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Abstract Although most students regularly complete home-
work, the extent to which race and gender influence teacher
perceptions of homework performance has been largely un-
studied. However, individual characteristics, such as race and
gender, have been shown to meaningfully influence many
aspects of students’ educational experiences and outcomes,
and it is plausible that race and gender differences
may exist in teacher perceptions of homework perfor-
mance. This study used analysis of variance (ANOVA)
to examine student gender and race differences in teach-
er ratings of three dimensions of homework perfor-
mance (student competence, parent support, and home-
work completion). Findings indicated that teachers rated
girls and White students as having greater homework
competence (ability to complete homework assignments)
than boys and racial minority (Black and Latino) stu-
dents. No significant race or gender differences in
teacher ratings of parent support for homework or in
rates of homework completion were found. The exami-
nation of race and gender differences in homework per-
formance has the potential to contribute to our under-
standing of race and gender gaps in academic achieve-
ment. As such, replication and further study of these
differences are warranted.

Keywords Homework .Diversity .Achievementgap .Race .

Gender . Education

In the USA, many students are regularly assigned homework
(Cooper 2006). Despite the emphasis placed on homework, the
usefulness of homework remains a topic of debate among
scholars, teachers, and parents alike. Moreover, although indi-
vidual characteristics, such as race and gender, play an important
role in many aspects of education, the extent to which race and
gender influence teacher perceptions of homework performance
has been largely unstudied in the empirical literature. The pur-
pose of this study was to examine race and gender differences in
teacher perceptions of three homework performance domains:
homework competence, homework completion, and parent sup-
port. Prior research on gender differences in homework perfor-
mance is limited, and research on both race and gender differ-
ences in teacher perceptions of homework performance could
serve as a crucial foundation for future studies examining issues
related to teacher bias and the role that homework may, or may
not, play in contributing to disparities in academic outcomes.

Role of Homework in Education and Academic
Achievement

Homework is typically defined as Btasks assigned to students
by their teachers to be completed outside the class^ (Cooper
1989, p. 7) and is a requirement for most school age children.
Undoubtedly, most students are assigned some form of home-
work as a part of their academic experience. However, there is
significant disagreement and ambiguity in the literature,
as well as in the popular media, regarding the value of
homework in promoting academic achievement and oth-
er positive outcomes.
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Drawbacks of Homework

Opponents have raised several concerns regarding homework.
Some have argued that homework has deleterious effects, in-
cluding creating negative attitudes about and loss of interest in
school (Chen and Stevenson 1989); promoting undesirable
behaviors traits, such as cheating and receiving extensive as-
sistance (Cooper and Valentine 2001); increasing stress, which
may lead to physical and emotional fatigue and mood distur-
bance (Kouzma and Kennedy 2002); and limiting time for
leisure, physical activity, socializing, and community activi-
ties, all of which provide important lessons outside of the
academic realm (Kravolec and Buell 2000).

The drawbacks of homework may be more salient for
younger students. Some suggest that homework may be more
burdensome for younger students and that they may be less
able to derive benefits from it because they lack the self-
regulation skills needed to complete homework (Cooper and
Valentine 2001; Hoover-Dempsey et al. 2001). Younger stu-
dents have a more difficult time coping with environmental
distractors than older students (Hoover-Dempsey et al. 2001;
Xu and Corno 1998). Moreover, younger students often lack
effective study skills that would bolster the benefits of home-
work (Dufresne and Kobasigawa 1989).

Homework may also present challenges to students and
their families. Tensions between mother and child may be
magnified when maternal helping with homework occurs, es-
pecially with younger students (Levin et al. 1997). Major
sources of contention between students and their families
may arise from parents placing undue pressure on students
to complete homework (Cooper et al. 2001; Corno and Xu
2004; Xu and Corno 1998; Xu and Yuan 2003) as well as from
parents’ unfamiliarity with the subject matter or with the
teacher’s instructional method (Cooper and Valentine 2001;
Hyde et al. 2006). This confusion can lead to a breakdown
in rapport and communication between home and school.

Some scholars have claimed that homework may exacer-
bate inequity between social classes because students from
low-income households are less likely than middle-class stu-
dents to complete homework due to after-school jobs and
inappropriate study conditions (Coulter 1979). It has been
argued that lower-income students may have additional re-
sponsibilities (e.g., family obligations, caring for siblings),
and thus, they may appear to be less responsible in regard to
homework relative to their more affluent peers. Moreover,
some lower-income students drop out of school due to, among
other factors, difficulty completing their homework
(Antonucci and Mooser 1993), which may contribute to the
perpetuation of social inequities. That said, Bempechat (2004)
criticized the notion that homework harms low-income stu-
dents and argued that this idea can exacerbate stereotypes and
low expectations for low-income students. Notably, some re-
search has indicated that low-income parents are as involved

with their child’s schooling as middle-class parents and that
low-income students are held accountable for the same
amount and type of homework (Sui-Chu and Willms 1996).
As such, the extent to which homework may influence or
contribute to educational inequities is unclear, and further re-
search in this area is needed.

Benefits of Homework

While there are many vocal critics of homework, there is also
a growing body of literature demonstrating notable benefits of
homework. In a meta-analysis conducted by Cooper et al.
(2006), homework was found to have a positive association
with student achievement. The impact of homework on aca-
demic achievement may be particularly notable in math and
science. In a recent meta-analysis of 28 studies conducted over
30 years, Fan et al. (2017) identified a small and positive
relationship between homework (e.g., time spent on home-
work, frequency of homework assignments, homework com-
pletion) and academic achievement at the elementary and high
school, but not the middle school, levels. Moreover, in an
international comparison, the authors noted that the relation-
ship between homework and academic achievement is
stronger for students in the USA than for Asian students—
suggesting possible cultural influences on the effectiveness of
homework (Fan et al. 2017). There is also evidence that stu-
dents who regularly complete and turn in homework assign-
ments perform significantly better in school (based on stan-
dardized achievement tests and curriculum-based measures)
than those with similar abilities who do not complete home-
work assignments (Olympia et al. 1994).

Homework is thought to provide students with a founda-
tion that facilitates future learning. Specifically, homework
allows students to review material and reinforce concepts
learned in class. This leads to the mastery and generalization
of concepts, which can benefit students later on in life (Corno
and Xu 2004). Moreover, homework can be used to evaluate
mastery of materials and track student progress (Corno 2000).
Additionally, homework can promote positive behaviors and
skills (e.g., time management, organizational skills, self-con-
fidence, self-direction, self-discipline, personal responsibility,
independent problem solving) that are important in academic
and other life domains (Corno and Xu 2004; Epstein and Van
Voorhis 2001).

Homework may also have a positive influence on parents
and families. Homework can be used to establish communi-
cation between parent and child by encouraging parents to
become involved with their children’s education in a natural
way (Epstein and Van Voorhis 2001). Parents’ attitudes to-
ward homework impact children’s attitudes by fostering intel-
lectual and motivational skills (Bempechat 2004). As a result
of parental involvement, students may become more aware of
the connection between home and school. Parental
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involvement in education-related activities, including home-
work, has been shown to have a moderate positive association
with academic performance and educational outcomes
(Jeynes 2007; Power et al. 2007). Further, the quality of parent
involvement in homework (i.e., parent responsiveness and
provision of structure during homework) for students in grade
5 has been shown to predict academic functioning 2 years later
(grade 7; Dumont et al. 2014). Moreover, research findings
suggest that at both the middle and high school levels, parent
involvement in homework predicts academic achievement,
and the effect is mediated by student self-reported homework
behaviors (defined as time spent on homework and effort in
homework assignments; Núñez et al. 2015).

Age and grade level have been shown to influence the
relationship between homework and academic achievement.
Overall, students who spend more time on homework have
better academic outcomes. However, the correlation between
time spent on homework and academic achievement is much
stronger for students in grades 7–12 than for elementary stu-
dents (Cooper et al. 2006). Muhlenbruck et al. (2000) posit
that homework may have a lesser effect on academic achieve-
ment at the elementary school level because the intent is dif-
ferent—at the elementary school level, teachers assign home-
work to promote the development self-regulation skills rather
than to improve academic skills per se. Thus, homework may
still serve an important purpose at the elementary level even if
the proximal influences on academic achievement are small
(Cooper et al. 2006).

Aside from age and grade level, other demographic vari-
ables such as race and gender may also impact homework
performance, and subsequently homework outcomes, but
there is little research in this area. There is, however, consid-
erable research on how race and gender moderate academic
achievement (Farkas 2003; Buchmann et al. 2008; DiPrete
and Jennings 2012). Because there are race and gender differ-
ences in many areas of academic achievement (e.g., reading,
mathematics, writing achievement), there is reason to believe
race and gender may also influence homework outcomes
(Ainsworth-Darnell and Downey 1998; Buchmann et al.
2008; Mau and Lynn 1999).

Individual Differences in Academic Achievement

There are a number of individual student characteristics that
influence academic achievement including intelligence (e.g.,
Watkins et al. 2007), motivation (e.g., Fortier et al. 1995), and
learning behaviors (e.g., Schaefer and McDermott 1999).
Students’ race and gender have also been shown to signifi-
cantly and meaningfully influence their academic experiences
and outcomes (e.g., Delamont 2012; Ladson-Billings and Tate
2014). A brief discussion of the role of race and gender on

academic achievement, as well as the impact of teacher per-
ceptions follows.

Race and Academic Achievement

A well-documented and oft discussed gap in academic
achievement exists whereby White students outperform racial
minority students on various indicators of achievement in-
cluding standardized tests, grades, and high school graduation
rates (see Condron et al. 2013. The reasons for this achieve-
ment gap are complex and multi-faceted. There are many pro-
posed explanations for the racial achievement gap, including
differences in engagement (perhaps due to cultural mismatch
of curricular materials; Mau and Lynn 1999); availability of
educational opportunities (Entwisle and Alexander 1994);
school readiness (Magnuson and Waldfogel 2005); and home
environment (e.g., family resources, mismatch between vo-
cabulary used at home and at school, SES; Brooks-Gunn
et al. 1996; Suzuki and Valencia 1997). It is also crucial to
consider the extent to which larger societal factors (e.g., bias,
discrimination, differences in teacher expectations, etc.) con-
tribute to achievement differences across racial groups.

The Role of Teacher Perceptions and Expectations
Perceptions and bias toward racial minority students have
been shown to contribute to disparities in academic achieve-
ment, particularly between Black and White students (e.g.,
Farkas 2003; Ferguson 2003). As outlined by Farkas (2003),
the expectations that teachers and administrative personnel
have for students can influence teaching practices and educa-
tional placements, thereby impacting both the quantity and
quality of learning opportunities. Lower expectations for ra-
cial minority students and students with lower socio-economic
status (SES) may result in students being placed in less chal-
lenging academic programs and exposed to less demanding
curricula (Ansalone 2001). These lowered expectations for
racial minority students are seen as early as kindergarten
(Ansalone 2001; West et al. 2000). Race may also impact
teacher-student interactions. For example,White students tend
to receive more praise and feedback than Black students
(Casteel 1998). For these reasons, it is important to understand
differences in teacher expectations for student in a variety of
academic areas, including homework performance.

Impact of Race on Homework Outcomes Several studies
have produced evidence suggesting that racial differences that
exist in many domains of academic achievement may also
apply to homework performance. For example, findings from
one study indicated that Black students were less likely to
complete homework than White students (Ainsworth-
Darnell and Downey 1998). In a longitudinal study, Mau
and Lynn (1999) found statistically significant differences be-
tween racial groups in the number of hours per week spent
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completing homework. Overall, Mau and Lynn found that in
addition to completing more hours of homework, Asian and
White high school students obtained significantly higher
scores on tests for mathematics, reading, and science relative
to Black and Hispanic students. The researchers suggested
that the number of hours devoted to homework was associated
with racial differences in achievement. However, it is unclear
whether differences in academic skills that result from differ-
ences in educational opportunities or experiences may have
made it more difficult for Black and Hispanic students to
complete assignments. In summary, research findings indicate
that there may be racial differences in the amount of home-
work completed and the number of hours spent on homework.
However, it is not clear whether racial differences exist in
performance on homework (e.g., quality of homework com-
pleted) and teacher perceptions thereof. The present study
extends findings from prior research and examines racial dif-
ferences on three dimensions of homework performance: par-
ent support, student competence, and homework completion.

Gender and Academic Achievement

Research suggests that there are gender differences in academ-
ic achievement, but that these differences are largely depen-
dent on age and how academic achievement is defined (i.e.,
test scores versus grades; Buchmann et al. 2008). While boys
tend to score higher on standardized tests, current trends indi-
cate that girls outperform boys on other measures. Girls tend
to get higher grades, complete high school at a higher rate, and
enroll in and finish college at higher rates than boys
(Buchmann et al. 2008; DiPrete and Jennings 2012).

There are still many questions in the literature regarding
gender differences in academic achievement. There is conten-
tion among researchers on the issue of whether teachers sys-
tematically favor one gender over the other and the extent to
which the gender gap in academic achievement is due to ac-
tual or perceived differences between the genders. For in-
stance, socially appropriate behaviors may influence measures
of academic achievement. Girls typically display better social
skills and classroom behavior and fewer externalizing symp-
toms compared to boys (Leadbeater et al. 1999). Specifically,
girls tend to show higher levels of attentiveness, organization-
al skills, leadership qualities, and interest in school compared
to boys (Buchmann et al. 2008). Diprete and Jennings (2012)
posit that if students are perceived as well-adjusted and well-
behaved, teachers are more likely to grade them favorably.
This observation is consistent with other research indicating
that teachers are more likely to rate girls as being less disrup-
tive and putting forth more effort into schoolwork compared
to boys (Downey and Vogt Yuan 2005). Farkas et al. (1990)
found that teacher perceptions of the non-cognitive character-
istics of students were powerful determinants of course
grades, even when cognitive performances on basic skills

and coursework mastery were controlled. In summary, re-
search has consistently revealed gender differences in aca-
demic achievement, but the extent to which gender-based ex-
pectations and perceptions influence these differences is
unclear.

Because there seems to be a general consensus that there
are differences in academic achievement between boys and
girls, it is reasonable to expect that these differences might
extend to homework outcomes. Cooper (1989) found that
gender did not significantly influence the relationship between
the homework and achievement. However, current research
indicates that there may be gender differences in other aspects
of homework. Some research suggests that girls generally
hold more positive attitudes toward homework than boys
and put forth more time and effort in completing homework
(Mau and Lynn 2000), which may contribute to better grades.

Present Study

Homework is an important component of education, has a
meaningful influence on grades, and may be related to
academic achievement and personal development (Cooper
et al. 2006). Because teachers assign and grade homework,
their perceptions of homework performance are important.
However, the extent to which teacher perceptions of
homework performance differ by race and gender is unclear.
Given extensive literature on the existence and outcomes of
racial and gender differences in teacher perceptions of and
expectations for students (e.g., Diamond et al. 2004;
Tenenbaum and Ruck 2007), it is reasonable to expect that
these differences might also extend to homework
performance. Further, given the literature on the challenges
and barriers that low-income and minority students face
related to homework (e.g., Antonucci and Mooser 1993),
it is also reasonable to expect that homework performance
differences may exist as a result of said barriers. The purpose
of this study was to examine differences in teacher ratings of
homework performance across race and gender. Specifically,
gender and race differences on three dimensions of homework
performance (student competence, homework completion,
parent support) were examined. Based on prior literature
indicating that students of lower SES and racial minority
students are at increased risk for homework problems (e.g.,
Ainsworth-Darnell and Downey 1998), it was hypothesized
that (1) racial minority students would receive lower ratings
on measures of teacher-perceived homework completion,
student competence, and parent support. Based on prior
research indicating that girls obtain higher grades and have
higher teacher-reported academic motivation, it was also
hypothesized that (2) girls would receive higher ratings on
measures of teacher-reported homework performance
compared to boys.
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Method

Participants

Teachers from six rural and suburban Illinois school districts
rated students in grades 1–6 on the Homework Performance
Questionnaire-Teacher Scale (HPQ-T; Power et al. 2007). Each
participating teacher (96.4% female) was asked to rate two ran-
domly selected students. A total of 165 students were rated (boys
[n = 85, 51.5%], girls [n = 80, 48.5%]). In regard to
race/ethnicity, 55.2% of the students were White (n = 91) and
44.8% were racial minority students (n = 74). Of the racial mi-
nority students, 56 were Hispanic/Latino (75.7%), and 18 were
Black (24.3%). The distribution across grade level included
16.4% enrolled in first grade, 26.1% in second grade, 15.8% in
third grade, 19.4% in fourth grade, 10.3% in fifth grade, and
11.5% in sixth grade (the grade level of one student was not
reported).

Measures

The Homework Performance Questionnaire-Teacher Scale
(HPQ-T; Power et al. 2007) is a homework assessment instrument
that has been a useful tool in the evaluation of homework assets
and deficits, and several studies have supported the psychometric
properties of the scale (Mautone et al. 2012; Pendergast and
Watkins 2009; Pendergast et al. 2014; Power et al. 2007). The
version of the HPQ-T used in this study was a 25-item measure
that asks teachers to rate a student’s homework performance
based on three scales: parent support (7 items), student compe-
tence (10 items), and homework completion (5 items). The home-
work completion subscale contains items that tap the frequency
and consistency with which homework assignments are complet-
ed (e.g., BHomework is finished,^ BHomework is turned in by the
deadline,^). The student competence subscale is designed to as-
sess teacher’s perceptions of students’ ability to complete home-
work assignments (e.g., BHomework is easy for the student,^
BStudent can do homework independently,^). The parent support
subscale is designed to assess teacher perceptions of parental
involvement in homework (e.g., BParents disagree with home-
work policies,^ BParents try to assist with homework,̂ ). Items
are scored as percentages of the time a student has exhibited the
specific homework-related behavior over the past 4 weeks. Each
itemutilizes a ten-point scalewith each value corresponding to the
estimated percentage of time the behavior was observed.
Cronbach’s ɑ values were also computed for each of the HPQ-
T scales: parent support (ɑ = .94), student competence (ɑ = .87),
and homework completion (ɑ = .94).

Procedure

Upon approval from the Institutional Review Board at the
Pennsylvania State University and school district administrators,

teachers were invited to participate in the study via a letter deliv-
ered to their school mailboxes. An informed consent document
and HPQ-T forms were attached. Participation in the study was
voluntary and no incentive was provided. Teachers were asked to
complete the HPQ-T for the third boy and third girl on their
alphabetized class roster. General demographic information on
teacher gender, student gender, student race or ethnicity, and
grade level were collected from the teacher. Data from teachers
who indicated that they did not assign homework were excluded
from analyses. Data analyses were conducted using SPSS ver-
sion 23.

Results

To examine the influence of gender and race on teacher per-
ceptions of homework performance, a 2 (gender) × 2 (race)
MANCOVA, controlling for grade level, was conducted with
the three HPQ subscale scores as dependent variables. Grade
level was added as a covariate due to the potential differences
in ratings of students’ homework competence, completion of
homework, and parental involvement as a result of grade level
and age, as discussed above (e.g., lower parental involvement
for older students relative to younger students). Statistically
significant main effects for race [Wilk’s Lamda = .94, F(3,
158) = 2.97, p = .03, η2 = .05] and gender [Wilk’s
Lamda = .95, F(3, 158) = 2.70, p = .04, η2 = .04] were obtain-
ed. Therefore, follow-up univariate ANOVAs were conducted
to better describe race and gender differences in homework
performance.

Student Competence

A small but statistically significant group difference on
Student Competence was found for race [F(1, 161) = 6.32,
p = .017, η2 = .04, d = .35] where White students (M = 76.50;
SD = 13.42) were rated as having more homework compe-
tence than racial minority students (M = 70.67;
SD = 18.62). Thus, the hypothesis that (1) racial minor-
ity students would obtain lower ratings on teacher-
perceived homework performance was supported in re-
gard to student competence. Additionally, female stu-
dents (M = 76.97; SD = 13.99) were rated as having
significantly more homework competence than male stu-
dents (M = 72.73; SD = 16.37) with a small effect size
[F(1, 142) = 4.85, p = .013, η2 = .04, d = .27] on
Student Competence. Thus, the hypothesis that (2) girls
would obtain higher ratings than boys on teacher-
perceived homework performance was supported in re-
gard to student competence. The race by gender inter-
action effect was not statistically significant [F(1,
142) = .02, p = .90].
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Homework Completion

No statistically significant group differences on Homework
Completion were found for race [F(1, 142) = .04, p = .84,
η2 = .001, d = .06] or gender [F(1, 142) = 1.93, p = .17,
η2 = .01, d = .22]. The race by gender interaction effect was
also non-significant [F(1, 142) = .03, p = .87). Thus, the hy-
potheses of race and gender differences in teacher perceptions
of homework completion were not supported.

Parent Support

No statistically significant group differences were found on
Parent Support for race [F(1, 142) = .15, p = .70, η2 = .01,
d = .22] or gender [F(1, 142) = .23, p = .64, η2 = .00, d = .01].
The race by gender interaction effect was also not statistically
significant [F(1, 142) = .40, p = .53). Thus, the hypotheses of
race and gender differences in teacher perceptions of parent
support for homework were not supported.

Discussion

Researchers have posited several putative reasons for race and
gender differences in academic achievement, and differences
in teacher perceptions of students may play an important role
in regard to differences in academic achievement including
true differences in student achievement stemming from envi-
ronmental factors, teacher biases, and differences in teacher
expectations for students (Buchmann et al. 2008;
DiPrete and Jennings 2012). However, race and gender
differences in teacher perceptions of various facets of
homework performance have been largely unexamined.
This study examined race and gender differences in
teacher perceptions of three dimensions of student homework
performance: Student Competence, Homework Completion,
and Parent Support.

In the present study and consistent with hypotheses,
teachers rated girls and White students higher than boys and
racial minority students on Student Competence (i.e., teachers
perception of student’s ability to complete homework). This
suggests that teachers perceived girls and White students as
having greater ability and skills related to homework than their
male and racial minority counterparts. Although the effect
sizes were small, these differences may be important given
the pervasiveness of homework for children in the USA.
Moreover, various aspects of homework (e.g., time spent on
homework) have been shown to predict academic achieve-
ment (Cooper et al. 2006), and boys and racial minority stu-
dents have been shown to lag behind their female and White
counterparts in several domains of achievement (e.g., reading
performance, rates of high school graduation; e.g., DiPrete
and Jennings 2012; Farkas 2003). It is possible that race and

gender differences in homework competence, or teacher per-
ceptions thereof, may contribute directly or indirectly to these
achievement gaps. However, based on these findings, it is not
possible to determine whether teachers are identifying true
differences in homework competence, if biases are influenc-
ing teacher judgment of homework ability, or some combina-
tions of both are influencing the identified differences. As
such, examination of the role of homework, homework per-
formance, and teacher perceptions of student homework com-
petence in the development and maintenance of achievement
gaps are crucial subjects for future scholarly inquiry.

Contrary to hypotheses, there were no significant race or
gender differences in teacher ratings of parent support for
homework or in homework completion, and these non-
significant findings may be as important and meaningful as
the statistically significant findings. At least in regard to
homework, the non-significant findings counter the narrative
that achievement gaps exist as a function of differences in
student work ethic or parent support. In the present study,
there were no statistically significant differences between ra-
cial or gender groups in regard to teacher ratings of homework
completion or parent support for homework. These findings
support the notion that racial minority students, as well
as boys, and their parents, were as invested in home-
work, and academics, as their White and female coun-
terparts (Bempechat 2004).

Limitations and Future Directions

The sole objective of this preliminary study was to evaluate
race and gender differences in teacher perceptions of home-
work performance in order to identify important avenues for
future research. It is important that these findings not be
interpreted beyond the stated objective. This study had several
limitations which must be addressed in future research. First,
there was no Bobjective^ measure of student homework per-
formance or student ability in this study. As such, it was not
possible to explicitly evaluate whether teachers’ ratings of
student competence reflected actual group differences versus
the extent to which racial or gender bias may have influenced
teacher perceptions. We strongly encourage future researchers
to attempt to better understand the underlying reasons for such
differences. That said, in the classroom setting, teachers grade
homework assignments, and no Bobjective^ measures are
used. Thus, although the design of the present study does
not allow for examination of the source of differences in race
and gender differences in student homework competence, this
method allowed for an evaluation of homework differences
that is consistent with how homework is actually evaluated in
the school setting. Thus, regardless of the source of the iden-
tified differences, the fact that these teacher-perceived differ-
ences exist should serve as a Bred flag^ for researchers and
practitioners, and further research should be conducted to
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better understand the problem (if one exists) and identify ap-
propriate avenues for intervention.

Additionally, research examining the extent to which indi-
vidual and demographic differences in homework perfor-
mance (or teacher perceptions thereof) influence academic
achievement would be a fruitful avenue for future scholarly
inquiry. More specifically, future studies (ideally longitudinal
studies) that include multiple measures of student home-
work quality, student ability, and student academic
achievement to directly test the extent to which teacher
perceptions of student homework performance influence
student achievement would be very valuable. Also, in
the present study, participants were grouped into two
categories based on race: racial minority and White
due to small sample size of Racial Minority participants.
Future research that examines students from each racial
minority group separately, and that accounts for SES
differences, will be important. The present study was
based on a relatively small sample of students from
rural and suburban Illinois school districts. The findings
may not generalize to students from urban areas or from other
geographic regions. Future research across other diverse
groups, including diverse income levels and international set-
tings, would be useful. Moreover, research suggests that an
expectancy-value framework may apply to homework perfor-
mance whereby students demonstrate improved homework
performance when they expect to perform well on the task
and value the task (Trautwein et al. 2006). Therefore, future
research examining the role of demographic factors in home-
work performance relative to the expectancy-value framework
may be particularly useful.

Implications

In light of an abundance of literature demonstrating that teach-
er perceptions are related to discrepancies in academic
achievement between boys and girls (Buchmann et al. 2008;
DiPrete and Jennings 2012) and between racial groups
(Thomas & Stevenson 2009; Alvidrez and Weinstein 1999),
the examination of race and gender differences in teacher per-
ceptions of homework performance is an important and novel
area of inquiry. The findings that teachers perceive boys and
racial minority students as having less homework competence
than girls and White students warrants replication and further
study. Moreover, these findings, when considered alongside
the large body of research demonstrating differences in teach-
er perceptions ofminority students, underscore the importance
of continuing to provide teachers with training in diversity
issues and to encourage a climate of multiculturalism and
diversity awareness in the school environment, as well as the
importance of ensuring that all students have the requisite
skills to complete homework and other academic activities.

Acknowledgements Special thanks are due to Jonathon Cavanaugh,
Jenny Kusy, and Christi Blankenstein for assistance in Homework
Performance Questionnaire data collection, coding, and entry.

Compliance with Ethical Standards All procedures performed in
studies involving human participants were in accordance with the ethical
standards of the institutional and/or national research committee and with
the 1964 Helsinki declaration and its later amendments or comparable
ethical standards. All respondents provided written informed consent.

Conflict of Interest The authors declare that they have no conflict of
interest.

References

Ainsworth-Darnell, W., & Downey, D. B. (1998). Assessing the opposi-
tional culture explanation for racial-ethnic differences in school per-
formance. American Sociological Review, 63, 536–553. https://doi.
org/10.2307/2657266.

Alvidrez J., Weinstein R. S. (1999) Early teacher perceptions and later
student academic achievement. Journal of Educational Psychology,
91(4), 731–746. https://doi.org/10.1037/0022-0663.91.4.731.

Ansalone, G. (2001). Schooling, tracking, and inequality. Journal of
Children and Poverty, 7(1), 33–47. https://doi.org/10.1080/
10796120120038028.

Antonucci Jr, F. J., & Mooser, E. (1993). Research report: Assessment of
alternative pmgrams. Augusta: Department of Education.

Bempechat, J. (2004). The motivational benefits of homework: a social-
cognitive perspective. Theory Into Practice, 43(3), 189–196. https://
doi.org/10.1207/s15430421tip4303_4.

Brooks-Gunn, J., Klebanov, P., & Duncan, G. (1996). Ethnic differences
in children’s intelligence test scores: role of economic deprivation,
home environment, and maternal characteristics. Child
Development, 67, 396–408. https://doi.org/10.1111/j.1467-8624.
1996.tb01741.x.

Buchmann, C., DiPrete, T. A., & McDaniel, A. (2008). Gender inequal-
ities in education. Annual Review of Sociology, 34(1), 319–337.
https://doi.org/10.1146/annurev.soc.34.040507.134719.

Casteel, C. A. (1998). Teacher-student interactions and race in integrated
classrooms. The Journal of Educational Research, 92(2), 115–120.
https://doi.org/10.1080/00220679809597583.

Chen, C., & Stevenson, H. W. (1989). Homework: a cross-cultural ex-
amination. Child Development, 60(3), 551–561. https://doi.org/10.
2307/1130721.

Condron, D. J., Tope, D., Steidl, C. R., & Freeman, K. J. (2013). Racial
segregation and the black/white achievement gap, 1992 to 2009. The
Sociological Quarterly, 54(1), 130–157. https://doi.org/10.1111/tsq.
12010.

Cooper, H. (1989). Homework. White Plains: Longman.
Cooper, H. (2006). The battle over homework: common ground for ad-

ministrators, teachers, and parents. Corwin Press.
Cooper, H., & Valentine, J. C. (2001). Using research to answer practical

questions about homework. Educational Psychologist, 36(3), 143–
153. https://doi.org/10.1207/S15326985EP3603_1.

Cooper, H., Lindsay, J., & Nye, B. (2001). Homework in the home: how
student, family, and parenting-style differences relate to the home-
work process. Contemporary Educational Psychology, 25, 464–
487. https://doi.org/10.1006/ceps.1999.1036.

Cooper, H., Robinson, J. C., & Patall, E. A. (2006). Does homework
improve academic achievement? A synthesis of research. Review
of Educational Research, 76, 1–62. https://doi.org/10.3102/
00346543076001001.

300 Contemp School Psychol (2018) 22:294–302

https://doi.org/10.2307/2657266
https://doi.org/10.2307/2657266
https://doi.org/10.1037/0022-0663.91.4.731
https://doi.org/10.1080/10796120120038028
https://doi.org/10.1080/10796120120038028
https://doi.org/10.1207/s15430421tip4303_4
https://doi.org/10.1207/s15430421tip4303_4
https://doi.org/10.1111/j.1467-8624.1996.tb01741.x
https://doi.org/10.1111/j.1467-8624.1996.tb01741.x
https://doi.org/10.1146/annurev.soc.34.040507.134719
https://doi.org/10.1080/00220679809597583
https://doi.org/10.2307/1130721
https://doi.org/10.2307/1130721
https://doi.org/10.1111/tsq.12010
https://doi.org/10.1111/tsq.12010
https://doi.org/10.1207/S15326985EP3603_1
https://doi.org/10.1006/ceps.1999.1036
https://doi.org/10.3102/00346543076001001
https://doi.org/10.3102/00346543076001001


Corno, L. (2000). Looking at homework differently. The Elementary
School Journal, 100(5), 529–548.

Corno, L., & Xu, J. (2004). Homework as the job of childhood. Theory Into
Practice, 43(3), 227–233. https://doi.org/10.1207/s15430421tip4303_9.

Coulter, F. (1979). Homework: a neglected research area. British
Educational Research Journal, 5(1), 21–33. https://doi.org/10.
1080/0141192790050103.

Delamont, S. (2012). Sex roles and the school. London: Routledge.
Diamond, J. B., Randolph, A., & Spillane, J. P. (2004). Teachers’ expec-

tations and sense of responsibility for student learning: the impor-
tance of race, class, and organizational habitus. Anthropology &
Education Quarterly, 35, 75–98. https://doi.org/10.1525/aeq.2004.
35.1.75.

DiPrete, T. A., & Jennings, J. L. (2012). Social and behavioral skills and
the gender gap in early educational achievement. Social Science
Research, 41(1), 1–15. https://doi.org/10.1016/j.ssresearch.2011.
09.001.

Downey, D. B., & Vogt Yuan, A. S. (2005). Sex differences in school
performance during high school: puzzling patterns and possible ex-
planations. The Sociological Quarterly, 46(2), 299–321. https://doi.
org/10.1111/j.1533-8525.2005.00014.x.

Dufresne, A., & Kobasigawa, A. (1989). Children’s spontaneous alloca-
tion of study time: differential and sufficient aspects. Journal of
Experimental Child Psychology, 42, 274–296. https://doi.org/10.
1016/0022-0965(89)90033-7.

Dumont, H., Trautwein, U., Nagy, G., & Nagengast, B. (2014). Quality of
parental homework involvement: predictors and reciprocal relations
with academic functioning in the reading domain. Journal of
Educational Psychology, 106, 144–161. https://doi.org/10.1037/
a0034100.

Entwisle, D., & Alexander, K. (1994). Winter setback: school racial com-
position and learning to read. American Sociological Review, 59,
446–460. https://doi.org/10.2307/2095943.

Epstein, J. L., & Van Voorhis, F. L. (2001). More than minutes: teachers
roles in designing homework. Educational Psychologist, 36(3),
181–193. https://doi.org/10.1207/S15326985EP3603_4.

Fan, H., Xu, J., Cai, Z., He, J., & Fan, X. (2017). Homework and stu-
dents’ achievement in math and science: a 30-year meta-analysis,
1986–2015. Educational Research Review, 20, 35–54. https://doi.
org/10.1016/j.edurev.2016.11.003.

Farkas, G. (2003). Racial disparities and discrimination in education:
what do we know, how do we know it, and what do we need to
know? Teachers College Record, 105(6), 1119–1146.

Farkas, G., Sheehan, D., Grobe, R. P., & Shuan, Y. (1990). Cultural
resources and school success: gender, ethnicity, and poverty groups
within an urban school district. American Sociological Review,
55(1), 127–142. https://doi.org/10.2307/2095708.

Ferguson, R. F. (2003). Teachers’ perceptions and expectations and the
Black-White test score gap. Urban Education, 38(4), 460–507.
https://doi.org/10.1177/0042085903038004006.

Fortier, M. S., Vallerand, R. J., & Guay, F. (1995). Academic motivation
and school performance: toward a structural model. Contemporary
Educational Psychology, 20(3), 257–274. https://doi.org/10.1006/
ceps.1995.1017.

Hoover-Dempset, K. V., Battiato, A. C., Walker, J. M., Reed, R. P.,
DeJong, J. M., & Jones, K. P. (2001). Parental involvement in home-
work. Educational Psychologist, 36(3), 195–209. https://doi.org/10.
1207/S15326985EP3603_5.

Hyde, J. A., Else-Quest, N. M., Alibali, M. W., Knuth, E., & Romberg, T.
(2006). Mathematics in the home: homework practices and mother-
child interactions doing mathematics. The Jouranl of Mathematical
Behavior, 25(2), 136–152. https://doi.org/10.1016/j.jmathb.2006.
02.003.

Jeynes, W. H. (2007). The relationship between parental involvement and
urban secondary school student achievement: a meta-analysis.

Urban Education, 42(1), 82–110. https://doi.org/10.1177/
0042085906293818.

Kouzma, N. M., & Kennedy, G. A. (2002). Homework, stress, and mood
disturbance in senior high school students. Psychological Reports,
91, 193–198. https://doi.org/10.2466/PR0.91.5.193-198.

Kralovec, E., & Buell, J. (2000). The end of homework: how homework
disrupts families, overburdens children, and limits learning. Boston:
Beacon Press.

Ladson-Billings, G., & Tate IV, W. F. (2014). Toward a critical race
theory of education. Critical Race Theory in Education: All God’s
Children Got a Song, 11.

Leadbeater, B. J., Kuperminc, G. P., Blatt, S. J., & Hertzog, C. (1999). A
multivariate model of gender differences in adolescents’ internaliz-
ing and externalizing problems. Developmental Psychology, 35(5),
1268–1282. https://doi.org/10.1037/0012-1649.35.5.1268.

Levin, I., Levy-Shiff, R., Appelbaum-Peled, T., Katz, I., Komar, M., &
Meiran, N. (1997). Antecedents and consequences of maternal in-
volvement in children’s homework: a longitudinal analysis. Journal
of Applied Developmental Psychology, 18, 207–222. https://doi.org/
10.1016/S0193-3973(97)90036-8.

Magnuson, K. A., & Waldfogel, J. (2005). Early childhood care and
education: effects on ethnic and racial gaps in school readiness.
The Future of Children, 15(1), 169–196. https://doi.org/10.1353/
foc.2005.0005.

Mau, W., & Lynn, R. (1999). Racial and ethnic differences in motivation
for educational achievement in the United States. Personality and
Individual Differences, 27(6), 1091–1096. https://doi.org/10.1016/
S0191-8869(99)00051-3.

Mau, W., & Lynn, R. (2000). Gender differences in homework and test
scores in mathematics, reading and science at tenth and twelfth
grade. Psychology, Evolution & Gender, 2(2), 119–125. https://doi.
org/10.1080/14616660050200904.

Mautone, J. A., Marshall, S. A., Costigan, T. E., Clarke, A. T., & Power,
T. J. (2012).Multidimensional assessment of homework: an analysis
of students with ADHD. Journal of AttentionDisorders, 16(7), 600–
609. https://doi.org/10.1177/1087054711416795.

Muhlenbruck, L., Cooper, H., Nye, B., & Lindsay, J. J. (2000).
Homework and achievement: explaining the different strengths of
relation at the elementary and secondary school levels. Social
Psychology of Education, 4(4), 295–317. https://doi.org/10.1023/
A:1009680513901.

Núñez, J. C., Suárez, N., Rosário, P., Vallejo, G., Valle, A., & Epstein, J.
L. (2015). Relationships between perceived parental involvement in
homework, student homework behaviors, and academic achieve-
ment: differences among elementary, junior high, and high school
students.Metacognition and Learning, 10, 375–406. https://doi.org/
10.1007/s11409-015-9135-5.

Olympia, D. E., Sheridan, S. M., Jenson, W. R., & Andrews, D. (1994).
Using student-managed interventions to increase homework com-
pletion and accuracy. Journal of Applied Behavior Analysis, 27, 85–
99. https://doi.org/10.1901/jaba.1994.27-85.

Pendergast, L. L., & Watkins. (2009). Development of an electronic ver-
sion of the homework performance questionnaire for parents.
Journal of Computing Research, 40(30), 323–335. https://doi.org/
10.2190/EC.40.3.d.

Pendergast, L. L., Watkins, M. W., & Canivez, G. L. (2014). Structural
and convergent validity of the homework performance question-
naire. Educational Psychology, 34(3), 291–304. https://doi.org/10.
1080/01443410.2013.785058.

Power, T. J., Dombrowski, S. C., Watkins, M. W., Mautone, J. A., &
Eagle, J. W. (2007). Assessing children’s homework performance:
development of multi-dimensional, multi-informant rating scales.
Journal of School Psychology, 45(3), 333–348. https://doi.org/10.
1016/j.jsp.2007.02.002.

Schaefer, B. A., & McDermott, P. A. (1999). Learning behavior and
intelligence as explanations for children’s scholastic achievement.

Contemp School Psychol (2018) 22:294–302 301

https://doi.org/10.1207/s15430421tip4303_9
https://doi.org/10.1080/0141192790050103
https://doi.org/10.1080/0141192790050103
https://doi.org/10.1525/aeq.2004.35.1.75
https://doi.org/10.1525/aeq.2004.35.1.75
https://doi.org/10.1016/j.ssresearch.2011.09.001
https://doi.org/10.1016/j.ssresearch.2011.09.001
https://doi.org/10.1111/j.1533-8525.2005.00014.x
https://doi.org/10.1111/j.1533-8525.2005.00014.x
https://doi.org/10.1016/0022-0965(89)90033-7
https://doi.org/10.1016/0022-0965(89)90033-7
https://doi.org/10.1037/a0034100
https://doi.org/10.1037/a0034100
https://doi.org/10.2307/2095943
https://doi.org/10.1207/S15326985EP3603_4
https://doi.org/10.1016/j.edurev.2016.11.003
https://doi.org/10.1016/j.edurev.2016.11.003
https://doi.org/10.2307/2095708
https://doi.org/10.1177/0042085903038004006
https://doi.org/10.1006/ceps.1995.1017
https://doi.org/10.1006/ceps.1995.1017
https://doi.org/10.1207/S15326985EP3603_5
https://doi.org/10.1207/S15326985EP3603_5
https://doi.org/10.1016/j.jmathb.2006.02.003
https://doi.org/10.1016/j.jmathb.2006.02.003
https://doi.org/10.1177/0042085906293818
https://doi.org/10.1177/0042085906293818
https://doi.org/10.2466/PR0.91.5.193-198
https://doi.org/10.1037/0012-1649.35.5.1268
https://doi.org/10.1016/S0193-3973(97)90036-8
https://doi.org/10.1016/S0193-3973(97)90036-8
https://doi.org/10.1353/foc.2005.0005
https://doi.org/10.1353/foc.2005.0005
https://doi.org/10.1016/S0191-8869(99)00051-3
https://doi.org/10.1016/S0191-8869(99)00051-3
https://doi.org/10.1080/14616660050200904
https://doi.org/10.1080/14616660050200904
https://doi.org/10.1177/1087054711416795
https://doi.org/10.1023/A:1009680513901
https://doi.org/10.1023/A:1009680513901
https://doi.org/10.1007/s11409-015-9135-5
https://doi.org/10.1007/s11409-015-9135-5
https://doi.org/10.1901/jaba.1994.27-85
https://doi.org/10.2190/EC.40.3.d
https://doi.org/10.2190/EC.40.3.d
https://doi.org/10.1080/01443410.2013.785058
https://doi.org/10.1080/01443410.2013.785058
https://doi.org/10.1016/j.jsp.2007.02.002
https://doi.org/10.1016/j.jsp.2007.02.002


Journal of School Psychology, 37(3), 299–313. https://doi.org/10.
1016/S0022-4405(99)00007-2.

Sui-Chu, E. H., & Willms, J. D. (1996). Effects of parental involvement
on eight-grade achievement. Sociology of Education, 69(2), 126–
141. https://doi.org/10.2307/2112802.

Suzuki, L. A., & Valencia, R. R. (1997). Race–ethnicity and measured
intelligence: educational implications. American Psychologist,
52(10), 1103–1114. https://doi.org/10.1037/0003-066X.52.10.1103.

Tenenbaum, H. R., & Ruck, M. D. (2007). Are teachers’ expec-
tations different for racial minority than for European
American students? A meta-analysis. Journal of Educational
Psychology, 99, 253–273. https://doi.org/10.1037/0022-0663.
99.2.253.

Thomas, D. E., & Stevenson, H. (2009). Gender risks and education: The
particular classroom challenges for urban low-income African
American boys. Review of Research in Education, 33(1), 160–180.
https://doi.org/10.3102/0091732X08327164.

Trautwein, U., Lüdtke, O., Kastens, C., & Köller, O. (2006).
Effort on homework in grades 5–9: development, motivation-
al antecedents, and the association with effort on classwork.
Child Development, 77, 1094–1111. https://doi.org/10.1111/j.
1467-8624.2006.00921.x.

Watkins, M. W., Lei, P. W., & Canivez, G. L. (2007). Psychometric
intelligence and achievement: a cross-lagged panel analysis.
Intelligence, 35(1), 59–68. https://doi.org/10.1016/j.intell.2006.04.
005.

West, J., Denton, K., & Reaney, L. M. (2000). The kindergarten year:
findings from the early childhood longitudinal study, kindergarten
class of 1998–99. Washington, DC: National Center for Education
Statistics.

Xu, J., & Corno, L. (1998). Case studies of families doing third-grade
homework. Teachers College Record, 100, 402–436.

Xu, J., & Yuan, R. (2003). Doing Homework: Listening to Students,
FParents_, and Teachers_ Voices in One Urban Middle School
Community. School Community Journal, 13(2), 25–44.

Laura L. Pendergast, Ph.D., is an Assistant Professor of School
Psychology at Temple University, USA. Her research focuses on psycho-
logical and educational assessment across diverse cultural groups. She is
actively involved with projects funded by the Bill and Melinda Gates
Foundation, the National Institutes of Health, the Institute for Education
Sciences, the Spencer Foundation, and the Society for the Study of
School Psychology. She serves on the editorial board of School
Psychology Review and is an associate editor at The Journal of School
Psychology. Email: Laura.Pendergast@temple.edu.

Linda Y. Nickens, M.S., is a doctoral student at the University of
Wisconsin-Madison. Her research interests are primarily related to topics
of educational disparities, particularly as they relate to racial ethnic mi-
nority students, including disciplinary practices, school-based behavioral
interventions, and restorative justice.

Sofia Pham, Ph.D., is a postdoctoral fellow at Westchester Institute for
Human Development. She works primarily with minority children from
low-income households and children with developmental and learning
disabilities. Dr. Pham has worked in public schools in Philadelphia and
New York City. She is interested in improving educational and socio-
emotional outcomes for ethic and racial minority populations. Her re-
search focuses on social support in schools and cross-cultural issues in
assessment and consultation.

Simone Miliaresis is a graduate of the Ed.S. Program at Temple
University and a practicing school psychologist in the School District of
Philadelphia.

Gary L. Canivez is a Professor of Psychology at Eastern Illinois
University principally involved in the Specialist in School Psychology
program. Dr. Canivez is a Fellow of the American Psychological
Association Division of Quantitative and Qualitative Methods, a
Charter Fellow of the Midwestern Psychological Association, a member
of the Society for the Study of School Psychology, and past president of
the Arizona Association of School Psychologists. He is an Associate
Editor for Archives of Scientific Psychology and is an editorial board
member for several school psychology and assessment journals. His re-
search interests are in applied psychometrics in evaluating psychological
and educational tests (including international applications) and empirical-
ly supported test interpretation.

302 Contemp School Psychol (2018) 22:294–302

https://doi.org/10.1016/S0022-4405(99)00007-2
https://doi.org/10.1016/S0022-4405(99)00007-2
https://doi.org/10.2307/2112802
https://doi.org/10.1037/0003-066X.52.10.1103
https://doi.org/10.1037/0022-0663.99.2.253
https://doi.org/10.1037/0022-0663.99.2.253
https://doi.org/10.3102/0091732X08327164
https://doi.org/10.1111/j.1467-8624.2006.00921.x
https://doi.org/10.1111/j.1467-8624.2006.00921.x
https://doi.org/10.1016/j.intell.2006.04.005
https://doi.org/10.1016/j.intell.2006.04.005


Reproduced with permission of copyright owner. Further reproduction
prohibited without permission.


	Race and Gender Differences in Teacher Perceptions of Student Homework Performance: a Preliminary Examination
	Abstract
	Role of Homework in Education and Academic Achievement
	Drawbacks of Homework
	Benefits of Homework

	Individual Differences in Academic Achievement
	Race and Academic Achievement
	Gender and Academic Achievement

	Present Study
	Method
	Participants
	Measures
	Procedure

	Results
	Student Competence
	Homework Completion
	Parent Support

	Discussion
	Limitations and Future Directions
	Implications

	References


