting and responding.  Reflection is relevant throughout all stages of EBL and is a crucial component of metacognition as the children reflect on their learning and apply this to their continued learning (DCELLS, 2008d).  Engaging in reflection supports children in retaining information more effectively as they make links in their learning to be applied to future experiences (The Scots College, 2016).  The teacher continues to be a facilitator of learning during this stage, encouraging the children to ‘construct meaning from the content learned and from the process of learning it’ (Costa and Kallick, 2008, p. 222).  Additionally, at the end of their enquiry, reflecting on the process allows children to understand what worked, what went well or was unsuccessful and what they would do differently next time while also sharing their overall feelings about the enquiry itself (Alberta Learning, 2004).  Self and peer assessment are also important at this stage as they require active learning and allow the children to assess their understanding (DCELLS, 2010a) while making them more effective learners who realise that reflecting is ‘essential to good learning’ (Black and Wiliam, 1998, p. 10).  

The example RE enquiry demonstrates the cross curricular nature of EBL and how it can be used collaboratively to include the teacher and children working towards a rewarding learning experience (Sarita, 2017).  Taking everything into consideration, EBL continues to be an important tool for schools and with a new curriculum for Wales pushing for a ‘holistic curriculum’ (Education Wales, 2019a) through its four purposes and wider skills, opportunities are available for all children to make progress in their learning through EBL.  As discussed previously, although EBL does have some challenges and is not suitable for all learning, it continues to remain a growing process in education worldwide, especially when children feedback their enjoyment of EBL due to its hands-on nature (Catling, 2017).  It is evident that EBL is here to stay, and teachers should embrace the opportunity to try this active style of teaching to the benefit of themselves and the children they teach.
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