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Abstract
The ability of teachers to adopt inquiry-based learning depends to a large extent on their knowledge, skills,
perception, and attitudes toward it. Therefore, it is important to explore the preservice teachers’ experience of
learning and teaching with this method, with the assistance and mediation of preservice teachers’ educators.
Preservice teachers participated in a blended course to acquire the teaching skills needed for inquiry-based
learning, at the same time gained experience teaching based on this approach in high schools in Israel. The study
included 120 preservice teachers who completed questionnaires at the beginning of the course (first
measurement) and at the end of the course (second measurement). The findings show that between the two
measurements there was an increase in positive attitude toward inquiry-based learning and teaching. Most of the
participants noted the difficulties they encountered in applying the inquiry-based method in teaching in schools.
In the course of teaching with this method, they acquired tools to cope with these difficulties.
Keywords: inquiry-based learning, blended courses, preservice teachers, social sciences
1. Introduction
Inservice teachers play a key role in mediating between subject matter, inquiry-based learning, and learners.
Inquiry-based learning is embedded in the curriculum of the social sciences in Israel. The ability of inservice
teachers to assimilate inquiry-based learning depends to a large extent on their knowledge, skills, perception, and
attitudes toward inquiry-based learning (Angeli & Valanides, 2009; Durish, 2013; Tyner, 2014). Therefore, it is
important to explore the preservice teachers’ experience of learning and teaching with this method, with the
assistance and mediation of preservice teachers’ educators. The purpose of this study was to examine the
attitudes of preservice teachers regarding the experience of learning and teaching with the inquiry-based method.
The research focused on preservice teachers who were studying to become teachers of social sciences. They
participated in a blended course to acquire the teaching skills involved in the inquiry-based learning approach, at
the same time practicing teaching with this approach in high schools in Israel.
1.1 Inquiry-Based Learning
The term “inquiry-based learning” was coined by Dewey (1938). Researchers (Barron et al., 2008; Dewey, 1938;
Loyens & Rikers, 2011) claim that the research process begins with identifying a question or problem, and
progresses through planned stages of data collection, data processing, analysis and representation of data,
answer, or solution—using reflection, high-order thinking strategies, and new knowledge construction processes.
The nature of inquiry varies from one field of knowledge to another. In natural and social sciences, research is
usually empirical, and in the humanities it is based on analysis, interpretation, comparison, synthesis, and
contraposition of texts of different types. Naturally, it is possible to engage in inquiry-based learning both
modularly and on a limited scale by focusing on one or several parts of the complete process. For example, in a
discussion of a complex issue, it is possible to engage only in the formulation of theoretical or empirical research
questions.
Educators have been showing interest in inquiry-based learning for decades. Schwab’s (1962) view of
inquiry-based learning is based on his conception of science being composed of disciplines, so that in every
discipline there are conceptual structures that determine the questions to be asked, as well as data to be collected
and experiments to be conducted. Every discipline has a syntactic structure consisting of processes, methods, and
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criteria that determine how the research will be conducted, evidence gathered, and conclusions drawn.
Inquiry-based learning (Bhagat, 2017; Pedaste et al., 2012) is understood as exploring the world around in ways
characteristic of the researchers’ work in a certain discipline. The role of the teacher in inquiry-based learning is
to assist students, guide, direct, and advise them, stimulate their curiosity, and teach the skills required for
research work. It also includes mediating between the students and the content, and guiding the students through
the various stages of the research project to the final product. It involves enabling students to make informed use
of data, including its various types and representations, to integrate information collected from various sources,
to analyze and interpret the information, to transform information into knowledge in a meaningful process, and
make use of it (Angeli & Valanides, 2009; Durish, 2013; Tyner, 2014). The research strategy includes focusing
on the topic of research using skills of question formulation, locating the information, data collection and
integration, data analysis, presentation of arguments, etc. (Mäeots et al., 2012; Pedaste et Sarapuu, 2008; Pedaste
et al., 2015; Scanlon et al., 2011).
Researchers (Alfieri et al., 2011; Furtak et al., 2012) found that inquiry-based learning leads to better results than
other forms of learning without inquiry and discovery. Researchers (Liu et al., 2007; Meyers, 2008; Oriogun et
al., 2005; Pittman & Richmond, 2008; Robinson & Hullinger, 2008; Young & Bruce, 2011; Young, 2006; Shea
et al., 2006; Rovai, 2007) also noted that in inquiry-based learning the learner must be involved in the learning
process, seeking meaning. Involvement in the learning process is derived from both external and internal
motivation. Motivation for learning occurs when one is disposed toward it because it gives one pleasure, because
one values it or the associated achievement, or because of one’s desire to develop, expand, and increase one’s
abilities, in a process of self-empowerment.
At the same time, researchers (Kirschner et al., 2006; Kirschner & Van Merriënboer, 2013) criticize
research-based teaching and argue that by teaching in this way, teachers engage in less mediation between
learners and the subject matter, and emphasize learning processes and skillset the expense of the subject matter.
Chinn, Duncan, and Rinehart (2018) state that whereas critics of the method mistakenly identify the way of
teaching and learning with minimal guidance, the opposite is true: the inquiry-based way of teaching and
learning supports learners’ learning processes through extensive mediation and guidance. Researchers (Chinn et
al., 2018) argue that many studies indicate that the inquiry-based approach leads to a marked improvement in
learning outcomes. The improvement was noted in the assessment of student achievement on standardized tests,
which usually measure relatively simple learning objectives, and also using assessment tools for examining
complex learning objectives that are more appropriate for inquiry-based learning: thinking abilities, problem
solving abilities, complex explanations of phenomena and concepts—resulting in much stronger effects.
In many parts of the world, teaching and learning methods involving active participation of the learner rather
than “passive listening,” such as the inquiry-based method, are partially implemented (Nir et al., 2016; OECD,
2019). A TALIS survey (2018) conducted in 48 countries shows that most teachers (66%) use assessment
practices typical of traditional frontal learning, as opposed to using teaching and assessment practices that
encourage thinking, independent learning, retrieval and processing of information. Therefore, it is important to
increase the e-Readiness of preservice teachers, allow them to observe the integration of digital environments in
teaching and learning in the course of their training to experience these environments, and to adopt effective
teaching and learning methods, custom-tailored to learners.
1.2 Learning Community
Researchers (Capar & Tarim, 2015; Gillies & Ashman, 2013; Loyens & Rikers, 2011) claim that inquiry-based
learning in a group leads to intensification of the learning process of every participant and of the group as a
whole. Vygotsky (1989) saw learning as an interpersonal process, not merely a cognitive-personal one. Vigodsky
explained learning as a cognitive acquisition of symbolic systems, through personal interaction between the
learners and their peers, until symbols are internalized and become available to the learners to make use of them
(Pea, 1993). Researchers of organizations (Argyris & Schon, 1996; Weick, 1997) have suggested looking at a
team, group, class, or organization as independent entities capable of learning and developing beyond the
development of the individuals who make up these groups. Researchers (Ascough, 2007; Baker, 2010; Engstrom
et al., 2008; Snyder, 2009; Splitter, 2009; Zilka et al., 2019; Zilka & Zeichner, 2017, 2016) have defined
cooperative learning through the creation of a space for collaborative, educational, and free discussion.
Collaborative discourse enriches the process of individual and group learning. Researchers (Billings & Halstead,
2009; Cole, 2009; Feldman, 2007;Jelfs et al., 2009; Lawrence & Sankey, 2008; Lee, 2008; Oliver et al., 2009)
found that the unique characteristics of a learning community may create in students a sense of personal
empowerment that enhances the learning process and enriches their lives. A learning environment is one that
enables a dynamic process, in which students feel safe to be active participants (Husaj, 2016; Maurice &
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Harriett, 2006; Splitter, 2009; Zins, 2004).
The teacher must enable situations that encourage collaboration between students. In case of confrontation
between group members, the teacher must help them negotiate and reach an agreed-upon solution (Salman,
2006). To encourage students to actively participate in the discussion, the teacher must give a personal example
of active participation by showing interest and curiosity, asking questions, raising dilemmas, being a partner in
learners’ forums, etc. (Sharan, 2014). Researchers (Liu et al., 2007; Rovai et al., 2004) found that a teacher who
encourages the creation of a learning community encourages communication between students, which then leads
to meaningful learning. Researchers also found that a successful learning community includes two main
indicators, a social index (active involvement in the community), and a study index related to the content
studied. Robinson et al. (2008), Rovai (2007), Shea, Li, and Pickett (2006), Young (2006), and Young and Bruce
(2011) found that students who are actively involved in the learning community perform significant tasks better
than those who are not, are likely to feel a sense of belonging as opposed to alienation and isolation, and
persevere and succeed in the learning tasks.
1.3 Inquiry-Based Learning in Teacher Training and Blended Courses
Training of preservice teachers with the inquiry-based method. Researchers (Bai, 2019; Desimone, 2009;
Holmes et al., 2018; Kennedy, 2016; Lampert, 2010; McDonald et al., 2013; Sung et al., 2016; Tsai & Tsai,
2019; Zilka, 2020a, 2020b; Zilka et al., 2018; Zilka et al., 2019) claim that the preservice teacher training
process should be based on experiencing the inquiry-based learning method, with emphasis on the use of
pedagogical models for effective integration of this method in teaching, while addressing the needs of different
learners. Collaborative learning communities should emerge, making it possible to identify the barriers that
preservice teachers encounter in teaching and learning with the inquiry-based method. The objective is for the
training process of preservice teachers to increase their readiness for an effective integration of inquiry-based
learning when they start working as inservice teachers. Researchers affirm that today there are fascinating and
varied options for inquiry-based learning exploration and sharing that are not limited in time or place (Ertmer &
Ottenbreit-Leftwich, 2010; Feenberg, 2010; Mahler, 2012).
The preservice teachers who participated in this study attended a blended course in inquiry-based learning in
social science. Researchers found that studying in a digital environment strengthens learning (De Jong et al.,
2010; Mäeots et al., 2011). Researchers (Zilka, 2017; Ertmer & Ottenbreit-Leftwich, 2010; Ashburn & Floden,
2006) have argued that the digital environment has breached the time and place boundaries of learning. The
digital environment serves as the learners’ partner in the construction of knowledge, its processing and
presentation. The digital environment helps learners carry out reflexive metacognitive processes, processes of
self-focus, cognitive processes, and emotional and differential processes. A blended course refers to a
combination of face-to-face and virtual learning. The learners meet face-to-face regularly, the course has an
active website, and discussions are held in a forum on the course website and continue face-to-face. This
combination is expected to enrich the relationship between the teacher and the learner within the learners’
community (Anderson et al., 2001; Garrison & Kanuke, 2004; Groen & Li, 2005; Zeichner & Zilka, 2016; Zilka
et al., 2019; Zilka & Zeichner, 2017, 2019).
1.4 The Present Research
The purpose of the present study was to investigate preservice teachers’ attitudes regarding learning and
instruction using the inquiry-based learning approach, and their attitudes toward the learning and teaching
experience using this method, facilitated and mediated by the preservice teachers’ educators. Preservice teachers
participating in the present research were studying to be social science teachers. They attended a course to
acquire teaching skills in inquiry-based learning, and at the same time acquired experience with this approach by
teaching in secondary schools in Israel.
1.5 Research Questions
Research questions were derived from previous studies (Zeichner & Zilka, 2016; Zilka, 2017; Zilka et al., 2019;
Zilka & Zeichner, 2017, 2019).
1)

What characterizes the preservice teachers’ perception of inquiry in learning?

2)

What characterizes the preservice teachers’ perception of inquiry in teaching?

3)

What are the difficulties that arise in the implementation of inquiry-based study in the school?

4)

What was the most meaningful experience preservice teachers had while learning with the inquiry-based
method in the blended course?
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5)

What was the most meaningful experience preservice teachers had while teaching with the inquiry-based
method in school?

6)

Did the process of learning the inquiry-based method in a blended course help them consolidate their role
as a teacher in the digital age?

2. Method
The sample of this study consisted of 120 preservice teachers who completed two questionnaires, one before the
beginning of the blended course, and one after it ended.
The course was an annual one, taught simultaneously at two institutions of higher education in Israel. We
conducted a content analysis of the answers in the 240 completed questionnaires.
The data were collected in 2017.
Qualitative analysis: A discourse analysis was performed on the collected data based on the approach of Adler
and Adler (2008), Atkinson and Delamont (2006), Chenail (2012), and Hammersley (2008). Distinct elements
were identified and themes formulated. The process was iterative and continuous, and at the end of it data were
coded into consolidated themes, showing sensitivity to context and its place in the construction of reality.
The interviews were analyzed using thematic analysis (Boyatzis, 1998; Braun & Clarke, 2006; Crabtree &
Miller, 1992), which involves identifying themes in the data through a recursive process of careful reading and
re-reading of the transcribed interviews. Based on Braun and Clarke (2006), our process included familiarizing
ourselves with the narratives, generating initial codes, collating codes into potential themes, assembling the data
relevant to each potential theme, and finally generating a “thematic map” for the analysis.
2.1 Population
The sample included 120 preservice teachers studying at two academic institutions for teacher training in Israel
to become teachers of social sciences. Of the respondents, 78% were women; 43.3% were aged 20-30, 40.3%
aged 30-40, 16.4% aged 40 and over. Preservice teachers were in the last year of their studies toward a teaching
certificate. All participants had a bachelor’s degree, 32% had a master’s degree, and 20% had a PhD.
2.2 Research Tools
The research tools were derived from previous studies (Zeichner & Zilka, 2016; Zilka, 2017; Zilka et al., 2019;
Zilka & Zeichner, 2017, 2019).
The purpose of the questions in the questionnaire and in interviews was to expose the attitudes of preservice
teachers studying to be social science teachers toward learning and teaching with the inquiry-based method. One
of the study objectives was to check whether there were changes between the measurements at the beginning and
the end of the study. Therefore, the questions in the first and second measurements were the same.
1) Questionnaire with open-ended questions. The questionnaire was administered twice, before the start of the
blended course and at the end of the course. The questionnaire included several parts:
-

Learning: What is your opinion regarding inquiry-based learning as an integral part of your studies?

-

Learning at school: What is your opinion regarding inquiry-based learning as an integral part of the learning
of students in school?

-

Teaching experience: What is your most meaningful experience teaching with the inquiry-based method at
school?

-

Learning experience: What is your most significant experience learning with the inquiry-based method in
the blended course?

-

Did the process of learning with the inquiry-based method in the blended course help you in shaping your
role as a teacher in the digital age?

2) Personal interviews: 30 of the preservice teachers who completed questionnaires were randomly selected to be
interviewed. The interviews were semi-structured and comprised the subjects included in the research
parameters, but the order of the questions was based on the dynamics of the communication with the
interviewees. The interviewees wanted to share their positive and negative experiences, and some went into
detailed descriptions. Interviews lasted 15-25 minutes.
3) Nine questions about personal status, demographics, age, sex, year of study, etc.
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3. Findings
The questionnaires and interviews produced the following findings.
1) Preservice teachers were asked what their opinion was regarding the inquiry-based method as an integral part
of their studies.
Answers to the first questionnaire, before the beginning of the blended course, revealed that 60% of preservice
teachers had a positive attitude toward learning using the inquiry-based method, and 40% answered that they
preferred frontal learning because they felt more confident in understanding the teacher’s requirements. These
respondents also thought that in frontal learning they would be able to achieve better outcomes than with
inquiry-based learning. Half the respondents stated that they felt greater freedom to learn at a higher level with the
inquiry-based method than in frontal learning. Preservice teachers noted that with the inquiry-based method they
have a choice between different options, different texts, and different tasks.
Answers to the second questionnaire at the end of the blended course taught in academia were more specific. They
revealed that most the preservice teachers had a positive attitude toward learning using the inquiry-based method:
75% approved of inquiry-based learning, and 25% opposed it. But the answers to the second questionnaire were
more specific than to the first one, and statements were more focused rather than generic. Preservice teachers
described difficulties, such as complexity, lack of clarity regarding what the teacher wanted, and communication
overload on the course site.
One preservice teacher, who changed his mind between the first and the second questionnaire, wrote: “I study and
work, and it is difficult for me to free time for assignments in the course of the semester. In the course, there were
papers throughout the semester, and cooperation with others on the course site made it difficult for me, but in
retrospect one can learn from it, it provokes curiosity and provides satisfaction.”
Below are other sample answers from the questionnaires:
-

In inquiry-based learning I feel that I understand the material much better than in other types of learning.

-

Inquiry-based learning provokes curiosity and a willingness to invest effort. Without a doubt, I had to spend
a lot more time with inquiry-based learning than with frontal learning.

-

I see inquiry-based learning as an essential part of my life. This is the best method for me, exploration and
experimentation, and not memorizing content.

-

I felt a sense of independence, freedom of thought, creativity.

-

The experience itself is unsettling. There are positive things, but on the other hand there are also negatives.
I felt frustrated after every lesson because I didn’t understand what should be done, and over time I realized
that this is the point of the inquiry-based method.

-

This method of learning combines the development and assimilation of high-level thinking and analysis
habits, which are important for me to develop and implement. In the course of the inquiry, it is possible to
achieve a deep understanding of the material.

2) Teaching at school: What is the opinion of preservice teachers on inquiry-based learning as an integral part of
students’ studies in schools?
Answers to the first questionnaire, before the beginning of the blended course and teaching experience in schools,
revealed that 58% of preservice teachers had a positive attitude toward teaching in school using the inquiry-based
method, and 42% answered that they preferred frontal teaching.
Answers to the second questionnaire, at the end of the blended course and after the experience of teaching in a
school, were more specific. They revealed that 70% of preservice teachers used the inquiry-based method to teach
in school, and 30% were against it, in contrast with the answers to the first questionnaire, where only 58% were in
favor of teaching with the inquiry-based method. But the answers to the second questionnaire were more specific
than to the first one, and statements were more focused rather than generic.
Below are sample answers from the questionnaire:
-

Today there are many databases on the Internet, and students can search for and find relevant materials on
subjects that interest them, so they must be taught research processes. The problem is their lack of
motivation, of willingness to invest time in inquiry-based learning beyond school hours. They are busy with
after-school activities, and they don’t want to invest beyond the minimum required of them, so they prefer
clear assignments rather than research assignments.
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-

I like to learn like this, but I find it difficult to teach this way.

-

It didn’t work for me. The students found it difficult to formulate an inquiry question, to process into
knowledge information from articles that were not taught in the lesson, and to formulate ideas.

-

It requires a lot more effort and creative thinking from the teacher, and time to evaluate the products.

-

At some point I almost gave up and wanted to formulate the research question for them, refer them to an
article and help them process it, but I took a deep breath and reminded myself of the purpose of the lesson.
The purpose was not for me to perform the process for them.

-

I felt that the whole process was taking a long time, so I started to invest less in the subject, and rounded
some corners, so that the students would finish their assignments.

The focus of the difficulties raised by the students following the experience of teaching in school with the
inquiry-based method: difficulty in assessing students’ shared outcomes; difficulty in arousing students’
motivation, commitment, and seriousness; difficulty in the various stages of inquiry, especially in the formulation
of a research question; inquiry-based teaching requires a great deal more effort and much more time than is
required by frontal teaching.
3) Learning experience: What was your most meaningful experience in the process of inquiry-based learning in
the blended course you took at your institution ?
Preservice teachers shared their experiences of inquiry-based learning in the academic course. They responded
that they felt they had gone through a significant experience (62%), developed the skills required to perform
research tasks (57%), acquired problem-solving skills (52%), and acquired skills for processing and presenting
knowledge (38%). They experienced activating meta-cognitive reflective processes, self-directed processes, and
self-awareness cognitive processes (39%), as well as skill-sharing and collaboration with other preservice
teachers (57%).
Examples of answers:
-

My significant experience is the ability to analyze the findings and make a synthesis between theory and
findings.

-

My self-learning and my ability to research a topic in depth, the satisfaction from my product after hard
work. I had a sense of self-efficacy.

-

In the process of working I felt that there was no clear framework, no close control, that I had to do all the
work. I felt stressed, so I turned to friends and we did the assignment together. I felt that it was an
exhausting and unclear journey. Inquiry-based learning is an experience that requires self-reflection and
deep study of the material.

-

Peer learning. The course encourages cooperation in the understanding of assignments.

-

The reflective process that I underwent and freed myself from fears that stayed with me since I was a high
school student.

-

The sharing of assignments on the course site opened up a whole world for me. I was exposed to works that
opened my eyes and opened new horizons for developing lessons using the inquiry-based teaching method.

-

Following the experience in the course I felt empowered and full of desire to deepen my specialization in
the inquiry-based teaching approach.

-

At the beginning of the process I felt pressure, fear, curiosity, and fear. At the end of the process I felt great
satisfaction.

-

Although the learning was not simple, there was always a desire to continue the process, because each stage
had an interesting goal by itself.

4) Teaching experience: What is your most meaningful experience in the process of teaching with the
inquiry-based method at school?
Preservice teachers shared their experiences of inquiry-based teaching in school. They responded that in their
opinion both themselves and their students had a significant experience (48%); felt satisfaction (32%); developed
meta-cognitive reflective processes, processes of self-direction, cognitive processes, self-awareness (mainly as a
result of interaction with students, student comments, etc.) (39%); and enhanced cooperation between students
(50%). In addition, they also experienced feelings of frustration, despair, and helplessness (40%).
Examples of answers:
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-

The significant experience from teaching in the inquiry-based method was the encouragement of critical
and profound thinking in my students.

-

The most significant experience was the ability to help students and encourage them to engage in a process
of inquiry, although some of them refused and objected at first.

-

The most significant experience was not to present students with structured material, but to let them explore
the topic, ask questions, and lead them toward a meaningful and experiential process of inquiry.

-

I had a sense of mission to convey the joy of inquiry and discovery to the students.

-

In the first stage, when I presented the subject, it seemed to me that everyone was enthusiastic. After it was
time to experiment with the stages of inquiry and submit products, it seemed to me that everyone was
against, and I heard statements like: “Teacher, we didn’t understand anything, we don’t know what we are
supposed to do, you didn’t explain well.” In the early stages, I explained again and again, and found myself
formulating for students their research questions and their hypotheses. When the same repeated at the stage
of processing of the paper, I took a deep breath and told them that at the next lesson, each group would
work on processing the paper, and I and other students [preservice teachers] would come and help them.
The class calmed down. At the next lesson I arrived with four other students. Each sat with one group. I saw
that some of the groups understood the assignment, were very motivated to work on the task, were
committed to the group, and didn’t need guidance, whereas other groups needed close supervision.

-

The satisfaction of the students, when they finished their inquiry assignment and presented the work to the
class, was very exciting and satisfying.

-

Frustration, despair. I felt that I hadn’t been able to identify the source of the students’ resistance. I couldn’t
point at the difficulty that led to their opposition.

-

I understood that the students’ repeated questions stemmed from the fear of experimenting. It’s like a
person who wants to learn to swim but outside the water. He wants clear instructions, but refuses to step
into the water, because he’s afraid of drowning. If he learns to swim, the fear of drowning may disappear,
but as long as he refuses to experience swimming in the water, he won’t learn to swim.

5) Did the process of the inquiry-based learning in a blended course help you shape your role as a teacher in the
digital age?
Examples of answers:
-

Exposure to the products of other students spawned a discussion in the forum on the course site. I enjoyed
the experience of a learning community, of development. I found that many students encountered the same
questions and difficulties that I faced in the process of inquiry.

-

The blended course enabled us, the students, to engage in a stimulating and fruitful discussion, to share
learning materials, to share ideas, and to cope with difficulties.

-

Students brought to the site many materials they had found on the Internet. In the forum we discussed the
materials and the assignments, and together we succeeded in achieving wonderful products.

-

When I understood that salvation would not come from the lecturer, I decided to act: I went to the course
site and found that more students were as undecided as I was, and that other students helped and guided
them, and then I felt motivated and confident of being able to cope with the difficulties. The course site
helped me a lot.

-

I saw how the course site helped me in the process of inquiry, so I opened a site for my students, the class
where I was teaching with inquiry-based learning. The site was active, they shared sites where relevant
materials could be found, helped each other formulate a research question. It made me very happy and gave
me a sense of satisfaction.

6) No differences were found between genders, ages, and other demographic variables.
4. Discussion
This study focused on preservice teachers studying to be teachers of social sciences. They participated in a
blended course to develop skills in the inquiry-based learning approach, and in parallel, acquired experience
teaching with this method in high school.
The findings show that most preservice teachers had a positive attitude toward inquiry-based learning, and that
between the two points of measurement, when the questionnaires were administered, there was a positive trend
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and a change in attitude toward inquiry-based learning and teaching. Preservice teachers reported a sense of
freedom to learn, independence, freedom of thought, and creativity at a higher level in inquiry-based learning
than in learning by other methods to which they were exposed. Most of them, however, mentioned difficulties
they encountered in implementing the method when teaching in school. Having gained experience with applying
inquiry-based teaching in practice in schools, preservice teachers became aware of the potential for learning with
this method, but they were also exposed to the many difficulties in teaching with this method in school.
Difficulties teaching in school, from the point of view of preservice teachers, following their experience of
teaching with the inquiry-based method.
Circumscribing the topic. Respondents mentioned the difficulty in circumscribing the topic and defining it so
that it interests the students, provokes their curiosity, and give them a desire to engage in a process of research.
The definition of research is derived from the curricular subject matter by delimiting and defining a topic, but it
must be open enough to require a broad field of inquiry. For example, the preservice teacher delimited the topic:
human rights, freedom of expression vs the right to privacy on social networks. The preservice teacher thought
that this subject was interesting, ethical, and educational, especially given the shaming taking place on the social
network of the class. When the class learned about human rights through discussions and analysis of dilemmas,
the preservice teacher felt that the subject interested the students and stimulated their thinking process, so he
expected the students to be happy to research the subject. To his surprise, there was opposition in the class: some
students said that they did not want to study by the inquiry-based method; some said that the topic did not
interest them and refused to research it, and suggested other topics. One group suggested to study the profiles of
the active participants in the group on the class social network and compare it with the profiles of participants
not active in the group. The preservice teacher tried to nudge the students toward a different formulation, feeling
that this could lead to shaming, but the members of the group objected, entrenched themselves, and refused to
cooperate.
Research question. The teacher must encourage the students to dare to formulate a research question that
interests them. Researchers (Bruce & Casey, 2012; Mäeots et al., 2008; Pedaste et al., 2015; Scanlon et al., 2011)
suggest that the research question should encourage students to learn and motivate them to explore the subject. A
research question that does not interest the students leads to objections, resistance to the process of inquiry,
discipline problems, and more.
A research question that students formulate themselves may inspire optimism and motivation to continue, grow,
and develop. But the teacher should help the student focus the research question so that it is feasible and makes
possible positive feedback from the early stages of the process. As significant adults, teachers must try to
stimulate the students’ creativity, innovation, and originality, guide them to find new ways of thinking, show the
students that the teacher is open to listening, understanding, and helping them realize their ideas. The teacher
must listen with amazement when a student comes up with daring and unconventional ideas, understand the
ideas together with the students, and to try to guide the student toward the realization of their ideas, without
clipping their wings. When working with students, we occasionally see how they think and understand
differently from adults. At times, there is a connection between thinking differently and a sense of confusion and
helplessness, leading to being afraid of doing and even thinking openly. To advance the students and enable them
to connect with their creativity, we must free ourselves from the vision that binds us. Listening may reveal new
solutions to situations that we have already dealt with in the past.
Mediating between the students and the skills required for inquiry-based learning. The difficulty in mediating
between the students and the skills required for inquiry-based learning made some preservice teachers feel that it
was better to lower requirements. The teacher should remember that to motivate students to embark on a journey
of exploration, they must be given a sense of a significant learning challenge. Assignments that require a range
of higher learning skills—analytical, verbal, etc.—are likely to increase students’ motivation to confront the
tasks, and help them have meaningful learning experiences (Angeli & Valanides, 2009; Duran, 2013; Tyner,
2014).
Evaluation of the process and of the products, and learning communities. Researchers (Liu et al., 2007; Meyers,
2008; Oriogun et al., 2005; Pittman & Richmond, 2008; Robinson & Hullinger, 2008; Rovai, 2007; Shea et al.,
2006; Young, 2006; Young & Bruce, 2011) have found that students who are actively involved in the learning
community successfully cope with significant assignments. They are likely to have a sense of belonging as
opposed to alienation and isolation, and are likely to persevere and succeed in the learning tasks. Preservice
teachers pointed to the difficulty of conducting an evaluation when the inquiry process took place in learning
communities, i.e., in a peer group, rather than individually. The findings revealed that 67% worried that there
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was a student who did not achieve the required goals at each stage and did not understand the content. The
results show that some students find it easier to retrieve data from databases, and others are better at processing
data using digital tools. In the learning community, study takes place through interaction between the learner and
others, acquiring knowledge, skills, ways of thinking, etc. Students practice skills they have acquired while
interacting with others. Collaborating students can enrich their knowledge by sharing their unique perspectives,
ideas, and personal experiences; the process of sharing deepens their understanding. Furthermore, the
perspectives of others lead to a deeper understanding of the content (Ascough, 2007; Engstrom et al., 2008;
Snyder, 2009). Teachers who encourage the creation of a learning community also encourage communication
between students, which is likely to lead to a process of meaningful learning (Liu et al., 2007). A meaningful
evaluation is guiding, mediating, enriching, and calling for a quality dialog between the teacher and the students
and between the students themselves. It helps students understand in depth the wisdom that underlies the
discipline of the social sciences, as one engaged in the study the human environment. It provides exposure to a
variety of approaches and theories that at times complement one another and at other times contradict one
another. It creates knowledge of research principles, research methods, difficulties, and limitations of research. It
promotes understanding of the complexity of human behavior, with emphasis on the individual differences
between people. It assists in reading and understanding research data and finding order or regularity in
phenomena by observing, measuring, and discovering connections between them, understanding the connection
between research findings and their ability to make predictions, based on theories and research in the discipline.
The role of the teacher is to encourage and develop the students’ natural curiosity, their ability to create
knowledge independently, through critical and creative thinking, which will help them understand the society in
which they live. The teacher must help students enjoy the process, the successes, and the product—the learning
outcome. Enjoyment is not a luxury but a deep psychological need (Branden, 1989, 1994). The absence of
enjoyment and a state of emotional suffering prevent the possibility of feeling, experiencing, and fulfilling
dreams. The teacher should help students focus on the process, because the process takes place in the present and
may lead to change in behavior, and consequently to a permanent, long-term change (Emmons & McCullough,
2004; Watson, 2002).
Integrating a digital environment with inquiry-based learning. All preservice teachers stated that they instructed
the students how to find reliable information on the Internet and how to process the information on the computer,
and 32% indicated that they had opened a site for the class they had been teaching with the inquiry-based
method. Today, children and adolescents have learned the need for information, to obtain the relevant
information they need to solve a problem or to satisfy curiosity or need. The school must teach students the
learning skills needed to enhance their academic abilities (Christensen et al., 2008; Voogt & Pelgrum, 2005;
Zilka, 2017). Researchers (Donnelly et al., 2014; Savery, 2006) have found that the proper amount of teacher
mediation in a digital environment is of great significance in guiding student learning. In the present study, most
preservice teachers noted the positive effect the course site had on their learning process. Researchers have found
that a blended course may enrich the learning process (Anderson et al., 2001; Garrison & Kanuke, 2004; Groen
& Li, 2005; Zeichner & Zilka, 2016; Zilka & Zeichner, 2017) The present study reinforces the findings of these
studies. Preservice teachers felt that the course site was a source of support and turned the class into an active
learning community.
5. Conclusion
This study shows that it is easier for preservice teachers to learn with the inquiry-based method than to teach
with it. To teach using the inquiry-based method, the teacher must master subject matter knowledge, the content
(facts and concepts), as well as substantive and syntactic structures (research methods). The teacher must also be
aware of the differences between the students: the encounter between the group of equals is in practice a meeting
between different people that enables important opportunities for realization of values and rights that derive from
cooperation (as opposed to compartmentalization). These include freedom of expression, organization,
mediation, tolerance. The teacher must know how to enable student participation in the decision-making process
related to the nature of the peer learning process. The teacher must also strive for the integration of all students
into peer educational activities, and avoid entirely the exclusion of individual children or groups from the sphere
of action and decision-making. It is therefore important to provide preservice teachers, already during the
training stage, with the experience of learning and teaching, using the inquiry-based method, with the guidance
and mediation of teacher educators. This study shows that there has been a positive change in the preservice
teachers’ perception of inquiry-based learning in the process of their learning and teaching. Following their
experience in learning and teaching with this method, they were able to cope with the difficulties that arise in
learning and teaching.
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