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What are staff and year 4 pupil’s perspectives on lower and higher-order questioning?
Introduction:
The research aims to find the effectiveness of lower-order and higher-order questioning within a primary classroom. Assessment for Learning (AfL) is defined by Cambridge International (2019) as “an approach, integrated into teaching and learning, which creates feedback for students and teachers in order to improve learning and guide their next steps”. Here, we see pupils described in the context of active participants in their learning. They should be able to identify areas of learning and improvement from their tasks and should clearly see and respond to areas of improvement to ensure quality progression can take place. 
This study aims to give an evaluation of the effectiveness of a single AfL strand within the classroom environment. Dylan Wiliam (2011, p. 137) states that there are four strands of AfL. These are self and peer-assessment, questioning, sharing criteria and feedback. The study focuses on questioning, showing interest in higher-order and lower-order questioning, and which is most efficacious to pupil progression. I hypothesised that classroom teachers would prefer higher-order questioning when measuring pupil progression due to the ability to extend and explain an answer.
The study will uncover the validity of the hypothesis and gain a better overview of viewpoints on questioning methods that can be used within my own personal practice. 
Literature Review:
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According to educational theorists like Benjamin S. Bloom (1956), lower-order questioning in the classroom presents special chances for pupils to interact and acquire underlying knowledge. Low levels of Blooms Taxonomy, such as remembering and comprehending, are usually the focus of these questions, which are designed to evaluate fundamental recall and comprehension abilities. Scholars such as Robert J. Marzano (2001) contend that lower-order questions are vital in constructing the scaffolding required for more sophisticated cognitive processes, even though many educational approaches prioritise higher-order thinking. Prior to moving on to higher-order thinking tasks, lower-order questions can give pupils a structured foundation by assisting them in developing a foundational comprehension of the material (Wiggins and McTighe, 2005). Well-written lower-order questions can act as crucial building blocks, encouraging pupil confidence and involvement, as Elizabeth City and Eleanor Lucas stress (2017). Additionally, by using these questions as diagnostic instruments, teachers can evaluate each pupil's comprehension and adjust their lesson accordingly (Black and Wiliam, 1998). Lower-order questioning, when used as part of a comprehensive instructional strategy, contributes to a supportive learning environment that meets the needs of a wide range of pupils and is a successful and balanced pedagogical method (Costa and Kallick, 2000). However, there are certain difficulties in implementing lower-order questions in the classroom, as a number of educational academics have noted. Opponents contend that a preponderance of lower-order questions that emphasise memorization of information may impede critical analysis and higher-order thinking (Bloom, 1956). Although lower-order skills are important, Benjamin S. Bloom’s taxonomy (1956) also highlights the necessity for a balanced approach that incorporates higher-order cognitive processes. In his contribution to the conversation, Robert J. Marzano (2001) warns against the possible drawbacks of using lower-order questions to foster in-depth understanding and information transmission. Teachers have to walk a tightrope when it comes to providing foundational questions in lower order thinking while also making sure that pupils are forces to do more difficult cognitive tasks. Furthermore, an overemphasis on lower-order questioning raises concerns that it could result in a passive learning environment and impede pupil’s ability to develop critical thinking abilities (Wiggins and McTighe, 2005). According to critics, pupils may not be sufficiently prepared for the demands of problem-solving and decision-making in the actual world if they only use lower-order questions (City and Lucas, 2017). Thus, maintaining a well-rounded and intellectually engaging learning environment in the classroom requires educators to balance lower and higher-order questions (Black and Wiliam 1998; Costa and Kallick, 2000). 
Higher-order questioning offers numerous opportunities to foster critical thinking abilities and a deeper comprehension of the material when it is included into educational settings. The significance of higher-order cognitive functions, such analysis, synthesis, and assessment, in promoting intellectual growth is highlighted by Bloom’s seminal taxonomy (1956). Teachers can encourage critical thinking and problem-solving skills by asking questions that demand more from their pupils than just memorization. By highlighting the function of higher-order questions in fostering conceptual understanding and worthwhile learning experiences, Marzano (2001) adds to this conversation. Inquiry questions that demand critical thinking and analysis act as intellectual curiosity boosters, pushing pupils to delve deeper into subjects. Within the framework of Understanding by Design (2005), Wiggins and McTighe promote higher-order questioning, highlighting the importance of fundamental questions in directing instructional design and stimulating critical inquiry. City and Lucas (2017) contend that more complex topics promote pupil autonomy and participation by allowing for independent research and thought. These well-known academics support the use of higher-order questioning, which gives teachers an effective tool for improving cognitive abilities and fostering an engaging, thought-provoking learning environment. Although higher-order questioning is praised for its ability to promote critical thinking, as some educational academics have pointed out, it is not without difficulties. While highlighting the value of higher-order cognitive skills, Bloom’s taxonomy (1956) also recognises the challenges associated with accurately evaluating and successfully implementing these processes in the classroom. The difficulty is in creating questions that force pupils to think critically and engage with the content on a deeper level. Marzano (2001) points out several barriers pertaining to pupil preparedness and emphasises the necessity of a nurturing learning environment in order to facilitate higher-order questioning. Open-ended or abstract questions can be difficult for pupils to answer, so teachers must scaffold their lesson accordingly. According to Wiggins and McTighe (2005), there is a risk that badly constructed higher-order questions will cause pupils to become frustrated and confused, which will impede rather than improve their learning. City and Lucas also note that pupils used to more conventional teaching methods may not be amenable to the use of higher-order questions (City and Lucas, 2017). Although there are many advantages to using higher-order questioning, teachers must overcome obstacles with regard to question structure, readiness of pupils, and possible opposition in order to foster a learning environment that optimises the benefits of getting pupils involved in more complex cognitive processes. 

Methodology:
Within the task, the aim was to research staff and year four pupil perceptions of the use of lower and higher-order questioning within the classroom. The research tools chosen for this task are a questionnaire and an interview. A semi-structured interview was conducted with a random sample of six year 4 pupils from my placement school classroom. An online questionnaire including ten questions was sent to some members of staff within the school to complete (see appendix 4).  
An online questionnaire is a type of digital survey tool used frequently in academic research and evaluation that is intended to gather data through structured questions. Dillman (2007) highlights its function in improving data accuracy and survey response rates. Online surveys allow respondents to complete surveys from a distance by utilising technology to efficiently acquire data. Furthermore, Couper (2008) examines how online survey techniques are developing, emphasising their versatility and potential for gathering vast amounts of data. This approach to study is in line with current research procedures and offers a convenient and easy way to obtain a variety of datasets for academic analysis. Google Forms was used to create and conduct the online questionnaire using closed questions. Closed questions are certain kinds of survey or interview questions that usually call for a precise, succinct response – typically a “yes” or “no” or choosing from pre-selected answers. Online questionnaires have benefits including cost-effectiveness and greater accessibility. Dillman (2007) highlights how they could improve response rates. While Couper (2008) talks about how flexible they could be for gathering a lot of data. This way of conducting digital surveys is in line with current research procedures and makes data collection for academic studies more widespread and efficient. Although effective, online surveys might have drawbacks such as response bias and the exclusion of demographic groups, which can affect the quality of the results (Dillman, 2007). Couper (2008) highlights several obstacles to accessing a variety of demographics, which could impact how broadly applicable the results are. 
A researcher and participant interact directly during an interview, a qualitative research approach, to examine experiences and obtain detailed information. Fontana and Frey (2005) highlight the significance of this in comprehending intricate social phenomena. Interviews can be used to enhance data richness by allowing for a nuanced study of viewpoints, emotions, and context using open-ended questions (Patton, 2005). Rubin and Rubin (2011) emphasise that interviews are dynamic, and that the quality of the insights obtained depends on the interviewee-interviewer relationship. In a variety of academic disciplines, interviews are an invaluable method for elucidating subjective experiences and placing events in perspective. Despite their value, interviews have drawbacks such subjectivity and bias (Fontana and Frey, 2005). Due to its qualitative character, it could be difficult to articulate complicated experiences and result in socially acceptable reactions. Restrictions in resources leading to small sample sizes could affect generalizability. The reliability of data collected might be impacted by social desirability bias introduced by power relations between interviewers and participants (Rubin and Rubin, 2011). 
The online questionnaire was sent to three staff members within the placement school; a small primary school in a rural, deprived area containing around 130 pupils from three to eleven years old. Due to the school being so small and containing only two year four teachers, I included an extra member of staff involved highly within the school. Quantitative data from the questionnaire were created into tables and graphs (see appendix 6). For ethical purposes within the interview, this will be referred to as school X.
A semi-structured interview was conducted with a random sample of year four pupils, chosen by the class teacher. The interview included seven questions that were asked to the group, and was audio recorded for the benefit of the research and was then transcribed (see appendix 7 and 5). The interview environment was informal for the comfort of the interviewees. 

The rationale for the use of semi-structured interviews is their capacity to provide qualitative data while maintaining a certain degree of flexibility. According to Fontana and Frey (2005), semi-structured interviews are dynamic and allow researchers to explore unanticipated routes while adhering to a basic framework. This method offers context and depth, allowing for a more complex comprehension of the experiences of the participants (Rubin and Rubin, 2011). Because of their inherent flexibility, semi-structured interviews are a useful tool for researchers looking for in-depth insights across a range of subject areas. They allow for the investigation of multiple perspectives and promote the collecting of rich data. 
Ensuring this research was conducted in an ethical manor was detrimental to the study. The British Educational Research Association (BERA) guidelines were followed throughout the process. An ethics form (see appendix 1), a school consent form (see appendix 2), and a child consent letter (see appendix 3) were made and given to educators within school X for reading and signing to obtain their voluntary offered informed consent to participate in the study. A parental consent form was also given to the school to send home with pupils should they feel this is necessary (BERA, 2018, p.9.). In the context of my study, parental consent forms were not sent home with pupils and school X found school consent was all that was needed for my research. Teachers and pupils were informed that they had the “right to withdraw from the research at any time” (BERA, 2018, p.18.). A crucial ethical and legal prerequisite for paediatric research is assent (Waligora, et al, 2014, p.1.). Pupils were given smile and frown faces and were told that at any point they no longer wished to participate, they could turn over their face and withdraw from the interview immediately. All interviewees decided to remain for the duration of the interview. 
Definite limitations of the study include the small sample size of staff chosen for the questionnaire, which could suggest bias. As one of the staff members hadn’t taught a year four class before, their opinions were based on their own age group which could foster a differing opinion to the other year four teachers. Despite sending the questionnaire to three teachers, only two decided to participate. As the interview was conducted with the pupils as a group, this could also suggest bias as the children could base their responses on what their peers suggest, however, though considering this, I did get some differing responses from the pupils. To prevent limitations in the future, I could reach out to other schoolteachers to participate in the research, change my interview to be individual, and even include pupils from different schools to be involved.
Findings and Discussion:
[bookmark: _Int_N22FoPie]Question one of the questionnaire, (see appendix 6, Q1) clearly shows that staff believe that higher-order questioning is more beneficial to the progression of pupils as it provides a “deeper understanding” not only of the children’s knowledge, but of assessment too. This correlates to Marzano (2001) who believes that use of higher-order questioning within the classroom encourages pupils to discover a deeper understanding of the subjects they are learning. 
Question two (see appendix 6, Q2) harboured a 100% response that questioning is important when assessing the progression of pupils, showing that staff from school X also believe that questioning is a detrimental factor to the assessment of pupil progression. Continuing from this, when asked to rate how effective using higher-order questioning to assess pupil progression (see appendix 6, Q3), one responder rated it a 5 and one rated it a 4. Both are very high ratings, and correlates to Bloom’s Taxonomy (1956) where, when included into educational contexts, higher-order questioning leads to increased understanding of the subject matter and fosters intellectual development. 
At a contrast, in question four (see appendix 6, Q4), when asked to rate the effectiveness of lower order thinking in the same context, one responder rated it a one, and the other a two. The participants clearly believe that higher-order questioning is the most effective form of questioning when assessing pupil progression. This can be supported by Wiggins and McTighe (2005) who state that lower-order questioning can prompt worries that it can create an inactive atmosphere for learning and hinder pupil’s capacity to grow as critical thinkers. 
Within question five (see appendix 6, Q5), 100% of participants use questioning as a method of AfL every day. In question six (see appendix 6, Q6) participants were asked to respond to the following statement - "Having in-depth conversations with students fosters critical thinking and increases their comprehension of the material". One participant selected ‘strongly agree’ and the other selected ‘agree’. When asked to explain their thoughts in question seven (see appendix 6, Q7), both participants state once again that in depth conversations that can come from higher-order thinking “deepens understanding” of pupil progression and thinking. They believe it helps you to take learning forward, prepare for future learning, and deal with any future misconceptions that could arise. One participant also added that for children to develop a well-rounded understanding, it is essential that they get the chance to hear other points of view, debate concepts, and balance advantages and disadvantages. This reinforces City and Lucas’s (2017) belief that more difficult subjects encourage pupil autonomy and involvement by enabling independent study and reflection. 
Question eight (see appendix 6, Q8) questions if year four pupils have the cognitive ability to answer higher order questions. One participant felt as though they couldn’t accurately answer this question as they hadn’t taught a year four class before, but still believes that they would. The other participant states that year four pupils are still too young to be affected by social conventions and have not yet developed strong ideas. They say that children can discuss after taking in the information they are given. To improve this skill building, you must first impart a certain amount of knowledge and model debate; however, this merely serves to advance their comprehension and way of thinking. This statement reinforces the notion that children are cognitively capable of answering problems that are more complex (Smith, et al., 2020; Johnson, 2018). This claim is consistent with Piaget’s cognitive development theory (Piaget, 1970) which postulates that young children may challenge traditional beliefs and engage in critical thinking and problem-solving from an early age. 
Finally, questions nine and ten (see appendix 6, Q9, Q10) asks the participants to describe limitations and challenges within both higher and lower-order questioning. When discussing lower order, they state that these questions don’t always let teachers evaluate pupil learning or facilitate conversation. A pupil will frequently respond with a single word, which prevents the teacher from fully grasping what the pupil has learned. It does not mean that the child fully comprehends something just because they can tell you the answer when you ask them questions. However, they believe for English as an additional language (EAL) and additional learning needs (ALN) pupils who might lack the language ability to comprehend higher-order questions and properly respond to them, they can present challenges. For the children to be able to access the level of questioning, you must give them the necessary abilities through instruction and modelling. This also reinforces Marzano (2001) as it might be challenging for pupils to respond to open-ended or abstract questions, therefore teachers need to construct their lessons accordingly. 
The interview with the pupils gathered some similar results (see appendix 7). When asked if they enjoy answering questions in class, most pupils agreed. Pupil F stated that they were in the middle but did not give any further details. Pupil C explained how they found it a bit tricky at times, especially when answering some subject specific questions, such as maths. 
Question two was “Do you think everyone enjoys answering questions in class?”. Immediately, all children agreed that not everyone enjoys answering questions. Child C stated that “some people get bored of it”, and child B added to this by saying “for some people it's, like, very tricky”. When asked if they think everyone should have to answer questions in question three, the pupils all answered no. Pupil C believes that “everyone has their own opinion”, and pupil F built on this by saying how not everyone has an answer to every question. The pupils are aware of individual thought processes and personal opinions and needs when it comes to questioning in the class. However, pupil E contrasts by stating that “questions [...] help you learn” which could imply that it would be helpful if everyone answered questions but went on to say that some people could be nervous to answer, as they're afraid of getting it wrong. Adding to pupil E, pupil B says that it's good to get a question wrong because you know it's wrong. This turned into a short discussion about how making mistakes is how we learn, and that it is okay to be wrong sometimes. 
Question 4, ‘how do you think answering questions helps your teacher?’ pupils were aware that the teacher needs to know “what we need to learn and how we need to learn it” which can be easily found by asking higher-order questions. Pupil A added that it helps the teacher to “know who you are and what you like” when it comes to learning. Pupils are aware that the teacher needs to keep track of progress, and asking questions can help the teacher to understand the learning method and levels of each child as an individual. 
Question five was ‘how do you feel about being asked to extend your answers by your teacher?’ This was met with a bit of initial confusion as pupils began to talk about extending sentences and extending their writing. After a brief explanation, they started to understand. Pupil B says extending answers helps the teacher as “she knows if you’re doing well”. Pupil A added to this by saying “she knows what level you are and if you need a lot of support”. Pupils are aware of different learning levels and styles in the classroom and are aware that not every person in the class works at the same level. They understand that extending answers in the classroom allows the teacher to assess their progress and set them at a learning level that is both suitable but challenging. 
Question six was ‘do you prefer to give short, simple answers, or do you like being able to explain your answer more?’. Pupils C and F agree that they like to extend their answers and explain the steps it took to get to their answer in class. Pupil F says they do this so the “teachers understand how I got to that answer”. Pupil A contrasts them by saying they like short answers more, because they’re quicker and require less thought. 
Question seven was set in the context of a scale. “On a scale of one to five, one being not very good and five being extremely good, how much do you think it helps your teacher when you’re able to give an extended answer versus giving a simple answer?”. Pupils B, C and D rate a four as “she [the teacher] needs to know how you got to the answer” and “miss still needs to know what you’re talking about”. This reinforces the notion that the pupils are aware that the teacher needs to keep track of their learning in the classroom to scaffold and progress them further. Pupil E chose a 5 due to the fact “Miss needs to know [...] what we’ve learned and what we need to learn next”. 

The core of the study was to explore staff and pupil perceptions of questioning in the classroom. It was hypothesised that higher-order questioning was the more method of AfL within this strand and that lower-order questioning was seen to be not as effective by staff but was somewhat preferred by the pupils. From the data curated within the literature review, questionnaire and interview, the findings supported my hypothesis. Higher-order questioning was highlighted by the staff as more effective for assessing pupil progression and deepening the knowledge of pupils in the classroom. Pupil response shows that higher order can be seen as helpful to the teacher when assessing their progress, but also a bit frightening for pupils who don’t enjoy answering questions or are afraid of being wrong. Staff described lower order to be less effective as it doesn't allow them to assess learning. It is purely fact gathering and doesn't harbour any form of discussion Pupils, however, stated that lower-order questions are easier to answer, but require less thought, which reinforces the opinions of staff. 
Professional learning and practice have been developed during this study. Questioning methods, specifically higher-order questioning, are presented to be an integral part of the pupils’ progression and learning. 
Responses and results of this study will be implemented into PTE2 practice and in my professional practise as a qualified teacher to ensure the progression of the pupils is at a high standard, and my professional practice can be as optimal as possible. 
Word count: 3842


References:
Black, P., & Wiliam, D. (1998). Inside the Black Box: Raising Standards Through Classroom Assessment. Phi Delta Kappan, 80(2), 139-148. 
Bloom, B. S. (1956). Taxonomy of Educational Objectives: The Classification of Educational Goals. Handbook I: Cognitive Domain. Longmans, Green. 
British Educational Research Association [BERA] (2018) Ethical Guidelines for Educational Research, fourth edition, London. https://www.bera.ac.uk/researchers-resources/publications/ethicalguidelines-for-educational-research-2018 
Cambridge International (2019). What does assessment for learning mean? [online] Available at: https://www.cambridgeinternational.org/Images/271179-assessment-for-learning.pdf. 
City, E. A., & Lucas, E. L. (2017). Habits of Mind: A Missing Link in Teacher Education for Sustainability? Australian Journal of Teacher Education, 42(2). 
Costa, A. L., & Kallick, B. (2000). Discovering and Exploring Habits of Mind. Association for Supervision and Curriculum Development. 
Couper, M. P. (2008). Designing Effective Web Surveys. Cambridge University Press. 
Dillman, D. A. (2007). Mail and Internet Surveys: The Tailored Design Method. John Wiley & Sons 
Fontana, A., & Frey, J. H. (2005). The Interview: From Structured Questions to Negotiated Text. In N. K. Denzin & Y. S. Lincoln (Eds.), The SAGE Handbook of Qualitative Research (3rd ed., pp. 695-727). Sage. 
Johnson, D. (2018). Understanding Child Psychology. ABC Publishing. 
Marzano, R. J. (2001). Classroom Instruction That Works: Research-Based Strategies for Increasing Student Achievement. ASCD. 
Rubin, H. J., & Rubin, I. S. (2011). Qualitative Interviewing: The Art of Hearing Data. Sage 
Smith, A., Jones, B., & Davis, C. (2020). Exploring Cognitive Development. XYZ Publishing 
Waligora, M., Strzebonska, K., & Rózyńska, J. (2014). The Quality of Reporting of Randomized Controlled Trials in Ophthalmic Journals. PLOS ONE, 9(2), e84704. https://doi.org/10.1371/journal.pone.0084704 
Wiggins, G., & McTighe, J. (2005). Understanding by Design. ASCD. 
‌Wiliam, D. (2011). What Is Assessment for learning? Studies in Educational Evaluation, [online] 37(1). doi:https://doi.org/10.1016/j.stueduc.2011.03.001.


