CALIFORNIA STATE UNIVERSITY, NORTHRIDGE

HOMEWORK THAT WORKS:
PROFESSIONAL DEVELOPMENT FOR TEACHERS

A graduate project submitted in partial fulfillment of the requirements
For the degree of Master of Arts in Education,
Educational Psychology

By

Oona Wren Miller Hanson

May 2013

Copyright 2013
Oona Wren Miller Hanson

ii

The graduate project of Oona Wren Miller Hanson is approved:

Jonah Schlackman, Ph.D.

Date

Kent Baxter, Ph.D.

Date

Carolyn Jeffries, Ph.D., Chair

Date

California State University, Northridge

iii

Acknowledgements

I would like to thank my chair, Dr. Carolyn Jeffries, for her guidance, wisdom, and
support throughout the process of developing this project, which began as an idea in her
Instructional Design course. I also thank my committee members, Dr. Jonah Schlackman and Dr.
Kent Baxter, for sharing their time and expertise.
I also thank Dr. Denise Pope of Stanford University for inspiring me to pursue a degree
in Education and for being a role model of educational leadership.
My fellow student Carmen Ruiz Andreasen has earned my appreciation for being an
invaluable source of encouragement, insight, and friendship.
My family deserves my gratitude for their patience and support, particularly when I had
to choose the computer over games of Uno, Lego-building, and trips to the park. My husband,
Paul Hanson, championed me at every step of way, from encouraging me to apply to graduate
school to helping me format the page numbers on this document. My children, Gwendolyn and
Harris, also deserve special recognition for helping me grow as an educator by catalyzing a new
interest in understanding how kids learn. I also thank our “village” of reliable babysitters who
made it possible for me to embark on this academic endeavor.
I also thank the students I have taught over the years, and the colleagues who have
challenged and supported me. And my deepest admiration and gratitude go to the phenomenal
teachers I had at Laurel School, where I learned to love learning.

iv

Table of Contents

Signature Page ....................................................................................................... iii
Acknowledgements ................................................................................................ iv
Abstract ................................................................................................................. vii

Chapter 1: Introduction
Introduction ..................................................................................................1
Statement of Need ........................................................................................1
Purpose of Graduate Project ........................................................................6
Terminology.................................................................................................7

Chapter 2: Literature Review
Introduction ..................................................................................................9
Review of the Research ...............................................................................9
Synthesis of Literature Review ..................................................................30

Chapter 3: Project Audience and Implementation Factors
Introduction ................................................................................................33
Development of Project .............................................................................33
Intended Audiences ....................................................................................47
Personal Qualifications ..............................................................................51
Environment and Equipment .....................................................................51
Project Outline ...........................................................................................52

Chapter 4: Conclusion
Summary ....................................................................................................54
Evaluation ..................................................................................................54
Discussion ..................................................................................................57
Future Work and Research.........................................................................59
Conclusion .................................................................................................60
v

References ..............................................................................................................61

Appendix A: Evaluation Form for Reviewers .......................................................67
Appendix B: Excerpts from Homework That Works Facilitator’s Guide .............70

vi

Abstract

HOMEWORK THAT WORKS:
PROFESSIONAL DEVELOPMENT FOR TEACHERS
By
Oona Wren Miller Hanson
For the degree of Master of Arts in Education,
Educational Psychology

The recent homework debate among scholars, educators, and parents has focused
primarily on how much homework students should be assigned. Some argue that American
students are falling behind without enough academic practice at home. Others suggest children
are doing too much homework and note that achievement has been flat or declining despite a
recent increase in homework. The subject of homework quality, however, is often missing from
the conversation. Even our teacher education programs fail to give enough attention to
homework quality during teacher training, and professional development opportunities are
lacking. The purpose of this graduate project is to share best homework practices with secondary
school teachers so that they can provide meaningful, engaging, and developmentally-appropriate
assignments for their students. To be effective, this professional development workshop draws
on the latest research on motivation, adult learning, and transfer of training. The Homework That
Works Facilitator’s Guide provides all the necessary materials to prepare for and deliver this
half-day professional development workshop for high school teachers. With the skills and
knowledge needed to assign high-quality homework, teachers can engage students more fully,
boosting not only achievement but also a lifelong love of learning.
vii

Chapter One
Introduction

Although homework is given daily in almost every class, few teachers have sufficient
training in best practices when it comes to designing assignments (Aloia, 2003; Bennet & Kalish,
2006). Leading homework researcher Harris Cooper (2007) noted that “Homework is a source of
complaint and friction between home and school more often than any other teaching activity” (p.
ix). Cooper also observed that teachers complain about the increasing lack of student compliance
with homework expectations and are overburdened with homework monitoring and grading. All
stakeholders—teachers, students, parents, and administrators—suffer when time is wasted on
outdated, ineffective instructional traditions. And as “accountability” measures have put
increasing pressure on teachers to boost student performance, homework has become a
convenient way to attempt to cram in more time on task. Despite an increase in homework
quantity in many schools, however, academic achievement has been flat or declining (Kohn,
2006). The recent boom in “homework tutoring” businesses also indicates that something is
amiss (Sullivan, 2011). The current system is broken, and teachers need support in order to
provide the higher quality homework that will better serve the learning goals of our education
system.

Statement of Need
As education reform has gained increasing attention in the media, one aspect has been the
focus of particular scrutiny: homework. The film Race to Nowhere (Abeles, 2009) and books
such as The Case Against Homework (Bennet & Kalish, 2006) and The Homework Myth (Kohn,

2006) document the excessive, inappropriate, and ineffective homework that some teachers
assign on a nightly basis. Still other books, such as The Dumbest Generation: How the Digital
Age Stupefies Young Americans and Jeopardizes Our Future (Bauerlein, 2009), argue that
American students are not doing enough academics after school to compete globally. Teachers
struggle to make time for homework monitoring and express frustration over students’ lack of
compliance. Students often feel overburdened with busywork and lose intrinsic motivation for
learning (Pope, 2001). And parents worry about a child who receives too little or too much
homework (Cooper, 2007).
Informed by Harris Cooper’s work over the past thirty years, the dominant belief among
education scholars is that homework is an essential part of the learning process, yet most teachers
and parents overestimate homework’s importance. In his meta-analysis, Cooper (2007)
considered the relationship between homework and academic achievement and found a small but
significant correlation (r = .25) at the high school level whereas for middle school the correlation
was only r = .07; for elementary students there was zero correlation. Correlation should not be
confused with causation. Cooper noted that several studies have attempted to test the causal
relationship by randomly assigning homework to only some students, but each has been marked
by flaws in methodology; still, multiple studies have shown that homework may lead to higher
performance on unit tests. Research consistently shows that high school students have the most
to gain from homework (Cooper, Robinson, & Patall, 2006), yet their teachers have a lot to learn
about how to design effective assignments.
Few schools provide guidance for teachers, parents, and students about the appropriate
length and purpose of homework; only 35% of schools even have a homework policy (Cooper,
2007). While students may vary developmentally, there are some general guidelines for optimal
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homework quantity that are supported by research. A general rule of thumb—10 minutes per
night, per grade level—is supported by researchers and by educational organizations, such as the
national PTA (Cooper, 2007). For high school students, there are diminishing returns in terms of
achievement after about two hours of homework (Cooper, 1989). Yet not enough teachers are
following or even aware of these basic guidelines. In a national poll (Associated Press, 2006)
only 57% of parents reported that their children seemed to have the right amount of homework
while 63% of teachers felt they were assigning an appropriate amount.
Although much attention is paid to the amount of homework students are doing, less has
been paid to the efforts made by teachers to respond to the students’ work. When homework is
quickly “checked” for completion with a cursory glance, teachers imply that student work does
not matter and unintentionally invite students to copy from a friend or simply fill in “dummy
responses.” In order to use homework as a formative assessment tool, teachers must pay attention
to the student’s needs for remediation, reinforcement, or enrichment (Vatterott, 2011).
Homework can therefore function as an important and efficient way of providing differentiated
instruction. In addition, high-stakes homework policies, in which teachers excessively penalize
students for missing or late work, further encourage students to complete homework merely to
avoid punishment rather than through any intrinsic motivation. By refocusing on the learning
goals related to homework, teachers and students can move away from simply “getting it done”
to getting something out of it.
Even teachers who have had otherwise sufficient training tend to remain uneducated
about homework, an aspect of teaching that impacts students of all ages nearly every school day.
Very few teachers have had training in homework practices and policies, and schools rarely
provide staff development programs on this topic (Aloia, 2003). Teacher preparation programs
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tend to focus on educational theory, lesson-planning, and classroom management skills without
sufficient attention to homework’s role in the process; what little homework instruction is given
tends to be overly general and based more on the status quo than on the latest research (Kohn,
2006). Harris Cooper has noted that education schools do not provide specific training in
homework; in his words, “most teachers are winging it” (Bennet & Kalish, 2006, p. 38). Bennet
and Kalish also found that no course specifically about homework is offered at most teachers’
colleges. Even when teachers have been exposed to material related to homework, the vast
majority have merely read articles that addressed only the potential benefits of homework (Aloia,
2003). Leading homework researchers call for “focusing more on the quality of homework
assignments in teacher training” (Dettmers, Trautwein, Lüdtke, Kunter, and Baumert, 2010, p.
478). Parent assessment of homework quality also supports the need for this training. Of parents
polled in a 2008 survey, 33% ranked their children’s homework quality as poor or fair; and 40%
considered much of the work to be busywork (Paul, 2011).
The existing resources for educators, including homework guides and online tip sheets,
are insufficient to help busy teachers implement effective strategies in their classrooms. There is
a clear need for professional development to give teachers the skills they need to assign
appropriate, high value homework. Rather than blame students for laziness or bribe them into
compliance with rewards, teachers need to learn how to design assignments that activate
students’ intrinsic motivation not only to complete the homework but to approach it in an
engaged way that is linked to increased learning. High-quality professional development must be
provided to bridge this knowledge gap.
Teacher training is a proven tool for improving the quality of instruction. More than any
other variable, the quality of teacher preparation is the greatest predictor of student achievement

4

(Toh, Ho, Riley, & Hoh, 2006). The importance of teacher preparation is so powerful that it can
even account for almost all of the achievement gap between Blacks and Whites when studies
control for socioeconomic status (SES); schools in certain low-income areas tend to have
teachers with less training, and it is this lack of quality teachers, not only SES itself, that predicts
lower achievement in lower SES schools (Darling-Hammond, 2000). Students benefit from
teachers who have had quality pre-service training as well as ongoing professional development.
In international comparisons of student performance, achievement correlates with the quality and
quantity of teachers’ professional development (PD) (Darling-Hammond, Wei, Andree,
Richardson, & Orphanos, 2009). In the U.S. public schools spend approximately $20 billion a
year on PD, yet many question whether that money is being well spent (Matthews, 2012). PD
researchers Desimone, Porter, Garet, Yoon, and Birman (2002) conclude that “nationwide, the
typical professional development experience is not high quality” (p. 105). American schools
must focus not only on what students are learning but also on what teachers are learning.
One-time workshops have generally been done so poorly that they have gotten a bad
name among educators. What some have called “drive-by” workshops run by outside experts can
undermine motivation and leave most teachers feeling resentful that their time has been wasted
(Locke, 2012, para. 1). Teachers are not just passive consumers of information at an in-service
session; rather, they must actively construct knowledge over time (Imants, 2002). PD experts
agree that to be effective in improving teacher practice and enhancing student learning, PD
should move beyond the typical one-time workshop and instead be ongoing (Darling-Hammond
et al., 2009). While workshops may catalyze professional growth, it is professional learning
communities (PLCs) where this growth is fostered and sustained. Scholars studying the
effectiveness of PD concluded that teachers learn best the way students learn best: by practicing
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and receiving feedback (Ebert-May et al., 2011). These researchers noted that “communities of
practice” within schools, not isolated in-service sessions, provide the best chance for real change
and improved student learning (p. 557).
Still, even though continued practice and support increase the benefits of PD, there is
evidence that well-designed single workshops can still make a difference (Lydon & King, 2009).
Just as teachers want to design lessons and assignments that lead to meaningful learning, so too
PD facilitators must deliver the material in ways that will be most effective and relevant.
Homework That Works—a hands-on, interactive workshop that can be embedded within a
professional learning community (PLC)—would fully engage teachers and allow them to make
meaningful changes in the way they assign homework.

Purpose of Graduate Project
The purpose of this project is to share best homework practices with secondary school
teachers so that they can provide meaningful, engaging, and developmentally-appropriate
assignments for their students; to be effective, this professional development workshop draws on
the latest research related to motivation, adult learning, and transfer of training.
The product is the Homework That Works Facilitator’s Guide; the guide containing all
the necessary materials to prepare for and deliver a half-day professional development seminar
for high school teachers. Combining interactive lecture, hands-on group work, discussion, and
suggestions for follow-up activities, the workshop experience will allow secondary school
teachers to learn how to select and design effective homework assignments for their students.
Teachers will be given guidance on time-saving ways of continuing to practice and implement
the strategies learned during the workshop.
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Terminology
Homework: as defined by Harris Cooper (2007): “tasks assigned to students by school teachers
that are intended to be carried out during non-school hours” (p. 4).
Homework Control: teachers’ homework behaviors and policies, such as monitoring, collecting,
and grading assignments.
Motivation to Transfer: the “trainees’ desire to use the knowledge and skills mastered in the
training program on the job” (Noe, 1986, p. 743).
Transfer of Training: “the application of training to the workplace” (Gegenfurtner et al., 2009, p.
125).
Professional Development (PD): the ongoing education of teachers with the goal of improving
instruction and student learning.
Professional Learning Community (PLC): “Although there is no universal definition of a PLC, a
consensus view drawn from educational researchers and administrators is that a PLC
exists in a school when a group of teachers collaboratively and critically exchange their
instructional practices in an ongoing, reflective, inclusive, learning-oriented and growthpromoting way to support innovation and knowledge sharing” (Lee, Zhang, & Yin, 2011,
p. 820).

In order to develop a project that incorporates the latest research not only on homework
but also on professional development, I will review recent studies about all major relevant topic
areas. After synthesizing the latest research about the workshop content and mode of delivery in
Chapter 2, this project will describe in Chapter 3 the instructional design method and learning
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theories used for developing the project, including an overview of the intended audience for the
workshop and the qualifications of the workshop facilitator. Chapter 4 provides a summary of
the evaluation process as well as a discussion of implications and plans for future work.
Appendix B contains the Homework That Works Facilitator’s Guide and sample materials from
the workshop.
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Chapter Two
Literature Review

Introduction
This section will review recent studies related both to the content of the PD event and to
the instructional strategies and approaches used in the workshop.

Review of the Research
Homework research. As a result of Harris Cooper’s work and popular beliefs about the
importance of homework, research has focused on trying to understand the many factors that
contribute to homework completion; the assumption is that students who do more homework will
do better academically. While earlier research focused on the relationship between homework
quantity and achievement, recent studies have sought to understand more about the homework
process from a student’s perspective. Identifying the best ways to increase homework motivation
has proven challenging, as homework is a particularly complex educational event, “influenced by
more factors than any other instructional activities” (Xu, 2011, p. 172). Because homework is
such a potentially valuable part of the education process, however, it is essential to explore the
many factors that contribute to student success in this area.
Much of the research on homework focuses on the relationship between the amount of
homework and academic outcomes, such as course grades and performance on standardized
tests. One study took a close look at how this relationship can vary depending on the course
subject as well as demographic factors. Erena and Henderson (2011) analyzed data from the
National Educational Longitudinal Study of 1988 (NELS:88) to examine the achievement effects

9

of homework on approximately 25,000 8th graders in math, history, and English; students
completed tests of cognitive ability and returned surveys about school, home, and personal life.
Additional data from test scores, along with survey data from parents and teachers,
complemented the data from the student questionnaires.
Erena and Henderson focused their study on controlling for unobserved traits in both the
teacher and student in an attempt to tease out potential causal relationships between the amount
of time spent on homework and achievement outcomes. Using multiple sophisticated linear
regression analyses involving matched pairs, the researchers found that additional homework
predicted significantly higher achievement only in math. One suggested explanation for this
domain-specific result is that the nature of math homework, which tends to ask students to solve
problems, engaging students actively in applying skills learned in class more so than in other
courses. It may also be the case that math homework is most similar to the kinds of math tests
that are used to measure achievement. The researchers also conducted nonlinear analyses and
found that in the quadratic model, there were marginal but significant benefits to additional
homework in English.
This study went further by isolating certain subgroups of students and teachers, and those
analyses provided some interesting results. For Black students, for instance, additional math
homework did not correlate with an increase in math achievement; therefore, assigning more
homework in math can contribute to a racial achievement gap. In fact, the study found that Black
students generally tend to be assigned more math homework than other groups and show the
largest difference between amount of homework assigned and amount of homework completed.
In science, only Hispanic students benefited from additional homework. And in terms of parental
education levels, the students who benefited most from additional homework time were those
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whose parents had a high school degree or some college education. Students with highly
educated parents, however, did not benefit from additional homework, yet this was the group
completing the most homework. As the researchers looked at teacher differences, they also noted
that “low-quality teachers seem to assign more math homework,” which was aligned with
findings from similar studies (p. 956). The researchers were cautious to identify a specific time
limit on homework for this age group, but their findings suggest that benefits drop off
considerably around the 7-hour mark (per week) or when students “hit their time constraint or
give-up limit” (p. 960). For 8th graders, 7 hours per week (420 minutes) comes out very close to
the standard recommendation of 80 minutes per night (400 minutes). The researchers concluded
that teachers must be thoughtful about how much homework they assign and consider which
students stand to benefit from it.
The NELS, with its large, nationally representative sample, provides powerful data to
fuel this study, and the use of matched pairs in this analysis strengthened this research. The
researchers anticipated many potential mediating and moderating effects, and then tested their
hypotheses with additional analysis by controlling for factors such as race (both teacher and
student), SES, classroom size, and teacher experience. Their creativity and curiosity
demonstrated a thoughtful approach to the complex process of homework; for instance, they
removed gifted/honors classes from their calculations to avoid having high achieving clusters of
students skew the data. Still, it is likely that the lowest-achieving students are underrepresented
in this study, especially when self-reporting and questionnaires are used; the very students who
complete a questionnaire are also more likely to complete homework assignments. Research
would also benefit from having a more objective measure of time spent on homework. When the
homework time is self-reported, as in the NELS 88 data, there is certainly inherent error in the
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data. And, as the researchers themselves noted, the data from nearly 25 years ago may not
entirely reflect the reality faced by today’s students.
This study informed my project by providing additional evidence that extra homework is
unlikely to help most students in most subjects. The findings here supported the ten-minute rule,
which I review in the workshop. Because students from different backgrounds may not get equal
benefits from homework, it is crucial for teachers to get to know their students and assess
whether homework is promoting learning; in my workshop I instruct teachers to consider their
students’ needs and ask for frequent feedback from students to gauge the homework’s
effectiveness. Perhaps most important for teachers to know is that teacher quality was found to
be inversely proportional to homework quantity; despite external pressures on teachers to seem
rigorous by assigning lots of homework, the evidence does not support this practice. By
presenting this crucial information to participants, I can better prepare teachers to respond to
questions from parents, administrators, and other teachers.
In another study, Xu (2011) analyzed multiple predictors of homework completion by
high school students in an attempt to discover which variables had the greatest effect on variance
in homework completion both at the student level and class level. Rather than look at a narrow
set of variables, as earlier researchers had done, Xu combined theoretical frameworks from
several previous homework studies in order to gather data that would provide a more complete
picture of the factors contributing to homework completion. Xu’s primary research goal was to
test existing theories and established models of predictive factors related to homework
completion.
Xu began by laying out the existing theoretical frameworks that informed his study,
focusing on the expectancy-value model and on volitional control as it relates to self-regulated
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learning. Xu demonstrated the “need to integrate these two theoretical frameworks […] in
homework research, as students are more likely to complete homework if they consider it
important and interesting and if they take more initiatives to maintain the needed focus and
sustained effort in the face of distractions and obstacles” (p. 172). In addition, Xu included
Cooper’s (1989) endogenous-exogenous model of the homework process. Building on the work
of previous researchers, Xu then applied the findings related to other factors known to be
predictors of homework completion, such as gender, adult influence, student attitudes, and selfregulation skills
Dissatisfied with the limitations of previous studies, Xu expanded the scope of his
research to powerful effect. The multilevel analysis strengthened his study, providing a much
more complete picture of the components of the homework completion process. The data in this
study consisted of survey responses from a large and diverse group of students: 1,046 8th-grade
students and 849 11th grade students in the southeastern United States. Xu detailed the statistical
analysis performed on this data, clearly explaining the rationale for his process and linking his
approach to previously tested methods.
Xu’s hierarchical linear modeling revealed that most of the homework completion
variance could be predicted by the following factors: course grade, mastery orientation, teacher
feedback, homework interest, homework management skills, and gender (girls reported
completing significantly more homework). The practical implications are clear: “teachers and
parents need to pay more attention to what homework means to students (i.e., task interest and
utility)” (p. 180). Xu’s research supported not only what educational theory proposes but also
what experience or common sense would suggest: that students who find their homework
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interesting and meaningful actually do it, and that having self-regulation skills and the support of
an adult (at home and/or at school) makes it easier to complete homework.
Despite the overall quality of his research methods, some serious questions remain about
potential bias in his data collection. While his raw numbers and response rate (88.9%) were
certainly impressive, Xu did not take into account that the students who chose to complete the
homework survey might also be the students more likely to complete homework assignments. Xu
failed to see that his data may be skewed by excluding the very students who complete the least
homework and are the most disengaged in school. Although homework completion is correlated
with academic achievement at the high school level, Xu’s study did not attempt to show that
homework causes higher academic achievement. Rather, it is quite possible that high academic
achievers also happen to spend more time on their homework. Xu did mention that further
experimentation is necessary “to better address the issue of causation” (p. 180), but his primary
concern was to test predictors of homework completion due to specific attitudes, behaviors, or
interventions. Xu also belied his own bias against teens in the survey itself. When students were
asked about their ability to manage distractions, the survey did not consider other reasons for not
finishing homework, such as working at a part-time job, caring for younger siblings, managing
health problems, or shouldering other household responsibilities. The assumption that snacking
and instant messaging are the only possible distractions denies the reality of many students who
have nonacademic priorities. Xu’s survey highlights an anti-adolescent bias that permeates our
culture: the assumption that teens, left to their own figurative or literal devices, will be lazy,
disengaged, and irresponsible.
Xu did address the importance of homework quality, and he concluded with an appeal to
educators to offer students “more interesting homework tasks” and “real-life assignments” (p.
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180). However, Xu still seemed myopically focused on homework completion, losing sight of
the main goal of education: learning, not compliance. For each topic studied, Xu explained the
kinds of questions posed to students and referred to established scales used for responses.
Providing the reader with the actual survey questions submitted to students, however, would
have been more helpful. Access to the survey itself would not only aid researchers attempting to
replicate the study but also allow a more thorough peer review of the work (e.g., did the phrasing
of any test questions pose an unforeseen bias?).
Xu’s study helped shape the focus on my workshop on the issue of homework quality.
Teachers who want to boost homework motivation and learning must carefully consider whether
assignments have some relevance and value to their students. In my workshop, teachers practice
assessing the quality of assignments and then revise those assignments to make them more
meaningful. Although student-level characteristics, such as gender or self-regulation skills, can
affect homework completion, there are many things teachers can do to increase motivation and
learning.
Drawing on theory and laboratory studies supporting the positive effects of autonomy in
motivation, Patall, Cooper, & Wynn (2010) conducted experimental research to investigate the
power of a particular teacher action—homework choice—to affect students in actual classrooms.
This study of high school students (N = 207) sought to test a causal relationship between the
provision of choice in homework assignments and the following student outcomes: intrinsic
motivation, feeling of competence, homework execution, and achievement. During a month-long
study, students within each class were randomly assigned to a homework-choice or nohomework-choice condition; two weeks into the study, at the beginning of a new unit, students
were then assigned to the other group. Multiple steps were taken to limit contamination between
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the two condition groups, and for every assignment, each student was “yoked” to a student in the
other condition.
Before the experiment began, students completed a background questionnaire to provide
demographic information and their GPA. During the study, students responded to surveys about
their school experience and motivation. All students also took a test at the end of each unit.
Analyzing this data through multiple hierarchical linear models, the researchers found support
for their hypothesis. Having a choice of homework significantly predicted an increase in intrinsic
motivation, sense of competence, and unit test scores; the increase in homework completion was
marginally significant.
This study had many strengths in its design, including multiple attempts to limit
contamination and bias. For instance, the unit tests were not designed by the lead researchers but
rather by the classroom teacher and pre-service teacher; and the authors point out “these were the
same unit tests that would have been administered to evaluate students’ understanding of the
material from the unit regardless of whether the study took place” (Patall et al., 2010, p. 902).
What is surprising about this study was that even when the two homework options were
of questionable quality (e.g., choosing a crossword puzzle or a word search as vocabulary
homework), the effects of the choice were still significant; imagine if these students had been
provided with engaging, meaningful homework options. This classroom experiment was
administered by inexperienced pre-service teachers and used low-quality homework options.
Even more troubling, the researchers approached the study with a dubious research question:
“how teachers can encourage students to undertake their homework in a diligent manner” (p.
897). The researchers’ supposed interest in sparking motivation is belied by this familiar bias
that implies student laziness is the only obstacle to homework completion.
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By supporting the power of choice, this study provided an important component to the
content of the workshop. Even when teachers do not have the resources to change the overall
quality of an assignment, they can still make a positive impact on homework motivation and
learning simply by providing choices to students. Teachers learn why choice is so powerful and
how to include choices in time-saving ways.
Although adults, whether teachers, parents, or researchers, tend to attribute homework
completion rates to students’ personalities or home life, student perspectives are quite different;
the teacher’s actions and homework quality play a significant role in the choices students make
when it comes to completing homework (Trautwein & Lüdtke, 2009). Rather than focus solely
on students’ dutiful compliance with expectations, researchers increasingly consider the care and
attention paid by the teachers when assigning homework. Trautwein and Lüdtke employed
multilevel modeling to analyze survey data from a random sample of 511 8th and 9th grade
students in order to understand the role of multiple variables in predicting both the motivation to
do homework and the amount of effort students put into completing their work; this study sought
to discover more about why and how students do homework rather than focus solely on how
much is completed. The study’s variables included stable personality traits, homework
characteristics, cognitive ability, family background, and adult help with homework. In addition,
these researchers considered how these variables differed for students across various school
subjects.
The researchers found that homework motivation and compliance varied across subject
areas, but the students’ perception of homework quality was a significant predictor of homework
motivation and effort across all courses. Although researchers currently lack an objective
measurement scale with which to judge homework quality, student appraisals function as a
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useful assessment tool. Student evaluations of homework quality were consistent within
classrooms, demonstrating the potential reliability of student reporting for this variable. Creating
interesting, relevant, appropriate homework requires the teacher’s time, skill, and thoughtfulness.
In addition, “homework control,” a teacher’s attention to monitoring, collecting, and grading
homework, also predicts homework completion. The researchers beautifully summarized the
ideal process: “High-quality homework requires careful selection and preparation of appropriate
and interesting tasks. It means using homework assignments to reinforce classroom learning and
to diagnose individual students’ learning progress and difficulties” (Trautwein & Lüdtke, 2009,
p. 244). Supporting the researchers’ hypotheses, homework effort was also predicted by student
conscientiousness, expectancy beliefs, and value beliefs. In other words, hard-working students
who found a task both do-able and valuable tended to complete the homework.
This study had strengths and weaknesses. Unlike previous homework research, this study
sought to capture differences between classroom-level effects and student-level effects to get a
more accurate picture of what variables are at play. Another important aspect of this study was
its careful attention to domain-specific differences in homework attitudes and behaviors. That
they focused this part of the study on predictions of gender stereotypes raises some questions,
however. They found that girls completed more homework in English, German, and biology
while boys completed more in math and physics. While it is important to consider the ways that
stereotypes may influence both value and expectancy beliefs in students, the researchers seemed
to reinforce stereotypes with statements about “the well-known gender differences in
achievement levels” (p. 256). The study also failed to examine the potential effects of the
teachers’ genders in various classes.
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Although they used valid instruments and a random sample, the data relied on selfreported student questionnaires. Because student perceptions of homework were the main focus
of this study, however, student responses represented meaningful data. Still, to strengthen this
study, as the researchers noted, data from other sources could cross-validate some of the selfreported figures, especially on quantifiable items such as the amount of time spent on homework.
The researchers also suggested that further study should be done before drawing conclusions
about generalizability from the study of only nine German schools. This pair of researchers and
their colleagues delved deeper into questions about homework quality in a later study, reviewed
below.
In addition to reinforcing my workshop’s focus on homework quality, this study also
emphasized the importance of teacher monitoring and feedback, which are included in my
workshop. In addition, the study showed the power of student assessment of homework quality,
and this finding supported my assertion that teachers must solicit feedback from students about
assignments.
Dettmers, Trautwein, Lüdtke, Kunter, and Baumert (2010) hypothesized that homework
quality would predict homework motivation, homework completion, and achievement. Two
indicators of homework quality—homework selection and homework challenge—were
considered in this study. Homework selection addressed the level of interest, relevance, and
appropriateness of the assignments. The other aspect of homework quality was the perceived
level of difficulty in the assignment; the researchers predicted that a just-right level of challenge
would benefit the students.
Self-report survey data were collected from high school students (N = 3,483) when they
were in 9th grade and again in 10th grade. As predicted, most students who felt their homework
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was high quality and challenging were significantly more motivated to do their homework and
spent more time doing it. As predicted, at the student level, those who perceived a greater level
of homework challenge performed more poorly on achievement tests. For students with weaker
self-efficacy or lower ability levels, a higher level of cognitive demand decreased their
motivation to do homework; homework that is too far above the student’s perceived ability is
demotivating. Not surprisingly, students who felt competent about completing their homework
performed better on tests of achievement. And the amount of time spent doing homework was
negatively correlated with achievement; more homework time did not predict more learning. The
analysis controlled for variables (such as cognitive ability) that may have confounded the results,
so the researchers suggested that ineffective study habits may be the cause of this lower
achievement among students spending additional time on homework. This result may also be due
to the fact that the students did not accurately report time spent truly focused on homework.
Students tended to agree in their assessment of the quality of the homework selection, but there
was, not surprisingly, more variety in their assessment of the level of challenge. Contrary to the
researchers’ hypothesis, higher ratings of homework selection quality and challenge predicted
higher achievement only at the class level and not at the student level. Because individual student
data is so idiosyncratic, considering class-level data allowed the researchers to see larger trends.
This study confirmed that high-quality homework is linked not only to homework completion
but to greater learning; “students in classes given well-chosen and challenging homework
assignments learn more than their peers in other classes (teacher- or class-level effect)” (p. 478).
Although some might question the validity of student questionnaires, the researchers here
emphasized that self-reports were exactly the right kind of data, as student perceptions were the
primary focus of this study. To diminish the risk of idiosyncratic responses skewing the data, this
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study considered not only student-level data but also classroom-level data. Multilevel modeling
also confirmed the reliability of student ratings by comparing them to the class mean. Although
many other homework studies rely on course grades to measure achievement, this study provided
more dependable data by using reliable and valid achievement assessments. The researchers
acknowledged that this study cannot deliver definitive conclusions about causation, and they
called for further experimental studies that would randomly assign teachers to use particular
homework interventions. This study focused on math homework and math achievement, and the
results may not be generalizable to other subjects. One potential confounding variable was not
addressed adequately in this study: teacher quality. It seems possible that the achievement gains
may not be attributable merely to the teacher’s high-quality homework; the teachers who assign
higher quality homework may also be giving higher quality instruction in class as well. In other
words, high-quality homework may be just one aspect of high-quality instruction.
The researchers drew conclusions about the applicability of their findings to the
classroom. They recommended that teachers provide proper scaffolding and structure to
assignments so that students can feel confident about tackling challenging tasks. Giving
individualized assignments can be too time-consuming for teachers, but they suggest creating
assignments that can be approached differently by different students.
This study deepened my understanding of the components of homework quality to
include both the homework selection and the level of challenge. My workshop instructs teachers
about how to identify and consider these components in their classroom. Like the other
homework research, this study helped shape my focus on the choices teachers make when
designing or selecting assignments. The authors of this study also made concrete suggestions
about how to support students in the homework process, and I include these in my workshop.
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Professional development research. Research on the effectiveness of professional
development for teachers considers four main factors: the affective response to the professional
development, the learning gained by teachers, the effect on teacher behavior in the classroom,
and the effect on student learning (Hattie, 2009). Because the goal of PD is not simply to enrich
teachers’ knowledge but to effect change in the classroom, it is crucial to optimize what is
known as “transfer of training” (Subedi, 2004; Gegenfurtner, 2011). One of the challenges of
professional development is the inherent obstacle faced during any training session, which by
definition, is attempting to change people’s beliefs and practices. Professional development
facilitators must always consider the fact that most teachers already “hold strong personal
beliefs” about how they define “good teaching” (Van Driel & Berry, 2012, p. 27). Merely giving
information that contradicts a teacher’s prior knowledge and existing practices is not likely to
lead to change.
Tillema (1995) conducted a study to investigate the impact of two approaches to teacher
training that try to address teachers’ professional beliefs because the “degree to which a teacher
accepts new information […] is to a large extent determined by the congruence between the
teacher’s pre-existing ideas and perspectives on the professional domain and those expressed in
the training” (p. 292-293). If a PD session does not consider the existing beliefs of its
participants, teachers are likely to reject new ideas as “irrelevant, implausible, inapplicable,
unpromising or unintelligible” (p. 293). Tillema hypothesized that trainers who gather
information about participant knowledge in advance could present the new information in a
context that would facilitate learning. The researcher tested this approach, known as diagnosis, in
her study of primary school teachers (N = 146) participating in a professional development
program.
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Groups of teachers were randomly assigned to treatment and control groups; the
treatment group’s trainers received information about the participants’ knowledge and beliefs
related to the training content in advance. Over the course of the two-year study, pre- and postdata were collected from the results of multiple validated survey instruments that measured
beliefs, attitudes, and knowledge associated with the training content. Using an ANOVA design,
the researcher analyzed changes in the different groups.
Learning was positively and significantly correlated with the amount of overlap between
the teachers’ pre-existing beliefs and the content of the training. Similarly, the affective response
to the training was linked to the level of congruence; positive attitudes toward the training were
predicted by how much the content corresponded with the teachers’ beliefs, and those in the
control group who did not feel a positive attitude toward the training showed an even more
negative attitude toward the content after the training. Results did not fully support the
hypothesis that using the diagnosis technique would increase learning, however. One possible
explanation for this result was the fact that the participants already had fairly high levels of
knowledge before participating in the training. Even more important, the trainer was merely
given the data about the participants’ beliefs without instruction about how to use that
information to tailor the delivery of the workshop to those learners.
The researcher concluded that the study reaffirmed the notion that simply presenting
teachers with new information is not an effective way to provide professional development. In
order to effect change, training “needs to engage the pre-existing ideas, orientations, ways of
thinking and perspectives of professional teachers” (p. 312). Tillema concludes, somewhat
surprisingly, that training might be even more effective if it actively confronts teachers’ beliefs.
This suggestion echoes others who have found that directly challenging teachers’ viewpoints

23

may actually boost learning. In his meta-analysis, Hattie (2009) concluded that professional
development must present some stimulating cognitive dissonance to increase the likelihood that
student learning will be affected. Either approach—working within an existing belief system or
directly challenging it—emphasizes that learners’ beliefs and attitudes must be considered along
with the content being taught.
One potential bias underlying Tillema’s study stems from the fact that participants were
already very motivated to learn from this PD (on a four-point scale, the mean was 3.9.) and had a
strong sense of self-efficacy; this was not a representative sample. Another major limitation was
the similarity of the two groups in the study; as the researcher acknowledged, “the treatment
condition was rather weak” (p. 312). Although there were some flaws in the study design, the
findings still support the value of acknowledging adult learners’ prior knowledge and beliefs.
Tillema’s study influenced the development of the Homework That Works Facilitator’s
Guide. Because pre-existing beliefs influence the reception of PD content, facilitators are
instructed to collect information about teacher beliefs and assumptions prior to delivering the
workshop. In addition, the facilitator is guided to use the opening activity of the workshop to
gain further insight into teacher attitudes about homework; by understanding and acknowledging
participants’ beliefs, the facilitator can increase the potential for engagement and learning.
In their three-year longitudinal study, Desimone, Porter, Garet, Yoon, and Birman (2002)
examined the impact of professional development on teachers’ practices in the classroom with
the goal of identifying the most effective features of PD. Building on their earlier cross-sectional
study (Garet, Porter, Desimone, Birman, & Yoon, 2001), the researchers gathered longitudinal
data to test further whether commonly accepted elements of high-quality PD led to changes in
the classroom. The six factors considered were reform type (whether the activity was part of a
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PLC rather than a more traditional PD event), duration (time span of the event and total contact
hours), collective participation (whether groups of teachers from the same department, grade
level, or school worked together rather than individuals from various sites working alone), active
learning (level of engagement and feedback), coherence (consistency with teachers’ goals and
alignment with standards), and content focus (how directly the PD addressed specific subject
content). Surveying teachers before and after participating in PD, the researchers gathered three
waves of data, in 1997, 1998, and 1999. The teachers selected to participate in this study were
drawn from 30 schools across five states, representing districts diverse in student population as
well as in the types of PD programs used. Analysis was conducted only on those respondents (N
= 207) who returned all three completed surveys.
Results from hierarchical linear modeling (HLM) supported the hypothesis that PD
covering specific classroom practices (e.g., use of technology, higher order instructional
methods, and alternative assessments) would predict greater use of those techniques in the
classroom. HLM was then used to investigate whether higher quality PD would increase the
likelihood that teachers would employ strategies they had learned. Among the various factors
considered part of high-quality PD, active learning and collective participation had a positive and
significant (p < .10) effect on the application of PD content in the classroom. Other features of
high-quality PD showed positive but not statistically significant relationships with the use of
strategies in the classroom; this lack of significance may be due to the small sample size.
One strength of this research was the use of measures that had been validated in the
authors’ previous large (N = 1,027) cross-sectional study; however, this study also contained
several weaknesses. The researchers did not assess whether the implementation of PD training
was ultimately effective in improving student learning; rather, the study considered which
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elements of PD were the most likely to be transferred into classroom use. The relatively small
sample size in this study further weakens the impact of the findings. Although the sample’s
demographics mirrored those of the researchers’ much larger study, using responses from only
those teachers who fully completed and returned all three surveys may have skewed the data
because only the most dutiful participants were included in the study. Self-report questionnaires
also raise questions about the reliability of the data. Another major flaw, which the authors
acknowledge, is that the survey asked teachers to report on only one PD event even though they
may have participated in multiple events during that time; drawing clear conclusions about the
direct effects of the selected PD event is therefore impossible.
Even with some potential weaknesses in this study, the results still support the
understanding that most successful professional development programs tackle practical issues
teachers face regularly during planning or instruction rather than more theoretical concepts
(Darling-Hammond et al., 2009). As a part of almost every teacher’s daily routine, homework is
a topic well-suited for PD because the relatively concrete nature of the content increases the
likelihood of application in the classroom. This study’s conclusions about PD quality are also in
line with the body of literature (Birman, Desimone, Garet, & Porter, 2000; Borko, Jacons, &
Koellner, 2010; Putnam & Borko, 2000) that supports the power of teacher engagement in PD.
This study led me to focus on providing opportunities for active learning and
collaboration during the PD. The Facilitator’s Guide makes it clear that the workshop is not a
lecture but rather an interactive presentation with opportunities for teachers to work in groups for
a hands-on activity. The workshop also focuses not on larger theoretical questions but on
practical daily concerns in the classroom.
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Much of the literature on professional development emphasizes the importance of
ongoing PD and suggests that one-time events may be less effective. In their study of short
workshops presented to science teachers, however, Lydon and King (2009) sought to discover
whether single events, rather than longer continuing professional development programs (CPD),
could make an impact on teaching and learning. The authors point out that previous research
presumed that single events were ineffective and failed to evaluate them in a thoughtful, rigorous
way. In addition, there are practical barriers to capturing the impact of a single workshop on
student outcomes, as there are so many variables affecting teacher and student behaviors.
Answering multiple questionnaires before and after participating in workshops,
secondary school science teachers (N = 274) reported their prior knowledge as well as the ways
the PD made on impact on their cognitive, psychomotor, and affective goals. Follow-up
questionnaires one year later were also administered to measure any lasting impact on classroom
practices. The participants were from a diverse range of schools settings, including both public
and private schools.
Their analysis showed that nearly half of the workshops made a significant impact on
classroom practices, and all the workshops showed at least some level of positive change. Even
when measured against criteria designed for evaluating longer, comprehensive PD programs,
these single workshops still showed surprisingly positive results. These findings led to the
conclusion that “well-structured workshops specifically targeted to one element of the
curriculum and presented by trained experts can be effective in changing practice in the
classroom” (p. 79). The researchers concluded that the skill level of the workshop presenter was
a key factor and that delivering workshops to whole secondary school departments (rather than at
a larger conference) made a positive impact. The researchers note that the most effective
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workshops “provided opportunities for exploration, practice, and peer feedback” (Lydon & King,
2009, p. 81).
The researchers acknowledge some potential bias in the study that may have skewed the
data; all of the schools included in the study had requested the professional development, so
there may have been greater motivation and interest in adopting new approaches. Also, only
those participants who responded to the survey are included in the study, so a self-selected group
of respondents may have further skewed the data. This study also did not attempt to measure
direct impact on student learning.
This study shaped the overall development of my product because it demonstrated the
potential power of a one-time workshop. The Facilitator’s Guide establishes high expectations
for the level of expertise of the presenter and gives ample preparation materials to ensure the
high quality required in a presenter to motivation participants. Because a well-organized, focused
workshop is most effective, I took great care in the design process and went through several
rounds of formative assessment and revision to optimize the structure of the workshop. I
included opportunity for practice and feedback during the PD.
Making the professional development session engaging in itself is not sufficient;
participants must be motivated to apply the knowledge they have gained when they return to the
classroom. Introduced by Noe (1986), the concept of “motivation to transfer” considers the
participant’s desire to take skills and knowledge gained in a training session and apply them on
the job. Transfer is a complex process that involves both personal and environmental factors
(Subedi, 2004). Trainers cannot assume that transfer will happen automatically; rather, careful
planning and delivery of training is essential (Subedi, 2004).
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Gegenfurtner, Festner, Gallenberger, Lehtinen, and Gruber (2009) tested various features
of training to identify the best predictors of motivation to transfer. Informed by selfdetermination and expectancy theories, the researchers investigated both autonomous and
controlled motivations for transfer. Autonomous motivation includes not only intrinsic
motivation but also extrinsic motivation that has been sufficiently internalized; controlled
motivation, on the other hand, involves responding to external forces such as punishments and
rewards. Among other variables were the participants’ sense of social relatedness to others and
their satisfaction with the instruction provided in the training. Questionnaires from 444
professionals participating in a training session were returned voluntarily (but with a high
response rate of 89.92% from the original sample). These surveys measured qualities of the
participant as well as the training experience. The data were analyzed using structural equation
modeling because the goal was to test a hypothesized model.
Not surprisingly, positive attitudes toward the training content before the session
predicted greater motivation to transfer the training on the job. Assessment of the instructional
quality of the training also correlated with motivation; participants were more highly motivated
by training that included active participation, exciting examples, collaboration, and opportunities
for participants to share their expertise. In addition, autonomous motivation to learn from the
training predicted more transfer than controlled motivation; external rewards hindered
participants’ motivation to transfer. The participants’ sense of relatedness, however, did not
significantly predict autonomous motivation, as was hypothesized. This result was surprising
because social connection to work colleagues has been linked to transfer motivation in other
studies (Hagger, Chatzisarantis, & Harris, 2006; Standage, Duda, & Ntoumanis, 2003). The
researchers acknowledge that the timing of the data collection (immediately after the training)
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may have weakened the potential impact of participants’ connection to colleagues since posttraining interaction had not yet taken place. One interesting demographic finding was that age
was positively correlated with positive feelings about the training, sense of relatedness with
colleagues, and level of satisfaction with the training.
The researchers acknowledged several weaknesses in the study, including the fact that
motivation data was collected at only one point in time; because motivation can be dynamic, this
data may not fully represent the participants’ motivation. This study considered only health and
safety training, so the findings may not necessarily apply to other content areas. Longitudinal
studies of different training domains would yield more conclusive results that could be more
readily generalized. All of the data were taken from self-report questionnaires; collecting data on
how much training content was actually applied in the workplace would add important crossvalidating data. A major strength of this study was its consideration of the complexity of
motivation, which is comprised of multiple dimensions.
This motivation to transfer study influenced the development of the product. Because
positive attitudes toward a PD event can increase motivation, I chose to promote the time-saving
and learning-enhancing outcomes that participants will gain from the workshop. The Facilitator’s
Guide emphasizes the importance of avoiding lecture and instead encourages participants to
share their expertise. During the design process, I also considered multiple ways to increase
participants’ intrinsic motivation, which is explored in more detail in Chapter 3.

Synthesis of Literature Review
The research presented above supports the development of my proposed homework
workshop, as there are evidence-based homework practices that will enhance learning
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opportunities for students. This information must be shared with teachers because studies
confirm that teacher behaviors help shape student beliefs and performance when it comes to
homework. The amount of time teachers spend on homework, both preparing and grading, can
have profound effects on the engaged time students spend on homework.
Research supports the dissemination of effective strategies that teachers can apply in their
classrooms. It is clear that selecting or creating developmentally-appropriate, high-quality
assignments is an important step for any teacher who wants to boost homework motivation and
learning. The task must be challenging and engaging but also doable given the students’
prerequisite skills and time available. More homework does not necessarily lead to more
learning; quality matters most, and excessive homework is counter-productive. Teachers must
also consider the needs of their students and offer assignments that have value, not busywork.
When assigning homework, teachers can further enhance motivation by providing choices of
assignments or offering alternative approaches to completing an assignment. In addition to
offering a variety of interesting, relevant assignments, teachers must also plan to provide
appropriate homework control, support, and feedback.
The research also supports the delivery method of the content; research-based best
practices for creating motivating, effective PD are incorporated into the workshop. The
workshop will be well-organized around teaching specific techniques and approaches rather than
theoretical concepts. In order to boost the chances that learning about homework will be
transferred to practice, the workshop will include collaboration and active learning among
participants. Rather than rely on lecture, the workshop will engage active participation and draw
on the expertise of the participants. To nurture intrinsic motivation, the workshop will ensure
participants experience autonomy by allowing opportunities to make choices and have control;
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external rewards will be avoided. Because pre-existing beliefs about the workshop affect transfer
motivation, I will foster positive attitudes about the workshop in advance by emphasizing its
benefits. Because motivation and transfer are enhanced when colleagues can work together
during PD, the workshop will be delivered at a particular school site rather than at a large
education conference. The facilitator can also then target the instruction to the specific needs of
those teachers, further enhancing the effectiveness of the workshop.
This review of literature for all relevant topic areas has informed the creation of
Homework That Works Facilitator’s Guide and Workshop. The following chapter lays out the
specific instructional design process used during the development of the product.
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Chapter Three
Project Audience and Implementation Factors

Introduction
The research presented in Chapters 1 and 2 indicates a need for the development of the
Homework That Works PD workshop. Teachers need the knowledge and skills to design
effective homework in order to give students the benefits of independent work; in order to
deliver this information successfully, the workshop must be designed using the most recent
research about the needs of adult learners in a professional development setting.
This chapter describes the instructional design model used to develop the project,
including a detailed discussion of the learning theories that informed specific strategies used in
Homework That Works. The chapter will describe the intended audience of the workshop as well
as the qualities required of the facilitator and venue.

Development of Project
Instructional design model. During the design process of the Homework That Works
Facilitator’s Guide, I employed the Dick, Carey, and Carey Instructional-Development model.
This model worked well for the development of this guide because it provided a structured
approach that meshed with the organic process used by an experienced teacher.
Below you will find a step-by-step overview of how the Dick, Carey, and Carey model
informed the design process of this workshop; more specific applications of these processes
appear in the Facilitator’s Guide, located in Appendix B.
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Needs assessment and identification of instructional goals. The first step was to
identify the instructional goals of the workshop and conduct a needs analysis in order to ascertain
the gap between the desired goals and the existing PD and homework behaviors (of both teachers
and students). Through my needs analysis described in Chapter 1, I isolated what teachers need
to know in order to select or design effective homework assignments. In addition to knowing the
research-based guidelines on homework quantity (the ten-minute rule), teachers must understand
the components of homework quality. Although there is no universal definition of high-quality
homework, I developed a list of some of the most important components that can contribute to
homework quality. Teachers need to know why and how to make assignments interesting and
meaningful to students. In addition, the difficulty level of the homework must be appropriate for
the students’ developmental stage and their prerequisite knowledge; teachers must know their
students well in order to assign homework that has a just-right challenge level. Teachers must
understand the power of offering choice to students during the homework process (e.g., selecting
from various homework options, choosing different approaches to an assignment, and
participating in deadline selection). In addition, teachers must learn the importance of and
practical approaches to homework monitoring and feedback; teachers must demonstrate that the
homework is meaningful by monitoring student progress. Homework can be a powerful type of
formative assessment; by reviewing homework and making comments (either orally or in
writing), teachers better understand what students are learning and provide students with
essential feedback. Because the timing of feedback matters, teachers must learn how to respond
to homework in efficient ways.
Understanding the weaknesses in existing homework guides helped me further refine the
articulation of my instructional goals. I evaluated available homework resources for educators,
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including homework guides and online tip sheets, which are all inadequate when it comes to
helping busy teachers implement effective techniques in their classrooms. Teachers need
specific, concrete examples and strategies for improving their assignments, not didactic lists on a
website. In addition, these guides and tip sheets provide information but not proven motivational
and learning strategies—such as interactivity, practice, and feedback—that are likely to effect
change.
The one high-quality homework workshop I have found is “Making Homework Work,”
offered by Stanford University’s Challenge Success program. Schools that can schedule a halfday PD program are presented with a review of the homework literature and guidance on
improving local policy and practice. There is also an opportunity for teachers to bring in actual
homework assignments that participants then work to improve. My workshop focuses entirely on
helping teachers improve the quality of their assignments and allows ample time for teachers to
practice the skills and receive feedback. The Challenge Success workshop is primarily focused
on addressing the issues faced by high-pressure college-prep high schools whereas my workshop
can help any school improve the quality of homework teachers are assigning. Although my
workshop does overlap somewhat with the Stanford program, it is clear that one organization
alone cannot serve all the schools that need this kind of training.
Through the needs assessment and evaluation of similar products, I developed
instructional goals for the participants in the workshop:
Before giving homework to their high school students, teachers will assess homework
quality using the Homework That Works Checklist.
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When assessing a potential homework assignment, high school teachers will make
necessary revisions to ensure that the assignment meets at least four of the goals in the
Homework That Works Checklist.
When assigning homework, teachers will articulate the assignment’s goals and relevance
to the students orally or in writing.
When assigning homework, teachers will select or create meaningful, engaging,
developmentally-appropriate work using the tools learned in Homework That Works.
When assigning homework, teachers will regularly offer choices to students.
When giving homework for the purposes of practice/rehearsal, teachers will use nightly
assignments as formative assessments, using rubrics relevant to the assignment.
When students complete homework assignments, teachers will provide timely written or
oral feedback.
Because high school students will be receiving this homework, I developed instructional goals
for this group as well:
When receiving a homework assignment, students will make choices about which tasks
to complete, how to approach the work, or when the completed work is due.
When completing a homework assignment, students will be actively engaged in
practicing or synthesizing knowledge and/or skills.
Although parents and guardians are less involved with their children’s homework during the high
school years, homework is done primarily at home and therefore may involve the parents or
guardians in some way. Instructional goals for the parents and guardians include:
When their children are assigned homework, parents/guardians will support the student’s
efforts according to the expectations of the teacher and the needs of the child.
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Instructional analysis. To understand the instructional process, I considered the content
of the workshop, the tasks involved in the workshop, the learners, and the context. I broke down
the instructional goals into each component that must be learned. Particularly because there is no
universal definition of what constitutes high-quality homework, I isolated the most important
elements that make homework meaningful, engaging, and developmentally-appropriate; these
components are addressed separately in the workshop. In addition, I considered the informationprocessing that will be required by the participants as they learn the material during the
professional development event; for example, I ensured that each PowerPoint slide contained one
main idea with visually appealing graphics and minimal text. I also paced the workshop to avoid
cognitive overload.
Analysis of learners and context. I analyzed teachers’ existing homework skills and
knowledge, their beliefs about homework, and their feelings about professional development. My
research forced me to consider the fact that many teachers dislike PD time because of their past
experience with irrelevant or low-quality PD. Teachers can also have entrenched beliefs about
homework and be defensive of current practices. Because of these potentially negative attitudes
toward learning about homework during PD time, I had to shape the workshop carefully to take
these views into account; I emphasized the time-saving and achievement-boosting benefits of the
workshop and ensured that the workshop contained the proven elements of high-quality PD. I
also considered the environment of the workshop as well as the participants’ ongoing
collaboration in order to understand the context in which the learners will be interacting with the
finished product, which includes take-home materials and suggestions for collaboration. Because
large education conference settings can limit collaboration between colleagues, I chose to place
this workshop in the context of specific school sites.
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I factored in the attitudes, skills, and knowledge of the high school students who will be
receiving the homework; the students’ need for relevance, meaning, and value was a driving
force in the development of the workshop. I also had to consider the context of the classroom
where the homework would be assigned and collected. I also took into account the home
environment, where, by definition, the homework is likely to be completed. Although parents
tend not to be overly involved in their high school children’s homework, I also considered the
way parents may be impacted.
Performance objectives. I crafted detailed statements about what teachers will be able to
do after they have participated in this PD. These performance objectives employ active verbs and
clarify the necessary conditions and tools:
Given a standard to reinforce with homework, teachers will always use the Homework
That Works Checklist to assess the quality of homework before assigning it.
Before giving a new assignment, teachers will always complete the homework
themselves in order to debug, gauge difficulty, and better prepare to give feedback.
When revising a homework assignment at least once per week, teachers will use the
Homework That Works Checklist or good homework samples to improve a minimum of
two components of homework quality.
At least once per week, teachers will provide students with two choices in terms of which
assignment to complete, how to approach the assignment, or when the assignment is due.
Given a completed homework assignment, teachers will give written or oral feedback
within the same time span in which the students had to complete the assignment (e.g., a
one-night assignment receives feedback no more than one day later; a week-long project
or essay may take up to a week to grade).
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At least once per unit, teachers will gather feedback from students about homework
quantity and quality through surveys or informal class discussion.
Development of assessment. I created an authentic task within the workshop to function
as an assessment that will be used to test whether the participants have met the performance
objectives. While working in a small group, participants will select a sample homework
assignment, assess its quality using the Homework That Works Checklist as a rubric, and then
revise the assignment as needed. The facilitator can check for understanding and provide
feedback both during the activity and when the small group presents their work to all of the
participants.
Instructional strategy. I selected the appropriate learning theories to develop the
organization and delivery of the workshop and guide. Focusing on theories of motivation—
including self-determination theory, adult learning, and transfer motivation—I employed
strategies throughout the guide and workshop to enhance motivation. Below I list some examples
of how I utilized essential evidence-based components of motivation throughout Homework That
Works.
Attention. Below are some key aspects of gaining the attention of learners during the
instructional event:
Objectives. At the beginning of the workshop, the facilitator will connect the workshop
objectives with participants’ goals in several ways. The opening activity invites participants to
consider what they want their students to gain from homework. The facilitator is guided to make
connections between the participants’ comments and the goals and benefits of the workshop.
Relevance. The facilitator will frequently draw on teachers’ experience and will
demonstrate the ways that the workshop content can make a positive change in the classroom.
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Accountability. The PD workshop contains regular opportunities to keep learners
accountable for the material. Although the facilitator will be presenting some material, the
emphasis is on audience participation. The hands-on activity, in which participants will evaluate
and revise sample homework assignments requires them to apply information from the
interactive lecture and discussion. Because teachers will be working alongside colleagues at their
own school site (rather than being anonymous participants in a large conference), the context of
the workshop supports engagement and professionalism.
Modality. The workshop attempts to engage learners by incorporating as many senses as
possible. Rather than listening passively to a lecture, participants are invited to write down ideas
and also to share them aloud with the entire group. When working in their small group activity,
participants will practice using the Checklist as a rubric and physically re-writing components of
the assignment.
Comprehension. Below are some key aspects of supporting learners’ comprehension.
Chunking and Organizing. During the design of the workshop, I was careful to keep one
main idea per PowerPoint slide. Because most adults have trouble taking in more than 9 pieces
of information at a time, participants will receive an 8-point checklist for evaluating homework
assignments that they select or design.
Cues and Visuals. The facilitator will show several examples of the ways a typical
homework assignment can be revised and improved. Images of engaged and bored students help
cue participants to see the distinctions between different kinds of assignments.
Generations. The workshop has participants ask their own questions, develop answers to
open-ended questions, and problem-solve during the activity. Near the close of the workshop,
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participants are also asked to generate a list of concepts that they hope to apply to their
classroom.
Memory. The workshop includes several key memory-boosting components.
Practice. After the facilitator has reviewed the goals of the workshop, s/he will frequently
refer back to them by connecting them to comments and questions throughout the workshop. In
addition, during the group activity, participants will rehearse the act of critiquing and revising
homework assignments.
Organizers. The Homework That Works Checklist is organized around the mnemonic
device known as an acrostic. This 8-point list minimizes the cognitive load on participants,
boosting their ability to take in and retain the information.
Categories. When comparing the “before” and “after” homework assignments, the
participants and the facilitator will be emphasizing the contrast between traits of higher-quality
and lower-quality assignments.
Examples. The workshop will provide multiple examples of high-quality homework. A
simple example will show how a creative, engaging homework assignment improves its
effectiveness. A complex example will show how even a worksheet can be designed in a way
that is an effective learning tool. The facilitator will show a poorly designed assignment as a
non-example.
Motivation. Although I will go into more detail about the application of specific
motivation theories later in the chapter, here you will find some examples of general motivation
strategies that are employed in the workshop.
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Variety. To arouse and maintain interest, the workshop includes a variety of activities,
including brainstorming, interactive lecture, small group activity, presentation by participants,
and independent reflection.
Self-Direction. When participants break off into small groups for the activity, they will
have a choice of whom to work with. They will also have the choice of several homework
examples to critique and revise. During the private reflection activity near the close of the
workshop, participants will choose the concepts they find most appropriate and useful.
Recognition. The Facilitator’s Guide instructs the facilitator to make note of the ways that
participants’ knowledge of the subject matter has increased over the course of the workshop.
Both while running the larger group discussion and while moving among the small groups, the
facilitator will commend participants as they demonstrate increasing knowledge of the skills
needed to design effective homework assignments.
Diversity. By combining both collaborate group activities, traditional direct instruction,
and private reflection, the workshop is inclusive of diverse learners. In addition, both the
Facilitator’s Guide and workshop presentation include images representing a wide range of
ethnicities as well as people with disabilities. This workshop is designed for schools with
students who come from any SES.
Successful professional development must draw on motivation theory in order to create
engaging, memorable learning experiences for teachers. Ryan and Deci’s (2000) selfdetermination theory of motivation points to the importance of autonomy, competence, and
relatedness in both classrooms and work environments; in professional development, as in any
on-the-job training, the classroom and workplace intersect. Below you will find specific
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examples of how these theoretical components theories informed different aspects of the product
design.
Intrinsic Motivation. Ryan and Deci (2000) acknowledge that unless a topic is inherently
interesting, new, and challenging, there may be no intrinsic motivation; but even extrinsic
motivation can become self-determined if the learner has some sense of choice and intention in
the process. If they are able to internalize the external forces, learners can feel autonomous as
long as there are not additional external regulators and if they perceive value in the content being
covered. In other words, inherent interest is not a requirement for motivation or effective
learning. In a PD setting, participants may be obligated to go or may receive external rewards for
attending; therefore, it is all the more important to provide the other building blocks of selfdetermination in order to boost motivation and learning. Homework That Works does not include
additional extrinsic motivators, such as candy or prizes, and instead asks participants questions
and engages them in activities that will encourage intrinsic motivation.
Autonomy. Self-directed activities and choice contribute to a sense of autonomy, which in
turn boosts not only intrinsic motivation but also curiosity and eagerness for challenge (Ryan &
Deci, 2000). Autonomy and choice are not always supported when teaching staff are required to
attend training sessions, however, nor are all topics inherently interesting to all participants. PD
is often required by schools, and unlike continuing legal or medical education, teachers may lack
choice in which topics they will cover and what they will transfer to practice (Van Driel & Berry,
2012; Van Duzor, 2011). Homework That Works contains opportunities for participants to
experience autonomy by making choices during the group activity.
Competence. Because learners who feel competent will be more motivated to learn,
effective professional development must draw on the participants’ expertise (Van Duzor, 2011).
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It may be beneficial to recast PD not as teacher training but as teacher learning (Cochran-Smith
& Lytle, 2006). By doing away with outdated terminology, PD programs would honor teachers’
agency as learners and stop treating them like automatons being prepared for assembly line
work. Throughout the Homework That Works workshop, participants are encouraged to share
their experience and expertise.
Relatedness. To further facilitate the integration of extrinsic motivation, learning
environments must promote a sense of connection with others and foster a feeling of competence
(Ryan & Deci, 2000). Fostering a sense of belonging among teachers in a learning environment
is crucial to supporting their self-determination and motivation. Effective PD requires that
teachers have the opportunity for collaboration, not only during the training session but also as
part of the culture of their larger professional community (Borko, Jacobs, & Koellner, 2010).
Although there has been a move toward online PD videos to replace hands-on workshops, it is
clear that long-term impact is being traded for short-term efficiency (Van Driel & Berry, 2012).
Teachers must be actively engaged in the learning process and feel part of a collaborative
community, not logging in hours passively watching a supposed expert stream a webinar.
Homework That Works is designed to be delivered at a school site (rather than at a large
education conference) where participants already have some sense of collegiality. A hands-on
group activity is a key component of the workshop experience. Participants will also learn why
and how collaboration with colleagues can benefit them in terms of designing homework.
Motivation-transfer. In Gegenfurtner’s (2011) meta-analysis of 25 years of motivationtransfer research, every measured dimension of motivation correlated with transfer. The
aforementioned motivation strategies, then, boost engagement and learning as well as transfer.
Research on effective transfer also points to the importance of addressing teachers’ specific
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needs (Van Duzor, 2011). For instance, Van Duzor found teachers transferred only those
concepts that helped them address an area of difficulty in their teaching. Because homework is so
often a source of conflict and frustration, teachers are likely to be motivated to learn how to solve
this common classroom problem. In addition, the Facilitator’s Guide directs the facilitator to
gather information ahead of time about the specific challenges faced by the participants.
Adult learning theory. Understanding adult learning theories is an important
underpinning of designing quality PD. Malcolm Knowles, the father of the field of andragogy,
proposed that adults learn differently from children, primarily because they bring more
experience and beliefs to the classroom or training session and tend to be more self-directed
(Knowles, Holton, & Swanson, 2005). Knowles theorized that adult learners require active
involvement in the instructional process and must perceive immediate usefulness of the material
being taught. Andragogy assumes that autonomy, competence, and purpose are essential for
adult learning (McGrath, 2009). Although there is some debate among scholars about whether
this notion of andragogy truly comprises a learning theory or is merely a conceptual framework,
it is clear that many of Knowles’s ideas overlap with tested theories of motivation that apply to
learners of all ages. Indeed, researchers now consider the importance of situated learning and
constructivism when it comes to ongoing teacher learning (Putnam & Borko, 2000). Homework
That Works engages teachers through active learning and hands-on activities. Although there is
some direct instruction, even the lecture component of the workshop is interactive and requires
participation.
Instructional Materials. Using instructional strategies, I reviewed existing material about
homework and developed new content based on my research. I created a complete instructional
guide for facilitators to conduct the Homework That Works workshop. The guide contains
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essential information needed to prepare for and conduct the workshop, including preparation
materials, the PowerPoint presentation, handouts for participants, and additional resources.
Formative Evaluation. Early in the process, I presented a mock-up of the guide to
educational professionals in an Instructional Design course. I received positive feedback about
the content and delivery mode from experts in instructional design, professional development,
human factors, and workplace training. The reviewers suggested ways that the product could be
expanded to address other grade levels and other audiences, including parents and students.
Although these suggestions were beyond the scope of my current product, I have included them
in my plan for future work, found in Chapter 4.
After continuing to work on the product for over a year, I created and administered a
survey to gather feedback about the guide and workshop from two teachers and a professional
workshop presenter in order to identify problems, weaknesses, or omissions in my design. See
Appendix A for the formative evaluation questionnaire administered to the aforementioned
professionals. You will find a detailed description of the incorporation of this feedback in
Chapter 4.
Summative Evaluation. In order to evaluate the effectiveness of this seminar, I have
designed a summative evaluation plan. To conduct a summative evaluation of this workshop, I
would conduct an experimental study. From a large representative sample, teachers would be
randomly assigned to one of three groups: a control group that would receive no additional
training in homework, a group that would receive a conventional PD workshop on homework,
and a group that would receive my interactive workshop. Data on homework beliefs and
practices would be gathered before, during, and after the intervention period using established
measurement scales and methods. A second wave of data collection would occur after one year
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to measure any lasting effects of the workshop. Once enough pre- and post-data are collected,
researchers can evaluate how well the seminar has met its goals of training teachers in homework
best practices.

Intended Audiences
In this section I give an overview of the intended audiences who will interact directly or
indirectly with the finished product.
Workshop participants. The participants in the workshop are teachers currently
employed in a public high school or independent secondary school. Public school teachers have a
teaching credential, and many have an advanced degree. Private school teachers are not required
to have a credential or education degree, but most have a degree (often an advanced degree) in
their subject area. Most teachers enjoyed school when they were students and are very
comfortable in a learning environment; they tend to have strong listening skills and can easily
engage in group activities and discussions. Although they all share a common profession, the
demographics of the participants are very diverse. Similarly, their attitudes toward attending a
PD seminar can vary greatly; some are eager to hone their craft while others may resent feeling
forced to attend.
Some high school teachers focus myopically on their subject matter and have less
knowledge of and interest in issues related to educational psychology; in other words, a
secondary school math teacher may be more focused on teaching Calculus than on teaching kids.
Whether or not the teachers have raised their own kids or have close relationships with children
outside of school can also have a huge impact on attitudes and assumptions about their students.
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Teachers may have misconceptions about how students spend their time outside of school, and
they may undervalue students’ after-school activities.
High school teachers often complain about the intensity of their own workload—from
prepping to grading to writing college recommendations. Preparing students for Advanced
Placement exams and other standardized tests adds an additional level of pressure on many high
school teachers. Because of time constraints, even those teachers who would like to learn best
practices have little time for continuing education programs let alone for implementing changes
in their curriculum. Many teachers have misconceptions about the topic of homework and may
presume the seminar will be dry, preachy, or not applicable. Below is additional information
about the target audience:
Age levels: 22 and up
Genders: Fairly equal ratio of men to women
Ethnic and cultural backgrounds: Diverse
Entry skills and prior knowledge of content: Range of beginner to advanced; will have
their own homework experience from student days
Entry skills and prior knowledge with delivery mode: Generally some experience
Education and ability levels: At least BA, many with MA or above
Learning preferences: Direct instruction for many; others may prefer hands-on
participation or cooperative learning in groups
Attitudes toward content: Fairly negative attitude; defensive of current beliefs and
practices
Attitudes toward delivery system: Varied depending on quality, context, and timing; they
may not want to be there
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Attitude toward learning situation (classroom, school, training center): Varied depending
on quality and past experience with particular environment
Motivation levels: Varied between extremely low and extremely high motivation levels;
may be more extrinsic motivation (getting credit) than intrinsic
Developmental levels: Advanced in physical, cognitive, moral, and socio-emotional
Students. Because this workshop is geared toward secondary school teachers, the
students receiving the homework will be roughly between 14 and 18 years old. These students
will come from diverse ethnic and socioeconomic backgrounds. Many students may be learning
English, and some will have learning disabilities (and not all of those may be diagnosed).
Students will have a wide range of cognitive skills.
Adolescence is a time of rapid intellectual growth, as most students learn to tackle
abstract concepts. They possess greater attention spans than younger children and have improved
memory and problem solving skills, all of which make most teens capable of increasingly
rigorous academic pursuits. G. Stanley Hall’s famous description of adolescence as a time of
storm and stress has contributed to the stereotypical image of the moody teen, though research
has shown that adolescents are not necessarily less emotionally stable even during this period of
great change (Sigelman & Rider, 2012). Although adolescence is not generally characterized by
turmoil, 20% of teens do suffer from a serious mental health problem (Johnson, Eva, Johnson, &
Walker, 2011). As adolescents are developing their social identity, they are also building
metacognitive and noncognitive skills; for examples, this is a crucial time for building selfefficacy (Johnson, et al., 2011).
Although students need time for focused, independent study, homework should not
preclude all social interaction after school. In fact, peer support and social interaction can greatly
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benefit student achievement (Meschke, Peter, & Bartholomae, 2012). Studying in a cooperative
group is associated with increased learning (Slavin, 2009). Teens need not spend their afternoon
hours alone at a desk in order to be successful academically. Adolescents crave independence
and responsibility (Sigelman & Rider, 2012). Because adolescence is a time of increased risktaking and defiance of authority, some classroom teachers—like many parents—are tempted to
impose severe restrictions on teens’ freedom; adult mistrust of teens leads to an emphasis on
supervision and attempts to control how teens spend their time (Payne, 2012). Excessive
homework, coupled with punitive practices to promote compliance, come not from a learning
goal but from a desire to keep teens out of trouble. Payne found that exerting increased control
over teen behavior can actually backfire, as this is the very stage when the developing adolescent
needs independence, responsibility, and respect in order to continue the growth needed to
become a healthy adult.
Though pubertal changes and their effects on emotional development get the most
attention, there are other important physiological aspects that require educators’ consideration. In
particular, the sleep needs of teenagers cannot be ignored. Students who get enough sleep are
able to concentrate and perform in school, experience better moods, and show healthier behavior.
And yet teenagers are at high risk for chronic sleep deprivation, with only 20% of teens getting
the recommended amount of sleep (Sigelman & Rider, 2012). School schedules—particularly
earlier start times for high schools—are often at odds with the natural body rhythms of
adolescents. But excessive homework loads, particularly for high-achieving students, can also
contribute to adverse development as students sacrifice sleep in order to complete their work.
Student attitudes toward homework tend to be quite negative, as they have often
experienced homework as busywork or even as punishment. Because schools now begin
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assigning homework as early as kindergarten, most high school freshmen have already had
nearly 10 years of experience with homework. High school student attitudes toward school work
in general may not be very positive, as academic motivation tends to wane as students progress
in school (Sigelman & Rider, 2012).
Parents. By the time students are in high school, parents tend to be less involved with
their children’s school work. But as graduation requirements and college applications loom,
parents may become anxious about whether their child is being appropriately challenged and
completing their work. Some parents may have misconceptions about what homework should be.
If a child stops bringing home easily-checked worksheets and instead is completing more
creative assignments, some parents may be thrilled while others may be nervous. Parents may
need reassurance that their children are meeting teacher expectations and reaching toward their
potential. Parents also need information from teachers and administrators about homework
policies and expectations.

Personal Qualifications
The facilitator conducting the workshop must have a background in educational theory
and practice as well as classroom experience. The facilitator’s technology prerequisite skills
include logging into a secure site, using PowerPoint software, and conducting a workshop using
a laptop, projector, and wireless remote. Effective public speaking and presentation skills are
essential.

Environment and Equipment
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This professional development workshop would require a conference space that would
accommodate a larger group lecture as well as smaller group activities. The only equipment
required would be a laptop and cords, document reader/projector, wireless remote, and projection
screen. A laser pointer and microphone would be necessary in a large venue. Access to
photocopying is required in advance of the seminar. Participants would ideally be seated at a
large circular table so that they can see not only the presenter but also each other. The space also
needs to accommodate the small group activity.

Project Outline
The Homework That Works Facilitator’s Guide, which includes the PowerPoint slides and
other materials for the workshop itself, contains the sequence outlined below. Samples from the
guide and workshop are located in Appendix B.
I.

Introduction
A. User’s Guide
B. Purpose

II. Workshop Goals
A. Instructional Goals
B. Performance Objectives
III. Your Audience
A. Overview of Target Audience
B. Your Participants
IV. Time and Materials
A. Time Guidelines
B. Required Materials
V. Preparation for the Workshop
A. Preparation Guide
B. Delivery Methodology
C. PowerPoint Pointers
D. Audience FAQs
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VI. Facilitator Resources
A. Online Toolkit
B. References
VII. Interactive Presentation
A. PowerPoint Slides with Notes
B. Handouts for Participants
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Chapter Four
Conclusion

Summary
The purpose of this project is to share best homework practices with secondary school
teachers so that they can provide meaningful, engaging, and developmentally-appropriate
assignments for their students; to be effective, this professional development workshop draws on
the latest research on motivation, adult learning, and transfer of training. The preceding chapters
have presented the research and theoretical frameworks supporting the design and development
of this much-needed professional development workshop. This chapter describes the formative
and summative evaluation process, a discussion, conclusions, and plans for future work.

Evaluation
Evaluating my product during the development of Homework That Works was a critical
component of the design process. I received multiple formative evaluations at different points in
the process, the details of which are found below. As evidenced-based practice is the standard in
the field, I would need to conduct a summative evaluation to begin to measure the effectiveness
of Homework That Works.
Formative evaluation. During the design and development process of this product, I
conducted formative evaluations to allow me to reexamine and revise the product. Early in the
process, I presented a mock-up of the guide to educational professionals in an Instructional
Design course. I received positive feedback from experts in instructional design, professional
development, human factors, and workplace training. The reviewers suggested ways that the
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product could be expanded to include other follow-up workshops for various grade levels and
other audiences, including parents and students, as well as translated into other languages.
Although these suggestions were beyond the scope of my current product, I have included them
in my plans for future work, which are detailed later in this chapter.
Over a year later in the design process, I created and administered a survey to gather
feedback about a draft of the guide and workshop from two current teachers and a professional
workshop presenter who is also a former teacher. This panel of experts helped identify strengths
as well as problems, weaknesses, or omissions in my design. See Appendix A for the formative
evaluation questionnaire administered to these professionals, whose qualifications are detailed
here: Reviewer A is a professional in the field of adult education, and she frequently conducts
workshops at school sites. She is also a former classroom teacher, and she is a parent whose
children attended both public and private school. Reviewer B is a secondary school and
continuing education English teacher in LAUSD; she has three adolescent children in public
school. Reviewer C is a secondary school English teacher in independent schools, with
experience both in Los Angeles and New York; she has two children in private elementary
school.
The comments and suggestions provided during the recent formative evaluation stage led
to several changes and improvements in the Facilitator’s Guide and Workshop. Based on
feedback from Reviewer A, I adjusted my description of the target audience to be more inclusive
of different kinds of teachers who may attend the workshop. From all reviewers, I learned that I
had to provide facilitators with additional preparation resources so that they can truly possess a
high level of expertise in the area of homework; I added a list of anticipated audience questions
along with answers so that facilitators can be bettered prepared to respond to participants.
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Reviewers A and C both requested samples of effective and ineffective homework; a
comprehensive database of homework samples is described below as part of my future work.
Feedback also led me to realize I need to spell out the logistics for organizing the group activity
during the workshop (e.g., how the small groups will be divided); this was a crucial change
because the PD must be highly organized and efficient in order to maintain the participants’ trust,
enthusiasm, and motivation. Comments on the workshop itself also led to minor revisions in the
PowerPoint presentation slides and accompanying facilitator’s notes.
Although Reviewer A found my original Homework That Works Checklist useful and
inspiring, Reviewer C perceived it as potentially overwhelming for teachers who might find it
impossible to meet the criteria. To avoid setting an unattainable goal that would undermine
participants’ motivation, I decided to present the quality homework criteria not so much as an
all-or-nothing checklist but as a list of goal reminders that teachers can use as they select or
design assignments. Teachers need not meet all 8 criteria in each assignment bur rather can use
the list to assess their current practice and set reasonable goals for the future. Teachers may
strive to meet all 8 goals not in a single assignment but over the course of a month or even a
semester.
Reviewer C suggested making changes to graphics so that they are less generic and more
consistent throughout the guide. Because I was limited to using only non-copyrighted materials, I
was not able to address this suggestion. With a budget for developing the guide for publication, I
would certainly hire a graphic designer to improve the visual appeal of the guide.
Reviewer B gave positive feedback on all aspects of the guide and workshop, though she
made several helpful suggestions regarding consistency within the document; with her
comments, I made changes to details such as capitalization, which make the document read more
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smoothly. The thoughtful comments of all three reviewers helped me make the product more
professional and user-friendly. While doing extensive research on motivation certainly helps
raise the odds of this product’s eventual success, it is the feedback from my panel of experts that
will allow Homework That Works to work in the real world.
Summative evaluation proposal. In order to evaluate the effectiveness of this seminar, I
have designed a summative evaluation plan. To conduct a summative evaluation of this
workshop, I would conduct an experimental study. From a large representative sample, teachers
would be randomly assigned to one of three groups: a control group that would receive no
additional training in homework, a group that would receive a conventional PD workshop on
homework, and a group that would receive my interactive workshop. Data on homework beliefs
and practices would be gathered before, during, and after the intervention period using
established measurement scales and methods. A second wave of data collection would occur
after one year to measure any lasting effects of the workshop. Once enough pre- and post-data
are collected, researchers can evaluate how well the seminar has met its goals of training teachers
in homework best practices.

Discussion
During the process of researching, designing, and developing this project, I have
confirmed my belief that trying to effect change in education is a challenging but worthwhile
endeavor. There are many obstacles to overcome, with resistance coming not only from
individual teachers but also from the larger systems that are in place in our schools and our
culture.
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Many leaders in education are currently engaging in what is known as “the homework
debate,” arguing about whether homework helps or hurts students. Some homework researchers
advocate the elimination of homework, particularly in the early grades, and countries such as
France have suggested doing away with homework altogether. Complicating these decisions is
the fact that the same homework data is often used by both sides of the argument, making it
difficult to draw firm conclusions that will satisfy everyone. Although some American schools
have moved toward a less-is-more approach, it is clear that beliefs about homework are so
entrenched that the absolute removal of this educational practice may be too radical for
widespread acceptance, even though there is some research to support that approach.
By showing teachers the benefits of assigning higher quality homework, I can help
reduce the use of the most harmful homework practices. Simply starting a dialogue about the
purposes of homework—the opening activity of my workshop—is an essential step in bringing
about larger homework reform. Because most of today’s teachers and parents came of age in the
post-Sputnik era characterized by an increase in homework loads, there is a false assumption that
current homework practices are the best or the only approach. And the ambiguous interpretation
of the research makes it frightening for schools to try a different method, particularly as
standardized testing raises the stakes. As more and more schools experiment with the reduction
or elimination of homework, however, there will be more data on how these changes may affect
student outcomes (so far, schools that have drastically reformed their homework policies have
found no negative effects on achievement). Although we are still in an era of high stakes testing,
it seems that the pendulum may be swinging back toward focusing on the skills that are less
easily measured on multiple-choice tests—and less often drilled during homework time. The
recent Seattle teachers union’s boycott of standardized tests even led some education leaders to
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predict that it might be the beginning of a “Teachers’ Spring.” Slowly but surely education
leaders are noting that the oft-mentioned 21st-century skills of creativity, collaboration, and
communication cannot be practiced on a worksheet or evaluated on a standardized test.

Future Work and Research
While my Homework That Works PD will make a positive impact on teachers and their
students, there are other important ways that I can share my research and passion. In this section
I describe plans for the development of additional products and research.
Products. I would create the Homework That Works website, which would contain
materials for workshop facilitators as well as resources for participants, other teachers, students,
and parents. A section of the site would be devoted to a database of homework samples from a
wide range of disciplines and grade levels.
This workshop will be the first in a series of workshops geared to various grade levels
and specific subject areas. Ideally, this workshop would also become part of an ongoing PD
program at schools. Additional aspects of homework, such as communicating with parents and
giving effective feedback on homework, are other content areas that would be covered in followup workshops and on the website. I would also like to partner with experts in special education to
develop a workshop specifically for teachers who have students with learning disabilities or
other special needs. I will also offer my services as a teaching “coach” to help faculty
troubleshoot problems they are encountering with homework. In addition, I could expand the
workshop series to include information for parents and students about homework. I would like to
offer these workshops in multiple languages for students and parents who are learning English.
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Research. In addition to the summative evaluation I proposed above, I would also like to
conduct a longitudinal study of students who had experienced different homework conditions. It
is important to see the ways that different homework conditions affect academic motivation and
behavior over time. As many colleges are noticing, too many students arrive as freshmen already
burned out academically. We need research to identify the best practices not only for scoring
well on tests but for promoting life-long learning.

Conclusion
Although homework can seem like a mundane subject, it is precisely because of its
quotidian nature that it is so important to address. Across the country, nearly every student brings
home assignments every night; and with each homework assignment teachers have the
opportunity and the responsibility to make a positive impact on that child’s educational
experience. Homework That Works provides teachers with the resources they need to make the
most of their students’ homework time while fostering their love of learning.
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Appendix A:
“Homework That Works” Facilitator’s Guide
Evaluation Form
Thank you for taking the time to give honest feedback that will help me improve this
workshop guide.

Name:
Title/Position:

The Guide:
1. It was easy to locate specific sections within the guide.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Agree

Strongly Agree

Comments:
2. The instructional goals were clearly articulated.
Strongly Disagree

Disagree

Unsure

Comments:
3. Layout and graphics were appropriate and appealing.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Agree

Strongly Agree

Comments:
4. Instructions were clear and concise.
Strongly Disagree

Disagree

Unsure

Comments:
5. Sufficient content information and resource materials were provided.
Strongly Disagree

Disagree

Unsure

Comments:
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Agree

Strongly Agree

The Workshop:
1. The title and description are likely to motivate teachers to attend this workshop.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Agree

Strongly Agree

Comments:

2. The objectives and benefits are clear.
Strongly Disagree

Disagree

Unsure

Comments:
3. Participants have opportunities to share their prior knowledge and experience.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Comments:

4. The Homework Checklist is likely to be a useful tool for teachers.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Comments:
5. Participants are offered sufficient choices during the course of the workshop.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Agree

Strongly Agree

Comments:
6. There is more active learning than lecture.
Strongly Disagree

Disagree

Unsure

Comments:
7. Participants have an opportunity to practice what they’ve learned during the
workshop.
Strongly Disagree

Disagree

Unsure

Comments:
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Agree

Strongly Agree

8. Participants get sufficient feedback from the facilitator and/or peers.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Comments:

9. Teachers are likely to transfer what they learned to their classroom.
Strongly Disagree

Disagree

Unsure

Agree

Strongly Agree

Comments:

General Comments and Suggestions:

1. If you were asked to present this workshop, what else would you want to find in
the Facilitator’s Guide? (e.g., suggestions for adapting the workshop for different
audiences, more graphics/color, etc.)

2. If you were attending the workshop, what would you change about the format or
content? (e.g., more examples of effective homework, more hands-on practice
time, more information about research, etc.)
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Introduction

In this section, you will find a user’s guide and some
important background information:
User’s Guide
Purpose
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User’s Guide

Welcome to the Homework That Works Facilitator’s Guide. This
guide acts like an instructor’s edition of a teaching text. In it you will
find essential background information and the latest research that will
ensure you have a high level of expertise in the content area. You will
also find useful ways of preparing for the workshop along with detailed
plans for delivering the workshop. The PowerPoint presentation
contains notes for each slide that can function as your “script” during
the session. At www.homeworkthatworks.com you will find additional
resources and tips for modifying the workshop to suit your needs and
the needs of your audience.
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Purpose

Although homework is assigned daily in almost every class, few
teachers have sufficient training in best practices when it comes to
designing assignments (Aloia, 2003; Bennet & Kalish, 2006). Despite an
increase in homework quantity in many schools, academic achievement
has been flat or declining (Kohn, 2006). Leading homework researcher
Harris Cooper (2007) notes that “Homework is a source of complaint
and friction between home and school more often than any other
teaching activity” (p. ix). The boom in “homework tutoring” businesses
also indicates that something is amiss (Sullivan, 2011). Cooper has
noted that teachers complain about the increasing lack of student
compliance with homework expectations and are overburdened with
homework monitoring and grading.
All stakeholders—teachers, students, parents, and
administrators—suffer when time is wasted on outdated, ineffective
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instructional traditions. The current system is broken, and teachers
need support in order to provide higher-quality homework that will
better serve the learning goals of our education system.
Few schools provide guidance for teachers, parents, and students
about the appropriate length and purpose of homework; only 35% of
schools even have a homework policy (Cooper, 2007). While students
may vary developmentally, there are some general guidelines for
optimal homework quantity that are supported by research. Cooper
consistently promotes the general rule of thumb—10 minutes per night,
per grade level—that is supported by researchers and by educational
organizations, such as the national PTA. For high school students, there
are diminishing returns in terms of achievement after about two hours
of homework (Cooper, 1989). Yet not enough teachers are following
or even aware of these basic guidelines. In a national poll (Associated
Press, 2006) only 57% of parents reported that their children seemed
to have the right amount of homework while 63% of teachers felt they
were assigning an appropriate amount.
Although much attention is paid to the amount of homework
students are doing, less has been paid to the efforts made by teachers
to respond to the students’ work. When homework is quickly
“checked” for completion with a cursory glance, teachers imply that
student work does not matter and unintentionally invite students to
copy from a friend or simply fill in “dummy responses.” In order to use
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homework as a formative assessment tool, teachers must pay attention
to the student’s needs for remediation, reinforcement, or enrichment
(Vatterott, 2011). In addition, high-stakes homework policies, in which
teachers excessively penalize students for missing or late work, further
encourage students to complete homework (by any means necessary)
merely to avoid punishment rather than through intrinsic motivation.
By refocusing on the learning goals related to homework, teachers and
students can move away from simply “getting it done” to getting
something out of it.
Even teachers who have had otherwise sufficient training tend to
remain uneducated about homework, an aspect of teaching that impacts
students of all ages nearly every school day. Very few teachers have had
training in homework practices and policies, and schools rarely provide
staff development programs on this topic (Aloia, 2003; Kohn, 2006).
Harris Cooper has noted that education schools do not provide
specific training in homework; in his words, “most teachers are winging
it” (Bennet & Kalish, 2006, p. 38). Leading homework researchers call
for “focusing more on the quality of homework assignments in teacher
training” (Dettmers, Trautwein, Lüdtke, Kunter, and Baumert, 2010, p.
478). The existing resources for educators, including homework guides
and online tip sheets, are insufficient to help busy teachers implement
effective strategies in their classrooms. A hands-on, interactive
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workshop will fully engage teachers and allow them to make meaningful
changes. This is where you come in!
For more information on the latest homework research, see the
Online Toolkit section.
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Workshop Goals

In this section you will find a description of both general
and specific learning outcomes:
Summary of Workshop Goals
Instructional Goals
Performance Objectives
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Summary of Workshop Goals

During this workshop for secondary school teachers, you will
teach knowledge and skills about effective homework through an
interactive lecture organized into a PowerPoint presentation; you will
guide teachers as they synthesize information with a hands-on task
during a small group activity. Below you find the overall instructional
goals of the workshop and some primary performance objectives.
Instructional Goals:
Before giving homework to their high school students, teachers
will assess homework quality using the Homework That Works
Checklist.
When assessing a potential homework assignment, high school
teachers will make necessary revisions to ensure that the
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assignment meets at least four of the goals in the Homework That
Works Checklist.
When assigning homework, teachers will articulate the
assignment’s goals and relevance to the students orally or in
writing.
When assigning homework, teachers will select or create
meaningful, engaging, developmentally-appropriate work using the
tools learned in Homework That Works.
When assigning homework, teachers will regularly offer choices
to students.
When giving homework for the purposes of practice/rehearsal,
teachers will use nightly assignments as formative assessments,
using rubrics relevant to the assignment.
When students complete homework assignments, teachers will
provide timely written or oral feedback.
Performance Objectives:
Given a standard to reinforce with homework, teachers will
always use the Homework That Works Checklist to assess the
quality of homework before assigning it.
Before giving a new assignment, teachers will always complete the
homework themselves in order to debug, gauge difficulty, and
better prepare to give feedback.
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When revising a homework assignment at least once per week,
teachers will use the Homework That Works Checklist or good
homework samples to improve a minimum of two components of
homework quality.
At least once per week, teachers will provide students with two
choices in terms of which assignment to complete, how to
approach the assignment, or when the assignment is due.
Given a completed homework assignment, teachers will give
written or oral feedback within the same time span in which the
students had to complete the assignment (e.g., a one-night
assignment receives feedback no more than one day later; a weeklong project or essay may take up to a week to grade).
At least once per unit, teachers will gather feedback from
students about homework quantity and quality through surveys or
informal class discussion.
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Your Audience

In this section you will find the following useful
information about the teachers who will participate in
the workshop:
Overview of Target Audience
Learning More About Your Participants

82

Page 12

Overview of Target Audience

The participants in the workshop will be teachers currently
employed in a public high school or independent secondary school.
Although you will likely have more specific content knowledge about
homework research than most participants, you and the teachers may
share many other characteristics, which are described here. Public
school teachers have a teaching credential, and many have an advanced
degree. Private school teachers are not required to have a credential or
education degree, but most have a degree (often an advanced degree)
in their subject area. Most teachers enjoyed school when they were
students and are very comfortable in a learning environment; they have
strong listening skills and can easily engage in group activities and
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discussions. Although they all share a common profession, the
demographics of the participants are very diverse. Similarly, their
attitudes toward attending a professional development seminar can vary
greatly; some are eager to hone their craft while others may resent
feeling forced to attend.
Some high school teachers focus myopically on their subject
matter and have less knowledge of and interest in issues related to the
theory and practice of education; in other words, a secondary school
math teacher may be more focused on teaching Calculus than on
teaching kids. Whether or not the teachers have raised their own kids
or have close relationships with children outside of school can also
have a huge impact on attitudes and assumptions about their students.
High school teachers often complain about the intensity of their
own workload—from prepping to grading to writing college
recommendations. Preparing students for Advanced Placement exams
and other standardized tests adds an additional level of pressure on
many high school teachers. Because of time constraints, even those
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teachers who would like to learn best practices have little time for
continuing education programs let alone for implementing changes in
their curriculum. Many teachers have misconceptions about the topic of
homework and may presume the seminar will be dry, preachy, or not
applicable. Below is some additional information about the target
audience:

Demographics
Age 22 and up
Fairly equal ratio of men to women
Diverse ethnic and cultural backgrounds
Education and Experience
Range of beginner to advanced knowledge about homework
Generally some experience with PD workshops
At least BA degree, many with credential and with MA or above
Advanced in physical, cognitive, moral, and socio-emotional
development
Varied learning preferences, ranging from direction instruction to
hands-on participation and cooperative learning
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Attitudes
Fairly negative attitude toward content
May be defensive of current beliefs and practices
Attitude toward PD workshop varies depending on past
experiences and expectations
Motivation levels range from extremely low to extremely high;
may be more extrinsic motivation (getting PD credit) than
intrinsic
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Your Participants

Whenever possible, seek out information about your specific
audience prior to the workshop. Research shows that participants are
more engaged in PD when they feel the facilitator is not a complete
“outsider” and when the participants’ attitudes are taken into account.
Visiting the school and shadowing several teachers for part of a
day is one of the best ways to get a sense of the culture and rhythm of
a particular school. By immersing yourself, even briefly, in a school, you
are better able to “speak their language.” Regardless of whether or not
you can visit the school in advance, be sure to gather as much
information as you can before the workshop by visiting the school’s
website and by speaking with school personnel. Below are some
important topic areas to explore during this stage:
The school’s homework policy
Any available survey data on site-specific homework practices and
attitudes (from teachers, students, and/or parents)
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Description of any previous PD teachers have had about
homework
The teachers’ specific homework needs (e.g., addressing student
compliance, responding to parent pressure, grading overload, test
prep concerns, etc.)
Information about the student population (test scores,
demographics, students with learning disabilities, students who are
ELL, etc.)
The school schedule (block vs. traditional)
The teaching experience and education level of participants
The teachers’ existing collaboration opportunities (PLC? Regular
department meeting? Grade-level meetings? Online shared
documents/intranet?)
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Time and Materials

In this section you will find details about workshop
logistics:
Time Guidelines
Required Materials
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Time Guidelines

Below is an overview of the ideal time allotment for the
components of the workshop as a 2-hour and 15-minute event.
Adjustments can be made to fit the workshop into shorter time slots if
necessary. Note that the PowerPoint slides contain more detailed time
guidelines for pacing the workshop.

Homework That Works Workshop
15 minutes

Opening Activity and Introduction

45 minutes

Interactive Lecture

10 minutes

Break

20 minutes

Group Activity

30 minutes

Group Presentations

15 minutes

Summary and Concluding Remarks
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Required Materials

Below is a list of the materials required to conduct the workshop.

Must Have:

May Need:

Laptop and Cords

Microphone

Projector/Document Reader

Laser Pointer

Wireless Remote
Projection Screen
Name Placards
Notepaper and Pencils or Pen
Access to Photocopier Prior to Event
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Preparing for the Workshop

Both novice and experienced facilitators will find useful
information in this section regarding the preparation for
and delivery of the workshop:
Preparation Guide
Delivery Methodology
PowerPoint Pointers
Audience FAQs—And How To Answer Them
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Preparation Guide

To prepare for a successful workshop journey, follow these steps:
STEP 1: Orient Yourself
Review the entire guide so you are familiar with the big
picture.
STEP 2: Research Your Route
Read the homework research summary issued by Stanford
University School of Education (see Online Toolkit).
Gather information about your audience (see Your
Participants).
If possible, visit the venue to plan for the seating
arrangement, identify available table space, test the
laptop/projector, etc.
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STEP 3: Plan Your Trip
Download the PowerPoint document from
www.homeworkthatworks.com.
Rehearse the presentation using video and/or audio recording.
Adjust notes and slides as necessary.
STEP 4: Pack Your Bags
Download and print appropriate number of copies of participant
resources and sample homework assignments.
Gather all required materials.
STEP 5: Buy Travel Insurance
Print out PowerPoint slides (with notes) as a back-up in case of
technological problems.
For questions, email help@homeworkthatworks.com.
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Delivery Methodology

You have the power to effect positive change in the lives of
teachers and their students. To increase the chances that teachers are
motivated to apply what they learn, this workshop draws on the latest
research regarding motivation and adult learning; it is design ed to
support the participants’ sense of autonomy, relatedness, and
competence (Ryan & Deci, 2000). As the facilitator, you will further
reinforce these important motivation components by encouraging
participants to make choices (autonomy), work together in groups
(relatedness), and share their expertise (competence). Making this a
collaborative learning experience rather than a stand-and-deliver
lecture is the key to success. So although you are the expert, the best
way to share your expertise is to actively engage participants in the
workshop.
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Here are some important reminders:
WAIT TIME
When asking questions, remember to be patient so there is
enough wait time for people to respond. While most instructors
wait less than a second, wait at least 3 (but no more than 7)
seconds before asking any follow-up question, encouraging
participation, or eventually answering the question yourself.
NAME PLACARDS
Prominent name placards will help you engage with the audience
as you call on people or refer back to participants’ earlier
comments.
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PowerPoint Pointers

This workshop employs PowerPoint as a convenient way to give
an organized, visually-appealing presentation, but remember that YOU,
not the screen, are still the star of the show. Avoid reading directly
from the slide; instead, allow participants to read the slides silently to
themselves as you give information and or ask questions, as indicated in
the Notes. Become so familiar with the slides and notes that you can
maintain eye contact with participants as much as possible.
For more information about avoiding common presentation
pitfalls, read the brief essay “Death by PowerPoint” found in the Online
Toolkit.
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Audience FAQs — And How To Answer Them

1. Don’t we have a responsibility to push students in order to
teach them the value of hard work? This generation seems
to want everything to come easily without effort.
We should be challenging students and pushing them to think
critically and to develop perseverance in the face of
obstacles. Learning isn’t always fun and easy; and the deepest
learning does often come from struggle. We need to be
wary of assigning work for the sake of work, however.
Busywork doesn’t make students want to work harder, and
make-work just turns kids off from school. Instead, we need
to value hard work with a purpose, assignments that engage
students, assignments that have some value and meaning;
and then we need to support students in their efforts.
2. Isn’t the hysteria about homework overload just an issue
for a small segment of affluent students in prep schools
who are seeking this kind of academic rigor to get an edge
in college admissions?
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While excessive homework loads may not affect every
student, every teacher has the opportunity and the
responsibility to consider both the quantity and quality of
homework that students are being asked to do. Recent
national studies have shown that about 20% of parents feel
their children receive too much homework—the percentage
may be much higher or much lower at your particular
school site. It’s important to remember that students’ voices
are rarely considered in these studies; we need to get to
know our students and understand the demands on their
time. For students who are experiencing excessive
homework, it is a serious issue. There are public health
implications for this segment of the population, who are
experiencing chronic sleep deprivation and harmful levels of
stress.
3. If we make every assignment fun and interesting, does that
adequately prepare students for the real world, which is
full of work that is required and sometimes boring?
Yes, the deepest learning often comes through struggle and
isn’t always fun. But let’s think about our roles as educators.
It’s our responsibility to inspire and challenge and support
our students. We must demand more of ourselves than
simply to prepare students for the unpleasant aspects of life.
And let’s remember that students who are engaged in
school are actually more resilient when it comes to various
challenges later on. We aren’t “spoiling” our students by
giving them high-quality homework.
4. The only parents who talk to me about homework are
complaining that I don’t give enough.
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Nationwide polls suggest about 20% of parents feel their
child receives too little homework. There will probably
always be vocal parents who demand more work for their
kids, for a variety of reasons. And as teachers, we have the
responsibility to listen to the parents’ concerns. If parents
truly want their child to have more practice or enrichment
in a particular area, we need not increase homework for all
students; rather, we can direct those parents to relevant
resources, such as supplemental readings, free online
university courses, etc. If it’s appropriate, we may want to
ask parents why they want more work for their child; in
particular, we can ask what their hopes or fears are for their
child. The parents’ answers can help guide our response.
5. I hold my students to high standards. If I change my
homework practices, I don’t want to be perceived as the
easy teacher.
Remember that smart homework reform is not antiachievement. We aren’t throwing the baby out with the
bathwater. It’s important that we communicate our goals
and educational philosophy to our students and their
parents (and sometimes to colleagues and administrators as
well), especially when we are diverging from our own
routine or from the traditions or norms at our school.
Remember that studies show that higher-quality teachers
actually tend to give less homework. And if reducing
homework load allows us to give more personalized, timely
feedback to our students, then our students are getting a lot
more bang for their buck.
6. My students don’t have much adult support at home
because of a lack of resources or a language barrier. How
should that affect the way I assign homework?
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Many teachers are having success with “flipped” classrooms,
where students watch video “lectures” outside of school
and then complete problem sets (what would have been
“homework”) in class, under the teacher’s supervision and
support. If your students have access to the internet after
school, this may be a way to go. Kahn academy has many
free online teaching videos for a variety of subjects. You may
also consider ways of scaffolding assignments so that
students are getting adequate support from you along the
way, completing work independently only once you know
they have the prerequisite skills and knowledge they need.
7. Aren’t kids just wasting their time on texting and social
media?
It’s true that our students have more potential distractions
than we did as kids, and certainly this generation needs to be
educated about healthy media use (check out
www.commonsensemedia.org for media curriculum,
classroom posters, parent education tips, etc.). Facebook
and Twitter are not the only thing taking up students’ time,
however. Students also have work, religious, and family
obligations, and many have long commutes to and from
school. It’s also important to remember that adolescents
need social interaction as part of healthy development; they
can’t grow up any other way. Still, we need to consider all
the ways that we can support their motivation to invest time
in their school work. It is our responsibility to try to make
the work interesting, meaningful, and relevant. And we can
also encourage socializing while learning by encouraging
students to work together on group assignments. Many
teachers are having success with a “If you can’t beat ‘em,
join ‘em” approach to media use. One fabulous way to do
this is through educational sites that resemble social media,
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such as www.edmodo.com. Some teachers are also starting
Twitter accounts for their classes.
8. Some of my students just do too many after-school
activities or they don’t know how to manage their time
effectively. Why should I change my classroom practices
just because they are overscheduled or lack organization?
We do need to advocate for students to learn study skills,
ideally in middle school. As teachers, we tend to privilege
our academic disciplines, and we need to remember that
students have other valid needs and talents. As Sir Ken
Robinson so eloquently stated in his now-famous TED-talk
(http://www.ted.com/talks/ken_robinson_says_schools_kill_
creativity.html), our education system tends to educate
children from the neck up, and slightly to one side. Although
they have more demands on their time, students who are
doing well in a sport or the school play are actually more
likely to do well in school. Motivation isn’t a zero-sum game;
students who find enjoyment in extracurricular activities
often have that positivity “spill over” into their school work.
It’s true that some students really are over-scheduled and
need more down time; parent education can go a long way
toward easing the pressures on kids to do it all. On a
practical level, we can help teach students to manage their
time by including them in the decision process when
establishing deadlines for major assignments.
9. My students’ performance on standardized tests has an
impact on my performance evaluation and could affect my
job security and salary. How can anyone blame me for
giving as much test prep practice as I can?
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High-stakes testing has put teachers and schools in a
horrible position. There is a growing movement to reverse
the course since No Child Left Behind, and there are ways
we can all get involved. The move to Common Core is
designed to allow teachers to go into more depth, so there
is hope that we will feel less pressure to cram in material
and “teach to the test.” Until things really do change,
however, we have to weigh the immediate performance on
tests with the long term impact on the students’ education.
No one wants students to ace the language arts state tests
by filling in the correct bubbles but then go on to fail their
college composition course. The real evaluation of us as
teachers comes from how our students do over the long
haul, and we need to help educate our communities and our
political leaders about the flaws in our current system.
10. How can you expect me to revise my assignments and
return nightly homework in one day? I have a large student
load, no aides or TAs, and a lot of responsibilities outside
of the classroom.
There is no one-size-fits-all prescription here. These are
merely research-based guidelines that you can adapt to fit
your needs. This workshop includes lots of tips for saving
time so that you aren’t adding more to your already full
plate. It’s important to remember that students get the most
out of homework that receives timely feedback, so you
might experiment with giving less homework so that you can
return it the next day. And not all homework has to be
“graded,” per se. Devoting some class time to going over
the homework—either all together or in small groups—
allows us to check that students are understanding their
assignments without requiring us to collect and grade every
page. We might “grade” homework from only one section
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per day so that we’re never collecting more than one batch
of papers at a time. Or we can have students select their
best assignment from the week to turn in on Friday.
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Facilitator Resources

In this section you will find essential homework
resources and the references.
Online Toolkit
References
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Online Toolkit
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Interactive Presentation

In this section you will find the presentation materials,
including PowerPoint slides and handouts. Below is the
complete deck of slides. Digital downloads can be
obtained at www.homeworkthatworks.com.
In the notes page for each slide, you will find suggestions
in plain text as well as specific “scripts” in bold italics.
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OPENING ACTIVITY: QUICK-SHARE
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INTRODUCTION AND OVERVIEW

3

OUR STUDENTS
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WHAT DOES THE RESEARCH SAY?
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HOMEWORK QUANTITY
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HOMEWORK QUALITY
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CHALLENGE LEVEL
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AUTONOMY
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RELEVANCE/MEANING
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114

FEEDBACK
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HOMEWORK THAT WORKS CHECKLIST
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EXTREME MAKEOVER:
HOMEWORK EDITION

13

HOMEWORK MAKEOVER ACTIVITY

14
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HOMEWORK BEFORE / AFTER
15

APPLICATION IN YOUR CLASSROOM
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APPLICATION IN YOUR CLASSROOM

17

APPLICATION IN YOUR CLASSROOM
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APPLICATION IN YOUR CLASSROOM
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APPLICATION IN YOUR CLASSROOM
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REFLECTION
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SUMMARY OF WORKSHOP GOALS
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CONCLUSION AND RESOURCES
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THANK YOU FOR PARTICIPATING
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Handouts for Participants

In this section you will find all the reproducible materials
that will be distributed to participants, including the
Checklist, Resources, and Collaboration Tips. Note that
these documents are available for download at
www.homeworkthatworks.com.
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Homework That Works Checklist
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Homework That Works: Online Resources

Additional resources can be found at Homework That Works:
www.homeworkthatworks.com

User-friendly homework research overview by Stanford
University School of Education:
http://www.challengesuccess.org/Portals/0/Docs/ChallengeSuccess
-Homework-WhitePaper.pdf
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Homework That Works: Collaboration Tips

Give One, Get Four (or more)
For a teaching unit, consider sharing assignments in a small
group of, say, five or more teachers—each person creates one
assignment for the unit. Assignments can be shared using
intranet departmental files or by email.
Grade-Level or Team Meeting Time
Several times throughout the year, consider devoting a meeting
to the Homework Makeover activity: have everyone submit a
homework assignment that may need tweaking (e.g., students
have had trouble completing it in the past). Using the Checklist
as a rubric, make suggestions about ways to improve the
assignment.
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The End

For questions, updates, and additional resources, please visit
www.HomeworkThatWorks.com.
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