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Rationale  
As a result of the COVID-19 Pandemic, digital learning replaced in person learning after the 
Christmas 2020 break. In these difficult times, it is of vital importance that pupils continue to 
engage with the work they are assigned. Ensuring this allows young people to continue to 
develop their understanding during the second national lockdown and also will ease their 
return as schools reopen in the future.  
 
There is a large amount of discussion and disagreement as to what engagement is. According 
to Chapman (2003), engagement is the “willingness (of students) to participate in routine 
school activities, such as attending class, submitting required work and following teachers’ 
directions in class”. It is worth noting that engagement is commonly viewed as a construct 
with three dimensions: behavioural (focused on participation in academic and social 
activities), emotional (positive and negative reactions to teachers, classmates and wider 
school) and cognitive (level of investment in learning) (Fredricks, Blumenfeld and Paris, 
2004). Due to the limitations arising from the digital environment, this enquiry focused on 
participation in online meetings and submissions of assignments as a measure of engagement. 
A digital quiz was chosen as a means of affecting engagement after considering activities that 
can be completed online and are flexible, allowing students to participate at a time that works 
best for them (Scottish Government 2021). 
 
Aims  
The primary aim of this enquiry was to examine the impact of a digital quiz on assignment 
submission numbers during the period of online learning resulting from the COVID-19 
pandemic.  
 
Methodology  
This enquiry took place over a four week period and focused on a mixed ability class of 24 
Secondary 1 pupils. This class was chosen as they had two lessons per week, with three days 
between each lesson, giving time for flexibility regarding deadlines and time to mark 
submitted work. Other classes were rejected as a bi-weekly timetable would have introduced 
gaps as long as eight days between some lessons. This consistency was desirable in order to 
mitigate factors external to the introduction of the digital quiz.  
 
At the end of the first lesson of each week, pupils were given an assignment on the contents 
of the current and previous lesson, which remained open for two days following its creation. 
Upon closing, submissions were marked and feedback returned containing a code which 
pupils could use to take part in an online quiz. This quiz consisted of a roughly equal mix of 
maths related questions and unrelated trivia. This quiz remained open until the morning of the 
first lesson of the following week, which would begin with the scoreboard being shared with 
the class. This process was repeated for a total of 3 weeks of quizzes, with one week at the 
end not featuring a quiz in order to act as a control. The assignment and meeting data of the 
week before the enquiry began was used for the same purpose. From the above-described 
process, the following data were recorded: 

• the number of students present in the call during the live lesson 



 

• the number of students submitting work to the assignment (as both a number and 
percentage of those present) 

• the number of students taking part in the digital quiz 
 

Professional judgement was important when deciding what standard of work was sufficient to 
be given the code to access the quiz. If work submitted was incomplete or of a lower quality 
than expected, students were not given the code. Conversely, if a student was highly engaged 
during the live lesson (active participation through regularly providing answers/asking 
questions), they were given the code.   
 
At the end of the final week of the enquiry, an online form was given for the class to 
complete (Appendix A) where students had to respond to five different statements giving 
responses from 1 to 5, corresponding to strongly disagree to strongly agree respectively. The 
individual responses were collected and the mean was calculated for each question, as well as 
the standard deviation.  
 
Findings  

 
Weekly results were collected and tabulated in figure 1 (above). During week 0 and the three 
weeks following a small increase is seen in the percentage of pupils submitting work, 
although in terms of absolute quantity the number did not increase outside of week 2, which 
had significantly higher attendance. The numbers completing the digital quiz were much 
smaller than the number of students submitting the required assignment. This indicates that 
any increase in submission rate may not be a product of the quiz as an incentive. It is worth 
noting that this number increased in subsequent weeks. This may be due to the act of 
displaying the scoreboard at the beginning of the following lesson, which may have made 
people want to take part in the following quiz.  
 
The comparison between the two control weeks before and at the end of the enquiry shows 
that the first week after the cessation of the digital quiz coincided with a significant drop in 
the submission rate, while the number of pupils present did not change noticeably. It is 
possible that the digital quiz mitigated a decline in submission occurring as digital learning 
continued. A longer period of enquiry and the study of multiple classes would be required to 
provide conclusive data regarding this possibility. 
 
Responses to Appendix A were averaged and tabulated in figure 2 overleaf. The results for 
question 1 and 2 suggest that from the pupil’ perspective, they did not feel strongly either 
way about whether or not the digital quiz increased. Further research suggested that this 
ambivalence may be due to the digital quiz acting as an extrinsic motivator, which research 



 

suggests has less impact than approaches built around intrinsic motivation (Deci, Koestner 
and Ryan, 2001). Moving on to question 3 it was clear that students greatly enjoyed the use 
of online quizzes and games at the end of the lesson, with this question being the most 
strongly answered in the affirmative. It is also apparent from questions 4 and 5 that pupils 
preferred when the questions in these quizzes were maths related rather than of a mixed 
nature. Question 5 was the lowest answered question of all, although it is also true that this 
was the most polarising question, with the highest standard deviation of 1.4.  
 
When marking submissions to give feedback, it was found that on a few occasions students 
had hit submit on the assignment without attaching any work. It is unclear if this was an 
accident or an attempt to receive the code for the quiz, but the lack of this occurring prior to 
the enquiry suggests the latter. No significant change was found in the quantity or quality of 
work completed. 
 
Conclusions  
While there is some evidence to indicate that the introduction of a digital quiz increased 
engagement, the change was not significant nor was the enquiry carried out over a long 
enough time period to draw definite conclusions. There was however a clear positive 
response from students to the use of online media to consolidate knowledge in a fun way. 
Low completion rates of the digital quiz suggests that if it is integrated, it may be better to do 
within the lesson rather than in the pupil’s own time.  
 
Implications for Future Practice  
Based on the findings, I plan to experiment with my implementation of digital quizzes into 
my classes for the remainder of the ongoing period of online learning, and potentially in the 
classroom too. Future uses of quizzes of a similar nature to the ones used will feature only 
maths questions as those were met with more unanimous approval. I will review existing 
literature and consider how I can design the task around developing intrinsic rather than 
extrinsic motivation. I will proceed with caution however, as further reading has suggested 
that an overreliance on gamification mechanics in the classroom is detrimental to long term 
learning (Hanus and Fox, 2015). 
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