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ABSTRACT 

The current study is a small-scale, qualitative piece of research which aimed to explore 
young people’s experiences of homework. Homework is defined as tasks set by 
teachers that are intended to be completed by pupils outside of lessons (Bembenutty, 
2011). The literature suggests tentative links can be made between homework and 
academic achievement but that it remains an element of educational practice which is 
often a source of contention amongst teachers, parents and pupils. While a significant 
volume of research has been carried out on the topic of homework, there has been a 
limited focus on the views of children and young people.  

This study used Interpretative Phenomenological Analysis in order to illuminate the 
lived experiences of the participants. It is an approach which tends to utilise small, 
homogenous samples so as to focus on the idiographic particular and identify shared 
meaning. A total of six Year 10 pupils were purposively sampled from a mainstream 
school in the south west of England and they took part in one individual semi-
structured interview. Each interview sought to explore how these pupils experience 
homework, the ways in which they perceive it impacts on their lives and how it has 
affected their views of themselves as learners.  

Data analysis followed the six stages prescribed by Smith, Flowers and Larkin (2009) 
with five themes constructed, that of Autonomy, Reciprocity, Relationships, Affective 
State and Identity. A potential model for developing a homework policy based on 
psychological theory combines recommendations from the findings with relevant 
literature, contained within the framework of Self-Determination Theory (Ryan & Deci, 
2000). Implications for professional practice and possible directions for future research 
are discussed. 
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CHAPTER 1: INTRODUCTION 

1.1 Chapter Overview 

This study was a qualitative piece of research aiming to explore YP’s experiences of 

homework. It was completed during my second and final years of the DEdPsy at the 

University of Bristol, while on placement as a TEP in a local authority in the south west 

of England. The study utilised IPA (Smith et al, 2009) in order to understand the lived 

experiences of six Year 10 pupils in a mainstream school. In this chapter, I will firstly 

map out the professional and personal origins of the research before briefly outlining 

the international history of homework and describing the current context in the UK. I 

shall then provide an overview of the aims of my research and the research questions 

I sought to answer, before concluding with an outline of the structure of my thesis.  

1.2 Origins  

My interest in homework has roots in both my professional and personal life. As part 

of my role as a TEP, I was invited to attend a workshop last year with a range of other 

professionals and led by a group of young researchers within the local authority. This 

group comprises approximately 20 YP, aged between 13 and 18, who are interviewed 

for the role, trained in research skills and subsequently volunteer their time to carry 

out projects commissioned by the local authority. This particular project had been 

commissioned on mental health and emotional well-being, with more than 5,000 YP 

taking part in the survey which represented 20% of the youth population. The findings 

indicated these YP felt homework and exams were the biggest sources of stress in 

their lives, with half believing homework affected their mental health and two thirds 

stating they found homework stressful to at least some degree.  

The purpose of the workshop was to discuss findings from the research and there was 

much discussion around homework. The YP spoke eloquently about its impact on their 

lives, the pressure they felt from adults at school and home and how homework had a 

detrimental impact on their ability to revise for the GCSE’s they felt were so important. 

Some of the YP talked of spending hours at a time on their homework and revision, 

without stopping to eat or for a break in the fresh air. Explaining they had received little 

guidance from their schools about how to revise or manage their workload, they had 

to intuitively develop their understanding of what worked for them within the 

parameters of what was expected of them. While the commitment to their academic 
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attainment was admirable, I felt some concern about the potential impact of homework 

on their well-being. Indeed, that was precisely what was reflected in the findings from 

their research. Given homework’s apparent relationship with both attainment and well-

being, I felt it might also be a topic of relevance for educational psychology, concerned 

as it is with CYP’s lives at school and at home. 

The topic of homework also has resonance in my personal life. I have two adolescent 

sons and the older one has independently managed his homework since first receiving 

it, with little involvement from me. However, my younger son has always found 

homework challenging and although he is now in secondary school, I still support him 

to organise, complete and submit it on time. He was in Year 6 when I began my 

doctoral thesis and I was motivated in no small part by the volume of maths and 

grammar homework he was receiving each week, an amount which significantly 

increased during the school holidays. The emotional and motivational impact on him 

became part of my lived experience of homework and served as a catalyst for wanting 

to learn more about the research underpinning policy and practice in the UK.  

The literature I reviewed was personally illuminating, especially that on parental 

involvement in homework because the support I offer to my two sons could not be 

more different. I identified with parents helping more when children are struggling 

(Dettmers et al, 2010); motivation influencing the time taken to complete homework 

(Trautwein, 2007; Trautwein & Köller, 2003); parents trying to match the demands of 

the task to their children’s skills (Hoover-Dempsey et al, 2001) and with the emotional 

toll that homework can take on a family (Dudley-Marling, 2003; Solomon et al, 2002). 

This literature encouraged me to reflect on the way in which I support my son, with a 

concession that I can veer towards interfering or controlling strategies rather than 

autonomy support, especially when the emotional cost to him has been high (Núñez 

et al, 2015c; Gonida & Cortina, 2014; Patall et al, 2008; Pomerantz et al, 2007). In the 

early stages of my research, I hoped I would learn how to do better by him and at the 

end, I genuinely felt more confident that I could.  

1.3 Context  

1.3.1 Historical context 

Homework is a topic with an extensive research history dating back to the early 20th 

century (Gill & Schlossman, 2004). Much of this research adopted quantitative 
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methods and originated in the USA, with seminal books and papers by Harris Cooper 

and his colleagues widely cited by a range of researchers (Bembenutty, 2011). 

Cooper’s definition of homework as “tasks assigned to students by school teachers 

that are meant to be performed during non-school hours” (Cooper, 1989, p.7, cited in 

Cooper et al, 1998) is consistently referenced across an array of papers as the 

definitive definition (Carr, 2013; Letterman, 2013; Dettmers et al, 2009; Marzano & 

Pickering, 2007b). Across many cultures, the benefits of homework are accepted with 

a common perception that homework improves pupils’ academic skills such as 

retention, knowledge and understanding of material as well as non-academic skills 

such as responsibility, independence and time management (Cooper & Valentine, 

2001; Fisher & Frey, 2008; Dudley-Marling, 2003). However, researchers have argued 

there is a discrepancy between such implicit knowledge and the conclusions drawn 

from research, with the latter demonstrating a pattern of inconsistent findings 

regarding the effectiveness of homework (Fan et al, 2017; Rudman, 2014; Quigley, 

2003; Trautwein & Köller, 2003). 

The purpose of homework has been widely debated in the literature and the only 

agreed consensus is that there are a range of different purposes. Cooper et al (2006) 

highlight instructional purposes such as practice, preparation and extension as well as 

non-instructional purposes such as communication with parents or punishment. 

Maltese et al, (2012) also note the significance of developing both academic and non-

academic skills such as practice, preparation and responsibility. Epstein and Van 

Voorhis (2001) offer a more comprehensive list of ten purposes of homework including 

those mentioned previously along with developing parent-child relationships, peer 

interactions and policy. It could therefore be argued that in broad terms, the purpose 

of homework is to develop both learning and life skills (Fisher & Frey, 2008), which 

perhaps accurately reflects the unique position homework holds as an educational 

practice spanning both school and home environments. 

From a historical perspective, public perceptions of homework have often been 

characterised by polarised arguments (Warton, 2001; Gill & Schlossman, 2000; 

Paschal et al, 1984). A cyclical pattern is documented in historical overviews of 

homework’s place in society with an emphasis on its value noted after the Russian 

launch of Sputnik in 1957 and during the global economic downturn of the 1980’s; 

these emphases were interspersed with campaigns to reduce its prevalence during 
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the 1940’s and 1970’s amid concerns about the impact homework might have on 

family life and children’s well-being (Eren & Henderson, 2011; Marzano & Pickering, 

2007a; Gill & Schlossman, 2003; 2000; Cooper & Valentine, 2001). Within the 

literature, there is acknowledged a repetition of the issues raised that cycles through 

the 20th century and does not appear to be abating: concerns around the effectiveness 

of homework as an educational practice (Marzano & Pickering, 2007b; Trautwein & 

Köller, 2003); about social justice and the impact of homework on disadvantaged and 

lower attaining pupils (Rønning, 2011; Warton, 2001; Shuman & Sublett, 1970); the 

impact of homework on pupils’ lives outside school (Medwell & Wray, 2019; Gill & 

Schlossman, 2004) and attempts to ascertain whether homework is a worthwhile 

endeavour or should be abolished completely (Fisher & Frey, 2008; Kohn, 2006; 

Bennett & Kalish; 2000; Kralovec & Buell, 2000). 

Although homework is primarily an educational activity, designed by teachers with the 

intention of supporting children’s learning, it has been noted by several researchers 

that wider policies governing its implementation appear to be driven more by global, 

social and economic influences than theories of learning (Fan et al, 2017; Bennett & 

Kalish, 2006; Gill & Schlossman, 2004; Bempechat, 2004). It has been argued the role 

of research in informing practice is minimal (Cooper et al, 2006; Cooper & Valentine, 

2001) and there has been little focus on how to develop homework into a more 

effective pedagogical practice (Gill & Schlossman, 2003). With this mind, I shall now 

consider the issue of homework in the context of the UK.  

1.3.2 Cultural context 

As noted above, homework is a complex issue with a contentious history throughout 

the literature as well as amongst teachers, parents and students (Fan et al, 2017; 

Jackson, 2007; Trautwein, 2007; Bempechat, 2004). The focus of research has tended 

to be the effect of homework on achievement, with quantitative data gathered through 

large scale studies which have been used to inform the decisions of policy makers 

(Hutchison, 2011). Although research pertaining specifically to the UK is more limited 

than for other countries, there are common themes to the directives shaping the 

development of our policy and practice thus far. Current educational practice has its 

roots in the Education Reform Act of 1988, which introduced the National Curriculum, 

Key Stages and SATs still structuring the education system in England today (Hallam 
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& Rogers, 2018). A report published by Ofsted in 1995 on homework in primary and 

secondary education was notable for the significant variation in practice found in 

schools across the country (Medwell & Wray, 2019; Edwards, 2017; Sharp et al, 2001). 

As a result of this, in 1998 the DfEE published a set of guidelines for schools detailing 

various recommendations for implementing an effective homework policy. Included in 

this were time specifications for different age groups and suggestions of homework 

timetables to balance workload, variety in type of task to develop different skills, 

differentiation according to individual need and provision of feedback (Hallam & 

Rogers, 2018; Sharp et al, 2001).  

While these policies and guidelines continued to structure educational practices 

around homework throughout the early part of the 21st century, in 2012 the then 

Secretary of State for Education, Michael Gove, announced homework guidelines for 

schools were to be removed from official guidance with schools to take on 

responsibility for setting their own policies (Medwell & Wray, 2019; Hallam & Rogers, 

2018). In addition, new measures of accountability were introduced for secondary 

schools in 2016, including Progress 8 as the headline indicator of school performance 

measuring pupil progress across eight qualifications (DfE, 2020). The removal of 

guidance from the government, combined with increased accountability for the links 

between pupil progress and judgements of a school’s overall progress, may well have 

impacted on perceptions of the role of homework in raising attainment. The current 

iteration of the National Curriculum (DfE, 2013) makes no mention of homework and 

the most recently published Education Inspection Framework (Ofsted, 2019) does not 

either. Whereas homework was previously a measure for assessing schools on their 

teaching and learning practice, there has now been a shift towards viewing homework 

as the responsibility of individual schools. The new framework was implemented in 

September 2019 so it remains to be seen if this will influence school homework policies 

in any way; however, for England at least, it might mean homework practice in future 

is more focused on learning and less susceptible to global, social and economic 

influences (Fan et al, 2017; Bennett & Kalish, 2006; Gill & Schlossman, 2004; 2000). 

1.4 Research Aims and Questions  

The broad aim of this research is to explore YP’s experiences of homework, with the 

views of CYP having been notably absent in the literature for some time (Hallam & 
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Rogers, 2018; Rudman, 2014; Letterman, 2013; Quigley, 2013). While there is a 

greater volume of research pertaining to the views of teachers and parents (Ndebele, 

2018; Snead & Burriss, 2016; Gu & Kristoffersson, 2015; Matei, 2015; Brock et al, 

2007), the views of CYP are considered important for completing this triangulation of 

perspectives (Kohn, 2006; Warton, 2001; Kralovec & Buell, 2000). To this end, the 

specific research aims of the study are: 

1. To explore the experiences of pupils regarding existing homework policies, 

provision and practices. 

2. To provide recommendations for future research and information for schools 

and local authorities around using psychology to develop homework policies.  

Following on from a review of the literature which identified a small number of 

qualitative studies as well as limited research carried out in the UK, the research 

questions for the current study are: 

1. How do Year 10 pupils in a mainstream school experience homework? 

2. In what ways do these pupils perceive that homework impacts on their lives? 

3. How has homework affected their views of themselves as learners? 

1.5 Structure of Thesis 

There are five chapters to this thesis and an overview of how the remaining four 

chapters are structured is as follows: 

Chapter 2 reviews and critically considers the literature, theory and policy relating to 

homework. I first present this in the context of learning and attainment, titled 

Homework and School, before discussing homework and its relationship with parental 

involvement, motivation and affective factors, titled Homework and the Young Person 

at Home. There then follows a section on perceptions of homework which reviews the 

research on teacher and parent perceptions before focusing explicitly on studies which 

aimed to gather the views of CYP, grouped firstly by primary and then secondary aged 

participants. The final section critically considers research utilising a qualitative or 

mixed methods approach, as that which most closely resembles the current study, 

before considering homework as a topic of relevance for educational psychology. 

Chapter 3 details the methodology and methods employed to answer the research 

questions developed from the literature review. I will outline my ontological and 
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epistemological positions as well as present the theoretical and philosophical 

assumptions underpinning IPA (Smith et al, 2009) and my rationale for choosing it 

over alternative approaches. I move on to describe the methods employed to answer 

the research questions, detailing procedures for design, data collection and data 

analysis. I also consider relevant ethical issues and matters of validity. 

Chapter 4 presents the findings from the data analysis, which I have organised 

idiographically in the context of the five super-ordinate themes of Autonomy, 

Reciprocity, Relationships, Affective State and Identity. I include a visual 

representation of each participant’s themes and illustrate these themes with a variety 

of quotations in order to illuminate their individual lived experiences of homework. 

Chapter 5 discusses all five themes in relation to the participants as a group and 

incorporates key elements of the literature reviewed in Chapter 2 in order to answer 

the three research questions posed above. There then follows a discussion of the 

implications of my research for practice and I present a model for developing a 

homework policy based on psychological theory. I conclude with a critique of my 

research and identify potential directions for future research.  
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CHAPTER 2: LITERATURE REVIEW 

2.1 Chapter Overview 

The aim of the current study is to explore YP’s experiences of homework and the 

purpose of this chapter is to critically consider the relevant research, theory and policy. 

There is a vast literature on homework so I grouped the first part of the review into 

sections on school and home, so as to set the relevant context before examining the 

literature relating to individual experiences. I shall firstly review the literature on 

homework in relation to learning and attainment before considering it in the context of 

parental involvement, motivation and affective factors. There follows a section on 

teacher and parent perceptions of homework before a critical examination of the more 

limited literature relating specifically to CYP’s experiences. I shall conclude by briefly 

considering homework in the context of educational psychology before identifying the 

rationale for the current study and the three research questions which are its focus.  

2.2 Literature Search Strategy  

I chose to carry out a narrative literature review as I believe it aligns more appropriately 

with my epistemological position of interpretivism (Bryman, 2012) and stance as a 

qualitative researcher concerned with meaning, experiences and how individuals 

make sense of those experiences (Willig, 2008). In the early stages of my literature 

search, I quickly ascertained there was almost no research focusing exclusively on 

homework and emotional well-being. Indeed, there was little literature relating to 

CYP’s experiences at all, so it seemed a systematic review, with its specific focus and 

structured search criteria (Bryman, 2012; Collins & Fauser, 2005), might not be 

appropriate. As I searched, it became apparent there were a number of key areas 

which had been the focus for homework research and I therefore felt I needed to 

understand these, as well as the breadth of issues surrounding the topic, before 

analysing the studies on individual experiences. The wider scope of a narrative review 

seemed to offer a more parsimonious way to do this (Baumeister & Leary, 1997), as 

well as affording an element of flexibility and creativity that might have been harder to 

achieve with a systematic literature review, potentially resulting in the missing out of 

important research.  

Baumeister and Leary (1997) argue the purpose of a literature review is to offer “a 

bridge between the vast and scattered assortment of articles on a topic and the reader” 
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(p.311). I feel this description of a literature review acting as a ‘bridge’ to the reader is 

of particular resonance to the current study, given the limited literature pertaining to 

CYP’s experiences of homework and its links to their emotional well-being, as this 

meant it was important to explore the literature more broadly and organise it coherently 

for the reader. I therefore aimed throughout the literature review to provide a solid 

foundation for the reader regarding homework in the context of school and home, as 

it might otherwise have been challenging to fully understand the range of issues 

implicated in the experiences of homework for CYP. 

However, narrative reviews have been criticised for failing to provide the same level 

of transparency as systematic reviews (Collins & Fauser, 2005). I therefore believe it 

is important to be clear about the strategy I used. I carried out searches of all relevant 

electronic databases namely Education Resources Information Centre, PsychINFO, 

British Education Index, Child Development and Adolescent Studies, PsycARTICLES 

and Electronic Thesis Online Service. I also searched the University Of Bristol 

database and Google Scholar. I searched specific journals namely Educational 

Psychology in Practice, British Journal of Educational Psychology and Educational 

and Child Psychology. While reading, I also used the snowball method to search for 

further literature by identifying interesting studies from the reference lists of relevant 

papers. The search terms I used were: (child* OR young people OR pupil OR student 

OR learner) AND/OR (perceptions OR perspectives OR views OR experiences) 

AND/OR (homework OR home-work OR home learn* OR home study*).  

I created a table to record specific details of each article, book and grey reference 

which helped me to view the literature as a coherent whole and notice any emerging 

patterns in terms of methodology, country of origin and sample size. An extract of this 

table of literature can be found at Appendix A. I prioritised research published since 

2000 but a number of key studies were published in the 1980’s and 1990’s so I felt it 

was important to include those too. While the majority of the research I considered 

originated from peer-reviewed journals, I have also included some studies that were 

not peer reviewed. I feel individual experiences are still valid regardless of where the 

research on them is published but remain mindful that the quality of these studies may 

be different. There is a significant lack of research on homework that has been carried 

out in the UK (Hallam & Rogers, 2018; Sharp et al, 2001) so I have also included 
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international research. This was to ensure a more balanced review of the literature but 

I remain mindful of any cultural differences that may be apparent. 

2.3 Homework and School 

2.3.1 Introduction  

The historical and cultural context of homework was established in Chapter 1, so I 

shall now critically consider some of the key research relating to homework and 

school. It is generally accepted that homework develops a range of academic skills as 

well as non-academic skills that support learning over time (Maltese et al, 2012; 

Cooper et al, 2006; Epstein & Van Voorhis, 2001). A significant proportion of the 

literature examines the link between the amount of time spent on homework and 

attainment in the form of grades or test scores (Rudman, 2014). This is logical given 

homework is primarily an academic activity but evidence uncovering a clear and direct 

link between homework and attainment has proved elusive (Cooper et al, 2006). This 

section will consider both older and more recent research on homework as there 

appears to have been a shift in the way in which homework is conceptualised. I shall 

then examine research critiquing the evidence base and homework more broadly as I 

feel this is important given the polarised views of the topic. I will conclude with an 

overview of the limited research carried out in the UK and how this creates space in 

the literature for my research.  

2.3.2 Historical research on achievement  

Towards the end of the 20th century, several meta-analyses were carried out on the 

existing research linking homework and achievement. The general consensus is a 

small but positive link between the amount of time pupils spend completing homework 

and academic achievement (Cooper et al, 2006; Cooper & Valentine, 2001; 

Muhlenbruck et al, 2000; Paschal et al, 1984). There has been a volume of research 

more recently exploring this within specific subjects, most notably maths or science, 

and these studies also indicate positive associations between homework and 

achievement (Fan et al, 2017; Maltese et al, 2012; Eren & Henderson, 2011; de Jong 

et al, 2000). However, a number of issues have been raised regarding these findings, 

not least by the researchers themselves. Cooper and Valentine (2001) argue the 

majority of empirical studies reviewed were methodologically flawed and the 

proliferation of research ensures a study can be found to support any chosen stance. 
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One of the more robust findings was that homework appears to have a stronger effect 

on achievement for older children, with little academic benefit evident for primary aged 

pupils (Cooper & Valentine, 2001). In an effort to ascertain why this might be so, 

Muhlenbruck et al (2000) compared homework practices with achievement scores and 

concluded teachers set different types of homework depending on the age of the 

pupils. The difference in purpose of these types of homework was thought to explain 

the differences in links to achievement, with a suggestion that homework for younger 

children is primarily focused on the development of non-academic skills such as time 

management (ibid). 

It is widely acknowledged the findings from research on homework are far from 

equivocal (Bempechat, 2004; Cooper & Valentine, 2001; Cooper et al, 1998). Despite 

assertations there are non-academic gains to be made for children’s personal 

development, there has been little research carried out exploring this (Bennett, 2017; 

Quigley, 2003). There is even practice-based evidence suggesting homework for 

younger children may have the opposite effect and stifle their motivation for learning 

(Jackson, 2007). Several researchers have noted the complexity of homework and 

suggest the expectation of uncovering a universally applicable finding is unrealistic 

(Bennett, 2017; Warton, 2001; Farrow et al, 1999). Consistent challenges for those 

engaged in homework research have been around isolating the influences of family 

background, teaching practice and prior attainment (Rudman, 2014) and overcoming 

the assumption all children understand all of their homework and are working correctly 

all of the time (Maltese et al, 2012; Quigley, 2003). Neilson’s (2005) theoretical model 

linking homework to exam performance rests on the assumption that students of 

differing attainment need different amounts of time to complete the same tasks. He 

argues lower attaining pupils take longer to complete tasks and therefore run out of 

time sooner, meaning only higher attaining pupils benefit from increased workloads 

(ibid). Indeed, the influence of prior attainment is an issue that emerges from more 

recent research. 

2.3.3 Recent research on achievement  

Recent research indicates a more nuanced relationship between homework and 

achievement than earlier studies might suggest. One of the most significant criticisms 

levied at older research is studies often failing to control for a range of confounding 
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variables which may also explain differing levels of pupil achievement (Dettmers et al, 

2010). Indeed, studies controlling for the effects of socioeconomic status and prior 

attainment have suggested no consistent significant relationship between time spent 

on homework and achievement (Maltese et al, 2012; Eren & Henderson, 2011; 

Dettmers et al, 2009). A recent international meta-analysis indicated a small but 

positive relationship between homework and achievement but it was concluded the 

many influencing factors involved, such as the use of different age groups, subjects 

and regions, mean robust and consistent findings are unlikely (Fan et al, 2017).  

Other studies suggest positive effects of homework on some subjects but not others 

(Eren & Henderson, 2011); for boys but not for girls (Kalenkoski & Pabilonia, 2017); 

for college students but not those in compulsory education (Grodner & Rupp, 2013) 

and only if pupils use their homework time effectively (Núñez et al, 2015c). A recent 

study exploring the relationship between homework and achievement in more depth 

suggested a link only existed when homework was corrected and incorporated into 

lessons by the teacher, with checking only for completion not associated with 

achievement (Murillo & Martinez, 2014). While these results suggest there are benefits 

to homework in terms of pupil achievement, much of the research is concerned with 

identifying associations that offer little in the way of furthering our understanding of 

how homework might be linked to achievement. As noted above, in homework 

research achievement tends to be measured predominantly through test scores and 

grades (Rudman, 2014) with less attention paid to ascertaining how homework might 

develop skills that promote and develop learning (Kohn, 2006). This is perhaps 

understandable, given numerical measures of performance gathered using cohort 

data do lend themselves to this particular methodology. However, a theme emerging 

strongly from the literature is how common conflicting findings are, to such an extent 

that a number of studies have been carried out in an attempt to explain why findings 

are so conflicted (Fan et al, 2017; Dettmers et al, 2009; Trautwein & Köller, 2003; 

Muhlenbruck et al, 2000).  

2.3.4 Critique of research on homework  

Traditionally, the focus of research on homework has been links between the amount 

of time pupils spend completing it and achievement. However, I would argue this fails 

to consider a whole range of issues that may also be implicated such as motivation, 
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affective factors, access to resources, family circumstances and parental involvement. 

Indeed, some researchers feel homework is too complex an issue to consider merely 

in terms of the time it has taken (Bempechat, 2004; Epstein & Van Voorhis, 2001; 

Corno, 2000; Farrow et al, 1999). More recent research has seen a shift in focus 

towards examining the quality, rather than quantity, of time pupils spend completing 

homework with findings linking behaviours such as effort to subsequent achievement 

(Núñez et al, 2015a; Maltese et al, 2012; Ramdass & Zimmerman, 2011; Dettmers et 

al, 2010; Gill & Schlossman, 2003). It has also been argued the amount of time pupils 

spend completing homework may be less linked to attainment and more to 

motivational or cognitive factors (Trautwein, 2007; Trautwein & Köller, 2003). 

However, the use of cohort data from large scale studies may offer less insight on the 

perspective of participants. Researchers cannot draw conclusions about causality 

from correlational studies (Kohn, 2006; Quigley, 2003) and so there have been a 

number of unanswered questions arising such as why the link between homework and 

achievement for younger children is so weak and whether it is higher or lower attaining 

pupils who spend longer completing their homework (Muhlenbruck et al, 2000; Cooper 

& Valentine, 2001). Rudman (2014) argues perhaps the lack of resolution regarding 

the complexities of homework reflects the impact of cultural differences which is 

certainly plausible. It also raises questions about international meta-analyses, such as 

those carried out by Fan et al (2017) or Dettmers et al (2009), and how those findings 

might be applied to individual schools or cultures. 

There have been a number of publications, in both academic and popular literature, 

that critique not just research on homework, but also the concept of homework itself. 

Harris Cooper cited a range of challenges relating to homework such as tensions at 

home, the link between research and practice, the importance of differentiation, its 

impact on disadvantaged pupils and issues with motivation that appear not to have 

abated since his earlier research (Bembenutty, 2011). It has been argued that 

homework practice seems less based on research or theories of learning and more on 

teachers’ beliefs, which are shaped by cultural and societal expectations (Medwell & 

Wray, 2019; Trenholm & Chinnappan, 2019; Ndebele, 2018; Matei, 2015). The 

argument from some therefore, has been that if homework is not driven by research 

evidence supporting its use as a pedagogical tool, it should not be used in educational 

practice at all (Kohn, 2006; Bennett & Kalish, 2006; Kralovec & Buell, 2000). 



25 
 

However, most researchers adopt a more modest stance with less unequivocal 

acceptance of homework and more appreciation of its potential to develop learning, 

as long as it is of high quality (Dettmers et al, 2010; Marzano & Pickering, 2007a; 

2007b; Epstein & Van Voorhis, 2001). There have been calls for teachers to be 

explicitly trained in devising, setting and monitoring homework so it is varied, 

purposeful, relevant and can be fed back on appropriately in a way that develops 

learning (Carr, 2013; Sullivan & Sequeira, 1996). Corno (2004) is one of few 

researchers who argue it is crucial that educators recognise the emotional component 

of homework and how this links to individual pupil characteristics such as attainment, 

motivation and family support. Increasingly, there has been an awareness that 

generalised assumptions about the link between homework and achievement are not 

helpful, nor supported by research, and that a universal approach to homework simply 

does not fit with what is known about individual differences in learning (Bennett, 2017; 

Jackson, 2007). 

2.3.5 UK research  

As noted earlier, research on homework carried out in the UK is very limited (Hallam 

& Rogers, 2018; Rudman, 2014). I found only eight studies and of those, two were for 

unpublished doctoral theses (Edwards, 2017; Baker, 2007) and two were reviews of 

the literature (Rudman, 2014; Sharp et al, 2001). Given the small number of studies, I 

will examine each of them as they have all contributed to establishing space in the 

literature for my research. Baker (2007) carried out a quantitative case study at a high 

school in England, surveying teachers, parents and pupils across five year groups and 

comparing this data to GCSE results. Findings indicated completion of homework was 

linked to better GCSE results but there was a discrepancy between the views of 

teachers and pupils regarding feedback, clarity and purpose. Edwards (2017) also 

explored the perceptions of teachers, parents and pupils but used mixed methods in 

the form of questionnaires and interviews at six secondary schools in England. This 

research also indicated discrepancies between the views of the different stakeholders 

and although most held the belief it was a worthwhile educational activity, this was 

despite recognition of homework as a significant source of stress. 

Teachers, parents and pupils across primary and secondary settings were surveyed 

in Scotland by MacBeath and Turner in 1990 and again, there were reported 
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contradictions between the views of different stakeholders. There appeared to be 

widespread recognition of the value of homework but this was juxtaposed against the 

often detrimental impact it had on family life. Farrow et al’s (1999) study focused 

explicitly on comparing homework practice with attainment and analysed quantitative 

data from primary schools, with the researchers concluding significant but small effect 

sizes contradicted the widely accepted view that increasing the amount of homework 

improves children’s attainment. Both of these studies were published more than two 

decades ago yet are often cited in reviews as being the key pieces of research 

informing homework policy in the UK (Hallam & Rogers, 2018; Rudman, 2014; Sharp 

et al, 2001). Simultaneously, they are used by the same researchers to lament the 

significant lack of research upon which homework policy in the UK has been based 

(ibid). A recent study by Medwell and Wray (2019) used mixed methods to explore 

primary school teachers’ views of homework and it was suggested there are 

considerable contradictions between beliefs and practice. Teachers reported their 

concerns about the role of homework in perpetuating inequalities but conversely held 

perceptions about homework serving as an indicator of ‘good parenting’ (ibid). 235 

teachers completed questionnaires with 19 of those teachers participating in semi-

structured interviews and it is of note that none of these teachers reported receiving 

training relating to homework.  

Rudman (2014) published his review of homework literature as a precursor to his 

doctoral research and the review by Sharp et al (2001) was commissioned by Ofsted 

following their report on homework in primary and secondary education published in 

1995. There are a number of themes similar to both reviews, namely how much of the 

research on homework has been carried out in the USA, the general consensus that 

homework explains only a small amount of the variance in achievement and there is 

a dearth of research concerning pupils’ experiences of homework (Rudman, 2014; 

Sharp et al, 2001). Solomon et al (2002) carried out qualitative interviews with parents 

and their adolescent children for a study exploring homework as a source of tension 

at home. It had a large sample for qualitative research involving 58 parent and child 

dyads but there is a depth to the data that illuminates how complex homework is for 

many families. Two case studies of parents were used to highlight how the promotion 

of their children’s skills was driven by their own frustrated ambitions and although there 

was overt pride in their offspring’s achievements, there was an undercurrent of anxiety 
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at being left behind which drove their often unhelpful intervention (ibid). It seemed the 

use of participants’ narratives in this way revealed behaviours that may often be a 

hidden part of the homework process. 

2.3.6 Concluding comments  

The volume of quantitative research on homework both internationally and within the 

UK suggests a role for qualitative research, which may help to further understand the 

nuances of this topic. Focusing on the link between the amount of time spent on 

homework and achievement has not conclusively established it as one beneficial for 

learning (Maltese et al, 2012). The contradictory findings documented are likely to 

reflect not only lack of recognition of the multiple influences affecting homework (Hong, 

2001) but also the range of individual differences to be found within a large sample. 

There have been significant changes to education and technology in recent years and 

yet homework practice has changed very little (Rudman, 2014). From the research 

that has been carried out, it seems too simplistic to think that more homework equals 

more learning (Epstein & Van Voorhis, 2001; Warton, 2001; Farrow et al, 1999). 

Indeed, there are those who suggest the debate around homework should move away 

from examining its effects on achievement entirely and focus instead on how it can 

become a pedagogical practice with CYP’s learning firmly at its heart (Bempechat, 

2004; Gill & Schlossman, 2003; Corno, 2000). 

2.4 Homework and the Young Person at Home 

2.4.1 Introduction  

While the majority of homework research is concerned with its links to achievement, 

there is also a substantial literature on parental involvement. This again is logical given 

homework generally takes places under the supervision of parents. I felt it important 

to consider this literature as parents are one of the three key stakeholders involved in 

homework, along with teachers and pupils. Much of the research outside achievement 

relates to parental involvement but there was also literature concerned with 

motivational and affective factors. I felt these were important topics as homework often 

takes place without the guidance of a teacher and there is an emphasis on its value 

as a tool for developing independence. Motivational and affective factors also link to 

emotional well-being and this is an aspect of the homework process incorporated into 
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my research. This section therefore shall critically consider the research relating to the 

themes of parental involvement, motivation, self-efficacy and emotional well-being.  

2.4.2 Parental involvement 

Parents are an important influence on their children’s education and it has been 

argued parental involvement is crucial in teaching children how to complete their 

homework (Bempechat, 2004). While traditionally the focus for policy makers has been 

on increasing parental involvement, more recently there has been a recognition that it 

is the quality, rather than quantity, of involvement that is important (Gonida & Cortina, 

2014; Patall et al, 2008; Pomerantz et al, 2007). This echoes similar findings 

suggesting the quality of time children spend completing homework is more important 

than working for any prescribed length of time (Dettmers et al, 2010). There tends to 

be an inverse relationship between parental involvement and achievement, which 

researchers suggest is because parents are more likely to help with homework when 

children are struggling (ibid). A number of studies have sought to identify the qualities 

that characterise beneficial parental involvement and I shall offer a brief review of 

these in relation to my research.  

In a widely cited review of the literature on parental involvement, more than 50 

worldwide studies were considered with researchers concluding there is significant 

diversity in the approaches parents use to support their children including providing 

structure, co-producing strategies, modelling and reinforcement (Hoover-Dempsey et 

al, 2001). They described an overall goal of parents being that of trying to match the 

demands of the task to their child’s particular skill level and how a range of different 

strategies were implemented in order to scaffold this process (ibid). A more recent 

review was carried out by Patall et al (2008) suggesting different types of parental 

involvement have differing relationships with children’s achievement, with the nature 

of involvement changing as children grew older. It is interesting that both reviews 

identified the many different ways parents support their children with homework. It 

highlights how the environment in which children carry out this activity can show huge 

variation, even between children in the same class.  

A number of studies indicate parental involvement in the form of autonomy support, 

rather than interference or control, is most beneficial for children and linked to parents 

holding mastery, rather than performance, goals (Núñez et al, 2015c; Gonida & 
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Cortina, 2014; Patall et al, 2008; Pomerantz et al, 2007). This suggests if parents are 

motivated to support their children to develop learning and existing skills, they are 

likely to use strategies supporting the development of autonomy and independence; 

whereas if they are motivated by raising attainment or avoiding punishment, they are 

likely to use controlling or interfering strategies. However, an autonomy supportive 

approach may not be an easy one to adopt as in a study by Cooper et al (2000), two 

thirds of parents reported engaging in negative or inappropriate involvement such as 

interfering or controlling. Once again, research on the nature of the relationships 

involved in the practice of homework seems to demonstrate considerable nuance, not 

just between families but also within them. 

In much the same way that research on homework has focused largely on its links to 

achievement, so too has research on parental involvement (Hoover-Dempsey et al, 

2001; Patall et al, 2008). However, Gonida and Cortina (2014) argue this should not 

be the sole focus, or indeed purpose, of parental involvement as parents have a role 

to play in terms of supporting motivation, cognition and behaviour which is evidenced 

from the wide range of strategies employed. Indeed, research from the perspective of 

YP indicates they feel more competent at completing homework when they have help 

from their parents (Mora & Escardíbul, 2018). Given the variation in parental 

involvement and the suggestion that type of support offered makes a difference to 

pupils, there have been calls for schools to take an active role in developing parental 

skills around homework. A longitudinal study assessing the impact of an intervention 

designed to support and develop parental involvement in homework concluded not 

only did the intervention improve achievement, it also increased participation and 

generated more positive feelings about homework (Van Voorhis, 2011). Of note is the 

fact children were not spending more time on homework tasks so the improved 

achievement could not be attributed to the children learning for longer; however, there 

was an increase in investment from teachers in terms of developing a focus on content 

and purpose (ibid).  

2.4.3 Motivation 

The concept of motivation is complex and although well established in the literature 

related to learning, the research on homework and motivation is more limited and 

disputed (Katz et al, 2009). Motivation is arguably an important aspect of homework, 
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as any measure of its impact depends on how much is completed and it is known there 

are some children who do not complete it at all (Rudman, 2014; Patall et al, 2010). 

One theory of motivation prominently referenced within the education and homework 

literature is that of SDT (Ryan & Deci, 2000), with its consideration of the role individual 

needs as well as internal and external factors play in motivation (Madjar et al, 2016; 

Katz et al, 2012; Katz et al, 2009). I feel this theory has the potential to add value to 

the debate around homework due to differences in rates of completion between pupils 

(Rudman, 2014). Consideration of this issue in the context of pupils’ views on the 

purpose of homework and the impact it has on other areas of their lives, may help to 

illuminate some of the reasons why those differences in completion exist.  

SDT assumes both intrinsic and extrinsic motivations for engaging in a given activity 

but suggests intrinsic motivation is most likely to occur when an individual’s 

psychological needs for autonomy, relatedness and competence are met (Akioka & 

Gilmore, 2013; Ryan & Deci, 2000). The development of intrinsic motivation within 

SDT is linked to mental health, with an inhibition of these three psychological needs 

associated with reductions in both motivation and emotional well-being (Ryan & Deci, 

2000). It has therefore been argued intrinsic motivation for homework may decrease 

as children age if their growing needs for autonomy, competence and relatedness are 

not met (Katz et al, 2009), which I feel has particular resonance for secondary aged 

pupils. An adapted extract of the Self-Determination Continuum (Ryan & Deci, 2000), 

showing different types of motivation with their regulatory styles, loci of causality and 

corresponding processes, is presented in Figure 2.1. Regulatory style relates to the  
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Figure 2.1: Adapted extract of The Self-Determination Continuum (Ryan & Deci, 2000) 
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manner in which individuals absorb social values and assimilate them into personal 

values which subsequently influence motivation, with perceived locus of causality 

relating to an individual’s propensity make primarily internal or external attributions 

(ibid). The corresponding processes represent regulatory factors driving that particular 

form of motivation.  

There is considerable empirical support for SDT (Akioka & Gilmore, 2013) but it is not 

without its limitations. SDT research has tended to focused on individual differences 

in motivational behaviour (Joussemet et al, 2008) and it could be argued this neglects 

important influencing factors pertaining to wider social contexts. Additionally, causality 

orientations have been operationalised as relatively stable traits influencing interaction 

with the social environment (Knee et al, 2013). This too suggests the regulation of 

behaviour is a less dynamic process and one therefore less susceptible to 

environmental factors, leaving limited scope for intervention. The identification of three 

psychological needs is fewer than those conceptualised in some other theories of 

motivation, such as Maslow’s (1970) hierarchy of needs, perhaps exposing the theory 

to criticisms of oversimplification. The satisfaction of psychological needs within SDT 

is not hierarchical though, which can be viewed as a strength as the authors argue this 

creates space for developmental and cultural differences (Ryan & Deci, 2000). 

Several researchers have framed their findings in the context of motivational theory. 

Studies suggest homework is often completed for extrinsic reasons such as pleasing 

adults or avoiding punishment (Katz et al, 2009) and that development of autonomy 

can help prevent procrastination, a significant barrier for some pupils (Katz et al, 2014). 

The quality of homework appears important again, with interesting and engaging 

assignments boosting motivation (Watkins & Stevens, 2013; Dettmers et al, 2010). 

Some studies have considered the role of choice, arguing it develops pupils’ intrinsic 

motivation by increasing feelings of competence and perceptions of being 

autonomously supported (Scott & Glaze, 2017; Patall et al, 2010; Fisher & Frey, 2008). 

The intervention designed and implemented for high school pupils by Akioka and 

Gilmore (2013) aimed to offer not only choice to meet pupils’ needs for autonomy, but 

also opportunities for peer interactions to meet needs for relatedness and personalised 

feedback to meet competence needs. Although the study did not produce statistically 

significant results, the intervention prevented a decrease in motivation and I wonder if 

it was still valuable for the participants, in terms of learning and transferable skills. 
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Motivation is crucial for ensuring homework completion as it is set by teachers and 

overseen by parents but ultimately completed by pupils. If pupils are intrinsically 

motivated to do so in a way that supports the development of their autonomy, there 

are likely to be benefits not only for the pupils themselves but teachers and parents 

also invested in the process.  

2.4.4 Self-efficacy  

Linked to motivation is the concept of self-regulation, which is defined as a pupil’s 

thoughts, feelings and behaviours designed to achieve academic goals (Zimmerman 

& Kitsantas, 2005). Although a more established part of the literature on learning more 

broadly, there is a small body of research applying self-regulation theory to the concept 

of homework (Katz et al, 2009). Studies suggest effort and quality of homework is 

linked to self-regulation skills such as prioritising tasks, estimating the amount of time 

needed and creating regular opportunities to study (Madjar et al, 2016; Kitsantas & 

Zimmerman, 2009; Trautwein, 2007). The theory posits that self-regulation operates 

through cognitive, meta-cognitive and motivational functions and there is evidence that 

programmes designed to develop these skills in pupils can be effective (Ramdass & 

Zimmerman, 2011). There are a number of challenges to developing self-regulation 

though, such as coping with distractions, altering environments and managing 

negative affect (Xu, 2013) which has led to suggestions that adults should play a key 

role in supporting children to develop these skills, rather than assuming homework will 

do this in and of itself (Fisher & Frey, 2008; Xu, 2005b; Bempechat, 2004). 

While self-regulation is a broader term describing engagement in purposeful action 

(Bandura, 1991), a key aspect of the theory is the role of self-efficacy. Self-efficacy is 

the extent to which an individual believes they can successfully execute a behaviour 

to produce a desired outcome, with these beliefs determining the initiation of coping 

behaviour, amount of effort applied and duration for which such effort will be 

maintained, especially in the face of difficulty (Bandura, 1977). Self-efficacy beliefs are 

considered crucial for exerting personal agency due to their influence on thought, 

affect, motivation and action (Bandura, 1991). I feel a strength of this theory is its 

separation of outcome and efficacy expectations, where an individual can understand 

that a behaviour will lead to a certain outcome while simultaneously lacking conviction 

they can execute the behaviour necessary to achieve that outcome (Bandura, 1977). 
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In such a situation, the outcome expectation is unlikely to influence behaviour due to 

the weight of the efficacy expectation and this may help to explain some pupils’ 

motivational issues around homework. 

2.4.5 Emotions and well-being 

It has been argued the emotions pupils experience while completing homework 

indirectly influence both effort and achievement (Goetz et al, 2012). While some 

studies reference the challenging emotional situations often accompanying homework 

(Dudley-Marling, 2003; Solomon et al, 2002), this remains a largely neglected area of 

research. Although there has been a proliferation of homework research carried out in 

the USA, the research on emotions originates mainly from China, Israel, Germany and 

the Netherlands. I found only five studies which sought to research the link between 

homework and emotions, four of them were carried out in the last ten years and none 

were from the UK. All of these studies used quantitative methods and one was 

primarily focused on devising an appropriate instrument for measuring stress (Katz et 

al, 2012).  

The earliest study was carried out by Cheung and Leung Ngai (1992) and was the first 

to explore the relationship between homework and emotions but it was concerned 

chiefly with biological measures of stress. Nonetheless, the results suggested 

homework load and level of difficulty predicted children’s subjective well-being with 

increases in both measures linked to elevated levels of stress (Cheung & Leung Ngai, 

1992). In Germany, lower levels of negative emotions when completing homework 

were associated with both greater effort and higher achievement (Trautwein et al, 

2009). In Israel, positive emotions and well-being were linked to autonomous 

motivation for completing homework with stress and autonomy negatively correlated 

(Katz et al, 2014; Katz et al, 2012). A larger study from the USA examined family stress 

in the context of homework and suggested levels of stress increased with the amount 

of homework assigned and as parents’ perceptions of their capacity to assist reduced 

(Pressman et al, 2015). 

Despite acknowledgement in the literature of the role stress plays in the homework 

process, the discussion of emotions in these studies appeared to be largely surface 

level. It was suggested negative emotions were associated with less favourable 

homework outcomes but each of the studies used survey questionnaires requiring 
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rank agreement with a series of statements, with less scope for a more detailed 

exploration of these emotions. The limited number of studies on this aspect of 

homework is puzzling, given the acknowledgement elsewhere that it is a source of 

stress for parents and pupils (Fan et al, 2017; Bembenutty, 2011; Jackson, 2007; 

Trautwein, 2007; Cooper et al, 2006; Bempechat, 2004). I wonder if the recent 

publication of this research suggests it is a newly emerging area of interest, one that 

links to the origins of the current study and its consideration of homework in the context 

of well-being.  

2.4.6 Concluding comments  

This section has examined research relating to parental involvement in homework, 

issues linked to motivation for completing it and how self-regulation and emotions play 

a role in its execution. While there was a volume of literature relating to parental 

involvement, there was considerably less seeking to investigate the role of 

motivational and affective factors. Motivation seems to be a crucial part of the 

homework process, given the challenges faced by schools and teachers in tackling 

issues of non-completion (Rudman, 2014; Patall et al, 2010; Hinchey, 1996). It is clear 

from the research that homework itself will not develop motivation, responsibility and 

self-regulation skills and the support of adults who understand how to develop these 

skills is crucial, as are homework tasks explicitly designed to foster them (Bempechat, 

2004; Warton, 2001; Corno, 2000). There is a significant lack of research exploring 

the impact of homework on well-being but that which is available suggests when 

homework challenges exceed perceived resources for coping with them, there is the 

potential for a detrimental impact on individuals (Pressman et al, 2015). 

2.5 Perceptions of Homework 

2.5.1 Introduction  

Perceptions of homework have received reasonable attention within the literature 

which may be a reflection of their importance, given perceptions often influence 

behaviour (Medwell & Wray, 2019). It can be argued teacher perceptions influence 

homework practice, parent perceptions influence the type and amount of parental 

involvement in homework and CYP’s perceptions can help us understand their 

behaviours around homework. However, there does not appear to have been an 

equitable distribution of research across these three stakeholder groups. I found most 
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research focused on teachers’ views of homework but interestingly, the overwhelming 

majority of this was published in the last four years. There appeared less research 

focused on parents’ views and very little indeed concerned with the views of CYP 

themselves. I have therefore grouped this section according to the views of adults and 

the following one considers research pertaining specifically to the views of CYP, as 

this literature review moves closer to justifying the rationale for my research.  

2.5.2 Teacher perceptions 

Much of the research in this area has been concerned with the views of teachers in 

primary settings. I expected the research to be more equally distributed but the 

relatively recent publication of much of this research suggests it may be linked to the 

increased amount of homework set for primary aged pupils since the 1990’s (Medwell 

& Wray, 2019). Nonetheless, I believe there are still some interesting findings from the 

studies carried out in primary settings relevant to my research, which I will explore 

before considering research from secondary settings. Of note is the focus within these 

studies on individual perceptions and in the UK, a teacher’s relationship with 

homework often functions within the constraints of a school level policy. Individual 

perceptions of homework may well be shaped by the systems governing its execution 

and studies which do not consider the impact of whole school approaches may be 

missing important information.  

Studies have generally highlighted contradictions between teachers’ beliefs and their 

practice in the classroom (Kukliansky et al, 2016), such as believing homework feeds 

into evaluations but not marking the content of it in meaningful ways (Medwell & Wray, 

2019); continuing to set traditional drill type tasks despite directives for more creative 

homework (Tam & Chan, 2016) and believing homework to be an extension of 

classwork rather than an opportunity to develop learning (Trenholm & Chinnappan, 

2019). The overwhelming majority of teachers believed in the value of homework and 

promoted its worth as an educational tool (Buyukalan & Altinay, 2018; Ndebele, 2018; 

Snead & Burriss, 2016; Matei, 2015; Brock et al, 2007). There was also a theme of 

teachers’ practice conflicting with research evidence which was generally attributed to 

a lack of awareness regarding the literature (Buyukalan & Altinay, 2018; Ndebele, 

2018; Kukliansky et al, 2016; Matei, 2015). Somewhat unsurprisingly then, a number 

of the studies concluded with recommendations for teachers to receive more explicit 
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training around the delivery of homework (Medwell & Wray, 2019; Trenholm & 

Chinnappan, 2019; Snead & Burriss, 2016). 

Similar findings also emerge from research carried out with teachers of older pupils. 

There appeared to be strong support for the value of homework in developing learning 

and improving attainment, despite a lack of evidence from the literature to support 

these assertions (Gu & Kristoffersson, 2015). Some teachers held beliefs that shaped 

their expectations of what particular groups of pupils might achieve; however, there 

are potential equality implications for this as some teachers believed girls and white 

pupils demonstrated greater homework competence than boys and ethnic minority 

pupils (Pendergast et al, 2014). Fisher et al (2011) suggest secondary teachers often 

assign homework when they are unable to cover everything in class and their 

perceptions of the roles pupils adopt are categorised as “completers… slackers… 

bewildered [or] cheaters” (ibid, p.71). Despite the colloquial terminology, the 

researchers claim typical homework practices benefit only the minority of pupils who 

complete it without difficulty. For all those who do not, it is argued they are missing out 

on opportunities to practice their skills or impeded by a lack of family support (Fisher 

et al, 2011). 

2.5.3 Parent perceptions 

Despite the volume of research relating to parental involvement in homework, there 

appears to be very little focusing exclusively on parent perceptions of homework and 

their role as part of the process. There are a number of studies which combine the 

views of parents with those of teachers and/or pupils (Bennett, 2017; Hong et al, 2011; 

Turanli, 2009; Coutts, 2004; Xu & Yuan, 2003) but I found only three studies concerned 

solely with the views of parents. Two of these studies were focused on developing a 

tool for measuring parents’ perceptions of homework (Pendergast et al, 2014; Power 

et al, 2015). The authors acknowledge many of the issues which make researching 

homework a challenge and argue tools previously devised have tended to focus on 

deficits rather than strengths; however, their Homework Performance Questionnaire 

was created to examine the issue from the perspective of paediatric medicine (ibid). 

This is a different focus from educational psychology but I find it interesting there is a 

focus within this field. I feel it demonstrates the prevalence of homework as an issue 
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affecting many different groups in society and perhaps a desire to fully understand its 

implementation and impact.  

The third study was carried out by Dudley-Marling in 2003 and focused explicitly on 

gathering the views of parents whose children struggle at school. It was a qualitative 

piece of research and a number of these children had SEN which I feel is a significant 

strength as much of the research on homework does not make a distinction between 

children with and without SEN. As with Solomon et al’s (2002) research, the use of 

qualitative interviews allowed for a depth to the data which served to enhance the 

readers’ understanding of these families’ lived experiences. One of the more resonant 

findings was that the children’s learning needs frequently added to existing challenges 

around completion. Most of the tasks completed at home were those the child had not 

had time for at school due to their additional needs, which therefore cast parents into 

a role of specialist teacher they did not feel equipped for (Dudley-Marling, 2003). One 

of the more powerful conclusions drawn was that not all families experience homework 

in the same way and while homework may be important for achievement, if the price 

paid by families is strain within the relationships which are supposed to be supportive, 

then it may not be a price worth paying (ibid). 

2.5.4 The perceptions of adults and pupils  

There appears to be a greater volume of research looking to include the views of at 

least two of the three stakeholders invested in homework. Key themes from much of 

this research are around the differences between the perceptions held by teachers, 

parents and pupils. Inconsistencies between beliefs and practice suggest conflicting 

opinions arise from the tendency for each group to view the issue of homework from 

their own perspective (Bennett, 2017; Davidovitch & Yavich, 2017; Edwards, 2017; 

Sallee & Rigler, 2008; MacBeath & Turner, 1990). It is acknowledged that widespread 

acceptance of the benefits of homework amongst teachers, parents and pupils is 

juxtaposed with the challenges it presents for families in terms of opportunities to 

engage in other activities, tension around its completion and issues relating to 

emotional well-being (Hong et al, 2011; Turanli, 2009; Dudley-Marling, 2003; Xu & 

Yuan, 2003; Solomon et al, 2002). In contrast to the positive attitudes held by parents 

about homework, is their lack of clarity regarding its purpose and differing perceptions 

of difficulty between parents and children (Hong et al, 2011; Baker, 2007). With such 
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variation in the views of those involved in homework, along with a discrepancy 

between beliefs and practice, it is perhaps no surprise homework continues to be a 

source of debate and challenge amongst its stakeholders.  

Some studies have made links between the different types of motivation driving adults 

and pupils with regards to homework. It has been argued pupils complete homework 

largely for extrinsic reasons, to please adults or avoid punishment (Tam & Chan, 2011; 

Coutts, 2004; Warton, 1997). However, it is likely teachers and parents, with the 

benefit of experience, take the view that homework will develop a range of valuable 

skills over time and continued completion is necessary for this to happen (Coutts, 

2004; Warton, 2001). Challenges are therefore likely to occur due to this discrepancy 

between pupil and adult understandings of the purpose of homework and because 

children are generally not cognisant of these long term benefits (Coutts, 2004). 

Additionally this discrepancy represents a conflict, whereby adults believe such 

benefits develop as a result of homework but they are linked to intrinsic motivation, so 

do not necessarily follow if pupils are completing it for extrinsic reasons (Coutts, 2004; 

Warton, 2001). 

2.5.5 Concluding comments  

Research on perceptions of homework appears to be a relatively recent focus within 

the literature. The majority of the studies I found related to teachers’ perceptions but 

there was a small body of research concerned with comparing the views of different 

stakeholders. The conclusion drawn from much of this research relates to the 

significant differences of opinion between teachers, parents and pupils, therefore the 

implications discussed often relate to reconciling these differing viewpoints with less 

focus on what they each mean for practice. Much of the research utilised quantitative 

methods (Dudley-Marling, 2003; Xu & Yuan, 2003) which has been helpful for 

identifying key themes and overarching principles but perhaps still leaves space to 

explore the topic in more depth.  

2.6 Children’s Perceptions of Homework  

2.6.1 Introduction 

There are several papers which highlight the dearth of research relating to CYP’s 

perceptions of homework (Hallam & Rogers, 2018; Rudman, 2014; Letterman, 2013; 
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Xu, 2013; Quigley, 2013) and I wonder if the ethical implications of carrying out 

research with CYP is considered an additional obstacle to gathering their views. There 

have been numerous quantitative studies examining the link between homework and 

achievement but still very little is known about pupils’ views and subjective 

experiences of homework (Burriss & Snead, 2017; Letterman, 2013; Shumow et al, 

2008). There is an emerging body of research concerned with the views of teachers 

and parents and while these views are important, they are also distal influences on 

pupils who have their own distinct views which may differ from adults (Davidovitch & 

Yavich, 2017; Warton, 2001). Rudman (2014) argues pupil perceptions of homework 

are likely to be of greatest interest to practitioner-researchers, like myself, but I am 

inclined to agree with those who contend we should not ignore pupils’ experiences as 

the inclusion of their narratives can only add depth to the large scale studies conducted 

thus far (Kohn, 2006; Kralovec & Buell, 2000). This section will consider research 

carried out with primary then secondary aged pupils before the six studies I found 

employing either a qualitative or mixed methods approach to exploring CYP’s 

experiences of homework. 

2.6.2 Primary pupils 

I found six studies which related specifically to primary aged pupils’ perceptions of 

homework and these were carried out in Australia, Zimbabwe, Turkey and the USA. 

Although it can be argued there are significant cultural differences between the UK 

and these countries, especially Zimbabwe and Turkey, I felt as these were the only six 

studies I could find in this area it would be worth including them all. I believe individual 

experiences to be valuable regardless of cultural differences and while I remain aware 

those experiences need to be framed in the context of each educational system, there 

were still some commonalties amongst the findings.  

Warton’s (1997) research in Australia focused on the development of self-regulation 

and how children’s perceptions of responsibility develop with age. She highlighted that 

developing responsibility is often cited by teachers and parents as an important 

purpose of homework and this belief informed changes in practice which coincided 

with a growth in children’s self-regulation by the end of primary school (Warton, 1997). 

In the USA, Corno and Zu (2004) used interviews and video data to ascertain that 

primary aged children used a variety of strategies to support themselves when 
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completing homework but it was often an emotionally charged event for younger 

children. Also in the USA, Bryan and Nelson (1994) used quantitative surveys to 

ascertain that older primary aged children held generally positive views of homework 

but reported some negative parental involvement and a lack of teacher feedback to be 

unhelpful. In Zimbabwe, the results from Mapako et al’s (2013) study utilising 

qualitative interviews indicated strong links between social class and homework 

practice with reasons given by the children for not liking homework relating to it not 

being monitored or fed back on, being too difficult or given out as punishment. Finally 

in Turkey, the use of quantitative questionnaires indicated pupils valued quality 

homework and opportunities for creative and group work with appropriate feedback 

which developed their learning (Tas et al, 2016; Ekici, 2014). 

These studies used a range of quantitative and qualitative methods and despite the 

cultural differences, themes of valuing quality homework, that is appropriately 

challenging and able to develop learning with individualised feedback, appear 

regardless of whether pupils are educated in western or eastern cultures or 

economically advantaged or disadvantaged communities. For this reason, I feel it was 

valuable to consider international research for this review, not least because this 

perspective would have been lost if I had focused solely on research from the UK, but 

also because I believe the similarity of perspective across different cultures 

strengthens the argument that it is indeed worthwhile to gather CYP’s views on 

homework.  

2.6.3 Secondary students 

I found thirteen studies relating to secondary aged pupils’ perceptions of homework 

but again, I did not feel this was a sufficiently high number to warrant excluding any 

on the grounds of publication date or country of origin. Again, none of this research is 

from the UK and instead originates from the USA, Australia, Spain, Turkey, Germany 

and Romania. While this imposes cultural limitations, it has been necessary to include 

these studies precisely because of the limited literature within the UK. I find it 

interesting that such a diverse range of cultures have sought to explore YP’s 

perceptions of homework and yet this has not been replicated in the UK. The majority 

of this research is quantitative but seven of the studies were carried out in the USA 
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and it has been documented this is a strong theme within much of the research on 

homework (Sharp et al, 2001). 

Findings of particular note from these studies are that teacher feedback continues to 

be important for secondary aged pupils’ attitudes towards and motivation to complete 

homework (Devici & Önder, 2015; Núñez et al, 2015b; Xu, 2005b; Hinchey, 1996); 

pupils value meaningful homework that is varied and offers opportunities to be creative 

or practical that will develop their learning and thinking (Nicolae et al, 2017; Letterman, 

2013; Devici & Önder, 2013; Wilson & Rhodes, 2010); while pupils demonstrate more 

negative emotions when completing homework rather than classwork, emotions are 

more positive when completing homework with parents or peers (Leone & Richards, 

1989) and homework is an activity that is a significant source of stress for secondary 

aged pupils, more so than classwork (Goetz et al, 2012; Kackar et al, 2011; Shumow 

et al, 2008; Kouzma & Kennedy, 2002). The large samples of these studies suggest 

generalisations can be made about pupils’ preferences for quality feedback, tasks with 

purpose and opportunities for social learning which can support well-being.  

2.6.4. Generalisability  

A strength of quantitative research often cited is its facilitation of generalisable findings 

(Kvale, 1996), with the absence of such considered a flaw of qualitative research 

(Smith, 2018). Indeed, thousands of pupils have given their views in these studies with 

strong and coherent themes identified. Pupils expressed a preference for homework 

that is meaningful, creative and varied, offers opportunities for social learning and 

whose value is communicated to pupils by teachers in the form of individualised 

feedback. However, the concept of generalisability can and perhaps should be 

considered broader than such a dichotomy might suggest. Kvale (1996) argues for 

three forms of generalisability, analytical and statistical which involve assertional logic 

and coefficients but also naturalistic generalisability, which is derived from personal 

experience and produces expectations, as opposed to predictions. A distinction is 

made between “the scientist” who studies specific cases to infer about general ones 

and “the practitioner” who draws on knowledge generally to interpret specific cases 

(ibid, p.233).  

Smith (2018) argues generalisations can be made from qualitative research but that 

statistical generalisability is not appropriate for judging qualitative research as its 
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assumption of a single reality is in contrast to the ontological assumption of multiple 

realities. Like Kvale (1996), he conceives of naturalistic generalisability as more 

appropriate to qualitative studies and describes it as an interplay between the research 

and the researcher’s own experiences. Also of note is inferential generalisability, when 

readers see an overlap between the research and their own situation and act to merge 

the two accordingly, as well as theoretical generalisability where the researcher 

generalises their findings to an already established theory (ibid). These more nuanced 

interpretations of generalisability certainly have resonance for the current study in 

terms of my ontological approach, position as a reflexive researcher and use of 

psychological theory as a framework for my findings. I also feel Smith’s (2018) 

assertion that readers use the researcher’s interpretive richness to become active 

agents in the generalisation process is befitting of a constructionist stance.  

2.6.5 Qualitative or mixed methods research  

This section is a critical consideration of the studies I found most closely resembling 

the focus and methodology of my research. An important consideration is that none of 

these studies were carried out in the UK, which creates a universal limitation as the 

environments within which these CYP were educated are likely to be socio-politically 

and systemically different to those in the UK. However to date, there has not been any 

research published in the UK which exclusively examines CYP’s perceptions of 

homework using qualitative methodologies. There have been calls over the last two 

decades for homework research to further develop the use of qualitative methods so 

as to gather a more in depth and nuanced perspective of the issue (Fan et al, 2017; 

Rudman, 2014; Jackson, 2007; Epstein & Van Voorhis, 2001). Many of the quantitative 

studies of homework use surveys or questionnaires to collect data but this often relies 

on self-selection of participants and can serve to exclude marginalised or 

disenfranchised groups. Qualitative research can be empowering for vulnerable 

groups as it aims to understand and portray their lived experiences enabling their 

voices to be heard (Hardy & Hobbs, 2017). Given the methodology of my research, 

the six studies that comprise this section are all either qualitative or contain a 

qualitative element as part of a mixed methods approach. 

There were three studies which used mixed methods to explore secondary aged 

pupils’ experiences of homework. Galloway et al’s (2013) study focused on pupils from 
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high performing, upper middle class high schools in the USA and the results suggested 

those who completed more homework were more engaged with school but also 

experienced higher levels of stress and health problems. It was ascertained the 

climate of academic competitiveness, championed predominantly by parents, led to a 

culture where learning was a secondary goal in comparison to achievement and a 

subsequent source of anxiety for pupils (ibid). Researchers gathered data by 

questionnaire from a large sample of over 4,000 pupils, which enabled generalisations 

to be drawn across the populations of ten different schools; however, I wonder how 

meaningful the findings might be for individual schools if the experiences of those from 

different schools with different policies are amalgamated into a single whole. The use 

of mixed methods meant data also included that obtained from thematically coding 

open ended survey data, which qualitatively explored pupil descriptions of homework. 

However, the use of surveys as a method of gathering qualitative data meant the 

researchers were not able to fully explore individual experiences as there was no 

scope for a reciprocal interaction between participant and researcher. This was though 

one of the only studies I found which focused exclusively on pupils from advantaged 

backgrounds and while this may not accurately reflect the diversity of many schools or 

societies, I felt the researchers managed to convey that privilege does not necessarily 

exempt children from challenge and they too deserve to have their voices heard.  

A second study from the USA explored middle school pupils’ perceptions of the 

purpose and effectiveness of homework. Burriss and Snead’s (2017) research 

ascertained pupils often harboured negative feelings about homework’s infringement 

on family life with low quality homework and ambiguous practice reducing pupils’ 

motivation and progress. Open ended surveys were carried out with 506 children and 

the range of questions employed meant data were analysed numerically and 

thematically, which offered both quantitative and qualitative interpretations. However, 

there lacked clarity on the extent to which individual responses were explored so it 

seemed the findings offered less information about the rationales for these pupils’ 

views and why they answered as they did. There was some depth to the findings, such 

as how pupils felt ‘busywork’ was not related to individual need and homework 

received as punishment undermined the development of mastery goals. However, the 

questions asked of the pupils focused heavily on the process of homework in terms of 

the amount of time spent on it and whether technology was used, rather than 
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attempting to identify personal experiences. Nonetheless, the exploration around the 

amount of time spent on homework highlighted the influence of attainment and how 

this links to the importance of differentiation. The focus on technology did raise issues 

pertaining to social justice but this could have been an avenue explored by the 

researchers in more depth.  

The third study was carried out with Year 10 pupils in Trinidad and Tobago by Maharaj-

Sharma and Sharma (2016). It was a case study of one class, chosen due to concerns 

about their collective homework habits, which may explain the overwhelmingly 

negative views that pupils held about homework. It was considered an ‘unnecessary 

chore’ and devoid of meaning, purpose and feedback, which the researchers used as 

impetus for recommending that homework is always relevant, meaningful and fed back 

on (ibid). This study utilised a smaller sample than many, with 34 pupils completing 

questionnaires and participating in semi-structured interviews which allowed for an in 

depth exploration of their views. I feel a particular strength is the authors using the 

pupils’ criticisms to highlight how such attitudes challenge the wisdom of setting 

homework that is not engaging because if pupils are not motivated to do it, it does not 

get done and cannot impact on learning. However, I felt the subject specific focus as 

participants sharing a science class may not have offered pupils sufficient opportunity 

to talk about the range of homework they receive from different subjects, some of 

which they will prefer more than others, as a coherent whole impacting on their lives.  

Of the three qualitative studies I found, two of them were from Australia and one was 

from the USA. These studies were all particularly mindful of social justice issues and 

overtly acknowledged the role that attainment and socioeconomic status play in issues 

relating to homework. Bempechat et al (2011) carried out interviews with 92 ninth 

grade pupils from low income families in the USA. They focused specifically on the 

difference between high and low ability pupils in relation to homework, who all 

described an educational environment characterised by low teacher expectations and 

low workload. However, while high ability pupils were able to maintain their motivation 

for learning in the face of such an environment, low ability pupils did not and often 

became detached (ibid). I found the methodological distinction between high and low 

ability pupils to be important and wonder if the findings might offer at least a partial 

explanation for some from the quantitative studies. Those were not always able to fully 

unpick the relationship between ability, achievement and time spent on homework 
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(Cooper & Valentine, 2001) and this study goes some way towards explaining how the 

environment can interact with individual differences in order to affect motivation. 

However, the authors’ use of the term ‘ability’ is one not without contention. It can imply 

an immutable quality resistant to intervention but there are theories of intelligence 

suggesting an incremental, as opposed to entity, conceptualisation is associated with 

the pursuance of mastery goals and a view of effort as key to overcoming obstacles 

and promoting learning, rather than the presence or absence of ability (Dweck, 1999; 

Yeager & Dweck, 2012; Dweck & Leggett, 1988). 

The two studies from Australia both used more creative methods to explore YP’s views 

of homework. Hutchison (2011) used ethnography and gathered video data from 

economically advantaged and disadvantaged pupils aged between 11 and 13. The YP 

had creative control over their videos and the editing process, with findings revealing 

some interesting indicators of inequality relating to homework. The pupils from 

advantaged backgrounds relished the opportunity to be creative and felt confident to 

voice their opinions about homework as well as to abandon it for more desirable 

activities; however, those from disadvantaged backgrounds demonstrated less 

pleasure, produced more serious videos and appeared hesitant to express any 

negative views of homework (ibid). I felt a strength of this study was the significant 

element of control that pupils had over their data. Rather than responding to a 

researcher’s prepared questions, participants were able to create, compose and direct 

their own narratives which meant they included information they actively chose to 

convey. However, six economically and ethnically diverse schools in Australia, 

Denmark and England were included in the study but the paper focused on only two 

of these, with little explanation as to why.  

Farrell and Danby (2015) carried out audio taped conversations with 120 pupils who 

also simultaneously completed paper timelines of their decision making processes 

throughout the day. The methodical approach of the researchers considered these 

children to be competent at describing their own lived experiences and there was 

explicit acknowledgement that results were not intended to be generalisable (ibid). 

Although this has parallels with my own approach, the study was published in a 

sociology journal, indicating the researchers may have a broader conceptualisation of 

social interaction and individual behaviour in a wider context. Indeed, the focus was 

initially on factors affecting the children’s decision making which may partially explain 
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interpretations of the findings in terms of agency, with the researchers suggesting 

children’s perceptions of homework revealed contradictions between their rights and 

the rights of adults. Children were expected to comply with adult expectations around 

homework, regardless of their own opinions or preferences and homework was 

described as a set of activities designed to advance the agenda of schools, rather than 

parents or children (ibid). 

There was an originality to both these studies I felt stood out from much of the research 

I reviewed. The qualitative approach enabled the researchers to delve into their data 

and construct detailed interpretations of their participants’ views. Farrell and Danby’s 

(2015) study had initially been concerned with decision making but homework 

emerged as such a strong focus it was felt further investigation was warranted. I feel 

that using data in this way, to further explore topics of interest to the participants, was 

not only responsive but also applicable for real life contexts. Both studies unearthed 

some challenging themes from the data and the presentation of these findings in a 

way that was mindful of how it might be perceived by educational professionals was 

notable. However, the smaller scale of this research might mean its broader 

implications for wider populations and policy makers are limited. 

2.6.6 Concluding comments 

This section has focused on the research seeking to explore CYP’s experiences of 

homework. There were 25 studies included and these were carried out across the 

world, although primarily in Australia and the USA. Many of these used quantitative 

methods and revealed a broad consensus amongst CYP regarding the value of 

meaningful, engaging homework that teachers give constructive feedback on. The 

smaller number of qualitative studies built on these findings but also reveal the nature 

of some of the social inequality issues surrounding homework and how pupils’ 

backgrounds influence their perceptions of homework and their role in completing it. 

Additional information was gained which highlights the inequalities between teachers, 

parents and pupils, with power imbalances observed which may work against that 

aimed to be achieved.  

2.7 Homework and Educational Psychology   

The role of EP involves assessment, consultation, training and intervention with 

educational settings and families, using a psychological approach and evidence based 
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strategies to uncover mediating variables and develop problem solving models 

(Cameron, 2006). The provision of such a service and commitment to a collaborative 

approach with adults in schools and at home suggests parallels with homework as an 

activity also spanning these two environments. It seems homework might be a topic 

of interest for EP’s and there were indeed a number of papers published within the 

major educational psychology journals. However, these were all international in 

nature, with eight publications from the USA (including Cooper et al, 2000; Cooper et 

al, 1998) and a total of seven from Australia, Germany, Spain and Greece (including 

Warton, 2001; Dettmers et al, 2010; Núñez et al, 2015a; Gonida & Cortina, 2014).  

The studies above have already been incorporated into the discussion of existing 

literature but in addition to this, I found one study carried out in the UK and published 

in a UK educational psychology journal. McGregor and Knoll (2015) used the Theory 

of Planned Behaviour as a framework to qualitatively explore the attitudes of Scottish 

parents towards the homework received by their primary aged children. The 

researchers developed a model for improving homework practice and discussed the 

implications for EP’s in terms of raising awareness and co-producing strategies. The 

focus was on improving the homework experience for parents, which is 

understandable given the age of the children involved and the increased responsibility 

for homework this therefore incurs for parents. However, it reflects a somewhat 

different focus to the current study, concerned as it is with YP’s experiences of 

homework and its impact on their lives.  

2.8 Conclusions and Research Questions  

The purpose of this chapter has been to critically consider research relating to 

homework and school, homework and home and the perceptions of homework held 

by teachers, parents and pupils. A consistent theme is that of inconsistency with 

researchers highlighting the difficulties associated with drawing simple, prescriptive 

conclusions that can be applied universally (Bennett, 2017; Farrow et al, 1999). The 

early research linking homework to achievement suggested positive associations 

between the amount of time spent completing it and pupils’ test scores or grades; 

however, subsequent research suggested the relationship was more nuanced, with a 

role for factors such as attainment, socioeconomic status and motivation too. 

Research on parental involvement in homework suggests it is not quantity but quality 
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that makes a difference to pupils; it may be examining this in the context of 

achievement disservices the myriad ways in which parents support their children’s 

autonomy, motivation and opportunities for broader learning. Motivation plays a key 

role in homework and yet it remains an under researched topic in this context; a 

number of studies reference the importance of homework being engaging, interesting 

and offering choice for pupils in order to develop their motivation for completing it.  

The research on perceptions of homework appears to have gathered pace in recent 

years but the focus has largely been on the views of teachers. Studies have highlighted 

contradictions between beliefs and practice, with research and theory seemingly 

having little influence over what teachers do in the classroom. Homework can be a 

source of tension within families which often appears juxtaposed with the widespread 

belief in its value as a tool for improving attainment. The experiences of CYP regarding 

homework have been a neglected area of research for many years but in the last 

decade this has begun to change. Consistent themes have emerged with pupils 

expressing a preference for homework that is of high quality, will develop their 

learning, is valued by the teacher and framed in the context of meaningful feedback. 

There is a huge body of research on homework but I have identified limited research 

relating to YP’s experiences of homework, studies carried out in the UK and those 

using qualitative methods. I was unable to find a study combining these factors, as all 

UK research has been either quantitative or seeking the views of adults or adults in 

tandem with pupils. The research questions for the current study are therefore as 

follows: 

1. How do Year 10 pupils in a mainstream school experience homework? 

2. In what ways do these pupils perceive that homework impacts on their lives? 

3. How has homework affected their views of themselves as learners? 
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CHAPTER 3: METHODOLOGY 

3.1 Chapter Overview 

The aim of the current study is to explore YP’s experiences of homework and Chapter 

2 considered the literature, theory and policy relevant to this topic before identifying 

three key research questions. The purpose of this chapter is to outline the 

methodology and methods employed to answer these research questions. The 

literature review identified a lack of research on CYP’s perceptions of homework so 

the focus of the current study will address this using IPA to explore the lived 

experiences of this population. This chapter begins with a discussion of my chosen 

research paradigm before considering my ontological and epistemological positions, 

with a brief discussion of the alternative approach considered. I shall then outline the 

theoretical background of IPA and consider phenomenology, hermeneutics and 

idiography as three key areas of the philosophy of knowledge (Smith et al, 2009). I 

shall describe the method employed to answer my research questions, detailing the 

research design and procedures for data collection and analysis. I conclude with a 

consideration of relevant ethical issues and matters of validity.  

3.2 Research Paradigm 

Traditionally, the two dominant research paradigms have been that of quantitative and 

qualitative, with each bringing a distinctive set of philosophical assumptions serving to 

underpin and guide the research process (Oliver, 2014; Braun & Clarke, 2013; 

Bryman, 2012). Quantitative researchers consider there to be one objective reality 

which can be measured independently of the researcher in controlled conditions, so 

as to identify the impact of particular variables (Bryman, 2012). Randomised controlled 

trials are typical of this paradigm and are considered the highest quality research 

within fields such as medicine and health (Parker, 2013; Fox, 2011). However, 

adopting such an approach to research outside these fields has proved problematic, 

due to the differences in carrying out research with people, with their multiple realities 

and the complexities that entails (Billington & Williams, 2017; Bryman, 2012; Fox et al, 

2007). In recent years there has been growth favouring a qualitative paradigm in an 

effort to capture nuances of behaviour and development, as well as differing 

perspectives, as these have proved challenging to measure using quantitative 

methods (Billington & Williams, 2017). 
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The choice of research paradigm is guided by the purposes for carrying out research, 

with associated philosophical assumptions determining the manner in which the 

research is carried out (Oliver, 2014; Fox et al, 2007). Common purposes identified 

include descriptive research to accurately portray, explanatory research to illuminate 

relationships, action research to promote change and evaluative research to ascertain 

the value of a phenomena (Fox et al, 2007). I consider the main purpose of my 

research to be exploratory, as I am seeking to understand more about a little 

researched phenomena (ibid). I have therefore chosen to carry out a qualitative study, 

as I feel my interest in listening to the voices of YP and learning more about their lived 

experiences lends itself to this type of research (Hardy & Hobbs, 2017; Willig, 2013).  

3.3 Philosophical Foundations   

3.3.1 Ontology 

Ontology refers to the nature of reality and whether there is one single reality where 

social phenomena can be objectively measured or if such phenomena are socially 

constructed and reflective of multiple realties (Oliver, 2014; Willig, 2013; Bryman, 

2012). The former, realism or objectivism, is the ontological position associated with a 

quantitative paradigm and underpins an approach to research seeking to capture the 

essence of an objective reality without interference from the researcher (Willig, 2013; 

Bryman, 2012; Fox et al, 2007). The latter, relativism or constructionism, is the 

ontological position associated with a qualitative paradigm and contrasts with the 

former in its perception of reality as relative and constructed by social actors, with its 

meaning shared through language and culture (Bryman, 2012; Fox et al, 2007). I 

consider my ontological position to be aligned with the latter, as I believe the same 

phenomena can be perceived, interpreted and experienced in many different ways by 

different individuals and that each reality is as valid as another. The purpose of my 

research is to explore the experiences of a homogenous group of individuals so I can 

learn how they interpret a specific phenomenon before considering how their 

experiences might illuminate the experiences of a greater whole (Smith et al, 2009). 

3.3.2 Epistemology 

Epistemology refers to the nature of knowledge and the positions taken regarding the 

principles, procedures and ethos of research (Bryman, 2012). Positivism is the 

epistemological position associated with a quantitative paradigm and seeks to produce 
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objective knowledge by generating hypotheses for testing that are either accepted or 

rejected according to empirical results, using the principle of deductivism (Willig, 2013; 

Bryman, 2012). Interpretivism is the epistemological position associated with a 

qualitative paradigm and seeks to interpret the meanings of social activity, rejecting 

the notion that people can be studied in the same way as objects (Bryman, 2012). 

Research carried out from an interpretivist position aims to generate theory from the 

data itself using an inductive approach, rather than proving or disproving initial 

hypotheses (ibid). I consider my epistemological position to be that of interpretivism, 

as I believe in the value of individual experiences and that there is much to be learned 

from interpreting the meanings those individuals have attached to their experience. I 

feel an interpretivist position which acknowledges the role of the researcher in the 

process and encourages reflexivity is more suited to both my values and the purpose 

of my research.  

3.4 Alternative Approach Considered  

Early on, I considered choosing Appreciative Inquiry (AI) as the methodological 

approach for my research. AI was developed towards the end of the 20th century by 

David Cooperrider and seeks to bring about organisational change not by focusing on 

problems and how to solve them, but on what is already working well and how to do 

more of it (Hammond, 2013). The strengths and solution focus of AI appealed to me 

as I feel it aligns with my values; however, my research evolved from a project on 

mental health and well-being suggesting homework is a source of stress in YP’s lives. 

It therefore did not seem ethically mindful to be adopting an approach which 

encouraged YP to think positively about an aspect of their lives that may well be 

adversely affecting their well-being.  

For this reason, I felt focusing on the lived experiences of the YP would be more 

appropriate with IPA offering my participants the opportunity to describe aspects of 

those experiences they considered pertinent. While it is acknowledged most IPA 

research has been undertaken with adults, it is suggested the approach can and 

should be adapted for use with CYP (Smith, 2004). Adopting a more interventionist 

stance to questioning and allowing time to develop rapport prior to interview are two 

recommendations I sought to incorporate into my research (ibid). 
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3.5 Interpretative Phenomenological Analysis  

3.5.1 Introduction  

IPA is an approach which originated in the 1990’s and evolved from health psychology; 

it is concerned with the lived experiences of individuals and how those individuals 

make sense of their experiences (Oxley, 2016; Willig, 2013; Smith et al, 2009; Smith, 

2019; 2011; 2004). Drawing on the writings of several 20th century philosophers, 

theory underpinning IPA relates to the study of experience (phenomenology), the 

interpretation of that experience (hermeneutics) and a dedication to examining the 

particular rather than a generalised whole (idiography). IPA is not aligned with any one 

epistemological position, rather there is an openness enabling individual researchers 

to determine the epistemological stance most appropriate for answering their research 

questions (Oxley, 2016; Smith et al, 2009). While IPA is considered a linguistic 

approach, its focus on language as an expression of individual meaning and 

experience differs from approaches focusing on the use of language as an expression 

of shared meaning, such as discourse analysis or ethnography (Oxley, 2016; Fox et 

al, 2007). I feel IPA is consistent with my ontological and epistemological positions, as 

an approach concerned with valuing multiple realities, illuminating individual 

experiences through phenomenology and interpreting the meanings constructed from 

those experiences and realities through hermeneutics (Smith et al, 2009). IPA offers 

the opportunity to explore YP’s experiences of homework, while also being mindful of 

that which my experience brings to the research.  

3.5.2 Phenomenology 

Phenomenology is a branch of philosophy concerned with the study of experience, 

with the work of Husserl, Heidegger, Merleau-Ponty and Sartre all shaping the 

application of phenomenological philosophy to IPA (Smith, 2019; Smith et al, 2009). 

Husserl (1927, cited in Smith et al, 2009) was primarily concerned with finding ‘the 

essence of experience’ (ibid, p.16) and engaging in a process whereby 

phenomenologists practice reflexivity and strive to bracket their everyday experiences 

through a series of reductions in order to examine those everyday experiences (Oxley, 

2016; Smith et al, 2009). However, it is acknowledged one can never truly know 

another’s experience and so the work of Heidegger (1962;1927, cited in Smith et al, 

2009) adds to phenomenology the concept of interpretation.  
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Interpreting a person’s sense-making of objects and relationships allows us to ‘capture 

particular experiences as experienced for particular people’ (Smith et al, 2009, p.16), 

rather than pursue a direct route to the essence of experience, as such labelled 

‘experience close’ (Smith; 2011). Heidegger, along with Merleau-Ponty (1962, cited in 

Smith et al, 2009) and Sartre (1956;1943, both cited in Smith et al, 2009) bring to IPA 

a view of the person as existing in a world of objects, culture and language with their 

own unique focuses and concerns (Smith, 2019; Smith et al, 2009). It is therefore 

suggested in order to understand experience, there needs to be an understanding of 

how individual perceptions shape a person’s involvement in the world and how they 

experience that world (ibid).  

3.5.3 Hermeneutics 

Hermeneutics is the theory of interpretation and has been combined with 

phenomenology in the work of hermeneutic, or interpretative, phenomenologists such 

as Heidegger, Schleiermacher and Gadamer (Smith, et al, 2009). In IPA research, the 

participant attempts to make sense of their experience through their account while the 

researcher interprets this account of their sense making in order to understand the 

experience of the participant. IPA recognises this double hermeneutic of the 

researcher attempting to make sense of the participant attempting to make sense of 

an experience (Smith, 2011; 2004). In this respect, the researcher and the participant 

are simultaneously alike and not alike; they both work to engage in interpretation but 

the researcher only has access to the participant’s sense making of the experience, 

not the experience itself (Smith, 2019). In contrast to Husserl’s favouring of bracketing 

prior conceptions, Schleiermacher (1998, cited in Smith et al, 2009) argues the 

interpretivist in fact adds to the value of the participant’s perspective, with their own 

perspective and the particular meaning they extract from the work.  

Heidegger’s contribution to hermeneutics considers phenomenology in terms of a 

perceptual phenomenon which translates as ‘show’ or ‘appear’ and an analytical logos 

which refers to the manifestation of said phenomenon (Smith et al, 2009). Combined, 

this conceptualises phenomenology as the examination of that which appears and 

whose appearance is facilitated and interpreted by the phenomenologist (Smith, 

2019). According to both Heidegger and Gadamer (1990/1960, cited in Smith et al, 

2009), interpretation necessarily builds on previous conceptions but our understanding 
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of those conceptions may not be fully formed until after we engage with the 

phenomenon, thus creating a more complex form of bracketing which is concurrently 

cyclical and never fully realised (ibid). A key aspect of hermeneutic theory is the 

hermeneutic circle, that is, ‘the dynamic relationship between the part and the whole’ 

(Smith et al, 2009, p.28). In line with idiography, the hermeneutic circle emphasises 

the part can only be understood in the context of the whole and the whole can only be 

understood in the context of the part. 

3.5.4 Idiography 

Idiography is concerned with the particular in terms of detail and depth of analysis, 

valuing the contribution of individuals who provided the data as more than simply parts 

of a greater whole (Oxley, 2016; Smith, 2004; Smith et al, 2009). This is in contrast to 

nomothetics, which is concerned with generating broad claims that can be generalised 

to population level (ibid). It is only after securing an understanding of the particular that 

IPA may or may not move on to consider shared meanings in the pursuit of more 

generalised claims, in a process which examines convergence and divergence 

between cases (Smith, 2011; 2004; Smith et al, 2009). A distinction is made between 

the particular and the individual in phenomenology, with experience being both unique 

to a given perspective and related to phenomena in the wider world (Smith et al, 2009). 

It is therefore suggested experience does not belong to the individual as such, given 

it exists only in relation to an external phenomena, and a focus on the particular is thus 

more appropriate (ibid). Nomothetic and idiographic approaches seek to achieve 

different goals, with the former pursuing shallow data from a broad number of cases 

and the latter obtaining a deeper understanding of a small number of cases. Studies 

adopting a nomothetic approach have been prolific in the field of homework research 

and I therefore hope approaching the topic from an idiographic perspective may help 

to illuminate something new (Oxley, 2016). 

3.5.5 Characteristics of IPA 

As a methodology seeking to generate inductive theory from the data, two key 

characteristics of IPA are that of bracketing and reflexivity. The concept of bracketing 

is linked to mathematics and the idea that whatever is contained within the brackets is 

separated from that which is outside (Husserl, 1927, cited in Smith et al, 2009). In 

terms of IPA, this would require the adopting of a phenomenological attitude whereby 
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the researcher puts aside any pre-conceived ideas they may have about the world in 

order to focus on interpreting the participant’s perception of the world (ibid). The 

challenges of bracketing successfully have been acknowledged but attempting to 

bracket is still seen as an important part of the process for IPA researchers (Smith et 

al, 2009). In an effort to do this within my own research I prepared interview questions 

in line with the recommendations of Smith et al (2009), that were open-ended without 

being leading and prompted for elaboration in a neutral way. The semi-structured 

nature of the interview offered a degree of flexibility and allowed participants to discuss 

experiences relevant to them, thus hopefully supporting efforts to bracket my own 

perceptions.  

However, the phenomenological aspects of IPA are merged with hermeneutics and 

the writings of Schleiermacher and Gadamer acknowledge the researcher is likely to 

influence how the participant’s experiences are interpreted through the process of 

interpretation itself (Willig, 2013; Smith et al, 2009). Indeed, Oxley (2016) argues the 

researcher’s ‘views of the world are inextricably intertwined with the way in which they 

interpret the participant’s experiences’ (p.56) and suggests a continually reflexive 

attitude is crucial for IPA researchers. Willig (2013) makes a distinction between 

personal reflexivity and epistemological reflexivity and how researchers are implicated 

in their research both as a person and as a thinker. I know my experiences of 

homework in professional and personal capacities have shaped my views on the 

subject, even while I try to bracket those experiences and for this reason, I chose to 

keep a reflective diary throughout my research.  

3.6 Sampling and Recruitment 

3.6.1 Sample 

Studies employing an IPA methodology tend to utilise small, homogenous samples in 

order to capture the particular and identify convergence and divergence (Smith et al, 

2009), with the recommendation for a professional doctorate being four to ten 

interviews. I aimed to recruit four to six participants with the intention of carrying out 

one interview with each participant. I chose to use purposive sampling as I felt this 

would be most appropriate for my chosen methodology and also for recruiting a 

homogeneous sample of participants whose views would be relevant to my research 

(Bryman, 2012). I decided in the interests of homogeneity the participants should be 
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enrolled at the same school and from the same year group, so they would be sharing 

their individual perceptions of a shared homework experience. I wanted my 

participants to have a significant amount of experience with homework but I also felt 

recruiting from Year 11, as they were preparing for mock exams, would be placing 

additional commitments on these pupils at a stage of their education which is already 

busy and challenging, so I therefore chose to recruit from Year 10.  

3.6.2 Homogeneity  

While I sought to sample a population as homogenous as possible, I recognise there 

are limits to homogeneity (Braun & Clarke, 2013). When carrying out research 

concerned with individual lived experiences, I feel it is not always possible to predict 

how homogeneous participants will be, even if they share important traits. I chose not 

to purposively sample participants based on gender or attainment, as I felt these were 

characteristics less important to my research. I am interested in lived experiences and 

the impact homework has on YP’s lives outside school and their identity in school, 

rather than links between homework and academic attainment. I did not feel gender 

or attainment were necessary sampling distinctions because I believed girls or boys 

and high or low attaining pupils would all be able to comment on how homework 

impacts on their lives.  

3.6.3 Access to participants 

The research took place in a mainstream school in a local authority in the south west 

of England. The school has just under 1,000 pupils on roll across their Key Stage 4 

and sixth form provision, with approximately 200 pupils in Year 10. I contacted the 

Head Teacher’s secretary by telephone to introduce myself and the research to see if 

the school was interested in being involved. After this conversation was relayed to the 

Head Teacher and my request for involvement was approved, I was provided with 

contact details for one of the Deputy Head Teachers who acted as gatekeeper for the 

research. We arranged to meet by email and during our subsequent meeting I 

provided copies of my recruitment materials and outlined the research procedure. We 

agreed a date for me to give a recruitment presentation at a Year 10 assembly and I 

was asked to prepare slides and provide them in advance.  
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3.6.4 Recruitment process 

I delivered a ten minute presentation to the Year 10 cohort of pupils and briefly outlined 

my research, its purpose and what would be required of the participants if they chose 

to take part. I asked those who were interested to complete an expression of interest 

flyer and return it to me before leaving the assembly. A copy of the flyer can be found 

at Appendix B. This meant all participants self-selected and volunteered their 

involvement, which I feel is important for research concerned with exploring individual 

lived experiences. I explained I would then contact parents by telephone to provide 

information about the study and obtain verbal parental consent. Although Year 10 

pupils are aged 14 or 15 and therefore considered ethically able to give informed 

consent, I felt it would be courteous to contact parents myself given these YP were 

still under the age of 16.  

3.6.5 Participants 

Eight pupils returned the expression of interest flyer and I obtained verbal parental 

consent for all eight pupils. Seven of these pupils were female with one male and the 

gatekeeper informed me they were of mixed attainment. Allowing for potential attrition, 

I did not feel eight pupils was a sufficiently high number to apply inclusion or exclusion 

criteria. During the phone calls to parents, I was able to ascertain five of the pupils’ 

preferred locations for the interview and that they wished to receive an emailed copy 

of the Information Sheet prior to the interview. One further parent confirmed these 

details with me by email shortly after the telephone call but I did not hear back from 

the remaining two pupils’ parents, meaning I was left with six participants. The 

pseudonyms chosen for the six participants were Betsy, Florence, Fred, Mabel, Pearl 

and Ruby, with Iris chosen as the pseudonym for the pilot interviewee.  

3.7 Research Design 

3.7.1 Interviews  

I initially considered gathering data using focus groups, a method of data collection 

involving a group interview with at least four participants who discuss a topic of interest 

(Braun & Clarke, 2013; Bryman, 2012; Cohen et al, 2001). I felt the multiple 

perspectives from pupils with experience of homework might stimulate discussion 

more effectively than with myself in an individual interview. I also wondered if Year 10 
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pupils might feel more comfortable to open up and discuss the topic in a group with 

their peers. Although Smith et al (2009) acknowledge using focus groups within IPA is 

possible, they suggest this might create additional challenges for novice researchers 

like myself. Given IPA is a methodology seeking to examine the particular and 

individual experience in depth of detail, upon reflection I felt a focus group might not 

afford sufficient opportunity to do this. Indeed, Braun and Clarke (2013) consider a 

disadvantage of focus groups to be the difficulties allowing for an ‘in depth follow up 

of individuals’ views or experiences’ (p.113).  

Additionally, focus groups are often concerned with analysing how individuals discuss 

the topic as members of a group responding to each other, rather than as individuals 

(Bryman, 2012), which again is at odds with an IPA methodology. However, a strength 

of individual interviews is their ability to provide rich and detailed data and they are 

considered ideal for exploring experience based research questions (Braun & Clarke, 

2013). Kvale (1996) describes the purpose of qualitative interviews as being “to obtain 

descriptions of the lived world of the interviewees with respect to interpretations of the 

meaning of the described phenomena” (p.30). I feel this aligns with my chosen 

methodology and indeed, it is recommended semi-structured interviews are used to 

gather data for IPA projects, especially for those embarking on their first piece of IPA 

research (Smith et al, 2009). 

However, there are limitations to interviews as a method of data collection including 

their idealistic focus, lack of consideration for broader social interactions and 

prioritising of an individual’s thoughts and experiences (Kvale, 1996). There are also 

implications relating to its medium of language and associated assumptions of 

receptive and expressive competence, which I feel are particularly resonant when 

carrying out interviews with CYP. I endeavoured to be mindful of this when preparing 

interview questions and by demonstrating responsivity during the interviews, in order 

to support participants in accurately convey their views. While qualitative interviews 

have been criticised for lacking objectivity, reliability and validity, it is argued 

quantitative and qualitative research have different purposes therefore the quality of 

each should be assessed differently (ibid). The former is concerned with ‘how much’ 

but the latter with ‘what kind’, which Kvale (1996) suggests rather than indicating a 

competing dichotomy, instead reflects the importance of both approaches and their 
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complementarity. To this end, a consideration of matters relating to validity can be 

found at the end of this chapter. 

3.7.2 Psychology  

The importance of gathering CYP’s views in relation to matters affecting them is 

explicitly referenced in the SEN Code of Practice (DfE, 2015) and also the UNCRC 

(UN, 1989), where Article 12 states CYP have the right to form and express their views 

freely and these views should be accorded due weight and consideration. Being 

mindful of Smith’s (2004) suggestion that CYP participating in IPA interviews may 

benefit from a more interventionist structure than adults, I felt the use of psychological 

tools might support this. I was also influenced by Weidberg’s (2015) use of solution 

focused and personal construct tools in her doctoral thesis, as a means of stimulating 

conversation with her participants, and her recognition of IPA as an approach affording 

such flexibility. I believe in the value of solution-focused approaches and drawing 

information from individuals about their perceived strengths, strategies they are 

currently using to problem solve and solutions that are already a feature of their lives 

(de Shazer, 1988). I therefore chose to include a miracle question (ibid) towards the 

end of the interview schedule and hoped it would offer insights from the YP about what 

is important to them so their voices on this topic could be heard in a positive and 

meaningful way. 

I also chose to incorporate a tool from PCP as I felt it would offer an opportunity to 

understand the YP’s perception of homework. PCP proposes people play an active 

role in making sense of the world around them and they construct meaning from their 

experiences in order to do this (Beaver, 1996; Kelly, 1955). Given IPA is concerned 

with interpreting the meaning that individuals attach to their experiences in order to 

make sense of them, it seemed PCP was an aspect of psychology that might fit 

naturally with this methodology. In PCP, constructs are the basic components with 

which individuals make sense of the world and an individual’s discrimination between 

these bi-polar dimensions provides information about their experiences (Beaver, 

1996). I chose to use the model of root and exploratory questions in my interviews, a 

visual representation of which can be found in Figure 3.1. At the end of the interview, 

the participant and I worked together to create a construct of themselves as ‘somebody 

who does homework’. The self-description was ascertained collaboratively from 
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BEHAVIOUR 

 

Figure 3.1: Root and Exploratory Questions Model (Beaver, 1996) 

 

responses to earlier questions and appropriate importance, implications, opposites 

and behaviours were co-produced to present each participant’s view of themselves as 

a homeworker. 

3.8 Data Collection  

3.8.1 Interview design  

As noted previously, semi-structured interviews are considered the most appropriate 

method of collecting rich and detailed data for studies exploring experience based 

research questions (Braun & Clarke, 2013). As this was my first piece of IPA research, 

I used the guidance from Smith et al (2009) to structure my interview and created a 

set of ten open ended questions aiming to answer my research questions. The first 

two research questions were addressed through themes relating to the participant’s 

relationship with homework, significant experiences, their homework journey 

throughout school and homework’s links to other aspects of their life. The final 

research question was addressed through themes relating to skills and challenges 

participants have experienced and their perceptions of homework’s impact on their 

learning. Each of the questions was phrased in a neutral way allowing for an element 

of interpretation on the part of the participant.  

The first three questions were broad so participants would have the freedom to talk 

about their experiences and convey information they felt was important. The next four 

questions had a more specific focus intended to guide the participant towards thinking 
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about particular aspects of their life in relation to homework. Question 8 promoted 

discussion around the links between homework and classwork before the interview 

concluded with the miracle question and self-description. With regards to prompt 

questions, I aimed to ‘go deeper’ by adopting the approach suggested by Smith et al 

(2009) of ‘exposing the obvious’ and asking questions such as, “Why? How? Can you 

tell me more about that? Tell me what you were thinking? How did you feel?” (p.68). 

The majority of my prompt questions were guided by the information offered by the 

participants and designed to encourage the offering of further information.  

3.8.2 Pilot interview 

The purpose of conducting a pilot interview is to assess the research process and 

ensure it is effective (Oliver, 2014). I felt a pilot interview would be appropriate for 

ensuring my questions were relevant and could be understood by my target sample. 

My pilot interviewee was Iris, a Year 11 pupil from a different school with an interest in 

the topic of homework, who I was introduced to as a member of the young researchers 

group. As a Year 11 pupil, Iris was closer to her GCSE’s than the Year 10 participants 

were so we agreed to carry out the pilot interview at the beginning of the academic 

year so as to have little impact on her studies. Prior to the interview we discussed my 

dual roles as researcher and TEP so Iris was clear about the distinction. The pilot 

interview was carried out in September 2019 in a neutral location and took 

approximately 45 minutes.  

I found the interview helpful practice for questioning and prompting in a way aligned 

with IPA. As the interview progressed I felt I was better able to encourage Iris to 

expand on her answers without leading her in a particular direction. This helped me 

feel more confident about carrying out the interviews for data collection. I asked Iris to 

read through my Information Sheet and Consent Form as well as for her thoughts 

about being an interviewee. She felt my materials were age appropriate and suitably 

interesting but it would be worth including interview questions about stress and 

workload. While I appreciated this feedback, I felt incorporating these themes might 

result in questions that were too leading. However, I was mindful of this feedback while 

carrying out data collection to ensure I was aware of this as a topic that potentially 

could have been raised. The final Interview Schedule can be found at Appendix C, 
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although I also reviewed the questions after each interview to ensure the data I was 

collecting was appropriate (Braun & Clarke, 2013). 

3.8.3 Interview schedule  

All six interviews were carried out in January and February 2020. Four participants 

chose to be interviewed at school, one at home and one at a café local to the school. 

I felt it was important to offer participants a choice of location so they would feel 

comfortable talking to me. Each participant was interviewed once and interviews were 

recorded using a digital Dictaphone, with the participants’ permission. I had already 

spoken to the participants by telephone prior to the interview and I was able to refer 

back to aspects of this discussion as part of my rapport building, finding out more about 

each participant and how they were feeling on the day. In the school, the gatekeeper 

had arranged for interviews to take place in a small private room while the interview at 

the participant’s home was carried out in the kitchen and at the café, we were able to 

use a quiet comfortable space away from the area where customers were seated. 

After spending some time building rapport, I went through the Information Sheet and 

Consent Form with each participant, copies of which can be found at Appendices D 

and E.  

Each participant was asked all ten questions in the same order; however, the prompts 

and conversation in between those questions varied across each interview depending 

on the information offered by each participant. Most of the participants needed at least 

some prompts which personalised the original question and rephrased or clarified it in 

a way that ensured its meaning was understood. I felt the flexibility afforded by semi-

structured interviews worked well for this age group as it allowed me to ensure I was 

personalising my approach according to individual need. After each interview I 

reflected on how the wording of questions had been received and considered 

adaptations as necessary. I felt the quality of my data was reasonable but there was 

variation in its richness. Some participants were more verbose than others, while some 

were less verbose but more succinct. Although I felt much of this related to individual 

differences in social communication, it also seemed linked to the different views each 

participant held about homework and the feelings these views generated.  

However, one interview was significantly shorter and less detailed than the others. 

Fred found it challenging to discuss his experiences in great depth and although lots 
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of prompting was offered in order to flesh out his contributions, many remained of a 

superficial nature. In this respect, Fred’s shorter answers and my lengthier contribution 

somewhat contradicted the quality criteria of an interview (Kvale, 1996). Nonetheless, 

Smith et al (2009) acknowledge that IPA is not a quest for ‘perfect’ data and as 

researchers, “we simply aim to understand our participants’ perspectives as best we 

can” (p.55). Indeed, Kvale (1996) argues eloquence and coherence do not 

automatically constitute a high quality interview. Fred was still able to convey that his 

experiences were characterised by a level of challenge and difficulty which stretched 

across home and school, even as he used relatively few words to do so. I feel the 

ethical implications of including interviews of this nature are important, as Fred has the 

right to have his voice heard as do all CYP (DfE, 2015; UN, 1989).  

3.9 Data Analysis  

I transcribed all six interviews myself so I could fully immerse myself in the data. After 

completion, I arranged for each participant to read through their transcript in the 

manner requested at interview. Fred and Ruby asked to do this with me in person so 

I arranged a home visit with each of them. The remaining four participants asked for 

their transcripts to be sent electronically so each was sent in an encrypted and 

password protected file, with the password sent separately. All participants were 

happy with their transcripts, although Fred noted I had misheard one of the words he 

uttered and this was subsequently amended. Once all six transcripts had been 

checked, I began the process of data analysis. In order to focus on interpreting the 

meaning of the content, I aimed to produce a semantic record rather than 

transcriptions detailing every prosodic aspect of the recordings (Smith et al, 2009). As 

this was my first experience of IPA research, I decided to use the framework for data 

analysis outlined by Smith et al (2009). I felt this structure would guide me through the 

data analysis process and given I already had experience using thematic analysis 

(Braun & Clarke, 2013) on previous research projects, I felt it would be valuable for 

my own development too. The method of data analysis used in IPA is broken down 

into six stages, a description of which is as follows: 

Step 1 – Reading and re-reading  

After transcribing, I read through each transcript in its entirety whilst listening to the 

audio recording. It is suggested this can help to imagine the participant’s voice during 
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later readings and contribute to a fuller analysis (Smith et al, 2009). I subsequently re-

read each transcript so I was able to build a complete structure of each interview and 

the manner in which it flowed prior to beginning analysis.  

Step 2 – Initial noting  

I then began making notes on the transcripts as exploratory comments, detailing 

anything that appeared interesting and focusing on individual words and phrases. I 

tried to group these exploratory comments according to whether they were 

descriptive (describing the content of what was said), linguistic (exploring the specific 

use of language) or conceptual (engaging at a more interrogative and conceptual 

level) (ibid). I found thinking about the transcripts in this way helped to organise my 

thoughts and clarify exactly what it was I was taking from the data. 

Step 3 – Developing emergent themes  

This stage moves away from the transcript itself by identifying emergent themes from 

the exploratory comments generated in the previous step and reducing the volume of 

detail without compromising on complexity (ibid). At this stage the focus was on 

producing concise statements serving to capture that which was important in particular 

segments of the transcript. Themes aim to reflect both the participants words and the 

researcher’s interpretations (ibid). Pearl’s transcript, including exploratory comments 

and emergent themes, can be found at Appendix N as an example of Steps 1-3. 

Step 4 - Searching for connections amongst emergent themes  

Up until this stage, themes had been ordered chronologically and the purpose here 

was to plot how these emergent themes related to each other and fit together to create 

super-ordinate themes. I found printing out a list of the emergent themes and cutting 

them up allowed me the freedom to think more creatively about how they might link 

together or if they needed to be discarded. As a novice IPA researcher, I found the 

process of abstraction, that is putting ‘like with like’, to feel a more natural way of 

grouping themes, although I also used numeration to prioritise themes which occurred 

frequently as this often seemed an indication of importance. Once I had completed 

this process, I created a thematic map for each participant with columns detailing 

emergent themes, sub-ordinate themes and super-ordinate themes. The six thematic 

maps can be found at Appendices G to L.  
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Step 5 – Moving to the next case 

After completing each of these steps for the first transcript, I moved to the next one 

and repeated steps one to four. In line with the idiographic approach of IPA, I tried 

hard to bracket the ideas which had come from the previous analysis but I did not find 

this easy. In an effort to treat each transcription as an individual case in its own right, 

I made use of my reflective diary so I was able to note down any emerging 

interpretations away from the transcript I was analysing. Once I completed these 

stages for each transcript and produced six thematic maps, I used these to explore 

convergence and divergence across cases in the final step.  

Step 6 – Looking for patterns across cases 

In this stage, I was aiming to identify themes shared between the group of participants 

as a whole as higher order concepts, while also upholding the unique themes that 

characterised each individual experience. I found this to be an especially creative 

process, where I re-organised and re-labelled themes to ensure I was accurately 

representing each participant’s experience as well as creating an account of shared 

meaning. Five themes were constructed from the data which were shared between all 

six participants and the following chapter will discuss these in detail, along with how 

they manifested for individual participants. Once I completed the examination across 

cases, I created visual representations of each participant’s sub-ordinate and super-

ordinate themes which are included in Chapter 4.  

3.10 Ethics 

It is imperative that research is carried out in an ethical manner and in accordance 

with appropriate guidelines. Ethical approval for this research was granted by the 

School for Policy Studies Research Ethics Committee at the University of Bristol on 

13th September 2019 and a copy of the acknowledgement can be found at Appendix 

F. In this section I shall describe the key ethical issues related to carrying out research 

with YP and refer to two key documents published by the BPS, the Code of Human 

Research Ethics (BPS, 2014) and the Code of Ethics and Conduct (BPS, 2018).  

3.10.1 Avoidance of harm  

A fundamental tenet of all research is that researchers should do no harm and conduct 

their research with respect for the rights and dignity of their participants, in order to 
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foster a sense of trust and confidence in the research process (BPS, 2018; 2014). I 

tried to consider the risk of harm in as broad a context as I could while preparing my 

ethics application, factoring in the risk of both potential physical and psychological 

harm. Participants were offered a choice of location for the interview and I ensured the 

venue offered appropriate levels of safety and privacy. At each stage of the research 

process, participants were reminded they could end the interview at any time and ask 

for their data to be withdrawn, without having to give a reason for doing so. Before 

beginning each interview, it was clearly explained that a range of support and services 

could be signposted by the researcher, should either the participant or the researcher 

feel they were needed.  

3.10.2 Informed consent  

Guidelines clearly state each research participant should freely give their consent and 

such consent should be based on the provision of adequate information, on the 

understanding participants have the right to modify or withdraw their consent and ask 

the same of any data subsequently generated (BPS, 2014). In addition, researchers 

should demonstrate integrity by being honest, truthful and transparent about the 

research process so participants are able to make a fully informed decision (BPS, 

2018). I prepared an Information Sheet and Consent Form using age appropriate 

language and went through these materials in my pilot interview to ensure they could 

be fully understood by my target sample. Participants were provided with written 

information about the study prior to the interview, which was fully explained in person 

and opportunities for questions were explicitly referenced. It is considered good ethical 

practice to seek consent from those who may also be affected by the research, along 

with the participants (BPS, 2014). I therefore chose to obtain verbal consent from the 

participants’ parents so they were fully aware of their child’s role in my research. I felt 

verbal consent would be sufficient given the age of my participants but if my research 

had a more sensitive topic then I would have sought written consent from parents too.  

3.10.3 Confidentiality 

Participants have the right to expect that the information they provide and their data 

will be kept confidential, with appropriate anonymity afforded by the researcher (BPS, 

2014; 2018). While researchers should always prioritise confidentiality, it is 

acknowledged there are limits to confidentiality and a duty of care to prevent harm can 
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and should override a duty of confidentiality (BPS, 2014). At each interview I discussed 

the concept of confidentiality, how it related to the study and was clear about its limits 

including what would happen if I felt there was a risk of harm to the participant or any 

other person. However, each interview was completed without the need for breaching 

confidentiality. I employed the use of pseudonyms for all participants, as well as 

individuals who were named by them during their interview, in order to preserve 

anonymity. 

3.11 Validity  

The concepts of reliability and validity originated with quantitative research and 

according to Bryman (2012), are concerned with how consistently a study measures 

a concept (reliability) and whether it actually measures that which it intends to measure 

(validity). While the conventions for assessing the quality of quantitative studies 

dealing with numerical data are well established, standards for qualitative research 

where data takes the form of words are more conflicted (Fox et al, 2007; Yardley, 

2000). However, it is important that qualitative studies are still able to demonstrate 

value and integrity, despite their differing goals to quantitative research, so for this 

reason I aimed to adhere to Yardley’s (2000) four broad principles of validity: 

Principle 1 - Sensitivity to Context 

Such sensitivity could relate to the existing literature, cultural context or relevance for 

the participants (Smith et al, 2009; Yardley, 2000). I feel I was sensitive to the context 

of my study in relation to the lack of previous research seeking the views of CYP on 

homework and also through the reciprocal nature of the interactions engaged in during 

interview. I was careful to build rapport with the participants and demonstrate empathy 

so they would feel comfortable and supported throughout the process. I also 

endeavoured to be sensitive to the views of teaching staff when considering 

implications for practice, lest some recommendations be construed as criticisms.  

Principle 2 - Commitment and Rigour 

This relates to the degree of depth shown by the researcher with regards to 

engagement with the topic and analysis of the data (Yardley, 2000). I feel this was 

evident in my use of psychological tools, as these were employed to support the 

engagement of the participants and the depth to which we explored the topic. 
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Conducting a pilot interview also contributed commitment and rigour as it afforded an 

opportunity to ascertain the effectiveness of the interview schedule with a YP who 

shared similar experiences to the six participants. Throughout each interview I strived 

to be attentive to what the participant was saying (Smith et al, 2009) and pick up on 

comments that could be probed further while ensuring I gave each individual the space 

to contribute that which was important to them. While analysing the data I was mindful 

of the need to move beyond description and towards interpretation of meaning, to 

ensure appropriate rigour (ibid).  

Principle 3 - Transparency and Coherence 

Transparency should be evident in the researcher’s description of the methods used 

and presentation of the data (Yardley, 2000). I tried to ensure I was clear about every 

stage of the research process and included all the information I felt would be needed 

by the reader. I aimed for coherence between each element of the study so the review 

of relevant literature and the theoretical assumptions of IPA could be clearly seen as 

linked to my data collection and its subsequent analysis. I have included Pearl’s 

completed transcript at Appendix N as an example of the idiographic data analysis 

process, completed thematic maps for all six participants at Appendices G – L and a 

table of all super-ordinate and sub-ordinate themes at Appendix M. 

Principle 4 - Impact and Importance  

Arguably, the real utility of a piece of research relates less to the manner in which it 

was conducted and more in its application to the lives of others and whether it conveys 

something of interest or importance to the reader (Smith et al, 2009). Yardley (2000) 

contends the ultimate value of any piece of research should be assessed by the 

population for whom the findings are most relevant. To this end, the implications 

generated from research are crucial as it links the data back to the participants who 

contributed the views upon which they are based. I was therefore careful to maintain 

my commitment and rigour throughout this stage of the research, so I was representing 

my participants with accuracy, fidelity and purpose. It is hoped these implications will 

also have impact for practice, with a role to play in developing professional 

understanding of homework.  
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3.12 Conclusion  

This chapter offered a description and justification for the methodology and methods 

guiding my approach and seeking to answer my research questions. I discussed my 

rationale for choosing a qualitative approach, my ontological and epistemological 

positions and located these in the context of IPA. I outlined the theoretical and 

philosophical underpinnings of IPA along with its key features of phenomenology, 

hermeneutics and idiography. I detailed the research design for my study, process of 

recruitment and procedures for collecting and analysing the data before considering 

pertinent ethical issues. The next chapter will present an analysis of my findings. 
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CHAPTER 4: FINDINGS 

4.1 Chapter Overview 

The aim of the current study is to explore YP’s experiences of homework, with Chapter 

3 outlining the methodology and methods employed to answer the research questions 

developed from the literature review. The purpose of this chapter is to present the 

findings from the data analysis, which I have chosen to represent idiographically so 

each participant’s unique experience of homework can be understood as a whole 

(Smith et al, 2009). I will introduce each participant, provide a visual representation of 

their themes and discuss these themes using a variety of quotations in order to 

illustrate their experiences. Five super-ordinate themes were constructed from the 

data, that of Autonomy, Reciprocity, Relationships, Affective State and Identity. All five 

themes were recurrent for at least two thirds of the corpus and the themes of relevance 

for each participant are presented graphically in Figure 4.1.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.1: Visual representation of super-ordinate themes 
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Autonomy relates to the independent skills and strategies used by the YP to support 

their learning. Reciprocity refers to how the role of the teacher in the homework 

process can manifest as either a source of support or challenge. Relationships 

concerns issues of passion, conflict and challenge, the role of peers and function of 

friendships. Affective State discusses the emotional experiences and issues of 

motivation associated with homework. Identity relates to the YP’s perceptions of 

homework, values as learners and factors that work to support or challenge their 

feelings of competence. Four or five super-ordinate themes were relevant for each 

participant and within each of these manifested a range of sub-ordinate themes 

reflecting their individual experiences of homework. A complete table of all super-

ordinate and sub-ordinate themes for each participant can be found at Appendix M. I 

begin each section with a brief profile of the participant and key features of the 

interview, to provide an element of context for the reader.  

4.2 Betsy 

Betsy has aspirations to attend university and a key feature of her interview was her 

broad conceptualisation of learning, including how much she enjoyed interacting with 

the world and immersing herself in new experiences. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.2: Visual representation of Betsy’s themes  

Affective State 
Homework as an 

emotional 
experience 

Aspirations as a 
champion of effort 

Autonomy 
Adopting a 

rational action 
approach 

Independence 
promotes growth 

Identity  
Values as a 

learner 
The importance 

of teacher 
feedback 

Reciprocity 
Teacher 

relationships and 
learning  

Impact of workload 
on well-being 



72 
 

4.2.1 Autonomy 

Adopting a rational action approach  

Betsy adopts an economical approach to managing her workload, where a clear 

understanding of the limits to her knowledge ensures she focuses her attention on 

implementing strategies supporting her areas of need: 

when you get dates in history [to learn], sometimes that’s harder cos I’ll need to put 

it in a flashcard or something to remember it 

Here, she recognises maths is a subject she may need teacher support with and plans 

her schedule accordingly to ensure if she needs support, she will be able to access it: 

I always do maths on Friday cos it’s the day I get it and I can go see him if I have 

any problems 

Betsy’s planned approach extends to revision, a task she values as it offers 

opportunities for personal development. A confident knowledge of her strengths in 

memory shapes the way she organises a task: 

I’ll…read through [my notes] and write down the stuff I don’t remember…so…I know 

what I can do and what I can’t do and then I just put it onto flashcards 

Independence promotes growth  

Betsy showed an awareness of her strengths as a learner, specifically her memory, 

retention and retrieval. She gave examples of how she uses this knowledge 

confidently, to influence the approach she takes when planning her homework:  

some stuff I remember more easily so I don’t spend the same time on every single 

homework 

Betsy also uses independent strategies to support her learning when facing 

challenges. She values being able to verbalise her thoughts and share them with a 

trusted adult for the way it helps to move her thinking along when she feels stuck: 

[we] just talk it through, sometimes my mum will know what it is or what I have to do 

and she can explain it and I’ll know what it was 

In addition to seeking out these opportunities, Betsy talked about the cognitive benefits 

of exploring a problem and attempting to solve it even when she does not know the 

answer: 



73 
 

if you give it a guess then you’re thinking about it anyway and then it makes you 

remember it more when you know if you’ve got it wrong or right  

Betsy implements a range of autonomous strategies to support her approach to 

homework and learning. The development of these strategies is underpinned by the 

confidence she has in her own skills and abilities, which evolved from a combination 

of her experiences and the positive reinforcement received from adults for her efforts. 

4.2.2 Reciprocity  

Teacher relationships and learning 

Betsy benefits from the support of the teacher to move her learning forwards, as the 

relationship between them is personalised and enables scaffolding from an 

experienced other to take place: 

when someone’s explaining it…you find questions…so they’ll explain something 

and you’ll think ‘well why is that?’ and…’if you said that earlier why are you saying 

that now?’ and in class you can actually ask those questions  

In the context of homework, Betsy felt the lack of reciprocal interaction with the teacher 

impeded her progress, especially when she encountered novel learning:   

if the homework is trying to teach you something rather than go over something…it 

helps to have someone who’s there…and you can interact with it more 

She also noted a lack of explicit teaching around how to complete homework, 

specifically around balancing timescales and effort:  

when you first start, it’s all about making a good impression and you never really 

know what amount you should be doing 

For Betsy, the relationship with her teacher was a crucial mechanism underpinning 

her learning and she valued reciprocal communication as it enabled her to maximise 

her progress. Betsy highlighted how challenging it can be to engage in novel learning 

without scaffolding from an experienced other to develop existing skills, support the 

emergence of new ones and assist with problem-solving.  

Impact of workload on well-being 

The quantity of homework was a theme Betsy returned to throughout the interview. It 

appeared closely linked to her well-being, with increases in workload leading to a 

corresponding decrease in opportunities to engage in activities that might support it: 
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it’s so much more than just exams, I know how important they are…but it is also 

about living as well and…with all of that homework you don’t get the chance to…find 

what you actually want to do with your life 

After finding she was spending a significant proportion of her weekend completing 

homework, it was this reduction in leisure time that motivated Betsy to ensure a more 

prudent judgement of the effort required for task completion:  

I think I got fed up of spending my weekends doing it…so like I’d get home [from 

school] and… just do it 

The quantity of homework Betsy received was linked to her well-being. She likes to 

complete her homework to a high standard but her conscientious approach became 

problematic when the quantity of homework increased as it meant she lost time at the 

weekend to recuperate. Betsy made a judgement about her situation and surmised 

that, in the absence of a reduction in workload from her teachers, a reduction in effort 

would be the best way to balance her workload and well-being. 

4.2.3 Affective State  

Homework as an emotional experience  

Betsy’s emotional experience of homework was characterised by feeling overwhelmed 

at the quantity of homework combined with her conscientious approach to completion:  

I’ll get home and…won’t stop until about half six… then sometimes…I’ll have to carry 

on after dinner…so it puts me in a mood I think, having to work for that long 

She described how the quantity increased throughout middle school, with a significant 

increase coinciding with her transition to upper school. She perceived this was due to 

the range of subjects studied and noted that after choosing her GCSE options for Year 

10, the quantity of homework became more manageable:  

going into Year 9 you suddenly had…everything else as well as…core subjects and 

you’ve got a piece a week for each of them…I think it’s actually got better since I 

picked subjects 

Betsy ascertained that reducing the time spent working on individual pieces of 

homework enabled her to manage her overall workload more efficiently. However, her 

emotional experience of homework is closely linked to the quantity she receives as 

her long working hours often result in negative affect.  
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Aspirations as a champion of effort 

Betsy often made reference to being motivated to complete her homework as she 

understood there were long term benefits to the effort applied now:  

I…do it because I know it’s going to help me in the long run…I’ve never had a 

detention…it’s more…I see the point in doing it, rather than…I’m deterred by the 

detention 

When discussing tasks perceived to be purposeless, Betsy conveyed that meaningful 

work, the purpose of which she understands, is likely to increase her motivation for 

completing it:  

when it, seems pointless what I’m doing [and] I don’t understand why I should be 

doing it, I don’t like doing it 

Betsy feels motivation to complete purposeful tasks is important, as it enables 

opportunities to work in a more autonomous manner:  

I also think there’s something about doing something voluntarily rather than having 

to…cos then you can guide it yourself 

Betsy’s aspirations appeared to operate as a champion of her motivation as she has 

academic goals for her future and perceives working hard is a means of achieving 

those. However, if she is unclear about the purpose of the work then her motivation is 

significantly reduced. Betsy’s ability to think critically about how tasks are developing 

her learning contributes to her belief that being motivated to complete homework adds 

value to the learning process as it will support the development of autonomy.  

4.2.4 Identity  

Values as a learner  

Betsy talked eloquently about the value of broad learning experiences. She 

conceptualises education as reaching beyond that which is taught in schools even as 

it is simultaneously being curtailed by it:  

I like going out places, and education I think is more than the exams and we live in 

[this county] and it’s so beautiful…I like going out places and seeing stuff and I don’t 

have as much time to do that  
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In addition to this, Betsy values the opportunities for autonomy and creativity 

associated with coursework and she views this as purposeful because of its role in 

contributing to her final grade: 

in textiles I get coursework to do so it’s got to be really good…because it’s not just 

like revision for a test at the end…it’s the actual test 

Purposeful learning tasks are important to Betsy because in addition to enhancing her 

motivation, she can see they are meaningful for her future. However, her broad 

conceptualisation of learning appears to create some conflict with her current situation. 

Betsy recognises her academic responsibilities are a priority but also expresses 

frustration that her commitment to them restricts her opportunities to engage in a form 

of learning that is equally valuable to her.  

The importance of teacher feedback  

Betsy talked passionately about receiving feedback on her homework from teachers. 

A lack of feedback generated feelings of frustration and often led to Betsy questioning 

the purpose of having completed the homework at all: 

it annoys me when you do a homework…then they don’t mark it cos it was like 

‘what’s the point of doing it?’ cos we haven’t had any feedback [and] I haven’t 

improved since I’ve done it…that’s one of the things where I don’t see the point  

Betsy feels the purpose of feedback is to build competence in her learning and drive 

improvement in her work, with the absence of the opportunity to do this being the 

source of her frustration. She recognises the links teachers make between their 

feedback and input during lessons, appreciating she can combine the two and 

implement that in future tasks to develop her skills: 

sometimes it’s stuff like ‘the introduction’s quite weak’ but then we’ve had stuff in 

class on how to do a better one 

A recurrent theme for Betsy is the important role homework with purpose and meaning 

plays in increasing her motivation and developing her future learning. She identifies 

as a competent learner who is diligent in fulfilling her responsibilities, to the extent she 

sacrifices opportunities for broader learning experiences to ensure task completion. 

Betsy expresses frustration when feedback is not provided by teachers and it is my 

interpretation this too undermines her motivation as she feels her level of commitment 

is not being valued by those who are able to develop her competence even further. 
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4.3 Florence 

Florence has aspirations to attend university and a key feature of her interview was 

the impact of her passion for cheerleading on the balancing of her homework load.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.3: Visual representation of Florence’s themes  

 

4.3.1 Autonomy  

The necessity of organisation   
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of homework but also developed further as a result of it:  

I think maybe my memory has benefitted a lot because obviously if we get…a 

similar…[task] I’ll know exactly how to do it  

Florence competently negotiated the academic challenges of homework but an 

ongoing issue was around time management. However, she was able to use her 

organisational and planning skills as a problem-solving mechanism to cope with these 

challenges:  
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I think the only challenge I have with homework is…time management…and that 

just means I’ve got to…plan my whole day out and know when I’m going to do 

certain things 

Florence appeared to have learnt that organising her workload was an effective 

method of combining her passion for cheerleading with her academic responsibilities. 

She took pride in her ability to do this and felt there were benefits to her ongoing 

learning from the reciprocal exchange between her efforts and her subsequent 

accomplishments. 

Independence promotes growth    

Florence talked about strategies used to support her learning and how she picked 

these up from her family and earlier educational experiences. She had an overarching 

awareness of all her subjects and used this to make links between different elements 

of the curriculum in order to support her learning: 

if…subjects…interlink that’ll help me make a connection…then [I’ll] use something 

from my English in my history or…I might remember how to translate something in 

a certain way from French in Spanish 

When asked about a piece of homework that was significant for her, Florence 

described a task which had been challenging in terms of planning and organisation. 

However, she was pleased with the outcome and highlighted the strategies used and 

how they structured her approach:  

I did…a mind map…did a part on structure and a part on language…took bits out…I 

wanted to use, and the rest…stayed in my folder if I ever needed to use them again 

Florence’s description of this piece of homework encapsulated the relationship 

between her organisational skills, why they were important to her and how they 

evolved from her use of independent strategies. She needs to be organised to balance 

her equally important and demanding priorities and it appeared when she is able to do 

this successfully, it is a source of significance for her.  

4.3.2 Relationships  

Passions and their conflicts  

One of the most important relationships in Florence’s life is with cheerleading and she 

is committed to practice several times a week. Although she acknowledges her 
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passion is the primary reason for temporal challenges around homework, Florence 

feels it is a significant source of support for her well-being which helps her cope with 

those challenges:  

I don’t really feel like dropping one of the days for cheerleading because that’s what 

keeps me…not stressed and relieves the stress  

However, there are times when Florence’s academic commitments take priority, most 

notably when she has a test to revise for:  

there’s been a couple of times on a Thursday if I have a test on a Friday I wouldn’t 

have gone to cheer because I’d have revised for that 

This appears to reflect an ongoing balance for Florence, between her passion and her 

commitment to homework, requiring a frequent reassessment of her priorities. It is an 

issue she feels is compounded by the lack of structure to the pattern of homework 

delivery: 

sometimes one week I’ll have barely any…but then some weeks there’ll be piles and 

piles…so it’s a bit difficult when there’s a lot and it’s not very structured  

Florence’s relationship with cheerleading is strongly linked to her relationship with 

academia. They are equally important to her but both make significant demands on 

her time necessitating a constant negotiation, to ensure she plans efficiently and 

organises her schedule in a way that allows her to fulfil her responsibilities.  

Families as buffer and challenge  

Florence has a supportive relationship with her family and it is clear her father has had 

a positive influence on her learning, particularly in the development of independent 

strategies. Florence illustrates how helpful parental modelling was for identifying 

strengths and needs as well as an appropriate strategy for seeking support:  

when I was younger I did my homework with my dad…from there…I…picked up that 

I need to see what I can do and then I need to ask the teacher for help if I don’t know 

While Florence is resistant to reducing time allocated for her hobby to accommodate 

homework, there are still occasional concessions to be made and when there are, she 

chooses to sacrifice time with her friends:  

on a week where I…have a lot, I won’t really go out to meet my 

friends…or…communicate with them…it’ll just…be in school when I see them 
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Florence’s family act as a buffer against this loss of social interaction with her peers, 

as well as for coping with challenges more broadly, as they eat dinner together every 

evening and use this as an opportunity for discussion. Florence feels that when she 

needs to create additional time to fulfil her responsibilities, time spent with her friends 

is a worthwhile sacrifice. She is still able to meet her need for social interaction at 

school and the supportive relationship she has with her family is likely to mitigate the 

impact of this loss even further. 

4.3.3 Affective State  

Homework as an emotional experience  

Florence’s emotional experience of homework was characterised by feelings of 

anxiety. Her challenges in balancing her passion with her workload were noted earlier 

as a key factor driving her organisational skills. While such skills are undoubtedly a 

strength, they also appear to be a source of anxiety: 

F: I find it really difficult to go away from that schedule because that’s the way I’ve 

planned my day and I…want to stick to that schedule  

I: why is it important to stick to that schedule do you think? 

F: …I think it’s just like a control thing I have [laughter] I want things to be a certain 

way and my mind likes how those things are, it’s just like habits I have 

Florence attributed her early educational experiences in Europe as a key mechanism 

for shaping her perceptions around the manageability of homework. She described 

feeling the quantity received while abroad was a heavy mental load that even at a 

young age, was a source of stress for her:  

I would take a break but then I knew in the back of my mind I’ve still got it to do and 

that would just stress me out more than the fact that I’d have to do it 

Florence has long found tolerating the anxiety created by her awareness of 

uncompleted tasks to be a significant motivating factor, with these feelings a theme 

revisited when discussing her current experience of homework:  

it’s quite frustrating because…you just can’t focus on anything else…which…stops 

you from doing other things cos all you can think about is that homework you need 

to do 

Florence is not only coping with the logistical challenges of managing her homework 

but the emotional challenges too. It is important she is able to progress academically 
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and pursue her passion but ensuring her well-being does not suffer as a result is an 

ongoing challenge. While Florence has developed her organisational skills as a 

mechanism for coping with the temporal challenges she experiences, those same 

organisational skills become less of a support in the context of her emotional 

experiences.  

Aspirations as a champion of effort 

Florence demonstrated a commitment to her learning and was highly motivated to 

engage with homework. While she appreciated the external rewards received for 

completing homework tasks, these were incidental benefits as Florence was primarily 

motivated by her own goals for the future and the steps needed to take to achieve 

them:  

I know I want to do university…but…I can’t get there unless I take one step at a time 

I can’t just think ‘oh yeah I’m going to start revising now’ when I’m not even doing 

my homework 

A recurrent theme for Florence was how the autonomous choice her GCSE options 

offered was both welcomed and a key mechanism for increasing her motivation. A 

sense of autonomy also stimulated her motivation to learn as well as her desire to 

work in a way that ensured her further development:  

in Year 9…I…did it well and just handed it in whereas now, I’ll…see what I struggled 

with and…ask for help with that…so then I know…this is what I need to develop on  

Homework is an important step towards goal attainment for Florence so purposeful 

tasks, which have their roots in subjects she is interested in, are crucial for maintaining 

her motivation. Florence expends considerable effort balancing her responsibilities, 

planning how to fulfil them and managing the feelings of stress arising from doing so. 

It is my interpretation she needs to feel there is a sense of purpose and a greater good 

to justify her sacrifices.  

4.3.4 Identity  

Perceptions of homework  

As discussed earlier, Florence balances multiple responsibilities and her commitment 

to each of them creates temporal challenges which necessitated the development of 

her organisational skills but also created a source of anxiety. In keeping with this, 
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Florence talked with frustration about what happens when other pupils do not meet 

deadlines:  

if…they say ‘I’ve forgotten my homework’…they’ll be like ‘oh you can bring it to me 

on Monday’ but…that’s giving them three or four more days to finish the homework 

She highlighted how difficult it is for teachers to ascertain why a pupil may not have 

completed their homework and demonstrated a strong sense of justice when 

discussing those who may employ dishonesty as a means of escaping consequences:   

you’ll hear them say to their friend ‘oh I haven’t done it I’m just going to tell her I’ve 

forgotten it’ and then they get another five days to do it and I think that’s really unfair  

It is my interpretation that because Florence is consistently bound by time pressures 

and coping with the feelings of stress this creates, she perceives time to be a finite 

and thus valuable resource. She therefore views the additional time these pupils are 

given to complete their homework as a reward that she is not eligible for, as she is 

working hard enough despite the effort this entails.  

The importance of teacher feedback 

Florence strongly believes in the provision of feedback to develop competence. She 

highlights how strengths based feedback in particular focuses her attention on that 

which should be incorporated again at times of assessment:  

if I just didn’t get any feedback…I wouldn’t know what I did well and if I should use 

that again in the exam…I think it just kind of validates what I’ve done, and helps me 

improve 

She also values working collaboratively on feedback in lessons as it offers 

opportunities to implement areas for development in a safe, supported environment:  

we’ll get…a target we need to work on then…write down development points that 

generally everyone struggled on and…write…a paragraph that we could have done 

a bit better  

A recurrent theme for Florence is the considerable effort she expends balancing her 

responsibilities and ensuring they are fulfilled efficiently and effectively. She values 

opportunities for autonomy and recognises they increase her motivation to complete 

tasks and identify areas for development. Florence is a competent learner but feels 

the teacher plays an important role in validating and guiding her autonomy to support 
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the development of competence appropriately. Her identity also appears to be a 

contributing factor to the feelings of anxiety she experiences when there are 

uncompleted tasks waiting for her, as this conflicts with her view of herself as a 

competent learner. 

4.4 Fred 

Fred finds school very challenging and homework even more so, with a key feature of 

his interview being how homework merges the boundaries between school and home, 

creating a significant source of stress.  

 

 

 

 

 

 

 

 

 

 

 

Figure 4.4: Visual representation of Fred’s themes 
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the material for him, although he did not feel able to do this frequently at school. Even 

when he did, he was not always able to articulate the full extent of his difficulty:  

I could understand what we were supposed to do but…I didn’t understand how you 

did the thing that happened before…so I asked my maths tutor 

Fred explained his lack of relationship with the teacher at school guided his decision 

making process and he chose instead to seek support from his private tutor. It is my 

interpretation that when Fred feels vulnerable due to his lack of understanding, he 

feels safer to expose that vulnerability and seek support in the context of a relationship 

he values and feels is supportive.  

Lack of awareness of pupil experience  

There were several sections during Fred’s interview where there appeared a 

discrepancy between his perceptions and those of his teachers. This manifested in 

different ways but a recurrent theme was how he felt teachers were not always aware 

of his experience. Here, Fred talks about the feedback he received for a piece of 

homework and the apparent discrepancy between teacher expectations and his 

perceived ability to fulfil them: 

F: in history everyone just wasn’t using the right words… 

I: why do you think…[you] weren’t…using the right words?  

F: because I don’t really think to use ‘as a result of’ or ‘consequently’ 

Fred also talked about his preferred method of revising and how this conflicts with 

what is recommended by teachers:  

I: …so how often do you have to do an hours revision for that test then? 

F: well through the whole, kind of week but then…if I didn’t do it all at once I’d usually 

end up forgetting  

Fred’s justification for completing his revision in one session and not spreading it 

throughout the week was that he felt he would forget what he had learnt. He did not 

seem to have an awareness of why teachers might be recommending that pupils 

choose not to cram when revising; however, his awareness of his own difficulties with 

retention could also be seen as a reasonable rationale for his strategy. It seemed there 

was scope for teachers to develop their understanding of how Fred experiences 

homework to enable him to understand the rationale for certain aspects of teaching, 

lessening the feelings of stress he experiences.  
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4.4.2 Relationships 

Families as buffer and challenge  

As discussed, there was evidence Fred needs the support of an adult with his 

homework and benefits from the personalised approach to learning private tutors can 

offer. It was clear Fred’s parents were sufficiently concerned about his progress to 

invest in additional resources to support him. During his years in middle school, Fred’s 

mother invested significant effort in supporting him with homework:  

F: …my mum helps me with my homework as well…she helps me when it’s long 

writing answers, she helps me structure my answers  

It was evident Fred experiences significant difficulties as an independent learner and 

he talked about the ramifications of these difficulties, with the emotional impact 

affecting his whole family. Fred described it as a source of tension, explaining his 

younger brother, who has SEN, is particularly sensitive to the conflict that often results 

between Fred and his mother. Despite this, there appeared to be a circularity to the 

arguments that ensued: 

F: …my mum wants me to do the homework, I don’t want to do the homework  

I: …how do those conversations go? 

F: shouty  

I: …what’s the outcome…do you do the homework or not? 

F: yeah I never not do homework  

My interpretation is that the reciprocal interaction between Fred’s apparent low level 

of attainment and his lack of motivation to complete homework contributes to the 

challenging situation at home, with his family relationships being a source of challenge 

and the remedy for it. Fred’s mother values homework and invested considerable effort 

in supporting him to complete it; however, this remains a source of extrinsic motivation 

Fred responds to reluctantly. While he does ultimately complete his homework and is 

supported by his family to do so, this happens only after an emotionally charged 

interaction has taken place. It may well be that these are difficulties which staff at 

school remain largely unaware of.  
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4.4.3 Affective State 

Homework as an emotional experience  

Fred’s emotional experience of homework was characterised by feelings of anxiety. 

He identified homework as a source of challenge in his life, one he did not feel 

confident to cope with: 

[I] struggle because some of the homework can be very difficult…[I feel] worried 

Fred clarified his feelings of worry related to potentially receiving a detention for not 

completing his homework and although this had not yet happened, it was still a risk. 

He described occasions where he would feel so anxious that he needed a break in 

order to regulate his emotions:  

I just think [when I go back to it] I’ve calmed down because you usually get a lot of 

it at once and you can get overwhelmed 

It seemed a contributory factor to Fred’s emotional experience of homework was 

conflict created by the pressure of his academic responsibilities combined with his low 

level of investment: 

it was stressful because…it was lot of homework for things I didn’t really care about  

Detentions as arbitrators of effort  

Fred’s motivation to complete homework is low and driven primarily by avoiding 

negative consequences. In the absence of negative consequences, his motivation 

disappears completely: 

in first school, there wasn’t any…punishments for not doing it, I never used to do it 

Similarly, when Fred perceived an absence of methods to monitor completion his 

motivation was likewise affected: 

some of the pieces were ‘oh well you need to go and watch some videos on 

YouTube’ and they couldn’t check if you’d done it or not so I didn’t really do it  

He does suggest though that factors affecting his level of motivation are around a 

manageable workload and autonomous choice:  

F: …up to about year 6 or 7, there wasn’t very much homework, so that was fine… 

I: …so if your school had a perfect homework policy, what would it look like? 

F: it’d be optional 
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Fred relies on detentions as a barometer for judging his effort and he will only apply a 

sufficient amount to ensure he avoids this consequence. It is my interpretation that 

Fred’s feelings of anxiety about tasks which are outside his range of competence, 

coupled with the risk of being punished for not completing them when he is not 

invested in doing so, creates a complex emotional situation. Fred is unlikely to be able 

to resolve these feelings without support from a trusted adult and although his mother 

has made an effort to support him with this, it is understandable that tensions manifest 

within their relationship.  

4.4.4 Identity 

Perceptions of homework 

A recurrent theme for Fred is how he perceives homework to be a very challenging 

experience. It is a source of anxiety and stress, with Fred finding the merging of his 

academic and social worlds difficult to navigate. Quantity of homework is linked to his 

perceived ability to cope with it and while he is motivated to avoid negative 

consequences, he also recognises such extrinsic motivation creates challenges:  

it’s…difficult because if you don’t do it even if you’ve got a good reason you still get 

in trouble  

Fred’s view of homework as a negative presence in his life extends to his views of its 

potential impact in future: 

I: …what skills do you think you’ve developed from doing homework? 

F: … nothing really  

I: …do you think homework could help you develop some skills? 

F: probably not 

It is my interpretation that the combination of Fred’s apparent low level of attainment, 

lack of motivation and resulting feelings of anxiety around homework have created the 

conditions for his perception of homework as purposeless to develop. It is an activity 

he often engages in with adult support and it may be that his reliance on such support 

obscures any perceived opportunities for learning.  

4.5 Mabel 

Mabel has aspirations to attend university and a key feature of her interview was how 

important her relationships are, especially those with her family.  
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Figure 4.5: Visual representation of Mabel’s themes  

 

4.5.1 Autonomy  
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do it so that I can learn from that rather than just be given the answers  
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problems, Mabel evidenced a clear understanding of her needs and identified a 

suitable strategy for meeting those needs. By highlighting that she sought not to simply 
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obtain the solution from her peers, Mabel emphasised her goal was learning from each 

experience, rather than task completion.  

Independence promotes growth  

Through engaging with the learning process, Mabel identified several strategies which 

served to support her motivation as well as her learning. Here, she talks about 

incorporating creativity into homework tasks:  

I know colour helps me…and it’s just finding ways of making it fun, so it’s not as like 

‘[sigh] I’ve got to go and do it’…you can make fun of it…you can use all your fun 

stationary  

There was also evidence Mabel economised activities in order to promote efficiency:  

for my Duke of Edinburgh I sometimes…do my volunteering for seven hours so then 

I don’t have to do it for the next few weeks 

we were saying ‘oh we’re going to practice…’ so we can get that kind of stamina but 

we said ‘oh well we’ve got to revise for our health and fitness exam ok we’ll bring 

study notes along’  

Mabel talked about how the collision between her curricular and extra-curricular 

activities creates a pinch point meaning she does not have enough time to do all she 

needs to. While she has devised various coping strategies to help navigate this 

difficulty, the impact on her well-being is not insignificant and will be discussed in 

subsequent sections.  

4.5.2 Reciprocity  

Impact of workload on well-being  

A theme that emerged strongly for Mabel was the significance of workload and how it 

had a detrimental impact on her family life and leisure time: 

you’re spending your evenings doing one [or] two pieces of homework each day and 

sometimes you just wanna go home and relax and spend time with family 

you almost try and find any excuse to spend time with your family rather than your 

homework 

Mabel felt valuing emotional well-being was a priority and it was a theme she returned 

to throughout the interview. She also appeared to value teachers who prioritised well-

being on behalf of their pupils:  
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some teachers are…‘oh you can have the holiday off you don’t need homework’ 

[and] I like those teachers…because…you’ve got a week just catch up…on life  

Mabel described challenges in coping with the combination of a high workload, her 

conscientiousness, the mental load created and the resulting impact on her 

organisational skills:  

it can be quite tricky on the weekend [because] after you’ve done [homework] you 

think ‘oh I can relax’ but no you’ve got to revise 

it’s really just managing your time to get it done…sometimes they can take longer 

than you expect if you really wanna…get it done to your best of your ability 

There was a contradiction in the way Mabel talked about her perception of the 

workload, whereby she referred to it as too much but not so much that it impeded her 

completion. It is my interpretation that this reflected Mabel making sense of her 

experiences where she was simultaneously acknowledging both the challenges she 

faced and the ways in which she overcame them.  

Lack of awareness of pupil experience  

There were several occasions when Mabel commented on the discrepancy between 

teacher and pupil perceptions of timescales: 

I know they say that it should only take you 45 minutes or an hour…but often it’s 

really not often they don’t take half an hour they take an hour plus if you’re lucky 

The primary reason for Mabel exceeding recommended timescales was her 

conscientiousness and motivation to complete tasks to the best of her ability. However, 

there were times when Mabel explicitly referenced a perceived lack of awareness from 

teachers about pupil experiences of homework:  

sometimes I don’t think teachers…realise how much they’re setting or the difficulty 

of what they’re setting 

This suggests not only issues of differentiation but also that Mabel suspects there is 

no overarching framework for monitoring the total amount of homework individual 

pupils are receiving. She goes on to discuss how a lack of structure to the pattern of 

delivery can impact on her ability to manage her workload:  
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if I say this evening ‘oh tomorrow I’m going to do this’ and then get another 

piece…you’re like ‘well I have to get that done’…and then it makes it a bit more 

tricky to plan 

It is my interpretation that Mabel feels her teachers are not fully aware of the 

challenges she overcomes in order to submit her homework on time and to a good 

standard. The strategies she employs to achieve this include exceeding timescales 

and frequently adjusting her schedule so as to manage unexpected changes. While 

Mabel recognised the positive effect this had on her organisational skills, so too does 

she recognise the emotional consequences of coping with this unpredictability.  

4.5.3 Affective State  

Homework as an emotional experience  

Mabel’s emotional experience of homework was characterised by feelings of isolation. 

A recurring theme throughout her interview was how the act of completing homework 

either necessitated or resulted in feeling isolated from her family:  

recently it’s been my grandmother’s birthday…but I had to…revise…I wanted to be 

downstairs…but you’ve got to be upstairs isolated 

sometimes I don’t like being isolated in my room, sometimes I’ll do it in the dining 

room so that I’ve got people around me yet I’m not in communication [with them] 

Mabel became emotional when talking about missing the celebrations for her 

grandmother’s birthday as this brought into sharp focus the finite time left with her. 

There appeared to be a conflict where Mabel sought out opportunities to work in 

isolation so her attention improved; however, when she found such isolation 

challenging to cope with she sought opportunities for connection, even if those were 

at a cost to her attention. Mabel felt compromised by the way her academic 

responsibilities spilled into her leisure time and my interpretation is this left her in a 

perpetual state of guilt, for not concentrating at work or not enjoying the moment at 

play.  

Aspirations as a champion of effort  

Mabel was primarily motivated to complete her homework by a sense of achievement 

and knowing she was applying her full effort in order to accomplish her aspirations: 

I like to go deep into things and really try my best with things 
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I like the…creative homeworks…something that I can feel proud of at the end 

[I want] to have a good future…get into a good university 

However, she felt a sense of responsibility not only to fulfil her academic obligations 

but also to meet the expectations held of her by adults:  

it can be a bit of an overload with…everything else we’ve been encouraged to do 

Mabel trusted the adults in her world held her best interests at heart and reciprocated 

that by doing her best to invest effort in fulfilling her responsibilities. This was not 

without challenge though and Mabel acknowledged there was a link between her 

affective state and her motivation:  

sometimes you’re just more motivated [because] you’re in a better mood 

if you’re in a mood where it’s like ‘oh it’s all getting on top of me’ then you seem to 

just give up 

While Mabel’s aspirations and those held for her act as champions of her motivation, 

these same aspirations push her further by driving her motivation to pursue extra-

curricular activities that will enhance her prospects. The temporal conflict this creates 

results in overlapping boundaries between work and play which mean Mabel’s 

emotions are closely tied to her experience of homework. 

4.5.4 Identity  

Values as a learner   

A theme to emerge strongly for Mabel was her perception of homework as a powerful 

force acting as a barrier to engaging with other important activities. An especially 

valued activity for Mabel was revision:  

I try and get the homeworks done as soon as possible…so then I…have that time 

to revise but…you’ll get…more pieces and then your revision’s kind of pushed back  

For Mabel, revision was not only a mechanism for ascertaining progress but also a 

meaningful activity she valued for the role it played in helping achieve her aspirations. 

As a means of fulfilling these aspirations, Mabel also valued teachers adopting a 

scaffolding approach to support her learning and the development of her autonomy:   

they’ll usually go through the question step by step and show you how to do it… just 

to give you prompts…on how to get our brain thinking into how I can expand on that 



93 
 

As discussed earlier, Mabel valued the prioritisation of emotional well-being and her 

conceptualisation of worthwhile experiences extended to those which promoted it:  

I think it’s just so that I can…relax…maybe reading a book…so that I can kind of, 

take my brain away from…thinking about all the subjects and school  

Mabel recognises the importance of academia and working to the best of her ability is 

a crucial part of her academic identity. However, she also recognised the importance 

of ensuring a balance that maintained her emotional well-being. It represented a 

paradox for Mabel that she valued a broad range of experiences so highly and yet 

often experienced challenges accessing it.  

The importance of teacher feedback  

Mabel described feedback for homework based on identification of strengths and 

areas for development, which she valued for its transferability:  

one of my first homeworks it was ‘you’ve got to add your own opinions’…so it just 

gives you ways of thinking ‘oh to make this homework better I can add this going on 

last time’  

However, she spoke emotively about the absence of feedback and how it made her 

feel:  

I’m all for homework…so long as it’s…acknowledged 

what frustrates me is…some homeworks…were just…forgotten about which makes 

me really angry…it makes you…reluctant to spend as much time on it the next time 

because it could just be forgotten 

It is my interpretation Mabel views the time and effort she spends on homework as an 

extension of herself, with feedback manifesting as a recognition of self by her teacher. 

Her repeated use of the word forgotten implies she feels her existence is not being 

acknowledged by the teacher, which may explain the feelings of frustration and anger 

that arise. Those feelings are powerful enough to significantly reduce Mabel’s 

motivation for completing further tasks, suggesting the provision of feedback from 

teachers is equally powerful for maintaining her motivation.  

4.6 Pearl 

Pearl is confident with the practical and creative aspects of learning and enjoys 

drawing and engaging with projects; however, she finds literacy very difficult. A key 
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feature of her interview was the impact of these literacy needs on the amount of time 

spent completing homework.  

 

 

 

 

 

 

 

 

 

 

 

Figure 4.6: Visual representation of Pearl’s themes  
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There was evidence Pearl had moved away from seeking support from the teacher 

towards exploring independent problem solving first: 

I will do as much as I can and then…I’ll look in my book sometimes I’ll ask them for 

a bit of help but sometimes I’ll just leave it and wait until we mark it in the lesson 

It is my interpretation this represented developmental progress for Pearl, as the focus 

of her problem solving strategy shifted from external to internal. Planning her 

approach, using a range of resources and ascertaining how effectively this solved the 

problem before seeking support from the teacher requires a more sophisticated level 

of understanding than does seeking support in the first instance. Pearl’s reflection that 

this had ‘made life easier’ suggests she is experiencing not only temporal benefits to 

this but also cognitive and emotional ones.  

4.6.2 Reciprocity  

Teacher relationships and learning   

There were various ways in which Pearl felt the relationship with her teachers 

supported her learning. The external reinforcement they provided in areas of need had 

valuable benefits for her confidence as a learner:  

to be fair recently I’ve done quite well so that’s made me feel quite good to be able 

to do well on the maths homework cos homework is difficult sometimes  

The opportunity to contact teachers online was welcomed and it appeared Pearl 

valued this not only for its convenience but also for its privacy: 

I don’t have to go up to the teacher all the time to ask for help…I can just email 

them…which makes it a lot easier to get help  

Pearl also valued the provision of cues from the teacher to support her learning that 

she was able to implement as and when she needed to: 

it’s like really hard to search stuff up for me…sometimes teachers put quite a few 

links in so like pages and stuff to help with the homework which is very useful  

While Pearl’s use of autonomous strategies was evident, it seemed the provision of 

feedback, online contact and embedded cues that she valued served to extend her 

relationship with the teacher out from the classroom. Being able to feel the teacher’s 

support, even in the absence of their physical proximity, benefitted Pearl’s well-being 

and ensured she felt less alone with her homework.   
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Impact of workload on well-being  

A strong theme from Pearl’s interview was how her literacy difficulties significantly 

increased her timescales when completing tasks with a heavy literacy load. The impact 

of this on her feelings of competence will be discussed in a subsequent section but it 

is worth noting here how the need to increase her timescales for literacy tasks 

impacted on the rest of her workload:  

it says it’ll take an hour…then it’ll take me [up to] two hours…I sometimes think ‘no 

I won’t get enough time to do my other homework’ and then sometimes I’ll just give 

up on it and not finish it cos it’s taking me ages 

Pearl’s literacy difficulties have a significant impact on her experience of homework. 

They increase her timescales for completing literacy tasks, create anxiety that she will 

not have enough time to complete other tasks and can lead to such a sense of 

frustration that she abandons the literacy task completely. 

Pearl’s organisational skills are a further area of need for her, one exacerbated by the 

quantity of homework she receives and the lack of structure to its delivery.  

if…I…have loads and loads of stuff due in on the same day…sometimes I forget it 

and then I’ll get a C3 for it 

some subjects I get [homework] every single week and then it’s…finding the time to 

do it…[it’s] sometimes really hard to keep up on it all 

Pearl perceives a strong link between workload and well-being, with an increase in the 

former corresponding to a decrease in the latter. Here, she suggests a reduction in the 

overall quantity of homework and explains why she thinks this would improve well-

being: 

it’s a bit less homework but then…I have more time to do the homework…then I feel 

better of it because…I can…be less stressed about it and then the homework will 

probably be better as well  

It is my interpretation Pearl feels the amount of effort she is able to apply is 

compromised by an increased workload, creating a situation where she completes 

tasks to ensure submission and is therefore denied opportunities to engage 

meaningfully with the material. She recognises the direct link between effort and the 

quality of her work, concluding the cost of a reduction in time available must be paid 

for by effort, which inevitably sacrifices quality.  
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4.6.3 Relationships  

The complex role of peers  

Pearl appeared to use her mixed ability English class as an opportunity for social 

comparison to gauge her level of competence. However, when this related specifically 

to homework it drove an unfavourable comparison that had consequences for Pearl’s 

sense of self: 

I know loads of people that are really good at their homework…and I’m never really 

good at my homework …sometimes I just wish that I could do my homework how 

they can instead of worrying about everything  

Pearl seemed to categorise herself as an singular entity, pitted against a much larger 

group of competent peers. She attributed the difference to being a matter of 

understanding, feeling her peers were advantaged because they were able to process 

material at a faster pace. It is my interpretation this is an issue of differentiation, which 

is perhaps harder to achieve with homework than classwork. Indeed, Pearl herself 

highlights that learning in the classroom is a different experience to learning at home:  

I learn a lot better in the classroom than doing homework…homework doesn’t really 

help much in how to necessarily do things  

in the lesson it’s alright cos I’ve got the teacher and I can ask as many questions as 

I want 

Pearl indicates the process of moving her learning forward happens in relation to the 

teacher, rather than the task. She then says when she is in class, her feelings of 

competence are not affected by the presence of peers who are perceived to be more 

able: 

I know kids…getting high grades in all their subjects…it seems like they never 

struggle…in a lesson it’s fine but…when I know they’re going to be better at the 

homework than me it’s just really annoying  

It is my interpretation that when Pearl is in proximity to the teacher, who is able to 

differentiate and respond to her individual needs, she fees a sense of competence 

about her learning. However, the responsibility for completing homework is hers alone 

and she is generally required to do this independently. Without the safety of a trusted 

adult supporting her learning, she resorts to social comparison to ascertain her 

progress. Pearl’s literacy needs likely distort this process if the subjects of her 
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comparison do not have similar needs, which then results in her feeling less 

competent.  

The multi-functionality of friendships 

For Pearl, the presence of friends in her classes had a significant impact on her 

confidence and ability to engage in social interactions with both pupils and teachers: 

I didn’t like talking to people I didn’t really know…and it just made it really hard 

to…ask for help…I would sometimes be embarrassed…it made me feel like I wasn’t 

really that smart…so it made me scared to ask for help 

Pearl talked about how she perceived there to be cognitive as well as emotional 

benefits to the presence of her friends:  

I can focus better in lessons…when I’ve got friends in the classroom cos I used to 

have no friends…in any of my lessons and…I started getting annoyed at people 

Additionally, Pearl recognised there were reciprocal social learning opportunities: 

it’s…nice to be able to talk to someone who’s…doing the same subject [with] the 

same homework cos then they can help me but then sometimes I can help them 

It is my interpretation Pearl’s friends offered a sense of emotional safety that buffered 

her against the exposure associated with revealing her vulnerabilities in class by 

asking for help. Without the safety of her friends, Pearl’s resulting feelings of loneliness 

were stressful and the emotional energy expended in coping with this affected her 

concentration. The presence of friends in lessons also created opportunities for social 

learning and reciprocal support, which would otherwise be absent due to Pearl’s 

perceived difficulties engaging in interactions with unfamiliar peers.  

4.6.4. Affective State  

Pleasure as a champion of effort  

There was evidence throughout Pearl’s interview that autonomy and enjoyment were 

factors increasing her motivation for completing homework: 

science is quite easy to be fair cos I like that type of stuff but English I just never like 

so that’s also another reason I find it hard 

the fun subjects’ homeworks I sometimes do first as well because they’re easier to 

do cos I enjoy them so I learn more in them 
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Here, Pearl illustrates the contrast between completing tasks for which she is 

motivated by these factors and those she is not: 

a homework where I’ve got to draw…that’s quite a fun one so I’ll spend time doing 

it really…nice and…then when it comes to a task where I’ve got to write…then I’ll 

just want to get that over and done with so I’ll do it really fast  

Pearl explained she was motivated to complete homework by the avoidance of 

punishment but this manifested as a curbing of extra-curricular activities in order to 

fulfil her responsibilities: 

sometimes I…prioritise homework over doing other things like – doing clubs and 

stuff cos…I want to get my homework done cos otherwise I get in trouble at school  

Pearl is motivated to complete homework tasks she enjoys, has chosen herself and 

where she feels confident in her abilities. However, she is also conscientious and does 

not wish to be penalised for non-compliance. Given Pearl’s literacy difficulties increase 

her timescales for completing homework, she feels her only option for creating 

sufficient time is to limit social activities which might support her well-being.  

4.6.5 Identity  

Decimators of competence 

As previously noted, the impact of Pearl exceeding expected timescales due to her 

literacy needs was significant. Not only did this affect the time she had available for 

other tasks and contribute to feelings of anxiety around homework, it also affected her 

sense of self and feelings of competence as a learner:   

if it’s subjects I like or I find easy…I’ll feel really good about the homework but [if] it’s 

subjects that I find hard…I’ll spend longer… then [it] feels like I’m not really that good 

at the subject  

it sometimes makes me feel really annoyed at myself because…it feels like I’m not 

really that smart 

Pearl’s difficulties with specific tasks invoke a global attribution around her abilities 

more broadly, which she internalises as reflecting a deficit within herself. This creates 

a conundrum as it is in contrast to how she perceives her sense of competence in 

lessons:  



100 
 

I do really well like in the lessons and it’s really annoying when I…feel like I can’t do 

it when I get home because it just takes me a while to do the homework  

It is my interpretation Pearl is absorbing an element of responsibility for her learning 

which belongs to her teachers. When she is in physical proximity to an experienced 

other who can scaffold her learning, she feels a sense of competence even in subjects 

she finds challenging. Without this scaffolding though, she is forced to navigate the 

challenges she experiences on her own. The difficulties she encounters appear to 

corrode the feelings of competence that have built up during lessons therefore creating 

a cyclical pattern, whereby Pearl veers between recognising and doubting her abilities.  

4.7 Ruby 

Ruby struggles with her learning and her organisational needs mean she accesses a 

range of relational support to help her cope. A key feature of Ruby’s interview was 

how important her friendships are and the crucial role they play in her experience of 

homework.  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.7: Visual representation of Ruby’s themes  

 

 

Reciprocity 
Teacher 

relationships and 
learning  

Lack of awareness 
of pupil experience  

Relationships  
The complex role 

of peers    
The multi-

functionality of 
friendships   

Affective State 
Homework as an 

emotional 
experience  

Detentions as 
arbitrators of 

effort 
Identity  

Decimators 
of  

competence   



101 
 

4.7.1 Reciprocity  

Teacher relationships and learning  

A strong theme throughout Ruby’s interview was the significance of her relationships, 

not only for her learning but also her well-being. When discussing problem-solving 

strategies in relation to homework, it was clear she values relationships as a means 

of supporting her learning: 

sometimes I ask Dad, sometimes I ask my friends…sometimes I ask some 

teachers…ask TA’s…and then sometimes I ask my step-mum to help me 

Ruby’s relationships with her teachers were characterised by her needs for both 

differentiation and emotional support. Here, she discusses this dual role of the teacher 

at a time when she had struggled with a piece of homework: 

she just said to me ‘…you might need to revise it a little bit more but…you’re not 

dumb at all…everyone makes these mistakes and it was a pretty hard homework’ 

Ruby talked frequently about how tasks outside her range of competence made her 

feel: 

it just frustrates me sometimes if I’ve got the really hard homework…in my mind I’m 

just like, ‘I can’t do it’ 

Her perception of task difficulty appeared to be a motivating factor for Ruby’s use of 

Homework Club, the school’s provision to support pupils with their homework outside 

school hours:  

if it’s like easy homework then obviously I’ll get it but if it’s like hard homework then 

I have to go to Homework Club 

However, it seemed what Ruby valued most about Homework Club was the relational 

support she received with her organisational skills:  

there’s like [a] sixth former there that can help me…[who] manages to make sure 

I’ve got my homework done  

Differentiation appeared closely linked to Ruby’s feelings of competence, with tasks 

she perceived as too challenging leading her to question her abilities. Once she felt 

like this, it often became overwhelming and she was unable to learn. Ruby therefore 

needed to seek support from a trusted other to help her manage her feelings around 

her competence so she could feel regulated again.  
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Lack of awareness of pupil experience  

Ruby conveyed homework was a significant source of challenge for her. Much of the 

challenge centred around her frustration at the discrepancy between her perceived 

ability and the level of task difficulty. Here, Ruby illustrates how encountering a piece 

of homework she struggles with affects her feelings of competence in such a way it 

leads her to conclude she struggles not just with this piece, but with all pieces of 

homework: 

sometimes I’m just like…‘I cannot do the homework cos it’s way too hard for 

me’…and I’m just like ‘oh my gosh I cannot do homework’  

She highlights how there is a structure in place within the classroom offering pupils 

incremental opportunities to address their behaviour and recognised how the lack of 

flexibility to the consequences for not completing homework is in contrast to this:  

if you’ve not done the homework…you don’t get a warning, you’re just C3, but if 

someone’s talking in class, that’ll be a C1 which means first warning…talk again, 

C2 second warning, they talk again, C3 

Ruby explained the quantity of homework she receives is closely linked to her feelings 

around being able to manage it: 

you get a lot…and…sometimes you don’t have a lot of time to do it…so we’re like 

under pressure a lot…less homework is way more easier  

As will become clear, Ruby’s mechanism for coping with the challenges of homework 

centres on accessing peer support. This indicates her teachers are perhaps not always 

fully aware of the extent of her difficulties. She described challenges relating to 

differentiation, a lack of structured support around issuing consequences and 

managing the quantity of her workload, which are all areas of her experience linked to 

teacher responsibilities.  

4.7.2 Relationships  

The complex role of peers   

The strongest theme to emerge from Ruby’s interview was the importance of her 

friends. The role they played in her life manifested in different ways but could be 

broadly categorised as a source of emotional regulation which supported her learning. 

Ruby talked about how this happened when she encountered a difficulty: 
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if it’s like a question I don’t feel I can answer, I get frustrated…so then I have to text 

my friend for help and sometimes I have to get my friend to come over 

As a means of normalising her experiences: 

they knew…how I felt…they all just said ‘I found it hard as well’ and then it just made 

me feel like I wasn’t actually the only one who had found it hard  

As well as mitigating the potential impact of being left alone with difficult emotions:  

I: so what helped you the most to feel ok again? 

R: with my mate…staying out there with me whilst I was still angry…and making 

sure that I was ok  

Ruby described how her friend acted a mediator who softened the impact of coping 

with further challenges while still dysregulated, after a difficulty with her homework led 

to her exiting the classroom:  

all I can remember was me coming back into class and everyone staring at 

me…then my mate had to just say to them ‘look can you stop staring at Ruby…’ 

It is my interpretation the combination of Ruby’s apparent low attainment and lack of 

confidence to autonomously solve problems are contributory factors in seeking 

emotional support from her friends when facing a challenge. The support she 

consistently receives reinforces that her friends are reliable and therefore a viable 

problem solving strategy.  

The multi-functionality of friendships 

The emotional co-regulation Ruby’s peers provide is in the context of her friendships 

functioning as a place of emotional safety for promoting collective well-being. This is 

illustrated by evidence of the whole group approach taken to managing homework:  

if one of us cannot go to Homework Club…we…text each other ‘what are we 

supposed to do for homework?’…if we don’t…one of us will end up getting confused, 

and one of us will probably just end up doing the homework wrong 

It appears much of the support offered by the group is around organisational skills, as 

this ensures homework is submitted on time and detentions are avoided:  

I’m not getting a lot of detentions because of my mates…making sure I’ve done my 

homework so…that’s what made me happy 



104 
 

It is my interpretation that the purpose of Ruby’s friends supporting each other to 

ensure submission and avoid detentions is so there is no loss of social interaction for 

any member of the group. Detentions are likely to take place either at breaktimes or 

after school, which means attending one denies a pupil the opportunity to engage 

socially with peers in a way that promotes well-being.  

4.7.3 Affective State  

Homework as an emotional experience  

When Ruby described a piece of homework that was significant for her, it was an 

occasion when she only realised she had not understood the task correctly once she 

was back in the classroom. She talked in detail about the emotional effect this had on 

her: 

I…remember getting some…wrong and I’m just…’wow…I, am, stupid’ and I 

had…my head down on the table and me thinking ‘what the heck, why the heck did 

I just do that wrong?’ 

Ruby went on to explain how recognition of her mistake in a public forum generated 

such a powerful sense of shame she needed to flee from the classroom: 

I felt like I was dumb, I felt like so embarrassed…and then eventually I said like, ‘can 

I go…outside the classroom?’ 

Ruby previously felt she had completed the task successfully and this may have 

contributed to her experiencing such a visceral response. In a short space of time she 

went from feeling competent to realising that feeling was an illusion, with the sense of 

shame she subsequently felt transforming both her perception of the situation and her 

view of herself. This specific event shared some similarities with other aspects of 

Ruby’s emotional experience of homework. She talked about her feelings often and 

each time it was characterised by negative affect: 

I can just get a little bit sad cos sometimes I feel…like I’ve done all the questions 

wrong 

sometimes I just stay in a miserable mood for the whole entire day, sometimes I 

come back home and I’m still miserable  

if…I’m pressurised then sometimes I’m angry in the evening 
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It is my interpretation Ruby’s need for differentiation underpins the reduced feelings of 

competence occurring when she encounters a task she perceives as too difficult. This 

seems key to her highly emotional experience of homework as her negative affect 

tended to cluster around incidences where the academic expectations exceeded her 

perceived ability to meet them. In the absence of intervention from her teachers, Ruby 

has found a solution to these difficulties within her friendship group. They support her 

not only practically in terms of organisational skills but also emotionally. 

Detentions as arbitrators of effort  

There was evidence throughout her interview that Ruby’s primary motivation for 

completing homework was to avoid detentions:  

doing my homework is my priority…I [do] not even want to get a C3 at all… cos I 

know what it’s like getting C3’s 

She is proud of the progress she has made in this respect, as there had been a 

significant reduction in the number of detentions received since Year 9:  

R: I’ve not had any detentions this week and all last week and I’ve not had any more 

detentions…cos I think it was Year 9 I had a lot of detentions [for] late homework…all 

of it was like homework 

Ruby appears to view detentions as the barometer for judging effort, with the absence 

of them signalling appropriate effort has been applied:  

P1…is a good effort, P2’s…excellent effort and…depending on how good your 

homework is you might get a P1, you might get a P2…or if your homework’s not 

very good then you’ll get a C3 for it 

As discussed earlier, Ruby and her friends appear motivated by avoiding the loss of 

social interaction resulting from detentions. It therefore seems Ruby’s 

conceptualisation is that the relationship between detentions and the loss of social 

interaction is mediated by effort. 

4.7.4 Identity   

Decimators of competence  

Ruby’s sense of competence as a learner appeared strongly linked to her perceptions 

of task difficulty: 

sometimes I don’t always feel like I can do the homework cos of how hard it is 
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She emphasised when homework tasks are perceived as within her range of 

competence, she is able to complete them and does not have any difficulties doing so. 

However, this was not as prevalent throughout the interview as her experiences with 

challenging homework. It appeared when tasks were not suitably differentiated, the 

impact on Ruby’s feelings of competence was significant. Not only did it leave her 

feeling she would not be able to complete it, the resulting emotional dysregulation 

created would often infiltrate her relationships: 

I think if it’s like really hard homework then I don’t normally get on with my friends 

Ruby’s friendships are simultaneously a sanctuary within which she can receive 

emotional soothing and a cauldron to which emotional difficulties are added and 

amplified. She is heavily invested in her friends and it seems the boundaries between 

homework, friendship and emotions are extremely fluid. Ruby’s friends support her 

learning and organisational skills while also absorbing emotional responses to 

challenges. It is my interpretation that Ruby’s continued seeking of relational support 

to cope with her challenging experience of homework suggests her identity as a 

learner is in the context of her sense of self in relation to others.  

4.8 Conclusion  

This section has idiographically presented my research findings in order to explore 

individual experiences of homework for Betsy, Florence, Fred, Mabel, Pearl and Ruby. 

In the next chapter, I shall discuss these findings by theme in relation to my research 

questions and in the context of previous research and the professional practice of 

educational psychology.  

  



107 
 

CHAPTER 5: DISCUSSION 

5.1 Chapter Overview 

The aim of the current study is to explore YP’s experiences of homework, with Chapter 

4 idiographically presenting findings from the data analysis so each individual 

participant’s lived experience of homework could be understood (Smith et al, 2009). 

The purpose of this chapter is to discuss all five themes in relation to the participants 

as a group, combining these themes with key elements of the literature reviewed in 

Chapter 2 so as to answer the three research questions outlined in Chapter 1. The 

purpose of considering both individual and collective experiences is to enable a focus 

on the particular as well as the whole, examining convergence and divergence which 

reflect patterns of meaning within a shared experience (ibid). Following on from this, I 

shall discuss the implications of my research for professional practice and present a 

model for developing a homework policy based on psychological theory. I will conclude 

with a critique of the current study and identify potential directions for future research.  

5.2 How do Year 10 pupils in a mainstream school experience homework? 

5.2.1 Autonomy 

The theme of Autonomy did not manifest for all six participants, indeed it was only 

present for the four seemingly most able. There were a range of different skills and 

strategies adopted, including Betsy’s use of verbal problem solving skills, Florence’s 

approach to time management, Mabel’s achievable goal setting and Pearl’s intrinsic 

problem solving strategies. However there were also commonalities, with planning 

skills being a theme all four participants shared. Florence’s efforts to balance her 

workload with her cheerleading commitments necessitated an organised and 

structured approach with Betsy and Mabel both demonstrating a conscientious 

approach to planning their revision. All three participants felt the lack of consistent 

structure to the pattern of homework delivery affected their ability to plan. For Pearl, 

her planning skills became significant when she talked about how opportunities to work 

in an autonomous way both necessitated and allowed for the execution of a planned 

approach. For all four participants a confidence in their ability to execute independent 

tasks correctly was key to their implementation of doing so.  
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The theme of autonomy was noticeably absent for Fred and Ruby, the two participants 

who struggled most with homework due to their apparent attainment. For both, there 

was a reliance on either adult or peer support with completion and when difficulties 

were encountered they tended to seek out relational support as a primary problem 

solving strategy, indicating a lack of confidence in their skills as independent learners 

or even a reasonable adaptive response. Additionally, Fred and Ruby’s perceptions of 

the purpose of homework revealed they felt task completion was the primary objective, 

rather than development of learning. In contrast to this, Betsy, Florence and Mabel 

shared a broader view of homework as playing a crucial role in the fulfilment of their 

aspirations. It seemed it was a combination of high attainment, high expectations and 

self-confidence in the ability to achieve those expectations that provided the conditions 

for autonomy to thrive, rather than homework itself.  

Within the literature, there is an assumption homework develops in pupils not only 

academic skills but also non-academic ones, such as organisation and planning, 

despite the lack of research examining its relationship with the latter (Bennett, 2017; 

Maltese et al, 2012; Fisher & Frey, 2008; Cooper et al, 2006). The findings from the 

current study appear to challenge this assumption as pupils from the same year group, 

receiving homework set by the same group of teachers, demonstrated significant 

variation in their non-academic skills relating to homework. Individual differences 

undoubtedly play a part, with Eren and Henderson (2011) suggesting a strong link 

between prior attainment and the effectiveness of homework. Further studies reveal 

the link between homework and achievement is significantly diminished when prior 

attainment is controlled for (Maltese et al, 2012; Dettmers et al, 2009). In support of 

this research then, the current study suggests prior attainment may indeed be an 

individual characteristic conferring advantages for pupils’ autonomous skills, which 

subsequently advantage their academic progress. 

The literature on self-regulation appears relevant too, with pupils whose thoughts, 

feelings and behaviours support the achievement of academic goals being more likely 

to exhibit greater effort and produce higher quality homework (Madjar et al, 2016; 

Kitsantas & Zimmerman, 2009; Trautwein, 2007). Betsy, Florence and Mabel believe 

homework is a valuable tool for developing their learning which contributes to 

achieving their aspirations, with these beliefs guiding their behaviour and supporting 

their use of independent skills. The concept of effort will be considered more fully in a 
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subsequent section but these same beliefs regarding aspirations are also key to these 

participants attempting to balance their effort within given timescales to ensure the 

production of quality work. The level of autonomy demonstrated by Betsy, Florence 

and Mabel compared to Fred and Ruby seems to have implications for ensuring 

equality of educational opportunity as there are suggestions that homework 

perpetuates issues of social justice (Medwell & Wray, 2019; Rønning, 2011; Warton, 

2001; Shuman & Sublett, 1970). If autonomy is a trait benefitting pupils in relation to 

homework, this is an argument for the importance of differentiation so all pupils have 

the chance to engage in a developmentally appropriate level of autonomy.  

5.2.2 Reciprocity  

The theme of Reciprocity was significant for all but one of the participants. Florence 

was a highly independent learner whose confidence in her own academic abilities 

meant she made little reference to the role her teachers played in either supporting or 

challenging her engagement with homework. However, the majority of participants felt 

teacher relationships were a key source of support relating to their homework 

experience, although there was variation in the way this manifested. Betsy valued 

reciprocal interactions with the teacher for moving her learning forwards, especially in 

the context of novel tasks; Fred’s ability to seek support was dependent on the quality 

of his relationship with adults; Pearl benefitted from maintaining connections to the 

teacher at home and Ruby needed relational support to ensure task completion. For 

each participant, the teacher played a crucial role in either aiding understanding or 

providing support with challenges and it was this relational support which the 

participants felt moved their learning forwards, rather than homework tasks 

themselves. 

With regards to the role of the teacher as a source of challenge in the homework 

process, the impact of workload on well-being was significant with Betsy, Mabel and 

Pearl feeling increased homework quantity corresponded with decreased emotional 

well-being. For Betsy and Pearl, their strategy for coping with their workload was to 

increase the amount of time available by decreasing the amount of effort exerted, with 

a reluctant recognition this would necessarily result in a reduction of quality. Betsy’s 

rationale was to preserve some of her leisure time, after spending a significant portion 

of her evenings and weekends working. Mabel also recognised the balance required 
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to manage effort and timescales, although her strategy for meeting both academic and 

extra-curricular commitments was often to combine the two as a means of promoting 

efficiency.  

Similarly, there were often discrepancies between perceptions suggesting teachers 

may not always be aware of pupil experiences. Mabel and Pearl both regularly 

exceeded the timescales recommended by teachers and while Mabel conceded this 

due to her desire to maintain high standards, for Pearl this related to her literacy needs 

and the impact they had on her task execution. As mentioned previously, the lack of 

consistent structure to the pattern of delivery affected the ability to plan for several 

participants and even led Mabel to question whether there existed an overarching 

framework for monitoring the total homework load for each individual pupil. The high 

level of support Ruby received from her peers in relation to homework also indicated 

teachers may not always be aware of the full extent of the challenges pupils are 

overcoming in order to complete and submit their homework on time.  

The issue of timescales was prevalent in the findings and variously linked to feelings 

of competence, judgements of effort and sources of disconnect between teacher and 

pupil perceptions. There has been limited guidance published in the UK with regards 

to homework practice but the DfEE (1998) guidelines appear the most frequently 

referenced. Here, there is an emphasis on providing not only timescales but also 

balance, variety, differentiation and feedback (Hallam & Rogers, 2018; Edwards, 2017; 

Sharp et al, 2001). Specifying timescales for task completion appeared well-

established practice for the participants of this study, maybe more so than other 

aspects of the guidelines. This can be considered in line with the literature, given the 

prevalence with which timescales feature in relation to homework and that many 

studies indicate a small positive link between time spent on homework and 

achievement (Cooper et al, 2006; Cooper & Valentine, 2001; Muhlenbruck et al, 2000; 

Paschal et al, 1984). In the context of my findings though, it seems such a linear 

relationship between timescales and achievement is too simple a conceptualisation.  

The specification of timescales seemed to create challenges as there was often a 

discrepancy between what was expected and what was achievable, which then 

became a source of focus for the participants. While Neilson’s (2005) theoretical model 

assumes lower attaining pupils take longer to complete their homework, other 
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research indicates a lack of clarity regarding whether it is lower or higher attaining 

pupils (Muhlenbruck et al, 2000; Cooper & Valentine, 2001). Mabel and Pearl indicate 

it can be both, which lends support to studies suggesting the amount of time pupils 

spend completing homework is less linked to attainment and more to motivational or 

cognitive factors (Trautwein, 2007; Trautwein & Köller, 2003). Mabel was highly 

motivated which increased her timescales for completion because she exerted great 

effort to ensure she produced high quality work, whereas Pearl’s cognitive needs 

increased her timescales because of the additional time she needed to understand 

and execute tasks with a heavy literacy load. Research measuring the quality, rather 

than quantity, of time spent on homework has linked increased effort to achievement 

which certainly makes sense in relation to Mabel (Maltese et al, 2012; Ramdass & 

Zimmerman, 2011; Dettmers et al, 2010; Kitsantas & Zimmerman, 2009). However for 

Pearl, her efforts are channelled into compensating for her additional needs which 

means her gains are not related to enhancing her attainment but rather to fulfilling her 

basic responsibilities.  

5.2.3 Summary 

The first research question asked how Year 10 pupils in a mainstream school 

experience homework. The themes of Autonomy and Reciprocity are pertinent here 

because pupils experience homework both as an independent activity engaged in at 

home and a reciprocal activity in conjunction with the role of the teacher. The findings 

suggest for higher attaining pupils, autonomy plays an important role in the homework 

process. It supports task execution, organisation of workload and problem solving 

strategies, with the roots of autonomy nourished by self-confidence and high 

expectations. For lower attaining pupils, organisational and problem solving skills were 

areas of need which indicated their experience of homework was characterised by an 

element of struggle that may be linked to a lack of opportunities to engage in 

developmentally appropriate autonomy. An unstructured pattern of delivery affected 

the higher attaining pupils and their ability to plan, so it seems reasonable to suggest 

it also created challenges for those who felt less confident in their organisational skills. 

There is a widespread belief that homework itself is able to develop in pupils their 

organisational, planning and problem solving skills (Maltese et al, 2012; Fisher & Frey, 

2008; Epstein & Van Voorhis, 2001). However, I would argue this is unlikely to happen 

unless teachers ensure tasks are appropriately differentiated to allow pupils to develop 
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confidence in their skills as independent learners. Indeed, I am inclined to agree with 

researchers who propose a crucial element of the development of such skills is 

homework tasks explicitly designed to foster them (Bempechat, 2004; Warton, 2001; 

Corno, 2000). 

The findings also indicate pupils experience homework in the context of a reciprocal 

relationship with the teacher. When teachers scaffold the learning experience of their 

pupils according to individual need, personalise their approach in the context of novel 

learning and extend their connection out from the classroom, pupils feel they are 

supported to develop their autonomy at a developmentally appropriate pace. This 

suggests the works of Vygotsky and Feuerstein are relevant when considering 

homework. According to Vygotsky’s socio-cultural theory, a child’s social interactions 

with more experienced others are a key mechanism for promoting cognition in the ZPD 

(Hessam, 2015; Poehner, 2011; Tzuriel, 2000; Grigorenko, 2009). Building on this, 

Feuerstein’s concept of mediated learning describes an experience whereby an adult 

acts as a conduit between the child and a learning task and modifies it according to 

individual need (Hill, 2015; Lawrence & Cahill, 2014; Tzuriel, 2011). Betsy and Pearl 

felt their learning progressed more when they were able to engage and interact with 

the teacher as an experienced other. Betsy valued the opportunities this provided to 

explore areas of uncertainty whereas for Pearl, proximity to the teacher bolstered her 

feelings of competence by ensuring she was not navigating challenges alone. 

Although it is not practicable to suggest teachers are physically present to support 

every pupil as they complete their homework, I wonder if Vygotsky and Feuerstein’s 

ideas could be incorporated into the setting of homework to ensure pupils are 

accessing suitably differentiated tasks, with an element of scaffolding that is mindful 

of individual need. 

While the role of the teacher manifested as a source of support for pupils in their 

experience of homework, it also functioned as a source of challenge. The impact of 

workload on well-being was significant, with Betsy, Mabel and Pearl all implementing 

adaptations to their approach in order to balance their workload and well-being more 

judiciously. While their creative attempts to redress this balance are lauded, it could 

also be argued sacrificing effort and quality or combining work and play are less than 

ideal solutions. There was little literature relating to homework load and well-being but 

there was nonetheless enough to suggest the two are connected. Cheung and Leung 
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Ngai’s (1992) study suggested increases in homework load and task difficulty were 

linked to heightened stress and Pressman et al’s (2015) study indicated levels of family 

stress increased with the amount of homework assigned, both of which are supported 

by the findings of this research.  

A further source of challenge was found in the lack of teacher awareness regarding 

pupil experiences, with this a particular issue for lower attaining pupils. However, given 

findings from studies by Edwards (2017) and Baker (2007) highlight significant 

discrepancies between the views of teachers and pupils on homework, this is perhaps 

unsurprising. I would suggest focusing resources on rectifying this issue would be 

beneficial, beginning with pupil participation in homework policy, to ensure pupils are 

invested in and collaboratively consulted on matters concerning them (Gersch et al, 

2017; DfE, 2015; UN, 1989). It has also been recommended teachers are trained in 

devising, setting and monitoring homework so it is purposeful and provides feedback 

which develops learning (Carr, 2013; Sullivan & Sequeira, 1996). I feel this would not 

only have the potential to structure teachers’ experience of homework but also aid with 

consistency of experience for pupils, thus enhancing the connection between them 

both.  

5.3 In what ways do these pupils perceive that homework impacts on their lives? 

5.3.1 Relationships 

The theme of Relationships was present for four participants, for two this related to 

family relationships and for two it linked to friendships. For Florence and Fred, their 

families acted as buffers to the challenges they faced around homework with both sets 

of parents working hard to support their children. This manifested as practical 

strategies around execution together with emotional strategies serving to support at 

times of difficulty. Florence described how her father taught her to identify potential 

areas of need and ask the teacher for further support with them, while Fred explained 

his mother provided assistance with literacy tasks by helping him structure longer 

answers. However, a key difference between the experiences of Florence and Fred 

was the emotional impact of homework on their families. Florence made a rational 

choice to limit social interaction with her peers when she felt her homework needed 

more attention and the support of her family appeared to mitigate the impact of this 

loss. However, homework was a significant source of tension between Fred and his 
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parents with the resulting conflict over its completion having a detrimental impact on 

the whole family.  

For Florence, one of the most significant relationships in her life was with cheerleading 

and this passion operated simultaneously as a protective factor for her well-being and 

a risk factor for increasing her feelings of stress. Cheerleading’s function as a source 

of stress related to the way it increased the demands placed on Florence’s time and 

competed with her academic responsibilities. However, she felt the impact of these 

competing demands was exacerbated by the lack of structure to the pattern of 

homework delivery as this affected her ability to plan for the fulfilling of various 

commitments. Even in a study with a small sample size, it is apparent YP’s 

experiences of homework in the context of their families is varied. By virtue of the 

location in which these experiences and their associated sacrifices and challenges 

took place, they may be aspects of homework completion teachers remain largely 

unaware of. 

For Pearl and Ruby, their friendships were most significantly affected by homework, 

with peers acting as both sources of support and challenge. Pearl felt her friendships 

provided not only a vehicle for exchanging homework inspiration but also a place of 

emotional safety which ensured she had the confidence to engage in social 

interactions in the classroom that supported her learning. However, Pearl also 

engaged in a process of unfavourable social comparison with her peers regarding 

homework which tended to reduce her feelings of competence. Her frequent struggles 

with task completion often left her envying those for whom she perceived similar 

struggles to be absent. Interestingly, such social comparisons were not an issue in the 

classroom which suggested proximity to teachers, and their ability to scaffold and 

differentiate, had the power to mitigate the challenges that peer relationships created 

in relation to homework. For Ruby, the emotional intensity that characterised her 

friendships operated with both a push and pull effect. Her close friendships functioned 

as a source of emotional co-regulation, problem-solving strategy and means of 

monitoring collective well-being but also as a vehicle for absorbing, ameliorating and 

sometimes exacerbating frustrations relating to homework. Ruby’s friendships were 

the cornerstone of her homework experience and it seemed her lack of confidence in 

her ability was a driving factor in seeking out support from trusted peers.  
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There is a considerable literature relating to the impact of homework on family life, with 

much of it suggesting parents engage in a range of strategies designed to support 

their children’s practical execution of tasks as well as bolster their motivation and well-

being (Gonida & Cortina, 2014; Patall et al, 2008; Hoover-Dempsey et al, 2001). 

However, there is also research highlighting the emotional challenges associated with 

homework and how it is often a source of tension at home for families (Edwards, 2017; 

Dudley-Marling, 2003; Solomon et al, 2002). Both of these perspectives are supported 

by the current study, with Florence demonstrating how parents often try to match the 

demands of the task to their child’s skill level (Hoover-Dempsey et al, 2001) and Fred 

indicating homework can sometimes cast parents into the role of specialist teacher 

and create difficulties for the whole family (Dudley-Marling, 2003).  

Broadly, my findings support the suggestion there is an inverse relationship between 

parental involvement and achievement, with parents more likely to help with homework 

when children are struggling (Dettmers et al, 2010). This is certainly true of Fred, who 

relied heavily on adult support to complete his homework and perhaps also Betsy, 

Mabel and Pearl, for whom this theme did not manifest. It is also true for Florence, as 

her description of parental support indicated it involved collaborative problem solving 

and responsively reduced as she learnt to autonomously apply what she had been 

taught by her parents. Florence’s experience offers support for research suggesting 

parental involvement in the form of autonomy support is beneficial for children (Núñez 

et al, 2015c; Patall et al, 2008; Pomerantz et al, 2007). It is perhaps not a stretch to 

believe Florence’s parents might harbour mastery goals, with the autonomy support 

they offered contributing to her beliefs about the importance of mastering skills by 

addressing areas for development (Gonida & Cortina, 2014). 

The significance of peer relationships for Pearl and Ruby was an unexpected finding, 

given this is an area of the literature on homework which has received little scrutiny. 

Peer interaction is listed as one of ten potential purposes of homework by Epstein and 

Van Voorhis (2001) but it featured only as an aspect of homework research after it 

was included in an intervention designed to increase motivation (Akioka & Gilmore, 

2013). Despite this lack of scrutiny in the literature, it was identified more than thirty 

years ago that pupils report feeling more positive about homework when they complete 

it with peers (Leone & Richards, 1989). Even so, these three papers reference only 

opportunities to complete homework in the presence of peers with whom they are able 
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to interact. Pearl and Ruby highlight how complex the interactions between pupils can 

be with regards to homework, whereby peers offer support by functioning as a source 

of inspiration, vehicle for exchanging ideas, provision of organisational support and 

emotional co-regulators as well as a source of challenge by fostering unfavourable 

social comparisons and absorbing the consequences of emotional difficulties.  

5.3.2 Affective state  

This was one of the strongest themes across the dataset indicating for these YP, 

homework is an experience intricately tied to their emotions and motivation. Florence 

and Fred’s emotional experiences of homework were characterised by feelings of 

anxiety, Mabel’s by isolation, Betsy’s by feeling overwhelmed and Ruby’s by feelings 

of shame. These are all powerful emotions and were present even for the seemingly 

most able pupils, who might be considered more advantaged in terms of protective 

factors. There were flashes of pride for Betsy, Florence and Mabel which were evident 

when they talked about tasks that were significant for them or obstacles overcome but 

these were noticeably less prevalent. Florence demonstrated a unique dichotomy 

where organisational skills were an area of strength that developed as a response to 

managing temporal challenges but those same organisational skills were a hindrance 

in the context of her emotions, implicated as they were in her feelings of anxiety around 

the spectre of uncompleted tasks. Ruby’s experience of homework was particularly 

emotional, with her feelings of sadness, anger and shame sharply reducing her sense 

of competence and clustering around incidences where she felt academic 

expectations of her exceeded her resources for coping with them. 

All six participants made reference to motivation, with a range of different motivating 

factors evident between higher and lower attaining pupils, including striving to achieve 

and attempting to avoid punishment. For Betsy, Florence and Mabel their aspirations 

for the future were a significant motivating factor which promoted their expenditure of 

effort and utilisation of problem solving skills. Pearl was especially motivated by her 

level of task enjoyment and demonstrated repeatedly how engaging tasks naturally 

supported the development of her autonomy in terms of planning and organisation. 

Autonomy was a theme also referenced by Betsy and Florence, with both indicating 

that an element of choice and tasks with explicit purpose, clearly linked to classwork, 

significantly increased their levels of motivation.  
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Fred and Ruby were motivated almost exclusively by the avoidance of punishment. 

Fred was open about how a lack of consequences affected his motivation for 

homework, stating that without them he simply did not complete it. Ruby appeared to 

use the absence of detentions as a means of ascertaining whether sufficient effort had 

been applied and indeed, expressed that her primary goal was to avoid further 

detentions after previously receiving a number of them for homework issues. This 

appears to present something of a challenge for schools, with detentions offering little 

in the way of motivation for higher attaining pupils but seeming necessary in order to 

ensure homework is completed by lower attaining pupils. However, both Fred and 

Ruby indicated an element of autonomy would be motivating and suggested a 

reduction in workload would not only alleviate some of the stress associated with 

completing homework but also create the space to apply more effort.  

As noted previously, there is a paucity of literature referencing the emotional 

experiences of pupils in relation to homework. This is despite researchers such as 

Corno (2004) arguing it is crucial to recognise the emotional component of homework 

and how it links to characteristics such as attainment, motivation and family support. 

Mabel explicitly acknowledged her level of motivation is influenced by her emotions 

and when she is feeling overwhelmed or exhausted she is considerably less 

productive. The limited literature in this area indicates completing greater volumes of 

homework is linked to higher levels of stress and that homework is more stressful than 

classwork (Pressman et al, 2015; Galloway et al, 2013; Goetz et al, 2012; Kackar et 

al, 2011; Kouzma & Kennedy, 2002; Cheung & Leung Ngai, 1992). However, findings 

from the current study suggest emotional experiences are perhaps more complex than 

this research on the relationship between homework and stress might suggest. The 

feelings of anxiety, isolation and shame described by the participants suggest a more 

nuanced relationship between homework and emotions, which is likely to need an 

equally nuanced approach in terms of intervention. 

The feelings experienced by these participants, those of anxiety, isolation and shame, 

are powerful and potentially complex emotions for YP to process, which may even 

prove difficult to process without adult support. The conceptualisation of homework as 

an independent activity therefore presents something of a paradox, where schools 

would aim to be assessing the homework completed by individual pupils but also 

needing to support their emotional well-being while doing so. This suggests that 
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intervention adopting a bespoke and highly differentiated approach would be 

appropriate, one that incorporates and is driven by teachers’ knowledge of their pupils 

and their lives outside school. A key theme of the current research has been the myriad 

aspects of homework completion that are hidden from teachers and how these 

challenges necessitate YP seeking their own solutions, which have sometimes been 

shown to be maladaptive. Increased collaboration through pupil participation and 

engagement between adults within schools and at home is likely to raise awareness 

of these challenges, which would then enhance the ability of those adults to support 

CYP with the more complex emotions that may arise from homework. 

The literature on motivation is more substantial, with a consensus indicating motivation 

is linked to and increased by homework that is purposeful, meaningful, interesting and 

engaging (Burriss & Snead, 2017; Maharaj-Sharma & Sharma, 2016; Watkins & 

Stevens, 2013; Ramdass & Zimmerman, 2011). These findings are supported by the 

current study with Betsy, Florence and Mabel indicating a preference for homework 

tasks with an explicit purpose and valuing opportunities to link these tasks to classwork 

to develop their learning. There have been claims extrinsic motivation is most 

prevalent amongst pupils, as they are less likely than adults to appreciate the 

cumulative benefits of continued completion (Tam & Chan, 2011; Coutts, 2004; 

Warton, 2001; 1997). However Betsy, Florence and Mabel veered more towards 

intrinsic motivation for completing their homework, which offers support to Warton’s 

(2001) assertion that the importance of intrinsic motivation cannot be overstated.  

Fred and Ruby’s motivation for competing homework is implicated in the range of 

difficulties they experience with its execution and perhaps aligns with research 

suggesting lower attaining pupils find it challenging to maintain their motivation if 

environmental conditions are not suitably supportive (Bempechat et al, 2011). Ruby’s 

difficulties with homework frequently reduced her feelings of competence and 

therefore her motivation while Fred placed little value on homework which resulted in 

him feeling a lack of investment in it. I feel self-efficacy theory is of relevance here, as 

it explains how repeated difficulties reduce mastery experiences and therefore beliefs 

about competence (Bandura, 1991; 1977). Self-efficacy’s role in sustaining effort is 

crucial, as any factor limiting learning and development is likely to have significant 

consequences (Bandura, 1978). Fred and Ruby’s experiences of homework as 

challenging appeared linked to their perceptions of academic expectations exceeding 
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their ability to cope with them. Indeed, the theory highlights how individuals often fear 

and avoid situations they do not feel equipped to cope with (Bandura, 1977). The 

presence of punishment meant neither Fred nor Ruby were able to avoid homework 

but it was certainly a source of anxiety in their lives. 

The issue of motivation therefore appears of relevance when considering homework 

completion, not least because of the inequity that inevitably results when some pupils 

are more motivated than others (Medwell & Wray, 2019; Rudman, 2014; Rønning, 

2011). Researchers suggest intrinsic motivation may decrease with age if children’s 

growing needs for autonomy, competence and relatedness are not sufficiently met 

(Katz et al, 2009) and these are themes of resonance with the current study. As noted, 

the participants variously highlighted the importance for their motivation of exerting 

autonomous choice, receiving feedback which develops competence and 

relationships supporting the homework process, which is in line with a number of 

published studies (Scott & Glaze, 2017; Madjar et al, 2016; Patall et al, 2010; Fisher 

& Frey, 2008).  

5.3.3 Summary 

The second research question asked about the ways in which Year 10 pupils perceive 

homework impacts on their lives. The themes of Relationships and Affective State are 

pertinent here because they represent tangible and more abstract aspects of the 

participants’ lives that are significantly affected by homework and in many ways, the 

impact of homework on relationships and well-being was highly pervasive. The 

findings suggest homework is an activity which infiltrates these YP’s relationships with 

both family and friends as well as their hobbies and interests. In each case, 

relationships operate simultaneously as sources of support and challenge in the 

context of homework. The pursuance of hobbies acts as a protective factor for coping 

with the challenges associated with homework while also as a risk factor which further 

increases the level of challenge. Families offer not only practical and emotional 

support but also absorb the emotional consequences when pupils are struggling with 

workload, task difficulty or motivation. Similarly, friendships fulfil a number of functions 

in relation to learning, organisational and emotional support but they too act as a place 

of safety for pupils to release complex emotions arising from the challenges homework 

can create. Some researchers have raised concerns about the impact of homework 
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on pupils’ lives outside of school (Medwell & Wray, 2019; Burriss & Snead, 2017; Gill 

& Schlossman, 2004; 2000). However, much of this literature has tended to lack detail 

about precisely how homework impacts pupils’ lives out of school. It is therefore hoped 

the findings from this study have a contribution to make in this area.  

One of the most significant ways in which homework is perceived to impact on these 

YP’s lives is emotionally. Feelings of anxiety, isolation and shame were themes across 

the corpus with clear links between these emotions and the participants’ workload, 

ability to plan and task differentiation. There have been tentative suggestions of links 

between homework and well-being (Pressman et al, 2015; Galloway et al, 2013; 

Shumow et al, 2008; Kouzma & Kennedy, 2002; Cheung & Leung Ngai, 1992), with 

findings from the current study indicating it would be valuable to research this further. 

Similarly, the issue of motivation was prevalent across all six participants with a 

noticeable difference in the way this manifested for higher and lower attaining pupils. 

Betsy, Florence and Mabel were motivated by their aspirations, which had a protective 

effect on their conscientiousness, the amount of effort they expended, their approach 

to planning and the way they solved problems. Although facing additional difficulties 

in relation to her literacy needs, Pearl relished opportunities for creative and engaging 

tasks which had a protective effect on her motivation. However, Fred and Ruby were 

motivated almost exclusively by the avoidance of punishment. While the threat of 

punishment could therefore be considered a source of motivation, the paradox of 

employing such a strategy is that its presence makes it unlikely that pupils will develop 

the skills from homework that it purports to develop (Coutts, 2004; Warton, 2001).  

There is an element of overlap within the literature on emotions and motivation in the 

context of homework which was also reflected in my findings. There is evidence effort 

and achievement are both linked to lower levels of negative emotions (Trautwein et al, 

2009) and well-being is linked to autonomy and intrinsic motivation with stress acting 

as a factor corroding it (Katz et al, 2014; Katz et al, 2012). While it appeared Betsy, 

Florence and Mabel, whose levels of attainment and effort were high, still experienced 

an element of negative affect, this did not seem to affect their sense of self and feelings 

of competence in the same way it did for Pearl and Ruby. In essence, it seemed that 

their attainment, expectations and aspirations acted as a buffer against the potentially 

corrosive effects of stress. Nonetheless, Mabel succinctly demonstrated the link 



121 
 

between emotions and motivation when she described how her level of productivity 

was affected by feeling either energised or overwhelmed. 

5.4 How has homework affected their views of themselves as learners? 

5.4.1 Identity  

Along with Affective State, Identity was the strongest theme within the dataset and it 

manifested for all six participants. They talked about their sense of self, perceptions of 

homework’s role in their lives, values as learners, role of feedback in developing their 

sense of competence and factors working to reduce their feelings of competence. It 

seemed homework, playing such a significant role in their educational experiences 

and lives more broadly, also played a key part in shaping their views of themselves as 

learners. Betsy and Mabel valued broad learning experiences and scaffolding from 

teachers for the role they played in supporting the achievement of their aspirations. 

They recognised homework was one element of what should be a rich education 

allowing them to experience life and all it has to offer. These values consequently 

created a paradox, as they felt the pressure exerted by homework restricted their 

opportunities for broader learning and activities that would support their well-being, 

thus curtailing their identity as learners who develop as a result of their wider 

experiences. Florence held a unique perception that time available for homework was 

a valuable and limited resource. This was linked to the temporal challenges she 

experienced balancing her multiple commitments but she also took umbrage at those 

rewarded with extra time after failing to fulfil their responsibilities. This suggested her 

identity as a learner was affected by her perception of time as a valuable resource, as 

she believed she would be able to complete her homework to a higher standard if only 

she had more time.  

Mabel and Fred perceived homework as a challenge in their lives, although their 

reasons for this differed. Mabel used language to suggest her perception of homework 

was a powerful force capable of acting as a barrier to engaging in other, equally valued 

activities. Of note, she felt homework was often a barrier to revision, which was 

perceived as a key mechanism for documenting her academic progress and 

confirming her identity as a competent learner. However, Fred’s perception of 

homework as challenging appeared largely due to his attainment. The difficulties he 

consistently experienced contributed to his low motivation for completion and the 
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volume of homework he received created feelings of anxiety. This then led to a 

perception of homework as purposeless and framed Fred’s identity as a learner who 

felt unable to cope with the academic demands placed on him. 

For Pearl and Ruby, the issues of timescales and differentiation played a key role in 

their sense of self and feelings of competence. Pearl struggled to complete tasks with 

a heavy literacy load within the timescales recommended by teachers, which 

subsequently affected her timescales in executing other tasks. The continued coping 

of this led her to question her skills as a learner and this was exacerbated further by 

unfavourable social comparisons with peers she perceived as more competent. When 

in class, Pearl did not experience this corrosion to her sense of competence and it 

seemed her identity as a learner cycled through a process of being bolstered by her 

progress in lessons and eroded by her experiences of homework. Ruby’s feelings of 

competence were similarly affected by her experience of homework tasks perceived 

as outside her range of ability. Although information was not gathered about the level 

of differentiation employed by the school, the magnitude of Ruby’s difficulties 

suggested even if homework was being differentiated, it still needed differentiating 

further for her. Ruby’s repeated use of words such as ‘dumb’ and ‘stupid’ when talking 

about how homework affected her view of herself as a learner was powerful and I 

wonder if a pedagogical tool that leaves a pupil experiencing such reduced feelings of 

competence should be a matter of concern. The fluid boundaries Ruby experienced 

between homework, relationships and her emotions suggested her identity as a 

learner was rooted firmly in the context of her sense of self in relation to others.  

A significant theme across the dataset was the role of feedback provided by teachers. 

Betsy, Florence and Mabel felt strongly that feedback is crucial for developing a sense 

of competence. The strength of this perception had a powerful effect on the motivation 

of these participants, with Betsy and Mabel both feeling a lack of feedback renders 

homework meaningless. Feedback also affected perceptions of being seen and heard 

by the teachers as for Mabel, the provision of feedback appeared to operate as a 

recognition of self and without it, her identity as a learner was adrift. Betsy and 

Florence focused on the value of strengths-based feedback, which provided autonomy 

support and allowed pupils to identify competencies which developed their learning 

further. For Pearl, the feedback provided on her homework often contradicted her own 

judgements and served to enhance her sense of competence when she realised she 
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had performed better than anticipated. Florence and Pearl described a collaborative 

approach to feedback that some teachers adopted and they appeared to value this as 

an opportunity for social learning as well as collective and individual development. It 

seemed that a particularly powerful tool for offsetting the sometimes detrimental 

impact homework had on these participants’ identities as learners, was feedback. 

5.4.2 Summary 

The final research question asked how homework has affected these Year 10 pupils’ 

views of themselves as learners. The theme of Identity is pertinent here as it relates 

to the YP’s perceptions of homework, values as learners and feelings of competence 

in terms of their sense of self and in relation to others. The notion of identity dates 

back to the early writings of Erik Erikson, who conceptualised it as an individual 

construct as well as an interaction with social and cultural contexts based on 

interpretations of another’s view of the self (Schwartz, 2001; Erikson, 1980; 1968). 

Adolescence is thought to be a pivotal stage of identity development with the formation 

of values and perceptions, including sexuality, religiosity and political persuasion, 

considered a key part of creating ‘the mosaic that represents who one is’ (Schwartz, 

2001, p.9). There are elements of identity theory I feel are pertinent to my research, 

as the participants’ views of themselves as learners appeared to be derived both from 

self-appraisal of their own strengths and needs as well as their perceptions of how 

teachers viewed and peers engaged with them.  

Homework itself also influenced the participants’ identities, particularly in relation to 

the challenges experienced. For Fred, Pearl and Ruby, homework made them feel 

less competent as learners and the continued difficulties they faced were only 

temporarily ameliorated by the support of teachers, family and friends. Betsy, Mabel 

and Florence experienced challenges too, in relation to managing their time, ensuring 

appropriate effort and balancing workload with well-being. However, these challenges 

did not seem to affect their feelings of competence in the same way and if anything, 

the continuous process of experiencing and then overcoming challenge increased 

their sense of competence. I feel the role of feedback is critical here, given its 

protective effect on Betsy, Florence and Mabel’s motivation. I wonder if differentiation 

for Fred, Pearl and Ruby at a level enabling the provision of strengths-based feedback, 

might begin to mitigate the impact of homework on their identities as learners.  
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The literature on CYP’s perceptions of homework is sparse (Hallam & Rogers, 2018; 

Rudman, 2014; Letterman, 2013; Xu, 2013; Quigley, 2013); however, there appear to 

be parallels with the current study. Previous research suggests children value 

meaningful homework that is not too difficult and offers opportunities for creativity as 

well as the provision of feedback for developing learning and motivation (Nicolae et al, 

2017; Tas et al, 2016; Ekici, 2014; Núñez et al, 2015b; Letterman, 2013; Wilson & 

Rhodes, 2010; Xu, 2005b; Hinchey, 1996). I believe my findings are also in line with 

previous research suggesting differentiation is an issue of crucial importance (Burriss 

& Snead, 2017) and this is evidenced by the challenges experienced by Fred, Pearl 

and Ruby. In addition to this, Betsy, Florence and Mabel all talked explicitly about how 

they value feedback for its role in developing their learning and were candid about how 

the lack of it affects their motivation.  

The way in which homework affects pupils’ identities and feelings of competence as 

learners is not an issue explored within the literature to date. I feel the topic of identity 

has links not only to learning but also well-being due to its association with a sense of 

agency. Farrell and Danby (2015) note children are expected to comply with adult 

expectations regarding homework, irrespective of their own views, and assert that it is 

an activity designed to advance the agenda of schools, rather than pupils. The findings 

from the current study highlight how difficult homework can be for some pupils as well 

as the toll it takes on their well-being and feelings of competence as learners. Despite 

this, they ensure they are fulfilling their homework responsibilities, even if this is largely 

to avoid punishment in the form of detentions which equate to a loss of time for social 

interaction. The power differentials here are significant and it seems there perhaps is 

a contradiction between the rights of children and the rights of adults (ibid).  

In the latter part of the 20th century, Harris Cooper and his colleagues carried out a 

series of meta-analyses seeking to examine the link between homework and 

achievement (Cooper et al, 2006; Cooper & Valentine, 2001; Muhlenbruck et al, 2000; 

Cooper et al, 1998). While the research uncovered a small positive link between the 

two, less than a decade ago Cooper reflected in an interview with Héfer Bembenutty 

on the lack of abatement in the homework literature around issues including tensions 

at home, the importance of differentiation, the impact on disadvantaged pupils and 

matters of motivation (Bembenutty, 2011). These are four issues which have emerged 

strongly from my research and will form the basis of the following section detailing 
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suggested implications for practice. Fisher et al (2011) believe traditional homework 

practices benefit only the minority of pupils who complete it without difficulty and so to 

this end, I am proposing a model for developing a homework policy derived from both 

psychological theory (Ryan & Deci, 2000) and listening to the voices of pupils who 

have experienced difficulties with it.  

5.5 Implications for Practice  

The issue of homework has been a contentious one within educational practice for 

decades with concerns around its effectiveness, issues of equal opportunity and the 

impact of homework on pupils’ lives outside of school (Medwell & Wray, 2019; Eren & 

Henderson, 2011; Rønning, 2011; Cooper & Valentine, 2001). Despite this, many 

researchers identify the lack of focus in the literature relating to CYP’s perceptions of 

homework (Hallam & Rogers, 2018; Letterman, 2013; Quigley, 2013; Xu, 2005; 

Warton, 2001). In line with my interpretivist epistemology and methodological 

approach, the current research therefore aimed to address this by exploring YP’s 

experiences of homework. The purpose of this was to develop our understanding of 

these YP’s perceptions and increase our professional awareness of their needs in this 

area. Due to homework’s unique position as an educational practice spanning both 

school and home environments, I believe there are implications of my research for 

teaching staff, EP’s and families. 

5.5.1 Training  

There is research to suggest great variation in the perceptions of teachers, parents 

and pupils regarding homework and this appears largely shaped by how the 

experience manifests for each group of individuals (Edwards, 2017; Baker, 2007; 

MacBeath & Turner, 1990). Previous studies highlight the lack of training for teachers 

regarding the setting and monitoring of homework and how a conflict between theory 

and practice suggests a lack of awareness of the research literature (Trenholm & 

Chinnappan, 2019; Buyukalan & Altinay, 2018; Ndebele, 2018; Kukliansky et al, 2016; 

Snead & Burriss, 2016; Matei, 2015). In the current study, there were suggestions this 

may also be an issue affecting pupils and parents as well as teachers. Betsy explained 

she had to learn how to navigate teacher expectations of homework when she first 

started at the school and adjust her behaviour accordingly. The difficulties experienced 

by Fred and his parents indicated some support and guidance from teachers around 
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homework might be welcomed, as would an understanding of the challenges families 

experience in the pursuance of timely submission. Due to inconsistencies in the 

pattern of homework delivery, Mabel questioned whether teaching staff were 

monitoring the overall quantity of homework received by individual pupils. I therefore 

feel a significant implication of the current study is identifying a training need.  

The experiences of these participants suggest homework training would be valuable 

for pupils, teachers and parents, with a role for both teachers and EP’s in its delivery. 

Pupils would benefit from a clear understanding of the purpose of homework and how 

to develop appropriate skills for organising their workload, completing tasks and 

solving problems they may encounter. Training for parents might raise awareness of 

scaffolding skills and providing autonomy support, which may lessen some of the 

pressures felt around the limits to their subject knowledge (Pressman et al, 2015; 

Gonida & Cortina, 2014). It may be helpful for teachers to develop their awareness of 

the pedagogical differences between class and home based learning as well as their 

knowledge of psychological theories of motivation which could support issues around 

non-completion. There may also be a role for pupil participation in training, in order to 

illuminate their hidden experiences. In each instance, I feel training for individual 

groups would improve their experiences as a whole group with the relationships 

between pupils, teachers and parents benefiting from an increase in skills as well as 

an increased awareness of different perceptions. As has been highlighted in the 

literature, homework should only be considered a means of supporting pupil 

development when it has been explicitly designed to do so (Bempechat, 2004; Warton, 

2001; Corno, 2000). 

5.5.2 Consultation  

As noted previously, homework is an educational practice spanning school and home 

environments, with EP’s working to support CYP in both settings. It seems EP services 

may be well placed to offer support in this area through consultation. Consultation is 

a process which involves working collaboratively with adults who know the child best 

so as to utilise individual skills, share knowledge and generate solutions (BPS, 2017; 

Wagner, 2017; 2000). It is a way of working considered unique to psychologists and 

differs from other more within-child models by virtue of its solution-focused and 

personal construct orientations focusing on strengths and understanding different 
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perspectives (Harker et al, 2017; Beaver, 1996; de Shazer, 1988; Kelly, 1955). These 

were elements of psychology incorporated into the interview questions of my study as 

I felt it would afford the opportunity to listen to pupil voices in a way that has not been 

explored previously. 

The findings from the current study therefore have implications for raising awareness 

amongst EP’s of the psychological impact of homework on YP and the factors 

influencing its execution. A key part of the role of EP’s is to advocate for CYP within 

legislative guidelines and ensure their voices are accurately represented on matters 

affecting them (BPS, 2018; Gersch et al, 2017; DfE, 2015). Given evidence within the 

literature of the emotional impact of homework on the lives of pupils and their families 

(Hong et al, 2011; Turanli, 2009; Xu & Yuan, 2003; Solomon et al, 2002), there is 

perhaps scope for the current study and its consideration of well-being factors to be 

used to support families. With an increased awareness of YP’s experiences of 

homework, it may be that EP’s are able to use their skills in consultation with teachers 

and parents to draw together differing opinions, advocate on behalf of CYP and 

support the emotional well-being of those who may be affected.  

5.5.3 Model for developing a homework policy based on psychological theory  

The culmination of my research is a model I have devised as an evidence based tool 

to guide professional practice and support school staff in developing their homework 

policies. Research suggests psychological theory has played only a limited role in 

homework policy thus far but there are reasons to believe it may support positive 

change (Akioka & Gilmore, 2013). The model is presented in full at Figure 5.1 and is 

derived from key findings of the current study located in the context of SDT (Ryan & 

Deci, 2000). I felt this was the most appropriate framework for the model as the 

concepts of autonomy, relatedness and competence map onto my three research 

questions and the themes explored within them. Autonomy relates to the first research 

question regarding how pupils experience homework, with Autonomy being a theme 

featured for most participants in the current study but notable in its absence for others. 

Relatedness links to the second research question regarding how pupils feel 

homework impacts on their lives, relating to themes of Reciprocity with teachers and 

Relationships with peers and families. Competence links to the third research question 

regarding how homework affects these pupils’ views of themselves as learners and  
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Figure 5.1: Model for developing a homework policy based on current research findings, previous literature reviewed and one psychological theory (Ryan & Deci, 2000)
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relates to the theme of Identity, as the supports and challenges to developing 

competence were a key feature here. The theme of Affective State incorporated 

motivation itself which was one of the strongest themes across the corpus, indicating 

a theory of motivation is likely to be an appropriate framework for the findings. 

Additionally, the theory’s emphasis on well-being may help to explain the strong link 

between homework and the emotions experienced by participants while completing it.  

I believe The Self-Determination Continuum depicted in Figure 2.1 offers a helpful  

means of conceptualising findings related to individual participants. Fred appears to 

sit towards amotivation and with little regulation evident. He expressed not valuing 

homework, not perceiving it ever could be valuable and not feeling competent to 

complete it without support from an adult. Most of the participants appeared to be 

extrinsically motivated, although this manifested slightly differently for each of them. 

Ruby demonstrated external regulation and was focused on complying with 

homework expectations so that she avoided punishment. Although Florence was 

motivated by the external rewards given for completing homework, she primarily 

seemed to experience introjected regulation as she was highly motivated to avoid a 

state of anxiety (ibid). Betsy and Mabel appeared aligned with identified regulation, 

as they consciously valued homework for the advantages they felt it conferred for their 

learning and subsequent goal achievement.  

However, Pearl’s motivation showed significant variation which appeared task 

dependent. She worked hard to avoid punishment and often sacrificed her leisure 

activities in order to do so, suggesting a form of external regulation. This tended to 

relate to the literacy based tasks she found more challenging though, as when she 

was engaged in creative or practical homework tasks her level of enjoyment was such 

that she appeared to experience intrinsic motivation, completing the activity for the 

inherent satisfaction it provided. Given that Pearl was the only participant who 

approached experiencing intrinsic motivation, the apparent extrinsic motivations of the 

majority of the participants seems to lend further support to the use of SDT (ibid) as a 

framework for the findings.  

I shall now explain each of the recommendations contained within the various sections 

of the model and how they link to the three psychological needs that support the 

development of motivation and well-being. Three recommendations each overlap two  
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psychological needs and their increased weight is reflected in their explicit discussion 

throughout this chapter. Pupil participation in the devising of homework policy has 

been included as a recommendation to meet the needs of autonomy and relatedness, 

given it represents YP being consulted on matters affecting them (Gersch et al, 2017; 

DfE, 2015) and supports communication in the relationship between teachers and 

pupils. Homework training for pupils, parents and teachers has been previously 

discussed as an implication for practice and is incorporated as a recommendation to 

meet the needs of relatedness and competence. I feel training has the potential to 

enhance each group’s understanding of alternative perspectives as well as develop 

their various skills in delivering, completing and supporting homework. Differentiation 

of homework tasks is a recommendation which can be used to meet the needs of 

autonomy and competence and this stems largely from Ruby’s experiences of 

homework. When faced with tasks she felt were outside her range of ability, the impact 

on Ruby was significant. It not only limited the development of her autonomy but also 

frequently left her feeling she lacked the competence to complete homework at all. I 

feel it is important for teachers to retain responsibility for the differentiation of 

homework and ensure pupil choice of task relates to creativity or medium and not to 

the level of difficulty.  

The recommendations designed to support autonomy are choice of task, explicit 

purpose, creative opportunities and structured delivery. Betsy and Florence described 

how choice and having a clear understanding of the purpose of homework increased 

their motivation. This is supported by a range of studies which suggest offering an 

element of choice to homework tasks increases pupils’ motivation by increasing their 

feelings of competence and perceptions of autotomy support (Scott & Glaze, 2017; 

Akioka & Gilmore, 2013; Patall et al, 2010; Fisher & Frey, 2008). Betsy and Florence, 

along with Mabel, talked about how a structured pattern of homework delivery would 

enhance their ability to plan and manage their workload while being mindful of fulfilling 

extra-curricular obligations and engaging in activities to support their well-being. Pearl 

valued tasks which offered opportunities to be creative and practical, indicating this is 

important for autonomy. There is also literature to suggest designing homework which 

is intentionally engaging and interesting for pupils increases their motivation for 

completing it (Watkins & Stevens, 2013; Ramdass & Zimmerman, 2011; Dettmers et 

al, 2010). 
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The recommendations designed to support relatedness are social learning, 

collaborative teacher relationships, monitor overall quantity and clear links to 

classwork. The role of peer relationships was prominent for Pearl and Ruby but 

Florence, Betsy and Mabel also talked about the value of engaging with their friends 

around homework and offering support to each other. Research has also shown 

completing homework with friends leads to more positive emotions suggesting that 

including opportunities for social learning in homework tasks may increase pupil well-

being (Leone & Richards, 1989). Betsy highly valued a collaborative relationship with 

the teacher and opportunities for whole class collaboration were valued by Florence 

and Pearl in the context of feedback. Mabel suspected there may not have been a 

mechanism for monitoring the overall quantity of homework received by each pupil for 

all subjects. If that is indeed the case, I would argue it might be difficult to refute 

suggestions from pupils that reducing the overall quantity of homework would improve 

their motivation, effort and well-being. Betsy and Florence felt linking homework to 

classwork was important not only for developing learning but also for making explicit 

the purpose of homework tasks. Indeed, it is suggested the relationship between 

homework and achievement is dependent on its links to lesson content by teachers 

(Murillo & Martinez, 2014). 

The recommendations designed to support competence are strengths based 

feedback, maximum timescales, celebrate success and balance challenges. Betsy, 

Florence and Mabel were vocal proponents of the role of feedback in developing 

competence and the value they placed on it was largely in the context of its ability to 

develop their strengths. This is in line with a wide range of published research 

indicating when teachers focus on checking completion rather than providing 

meaningful feedback on homework, pupils not only feel this is unhelpful but also that 

it has a detrimental impact on motivation (Maharaj-Sharma & Sharma, 2016; Nunez 

et al, 2015b; Ekici, 2014; Mapako et al, 2013; Xu, 2005b). The recommendation for 

maximum timescales stems largely from Pearl’s experiences of homework, as the 

impact of her literacy needs meant she often significantly exceeded them. This then 

reduced the time available for her remaining homework making it more challenging to 

balance overall, resulting in a corrosive effect on her feelings of competence. Indeed, 

Neilson (2005) argues time constraints are less of a barrier for high attaining pupils 

and more likely to adversely affect lower attaining pupils. Pearl suggested an adult 
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could sign to verify the pupil had worked for the specified time, if teachers felt they 

needed such verification. I wonder if maximum timescales might potentially provide a 

more accurate picture of individual capabilities, as it would mean raising teacher 

awareness of some of the obstacles pupils are overcoming to ensure completion. The 

inclusion of celebrating success and balancing challenges is inspired by how 

empowering it can be when CYP experience praise and how such praise can buffer 

their well-being at times of challenge.   

5.5.4 The impact of coronavirus  

As I neared completion of this piece of research, the UK government implemented a 

national closure of schools and colleges in response to the COVID-19 global 

pandemic. Schools remained open for vulnerable pupils and the children of 

keyworkers but for all others, a period of home learning commenced which resulted in 

the majority of pupils not attending a formal educational setting for almost six months. 

In the context of this, I feel my research has simultaneously increased and decreased 

in relevance as homework becomes the only way in which CYP are learning as well 

as an educational practice which may be permanently altered in the future. Findings 

from the current study suggest that issues pertaining to motivation and affective state 

may have become all the more prevalent during such a time. There has been an 

increased demand for CYP to autonomously balance their workload throughout the 

day with significantly less teacher support, while the burden for parents and families 

increased even further. Given the documented difficulties already existing in this area, 

it seems reasonable to think this may have been further impacted by the challenges 

of parents balancing working from home with supporting their children, without the 

respite offered by school. The same is also true of teachers, many of whom are parents 

themselves, who have had to adapt to teaching their classes and supporting pupils 

remotely while balancing all the same challenges.  

The emotional experience of homework as one infused by anxiety, shame and 

isolation was a key aspect of the findings. The difficulties experienced by the 

participants affected their identities as learners and often had a detrimental impact on 

their feelings of competence; however, this appeared to be at least partly ameliorated 

by feedback from the teacher. Given the likelihood that remote learning will play a 

continued role in teaching going forwards, it is perhaps worth emphasising the 
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importance of implementing processes that will enable the dissemination of strengths 

based feedback. The teacher was identified as a source of support by the majority of 

participants and this highlights that the relationships between teachers and pupils may 

be of even greater importance at times of uncertainty. The collective impact of coping 

emotionally in such an uncertain and anxiety provoking situation appears to have had 

cognitive consequences, with many anecdotally struggling to maintain focus and 

attention. It is therefore hoped that a model aiming to develop motivation for 

homework, which focuses on supporting autonomy, competence and relationships, 

will be a welcome tool for educational settings going forwards. 

5.6 Critique of Current Study  

5.6.1 Strengths 

I feel a significant strength of my research is its illumination of the voice of pupils on a 

matter which affects them (Gersch et al, 2017; Hardy & Hobbs, 2017). Numerous 

publications highlight the dearth of research relating to CYP’s perceptions of 

homework (Hallam & Rogers, 2018; Rudman, 2014; Letterman, 2013; Xu, 2013; 

Quigley, 2013). In a field traditionally dominated by quantitative research, there have 

perhaps inevitably been suggestions that qualitative methods could be more widely 

adopted so as to explore the topic from a different perspective (Fan et al, 2017; 

Rudman, 2014; Jackson, 2007). The lack of research on homework carried out in the 

UK was noted in the literature review, with the few studies published tending to utilise 

a multi-perspective approach combining the views of pupils with those of teachers and 

parents (Edwards, 2017; Baker, 2007; MacBeath & Turner, 1990). To this end then, I 

believe my research has made an original contribution to knowledge by adopting a 

qualitative approach to explore YP’s experiences of homework in the UK.  

The selection of IPA as a methodology conferred distinct advantages, as it enabled an 

idiographic focus on the participants’ lived experiences (Smith et al, 2009). In line with 

IPA, a homogenous sample was selected so that participants shared key traits in terms 

of their year group, the school they attended and the homework policy their teachers 

were guided by. There was therefore an element of consistency to experience that 

may be harder to achieve with studies utilising larger samples. However, there are 

limits to homogeneity and so there were also differences between the participants 

which allowed me to explore their experiences in depth and represent their accounts 
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of homework as individuals. The range of attainment amongst the six participants 

allowed for a nuanced interpretation of their experiences and perhaps helped to shed 

light on some findings from larger studies which have been challenging to reconcile, 

such as the link between timescales and attainment (Trautwein, 2007; Muhlenbruck 

et al, 2000; Cooper & Valentine, 2001).  

IPA also enabled consideration of each participant’s experience of homework as a 

whole and it was this aspect of the research which allowed for themes relating to 

workload and teacher awareness of pupil experience. Each pupil receives homework 

for specific subjects in the context of homework for all subjects, yet a distinct pattern 

emerged in the literature whereby pupil experiences of homework were researched in 

the context of specific subjects (Fan et al, 2017; Maltese et al, 2012; Eren & 

Henderson, 2011; de Jong et al, 2000). It is perhaps within this element of the research 

where the links between homework and well-being are best illustrated. Additionally, I 

feel a significant value of my research was its illumination of certain aspects of pupils’ 

experiences of homework which may be hidden from teaching staff simply by virtue of 

it taking place at home. For all of the reasons outlined above then, I hope that my 

research is able to convey something interesting, important or useful (Smith et al, 

2009; Yardley, 2000). 

5.6.2 Limitations  

There are of course limitations to my research which are important to address. 

Qualitative research is often criticised for lacking generalisability and it is true that 

qualitative findings cannot be generalised in the same way as quantitative ones (Smith 

(2018). However, it is argued this judgement reflects a narrow view of generalisability 

and the current study sought to make a contribution to knowledge in a different way, 

through naturalistic and theoretical generalisability (Smith, 2018; Kvale, 1996). Rather 

than seeking to make broad claims that are generalised to population level, IPA 

instead seeks to illuminate the whole through a detailed examination of its parts 

(Oxley, 2016; Smith, 2004; Smith et al, 2009). By virtue of my epistemological position, 

a key part of my role as researcher was to interpret the interpretations of the 

participants as they made sense of their experiences, in a process of double 

hermeneutics (ibid). It necessarily follows that my interpretations are subjective and 
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intertwined with both my professional and personal experiences but I have made every 

effort to ensure transparency throughout the research process.  

A further methodological limitation is that I carried out a single interview with each 

participant, meaning the data collected can only capture a static moment in the 

participants’ lives. With more time, it may have been possible to carry out additional  

interviews as the participants progressed further into Year 10 and closer to their 

GCSE’s to enable a comparison of how, if at all, their perceptions evolved. While 

interviews enable the gathering of rich and detailed data for answering experienced 

based research questions, they are limited by their scope and the lack of anonymity 

afforded to participants (Braun & Clarke, 2013). When discussing a topic such as 

homework, I can see how CYP might feel cautious about offering their views, 

especially those which are less positive, for fear of potential repercussions. 

Additionally, there were only 8 pupils out of more than 200 in the year group who 

volunteered to take part in the research. While it is not possible to ascertain why more 

than 190 pupils chose not to participate, it is important to consider that their views may 

well have differed from those who did. Those who took part clearly felt they had 

something to say about homework and the way it impacted their lives, whereas it may 

not have been such a significant issue for those who did not.  

In terms of the sample, it should be acknowledged the school involved in the research 

serves a relatively affluent geographical area and is known for its academic reputation 

and high standards. This therefore resulted in a sample of participants who were 

generally of a higher socioeconomic background which does represent a lack of 

diversity. In addition to this, all participants were white British and English speaking 

which reduces diversity even further. This is perhaps less of a difficulty with research 

that seeks a homogenous sample but it is an issue that warrants consideration and 

may have implications for implementation of the model. While it is acknowledged the 

singular perspective of this study is a strength in the context of previous research, it 

can also be considered a limitation in the context of triangulation. Previous research 

indicates there are significant differences between the views of pupils, teachers and 

parents regarding homework, with such conflicting opinions often attributed to the 

tendency to view the issue from their own perspective (Bennett, 2017; Davidovitch & 

Yavich, 2017; Sallee & Rigler, 2008; Xu & Yuan, 2003; MacBeath & Turner, 1990). It 
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could therefore be argued that seeking only the views of pupils leads to a lack of 

triangulation, which might open up opportunities for subsequent debate. 

5.7 Suggestions for Future Research  

There are a number of possible directions for future research on homework that could 

be explored, which would build on the findings of the current study as well as previous 

literature. It would be helpful to explore the views of more diverse populations by 

carrying out research with younger children, a greater number of boys and a broader 

range of ethnic and socioeconomic groups. Within the literature on homework there 

were only a few studies focusing explicitly on CYP in the context of attainment, SEN 

or social class (Galloway et al, 2013; Bempechat et al, 2011; Hutchison, 2011; Dudley-

Marling, 2003). However these studies, as well as my own, suggest there may be 

additional factors for some of these groups worthy of exploring further. Engaging in 

homework research with more diverse populations would also open up opportunities 

to adopt more creative methods of data collection, such as the use of video diaries 

employed by Hutchinson (2011).  

The strength of the theme relating to the emotional experiences of these participants 

in response to homework suggests this would be a sensible direction for future 

research, especially in view of the recent political emphasis on the mental health and 

well-being of YP (DoHSC & DfE, 2018). There is little previous literature relating to 

well-being in the context of homework and with none of it published in the UK 

(Pressman et al, 2015; Katz et al, 2014; Galloway et al, 2013; Katz et al, 2012; Cheung 

& Leung Ngai, 1992), it seems important to explore this topic in more depth. Linked to 

this, it appears pertinent to consider in more detail the role of peers and friendships in 

relation to homework. This has been a neglected area of the literature and with 

suggestions from the current study that peers play a multi-faceted role in the 

homework process, operating in a capacity that is largely hidden from teachers, it may 

be helpful to further develop our understanding of this aspect of YP’s experiences.  

5.8 Reflexive Account   

The nature of IPA is such that the researcher is part of the research process, 

influencing how a participant’s experiences are interpreted through interpretation itself 

(Willig, 2013; Smith et al, 2009). It is claimed that in qualitative research, the 

interviewer is the research instrument (Kvale, 1996) and for this reason, a continually 
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reflexive attitude is crucially important (Oxley, 2016). Reflexivity relates to the ways in 

which the researcher reflects on their role in the process as one who influences and 

is influenced by the research; this is not only about acknowledging individual biases 

but also considering how the researchers themselves enabled certain understandings 

and interpretations to evolve (Willig, 2013). A distinction is made between personal 

reflexivity and epistemological reflexivity, with researchers implicated in their research 

as both people and thinkers (ibid). Personal reflexivity encourages the researcher to 

think about how their own values, beliefs and experiences have shaped their research 

whereas epistemological reflexivity encourages reflection on the assumptions made 

throughout the research about the nature of knowledge and how those impact on the 

findings (ibid). 

The personal origins of the study meant my role as a mother was a key aspect of my 

identity shaping my beliefs and experiences. Witnessing the impact of homework on 

my son and coping with this in our everyday lives meant I was already aware of its 

emotional consequences on families. As a professional in the education system I am 

also aware of the regard with which homework is held and how firmly embedded it is 

in educational practice. It seemed my personal and professional beliefs collided while 

listening to the group of young researchers talking about the impact of homework on 

their lives. I therefore feel my interpretations of the data were filtered through the lens 

of well-being, as both a psychologist and a mother, and it is important to acknowledge 

this. I hope the findings from my research accurately represent the multiple realities of 

each individual participant, while still making a contribution to knowledge about their 

experiences as a whole.  

5.9 Concluding Comments  

This small scale, qualitative study aimed to add to the literature pertaining to YP’s 

experiences of homework. The current socio-political context of homework within the 

UK education system is located in historical research of a largely quantitative and 

international nature, with only a handful of studies seeking to research homework in 

the UK (including Medwell & Wray, 2019; Solomon et al, 2002; Farrow et al, 1999; 

MacBeath & Turner, 1990). Six pupils in Year 10 at a mainstream school in the south 

west of England took part in the research, engaging in one semi-structured interview 

each. The methodological approach adopted ensured a focus on each of these 
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participants’ lived experiences of homework and sought to explore how it impacts on 

their lives and their identities as learners. Five themes were constructed, that of 

Autonomy, Reciprocity, Relationships, Affective State and Identity, which indicated 

homework is a powerful influence on the lives of these YP both in school and at home. 

In many ways, homework is not an individual experience as it is intricately tied to the 

relationships these YP have with their teachers, their friends, their families, their 

passions and themselves. 

In IPA research, it has been argued that in order to understand an experience, we 

must ‘go back to the things themselves’ (Husserl; 1927, cited in Smith et al, 2009; 

p.12). Therefore I believe that in order to understand homework, we need to ask for 

the experiences of those who are active participants in it. To date, there has been very 

little research within the field of homework that has sought to understand the 

perceptions of CYP (Hallam & Rogers, 2018; Rudman, 2014) and it is hoped the 

current study therefore has a contribution to make. In the interests of generating 

accessible and purposeful recommendations, the findings have been incorporated into 

a potential model for developing a homework policy based on psychological theory 

(Ryan & Deci, 2000). The three psychological needs implicated by SDT (ibid) in the 

development of intrinsic motivation and well-being map onto the three research 

questions of the current study and act to streamline the five themes identified during 

the data analysis process. Recommendations for supporting autonomy, relatedness 

and competence are based on a combination of the findings and previous literature, 

with the overall goal of increasing motivation and supporting emotional well-being. 
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Appendix A – Table of Literature (Extract) 

 

Source  Author Year Topic Method Participants Country  

Google Akioka & Gilmore 2013 An intervention to improve motivation for homework Repeated Measures 104 Australia 

EthOS Baker 2007 Parent, pupil, teacher perspectives on secondary homework Quant Survey  5 Cohorts UK 

Article Baumeister 1997 Narrative review       

Snowball Bembenutty 2011 Interview with Harris Cooper       

ERIC Bempechat et al  2011 Perceptions of low income youth on homework Qual Interviews 92 USA 

ERIC Bempechat 2004 Motivational benefits of homework Lit Review - USA 

ERIC Bennett 2017 Student/teacher perceptions on benefits of homework Qual 45 + 11 USA 

Book Bennett & Kalish 2006 The case against homework        

ERIC Brock et al 2007 Teacher perceptions of homework for non-dominant children  Mixed Methods 133 + 27 USA 

ERIC Bryan & Nelson 1994 Perspectives of students on homework Quant Survey  1527 USA 

ERIC Burriss & Snead 2017 Student perception of motivation/effectiveness of homework  Qual Survey 506 USA 

PsychINFO Buyukalan & Altinay 2018 Primary teachers views of homework  Qual SSI's 20 Turkey 

Snowball Carr 2013 Increasing the effectiveness of homework Lit Review     

Snowball Cheung & Leung-Ngai 1992 Impact of homework on children's well-being Quant Questionnaire  1983 China 

Article Collins & Fauser 2005 Narrative review       

Google Cooper, Lindsay & Nye 2000 Parental involvement in homework - types Quant Survey  709 USA 

University  Cooper & Valentine 2001 Using research to answer questions about homework Systematic Review - USA 

Snowball Cooper et al  1998 Impact of homework on achievement Quant Questionnaire  709 + 82 USA 

Snowball Cooper, Robinson, Patall 2006 Effectiveness of homework Meta-Analysis - USA 

Google Corno 2000 Looking at homework differently Case Study 6 USA 

University  Corno & Xu 2004 Children's experiences of homework as the job of childhood Qual Obs, SSI's ? USA 

University  Coutts 2004 Parent and student views of purpose of homework Review - Australia 
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Appendix B – Expression of Interest Flyer 

 How do you feel about…  

 
                  HOMEWORK? 

 

 

 

My name is Debby Porstendorfer and I am a student at the University of Bristol. Your 
Head Teacher has given me permission to ask if you would like to be involved in my research.  
 

I am interested in exploring young people’s  
experiences of homework. 

 
If you’d be willing to take part in an individual interview with me lasting around an hour, 
please fill out the reply slip on the bottom of this form so I can contact you with more details. 
.………………………………………………………………………………………………………………………………….. 
 
Name:___________________________________________________________ 
 
Tutor Group:______________________________________________________ 
 
School Email Address:_______________________________________________ 
 
Parent Contact Number:_____________________________________________ 

Do you have ideas about how homework could be 

BETTER? 
If so then I would really like to talk to you! 
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Appendix C – Interview Schedule  

 

School for Policy Studies 
 

 

 

8 Priory Road 

Bristol BS8 1TZ 

Tel: +44 (0)117 954 6755 

bristol.ac.uk/sps 

 

1. Can you tell me about your relationship with homework? 

2.  Can you describe a recent piece of homework that was significant for you? 

3.  Can you describe your homework journey throughout your school life? 

4.  How does homework affect your relationships with other people? 

5.  How does homework impact on other areas of your life? 

6.  What skills have you developed as a result of homework? 

7.  How do you manage challenges relating to homework? 

8.  How has homework affected how you see yourself as a learner? 

9.  If your school had the perfect homework policy, what would that look like? 

10.  What are your thoughts about your school’s current homework policy? 

    IMPORTANCE 

 

 

IMPLICATIONS   SELF-DESCRIPTION         OPPOSITE 

 

 

   BEHAVIOUR 

(Root and exploratory questions, Beaver, 1996) 

I would like to use this framework in the discussion following question ten to ascertain how the 
participant feels about their current provision, how important current provision is to them, the 
implications of current provision, how current provision links to behaviour and what the opposite of 
current provision would look like.  
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Appendix D – Information Sheet   

 

School for Policy Studies 
 

 

 

8 Priory Road 

Bristol BS8 1TZ 

Tel: +44 (0)117 954 6755 

bristol.ac.uk/sps 

 

Information Sheet  

 

 

Hello, 

My name is Debby and I am a student at the University of Bristol. I am doing a project about 

homework and the effect it has on pupils. I would like to invite you to discuss this with me in 

an interview that will last around an hour.  

What will happen if I say yes? 

I would like to find out about your experiences of homework. I will visit you at a time and 

place that suits you. We will spend around an hour talking about homework so I can find out 

what your experiences with it have been. 

With your permission I will make a recording of our 

conversation during the interview and then I will listen to it 

and write it down exactly as it was said. I will change your 

name, and the name of your school, so that nobody will 

know it was you. Everything you tell me will be kept very 

safe. I will not tell anybody what you have told me, unless I think that somebody might get 

hurt and then I will have to tell another adult.  

After I have written down what you have said and changed your name, it becomes data. My 

university says I need to keep my data in a special place called a repository, which is where 

all research data is stored. This means that other researchers will be able to learn from it 

too. You can ask to see your data at any time and you can ask for people not to use your 

data at any time too. You also have the right to request that your data is deleted.  
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I am also going to ask some of the other pupils at your school 

what they think. When I have finished asking these pupils I will be 

able to tell you what I have found out, if you want to know. I am 

going to use the things I have found out to write a project for my 

university course. I would also like to use what I find out to make 

some recommendations for schools to use when they write their 

homework policies, if they want to.  

What will happen if I say no? 

You do not have to take part if you do not want to. If you say no then 

nothing will happen. Even if you say yes now, you can still say no 

afterwards at any time.  

What happens next? 

If you would like to say yes, there is a form for you to fill out and sign 

before we start the interview. If you want to ask me any questions then I would be very 

happy to answer them, either now or afterwards if you think of any later. 

 

My email address is dp17891@bristol.ac.uk 

 

There is a person who works at the university who can also answer your questions, his 

name is Dr Rob Green.  

 

Rob’s email address is mhxrg@bristol.ac.uk 
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Appendix E – Consent Form 

 

School for Policy Studies 
 

 

 

8 Priory Road 

Bristol BS8 1TZ 

Tel: +44 (0)117 954 6755 

bristol.ac.uk/sps 

Consent Form 

            Please tick 

 

I have read the Information Sheet.   

I understand what it says on the Information Sheet. 
    
I was asked if I had any questions about the project.  
  
My questions were answered in a way I could understand.  
  
I understand that I will be asked what I think about homework and that what I say  
will be used in a project for the University of Bristol.  
 
I understand that I do not have to carry on with the study if I do not want to, even  
after I have said I will do it, and that I do not have to say why. 
  
I understand that I can ask for the things I said to be taken out of the study at any  
time and I do not have to say why.  
 
I understand that what I say will be recorded and that when you write about what  
I say, nobody will be able to tell that it is about me. 
 
It is ok for what you have written about me to be kept safely at your university and  
shared with other people at the university to help with future learning.  
 
I want to do the study.     
 
 
Name: ………………………………………………………………………………………………….. 
 
 
Signed: …………………………………………………………………………................................ 
 
 
Date: …………………………………………………………………………………………………… 
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 Appendix F – Ethical Approval  
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Appendix G – Betsy’s Thematic Map 

 

Emergent Themes  Sub-Ordinate 
Themes 

Super-Ordinate 
Themes 

Use of autonomous strategies to support retention 
and retrieval  
Rationale for prioritising workload  
Series of steps for revising 
Using available time to prepare 
Preparation prior to revising   

 
Adopting a  

rational  
action 

approach  

 
 
 
 
 

Autonomy  
 Knowledge of individual strengths informs planning 

and prioritising  
Verbalising thoughts is a mechanism for developing 
learning 
Recognises that cognitive engagement in the 
absence of knowledge has benefits  

 
Independence 

promotes 
growth   

Reciprocal interaction with teacher benefits learning 
Clear understanding of how to execute task  
Lack of reciprocal interaction affects learning  
Lack of reciprocal interaction with homework 
Lack of explicit teaching around homework 
completion 
Perception that lack of reciprocal interaction affects 
understanding  
Lack of reciprocal interaction affects attention  
Perception that lack of reciprocal interaction affects 
retention  

 
 
 
 

Teacher 
relationships 
and learning  

 
 
 
 
 
 
 
 
 

Reciprocity   

Increase in quantity of homework necessitates 
corresponding decrease in effort  
Quantity necessitates ensuring appropriate balance 
between effort and task completion 
Importance of balancing workload and well-being 
Conflict balancing responsibilities and well-being 
Impact on leisure time necessitated a more prudent 
judgement of effort required 
Quantity limits opportunities to explore life broadly   

 
 
 

Impact of 
workload on 
well-being  

Overwhelmed by quantity  
Quantity combined with effort creates heavy load  
Combination of quantity, effort and resulting long 
days has emotional impact  
Overburdened by multiple homework for same 
subject  
Conscientiousness linked to expending greater effort 

 
 

Homework as 
an emotional 
experience 

 
 
 
 
 
 
 
 

Affective State   
Purposeful homework creates intrinsic motivation  
Values intrinsic motivation to complete homework  
Purpose of homework is consolidation  
Purposeless homework is less enjoyable  
Motivated by own personal development  
Motivated by achieving long term goals  
Not motivated to avoid punishment  
Punishment as a method of ensuring compliance 
Recognition that interest cultivates motivation 

 
 
 

Aspirations as 
a champion of 

effort  
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Opportunities for broad range of learning 
experiences 
Variety in learning tasks  
Coursework as representation of ongoing 
assessment 
Opportunities for autonomy  
Values opportunities to make autonomous decisions 
Opportunities for broader experiences are curtailed 
by academic responsibilities 
Life experiences are important for well-being  
Revision as opportunity for autonomous learning  
Opportunities to be creative with revision 
Investing in revision is valuable use of time 

 
 
 
 
 

Values as a 
learner   

 
 
 
 
 
 
 
 
 
 
 

Identity  
 

Purpose of feedback is to develop learning  
Values how feedback links to classwork which can 
be used to develop homework  
Consistency in provision of feedback has increased 
Formative feedback provided to help develop 
learning  
Lack of feedback creates feelings of frustration 
Lack of feedback creates sense of purposeless to 
homework completion  
Expended effort perceived as purposeless due to 
lack of feedback 

 
 
 

The 
importance of 

teacher 
feedback    
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Appendix H – Florence’s Thematic Map 

 

Emergent Themes Sub-Ordinate   
Themes 

Super-Ordinate 
Themes 

Effective planning as solution to challenges with 
time management 
Competence linked to adoption of a range of skills 
to support learning 
Opportunities to independently make cross-
curricular links 

 
The necessity 

of 
organisation   

 
 
 
 
 

Autonomy   
Creates connections between subjects to support 
learning 
Adopts a structured approach to organising task 
execution  
 

 
Independence 

promotes 
growth    

Values passions as supportive to well-being 
Revision as a priority over passions 
Passions reduce time available for homework  
Resistant to reducing passions to create more time 
for academia  

 
Passions and 
their conflicts  

 
 
 
 
 

 
 

 
Relationships    

Family relationships as buffer to loss of social 
activity due to homework  
Seeks support from parent as problem-solving 
strategy 
Parental modelling of identifying strengths and 
needs to develop skills 
Parental relationship develops learning skills 
Increase in quantity of homework corresponds with 
decrease in social interaction  
Quantity of homework affects quantity of social 
interaction 

 
 
 
 

Families as 
buffer and  
challenge    

Early experiences shape current strategies used  
Front loads work to mitigates anxiety associated 
with rear loading 
Adherence to plan as way of exerting control to 
alleviate anxiety  
Feelings of stress arise from temporal challenges to 
completion  
Lack of structure to pattern of delivery creates 
anxiety as affects ability to plan effectively 
Uncompleted tasks create anxiety that interferes 
with other activities  

 
 
 
 

Homework as 
an emotional 
experience  

 
 
 
 
 
 
 
 
 
 

Affective State   
 
 
 
 
 
 
 
 
 
 
 

Motivated to learn from each task 
Motivated by achievement of long term goals  
Values rewards as extrinsic motivation  
Opportunity for choices increases motivation 
Autonomous choice stimulates motivation  
Values broad curriculum for supporting autonomous 
decision making  
Lack of autonomous choice decreases motivation 
Enjoyment enhances motivation through creating 
sense of purpose 
Motivation promotes desire to develop weaker skills 

 
 
 
 

Aspirations as 
a champion of 

effort   
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Perception that for those with limited time, extra 
time is a reward 
Perception that forgetting is rewarded with 
additional time  
Feelings of frustration at lack of consequences for 
those who flout deadlines  
Feelings of frustration when deadlines are flouted 

 
 

Perceptions of 
homework  

 
 
 
 
 
 
 
 

Identity  
 
 
 
 
 
 
 
 

Identification of strengths is mechanism to stimulate 
learning  
Values feedback as validation of strengths to 
develop competence 
Feedback used to stimulate learning 
Feedback incorporates individual and collective 
areas for development  
Teacher approach indicates improvement is a 
shared goal that belongs to all 

 
 
 

The 
importance of 

teacher 
feedback  
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Appendix I – Fred’s Thematic Map 

 

Emergent Themes  Sub-Ordinate 
Themes 

Super-Ordinate 
Themes 

Practical and personalised support from adult helps 
Personalised adult consolidation supports learning 
Personalised adult support beneficial for ensuring  
understanding  
Personalised adult support to develop understanding  

 
Decision making 

when seeking 
solace 

 
 
 
 
 
 
 

Reciprocity    

Discrepancy between expectations and perceived 
ability to fulfil them 
Discrepancy between expected timescales and 
individual need 
Gaps in previous learning may hinder subsequent 
homework completion 
Quality of relationship with teacher affects motivation 
to seek support 
Seeking teacher support not frequently employed 
Good communication benefits complex systems 
Lack of teacher experience may contribute to 
systemic disruptions  

 
 
 
 
 

Lack of awareness 
of pupil experience 

Tutoring reflects parent concern regarding grades 
Tutoring reflects parental concern maths 
Parental support has remained high  
Values support from parent to manage homework 
Significant stress created by merging of home and 
school 
Tense at home due to stress from homework 
Parent expectations are generally fulfilled  
Reciprocity of affective state within the family  
Arguments arise from conflict between differing 
parent/child expectations 
Emotional impact of homework affects family   

 
 
 
 
 

Families as buffer 
and challenge  

 
 
 
 
 

Relationships  

Homework experience is characterised by anxiety 
Motivated by avoidance of punishment  
Affective state linked to motivation to complete 
Consequence ensures task completion 
Anxiety linked to motivation to avoid punishment 
Stress due to required completion of tasks that did 
not engage  

 
 

Homework as an 
emotional 
experience  

 
 
 
 
 
 

Affective State 
 
 
 
 

 

Prior lack of completion attributed to lack of 
verification processes  
Prior lack of completion attributed to lack of 
punishment  
Lack of motivation to engage in the process 
Values element of choice regarding homework to 
promote motivation 

 
 

Detentions as 
arbitrators of effort  

Homework as a significant challenge 
Current homework policy is challenging  
Manageability influenced by quantity  
Overwhelmed by quantity 
Homework has not developed meaningful skills 
Homework does not have the potential to develop 
meaningful skills 
Homework as a repetition of classwork  
Dichotomous view of learning experience 

 
 
 

Perceptions of 
homework   

 
 
 

Identity 
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Appendix J – Mabel’s Thematic Map 

 

Emergent Themes Sub-Ordinate 
Themes 

Super-Ordinate 
Themes 

Modification to suit individual need 
Location chosen to promote connection 
Change of location due to external restrictions  
Social learning opportunities sought from 
competent peers 
Achievable goal setting 
Good organisational skills 

 
 

Adopting a 
rational action 

approach  

 
 
 
 
 

 
Autonomy  

 Engaged in strategy to enhance enjoyment of task  
Strategy to support organisational skills  
Economising of activities to promote efficiency  
Merging of activities to promote efficiency  
Creating isolation eliminates distractions  
Utilisation of peers as problem solving strategy  

 
 

Independence 
promotes 

growth   

Create opportunities for relief from cognitive load 
Create flexibility to navigate unexpected obstacles 
Gradual increase in quantity   
Boundaries to limit quantity of homework 
Challenge when teachers pursue academic agenda 
Conflict between well-being and responsibilities  
Difficulty influenced by quantity 
Values teachers who are mindful of pupil well-being 

 
 
 

Impact of 
workload on 
well-being  

 

 
 
 
 
 
 
 

Reciprocity  
Ensuring appropriate level of differentiation 
Discrepancy between teacher and pupil 
perceptions of timescales 
Collective teacher awareness of overall quantity 
Lack of teaching consistency creates confusion 
Awareness of homework in the context of multiple 
roles and responsibilities  
Ability to plan affected by lack of structure  
Ability to plan affected by unpredictability 

 
 
 

Lack of 
awareness of 

pupil 
experience  

Frustrated by external pressures 
Problems from school spill over into home 
Relationships with family affected by homework 
Isolated when working alone 
Isolated from family by responsibilities  
Exclusion from family life 
Upset relating to relationships 

 
 

Homework as 
an emotional 
experience  

 
 
 
 
 
 
 
 

Affective State  
Sense of achievement/sense of responsibility 
Desire to fulfil academic obligations 
Desire to achieve adult expectations 
Purpose of working hard is to secure better future 
Quantity influences motivation and feelings of 
competence  
Affective state influences motivation 
Quantity affects effort and perceived ability  
Motivation affected by personal preferences 
Increased effort for personal development  
Lower enjoyment of subject linked to decreased 
effort 

 
 
 
 

Aspirations as 
a champion of 

effort  
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Homework as a powerful force 
Perceives homework as omnipresent 
Homework as a barrier to revision 
Perceives homework as a barrier to achievement  
Revision is a manifestation of effort  
Scaffolding as a means of stimulating learning 
Scaffolding as effective problem solving strategy 
Opportunity to independently develop skills  
Importance of prioritising well-being 
Simple tasks for their well-being benefits 
Holidays as means of supporting well-being 
Relationships with family are important for well-
being 

 
 
 
 
 

Values as a 
learner    

 
 
 
 
 
 
 
 
 
 

Identity  
 

Balanced feedback is purposeful 
Feedback as a tool for developing thinking 
Feedback is valued when it links to new learning 
Purpose of homework diminished without feedback 
Lack of recognition decreases motivation 
Frustration at lack of recognition  
Anger that effort expended was not acknowledged 
Feedback manifests as recognition of self 
Time spent is an extension and investment of self 

 
 

The 
importance of 

teacher  
feedback   
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Appendix K – Pearl’s Thematic Map 

 

Emergent Themes Sub-Ordinate 
Themes 

Super-Ordinate 
Themes 

Developmental progression from dependence on 
others to using own resources  
Confidence in self enables use of independent 
learning strategies  
Engaging in independent learning develops 
confidence in independence  
Use of independent problem solving strategies 
accessing a range of resources  
Adopting a structured approach supports 
organisational skills  
Increasing time for completion affords valued 
opportunities for autonomy and creativity  

 
 
 
 
Role of self-

confidence in 
autonomy     

 
 
 
 
 

Autonomy    

External reinforcement in areas of need boosts self-
esteem  
Values consistency of approach between staff 
regarding punishment 
Values teacher cues to support learning and mitigate 
potential difficulties  
Values the option for online teacher support for its 
privacy and convenience 

 
 

Teacher 
relationships 
and learning   

 
 
 
 
 
 
 
 

Reciprocity  Decrease in quantity to improve emotional well-being 
Quantity combined with discrepancy between teacher 
and pupil timescales is overwhelming  
Quantity and difficulty affect manageability  
Unstructured pattern of delivery challenges 
organisational skills 
Task difficulty increases completion time 
Task difficulty leads to uneven distribution of time 
across activities  

 
 
 

Impact of 
workload on 
well-being 

Social comparison as source of judging ability  
Homework drives unfavourable social comparisons 
Social comparison increases frustration and 
decreases feelings of competence  
Social comparison decreases feelings of competence  
Progress with needs occurs when in proximity to 
teacher 

 
 

The complex 
role of peers  

 
 
 
 
 
 
 
 
 

Relationships  

Friendship provides sense of emotional safety in 
lessons that supports learning  
Friendship as emotional safety for confidence to 
initiate teacher interactions  
Shared experience of learning allows for friendships 
as source of inspiration  
Opportunities for social learning limited by lack of 
familiar peers 
Friendships as a source of reciprocal learning and 
support to move forwards 
Friends build confidence in asking for help 
Confidence in social interactions affected by 
familiarity 

 
 
 
 
 

The multi-
functionality 

of 
friendships  
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Intrinsic motivation supports organisation 
Effort expended and efficiency linked to subject 
preferences  
Greater effort expended on enjoyable tasks 
Enjoyment of subject increases motivation and 
perceived ability  
Lack of intrinsic motivation for disliked subjects 
increases challenges  
Lack of investment decreases motivation  
Prioritises completion over extra-curricular activities 
to avoid punishment  

 
 
 
 

Pleasure as a 
champion of 

effort    

 
 
 
 
 

Affective State  

Exceeding timescales affects perceptions of ability 
and quality  
Exceeding timescales affects identity as a learner  
Competence linked to timely completion 
Individual strengths and needs influence execution of 
timescales  
Interest and differentiation influence feelings of 
competence 
Sense of achievement from sustaining effort to task 
completion  

 
 
 
 

Decimators 
of  

competence  

 
 
 
 

Identity 
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Appendix L – Ruby’s Thematic Map 

 

Emergent Themes Sub-Ordinate 
Themes 

Super-Ordinate 
Themes 

Values teacher scaffolding and personalised support 
Task difficulty peaks and exceeds perceived ability  
Application of task to real life infuses it with meaning  
Relational support through school based provision  
Relational aspects of learning are significant 
Teacher role as offering reassurance 
Relationships are crucial problem solving 
mechanisms  
Task differentiation enables independent completion  
Teacher role as offering emotional support through 
normalisation 
Perception of task as manageable when in proximity 
to teacher  

 
 
 
 
 

Teacher 
relationships 
and learning  

 
 
 
 
 
 
 
 
 
 
 

Reciprocity  

Homework missing the structured adult support that 
classroom offers   
Frustration at discrepancy between ability and task 
difficulty  
Difficult tasks create anxiety that impedes action 
Feels scared of failure when task is perceived as out 
of ability range 
Task difficulty outside skill range necessitates 
relational support  
Quantity affects perceptions of manageability  
Increased quantity increases pressure 

 
 
 

Lack of 
awareness of 

pupil 
experience 

Values peers as source of co-regulation  
Role of peer is to emotionally attune and co-regulate 
Seeking peer support as problem solving strategy  
Values peer emphasis on effort over outcome 
Peer role as mediator with other pupils 
Peer role as normalising experiences 
Peer mitigates impact of being emotionally alone 
Peer support managing rupture in paternal 
relationship 
ole of peers as caretakers creates power imbalance 

 
 
 
 

The complex 
role of peers 

 
 
 
 
 
 
 
 
 
 
 

Relationships  
Friendships as vehicle for resolving emotional 
tensions 
Friendships as source of learning/emotional support 
Collective peer support ensures progress of group 
Need for social connection can supersede 
compliance  
Copes with challenges by seeking out relational 
support  
Relational support with organisational skills ensures 
completion  
Potential loss of social interaction motivates task 
completion  
Effort rewarded with no loss of social interaction  
Peer support motivated by loss of social interaction 

 
 
 
 
 

The multi-
functionality 

of friendships  
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Shame of public mistake recognition generates 
feelings of incompetence  
Feeling sad when reflecting on limits of competence  
Impact of challenging homework is emotionally 
cumulative 
Emotional impact of difficulties festers over time 
Quantity generates anger at being overwhelmed  
Feeling stressed reduces confidence in ability  
Stress increases likelihood of emotional 
dysregulation  
Feelings of stress impact on others 

 
 
 
 

Homework as 
an emotional 
experience  

 

 
 
 
 
 
 
 
 
 
 

Affective State 
Early relationship with homework characterised by 
detentions  
Detentions for organisational reasons greater 
motivation for those with organisational needs  
Effort is the mechanism connecting task completion 
and avoiding punishment  
Desire to reduce detentions motivated task 
completion 
Sufficient effort determined by lack of detention  
Detentions as external measure of appropriate effort  

 
 
 

Detentions as 
arbitrators of 

effort 

Perceived difficulty of task affects beliefs about 
competence  
Identifies as pressurised  
Does not identify as confident in own abilities  
Identifies as anxious if task difficulty is perceived to 
be out of ability range 
Mismatch between task difficulty and ability affects 
mood and friendships 

 
 
 

Decimators of 
competence  

 

 
 
 

Identity  
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Appendix M – Table of Super-Ordinate and Sub-Ordinate Themes  

 

 Betsy Florence  Fred Mabel Pearl Ruby 

Autonomy         
Adopting a rational action approach        
The necessity of organisation       
Role of self-confidence in autonomy         
Independence promotes growth        
Reciprocity       
Teacher relationships and learning        
Impact of workload on well-being       
Decision making when seeking solace        
Lack of awareness of pupil experience       
Relationships       
Passions and their conflicts        
Families as buffer and challenge       
The complex role of peers        
The multi-functionality of friendships           
Affective State       
Homework as an emotional experience        
Aspirations as a champion of effort       
Pleasure as a champion of effort       
Detentions as arbitrators of effort        
Identity         
Perceptions of homework       
Values as a learner         
The importance of teacher feedback       
Decimators of competence       
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Appendix N – Pearl’s Transcript 

Emergent Themes  Original Transcript  Exploratory Comments  
 
 
 
 
 
Perceives homework as 
an ongoing challenge  
 
 
Lack of information 
increases task difficulty  
 
 
Discrepancy between 
teacher and pupil 
timescales  
 
 
 
 
 
 
 
Completion time linked to 
task difficulty  
 
 
 
Feelings of frustration at 
timescale discrepancies  
 
 
 
 
Task difficulty leads to 
uneven distribution of time 
across activities  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

I: ok we’re ready, so can you tell 
me about your relationship with 
homework  
 
P: erm, it’s annoying and 
sometimes quite hard to do, cos 
it feels like sometimes the 
teachers don’t explain it enough 
or the teacher says it’ll take a 
certain amount of time but then 
it won’t take that time [ok] and it 
gets annoying when it takes a 
lot longer than it says cos that’s 
what sometimes happens  
 
I: how often does that happen, it 
takes longer?  
 
P: so with English it’s really 
difficult for me as a subject and 
a few others so it’s like it takes a 
bit longer sometimes, and then 
it’s like sometimes, sometimes it 
says it’ll take an hour and then 
it’ll take me like an hour and a 
half two hours or something 
which gets annoying, and it’s 
like, it doesn’t really happen that 
much but when it happens it 
gets really annoying…[hmm ok] 
cos I’ve got a whole bunch of 
other homework to do and, it 
always makes me annoyed cos I 
sometimes think ‘no I won’t get 
enough time to do my other 
homework’ and then sometimes 
I’ll just give up on it and not 
finish it cos it’s taking me ages 
 
I: ok…how often does that 
happen? 
 
P: not really much anymore but 
it’s like maybe…once or twice a 
term or something, not really 
that much in English, sometimes 
it’s a bit more than that 
sometimes it’s a bit less than 
that but…it’s just, with, writing 
long things it just takes a 
while…for me  
 

 
 
 
 
Annoying – homework is 
an irritation  
Quite hard – challenging 
and difficult 
Teachers not always 
giving enough information 
for successful completion  
Sometimes takes longer 
than teachers think it will  
Annoying – that it takes 
longer than thought 
 
 
 
Homework takes longer 
for challenging subjects  
Challenging for other 
pupils too – is she 
highlighting this as part of 
group identity?  
 
Sometimes takes up to 
twice as long as expected  
Annoying -  is this 
discrepancy annoying 
because of its impact? 
Minimises frequency with 
which it occurs  
Whole bunch – lots of 
other subjects requiring 
attention  
Does the challenge of 
completing homework for 
harder subjects encroach 
on easier homework? 
Give up – challenge 
becomes too much 
  
 
Such a challenge is 
relatively infrequent but at 
the forefront of her mind?  
 
Long pieces of writing are 
challenging and time 
consuming  
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Science homework as 
confusing  
 
 
Attributes confusion to 
lack of ability  
 
 
 
 
Identifies as a struggling 
learner  
 
 
 
 
 
Accesses adults for 
support with learning tasks  
 
 
 
 
 
 
 
 
 
 
 
Uses family strengths to 
support learning  
 
 
 
 
 
 
 
 
 
 
Values prompt support 
from teachers  
 
 
 
 
 

I: ok, you said sometimes if the 
teacher hasn’t explained it 
properly erm, what can you, can 
tell me more about that  
 
P: erm basically it’s like some 
subjects, I get really confused 
with them and it’s like take 
science for example it’s like the 
homework I always get 
confused on cos I’m not that 
good at it and it’s like yeah it’s a 
simple task sometimes but 
maybe I need more of an input 
cos like there’s quite a few good 
kids but some kids struggle a lot 
including me and they, it’s like 
sometimes really hard to do the 
tasks  
 
I: so when it’s really hard what 
do you do?  
 
P: sometimes I go to the teacher 
and sometimes I go to my 
parents depending on the 
subject  
 
I: ok, so who’s good at helping 
you with which subject? 
 
P: it’s like to be fair, it’s like with 
computer science I sometimes 
go to my dad depending on like 
how busy he is cos he’s good at 
computer stuff and then it’s like 
with English I sometimes go to 
my mum, and then maths I 
sometimes go to my brother cos 
he’s like very good at maths and 
then most other stuff I normally 
just message the teacher about 
um 
 
I: ok so what happens after 
you’ve messaged or emailed the 
teacher? 
 
P: most teachers like reply quite 
fast but then sometimes, it’s like 
if the homework isn’t due in with 
a few days I’ll just go to the 
teacher and talk to them about 
the homework  
 

 
 
 
 
 
Confused – not able to 
understand  
Always – science is 
always confusing  
Confused because she 
lacks ability – fixed 
mindset?  
Simple – easy  
Justifies needing help 
even for simple tasks  
Good kids – who do not 
struggle  
Identifies as someone 
who struggles and finds 
tasks difficult  
 
 
 
Seeks support from 
teachers and parents 
when struggling  
 
 
 
 
 
 
Busy – dad only available 
to help when he’s not 
busy  
English – is a subject she 
struggles with; Mum helps  
Brother as a source of 
mathematical knowledge  
Other stuff – teacher 
sought  
Has identified family 
strengths and uses these 
to support her learning  
 
 
 
 
Reply quite fast – does 
this make her feel 
valued? 
If she has time, will seek 
out in person 
conversation with teacher  
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Personalised teacher 
support promotes 
independence  
 
 
 
 
 
Values teacher scaffolding  
 
 
 
 
 
 
 
 
 
 
Perceives use of 
technology as low effort 
problem solving  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Thinking creatively is 
challenging  
 
 
 
 
Overcoming challenges 
successfully is significant 
 

I: in person? [yeah] so if you’ve 
got the time to, you’ll go and find 
them in person [yeah] ok so 
what does the teacher do? 
 
P: they normally go through it a 
bit more and help me with what 
I’m stuck on or explain it a bit 
more so then I can still try and 
figure it out myself 
 
I: ok, and do you find that that’s 
effective? 
 
P: most of the time it works quite 
well so and then I can do it a lot 
easier so… 
 
I: are there any other strategies 
that you need to use if, talking to 
your family or talking to the 
teacher doesn’t work, or does 
that usually cover it? 
 
P: I just normally search it up on 
the internet as well sometimes 
[laughs] 
 
I: ok, good old internet…right, 
can you describe a recent piece 
of homework that was significant 
for you? you can have a bit of 
time to think about this if it 
doesn’t come straight away  
 
P: (17) um 
 
I: so it can be significant 
because you were proud of it, it 
can be significant because it 
was difficult, it could be 
significant because it was 
different to a usual piece of 
homework…it could be anything 
 
P: (10)…I don’t like thinking 
[laughter]  
 
I: it is the end of the day  
 
P: er, I think it’s one of like my 
most recent math homeworks 
cos like I had to, I wrote it all out 
cos it was like I couldn’t print it 
off because my computer was 

 
 
 
 
 
Personalised approach 
helps to move her 
learning forwards  
Scaffolding allows her to 
think independently to 
solve problem  
 
 
 
Feels that personalised 
scaffolding is beneficial  
 
 
 
 
 
 
 
 
Use of technology to 
solve learning problems  
Laughs – does she view 
this as an easier method 
of solving problems? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Jokes that she doesn’t 
like thinking – is this a 
reflection of what she 
finds challenging with 
learning? 
 
Chose a piece of 
homework where she 
overcame obstacles and 
was proud of what she 
produced  
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Goal is to produce work of 
a good enough quality  
 
 
 
 
 
 
 
 
 
 
 
 
 
Overcoming challenges 
successfully is meaningful  
 
Perceived ability conflicts 
with teacher assessment  
 
 
 
 
 
Sustaining attention as 
area of need  
 
 
 
 
 
 
 
Feedback as a 
collaborative effort  
 
 
 
 
External reinforcement in 
areas of need boosts self-
esteem  
 
 
 
Tasks outside perceived 
ability range creates 
feelings of incompetence  
 
 
 

being really weird and it’s like I 
made it look really good and 
drew it like certain stuff out quite 
well and it looked quite neat and 
I managed to do it quite well and 
quite fast which was quite good  
 
I: ok so, how did you feel when 
you’d finished that bit of 
homework? 
 
P: quite good to be fair 
 
I: what was it that you felt good 
about? 
 
P: that I’ve managed to do it cos 
sometimes maths homework is 
like really hard cos I’m in like a 
higher set so it’s quite hard 
sometimes  
 
I: ok so how hard was this piece 
of homework? 
 
P: it’s like, it wasn’t, it’s like 
some questions were quite hard 
some questions were quite 
easy, but it’s like you just take a 
while which is the hard bit 
sometimes 
 
I: ok, so what happened after 
you handed that piece of 
homework in? 
 
P: well we marked it in the 
lesson [um hm] so we’d just 
stick it in our book and mark it in 
the lesson and then it’s like, the 
teacher normally puts like how 
many marks on the questions 
would be equivalent to this sort 
of grade type thing and it’s like 
to be fair recently I’ve done quite 
well so that’s made me feel 
quite good to be able to do well 
on the maths homework cos 
homework is difficult sometimes  
 
I: ok so it’s difficult sometimes 
but you’ve done quite well on 
some pieces recently [yeah] 
which has made you feel good, 

 
 
 
Repetition of quite – is 
this a realistic goal for her 
in terms of her perceived 
ability: quite neat/quite 
well/quite fast? 
 
 
 
Felt pleased with how she 
completed the task  
 
 
 
This subject is often 
challenging for her so 
completing the task well 
meant even more 
Higher set – is her 
perceived ability at odds 
with teacher perceptions? 
 
 
Range of difficulty in the 
task  
 
Is focusing her attention 
for sustained periods 
challenging? 
 
 
 
 
 
Collective marking in 
class with corresponding 
grades provided by 
teacher  
To be fair – in spite of her 
difficulties she is doing 
quite well  
External reinforcement of 
progress feels good, 
especially in the context 
of how difficult it can be  
Is there a mismatch 
between her perceptions 
and how they are 
validated? Is this 
confidence as a learner? 
Does hard homework 
make her feel less 
competent?    
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Motivated by task 
completion 
 
 
 
Sense of achievement 
from sustaining effort to 
task completion  
 
 
 
 
 
 
 
 
 
 
Lack of cross-curricular 
consistency to provision of 
feedback 
 
 
 
 
 
 
 
 
 
 
Preference for 
collaboratively generating 
feedback  
 
 
Purpose of feedback is 
development  
 
 
 
 
 
 
 
 
 
 
Values collaborative 
application of feedback to 
develop learning  
 

what…tell me more about that 
good feeling  
 
P: well it’s like when I’ve done it, 
it makes me feel good cos that’s 
like I’ve completed it meaning 
I’ve got one less thing to do and 
it’s like also I’ve managed to 
complete it, and it’s like that 
feeling of managing to complete 
something after spending time 
on it makes me feel good  
 
I: yeah, ok, you said that it was 
marked in class, is that 
something that happens often? 
 
P: it’s like in maths we mark the 
homeworks ourselves and then 
it’s like in quite a lot of lessons, 
some lessons we give it in to the 
teacher and they have a look at 
it and then we all look through it 
in a later lesson and then some 
teachers, like, the teacher 
sometimes goes through it and 
then we go through it in the 
lesson and it just kind of 
depends on the lesson we’re in 
 
I: ok which of those do you think 
works best for you? 
 
P: marking it in the lessons quite 
good cos then it’s like you can 
see what you’ve done wrong 
easier when you flick through it  
 
I: so when it’s marked in the 
lessons how does that work? 
 
P: basically the teacher will go 
through the questions and like 
does it all on the board so we 
can all see how like all the 
marking, like how all the working 
out and stuff like in maths all the 
workings out are done on the 
board but then it’s like in English 
the teacher marks it but then we 
get it back and then we spend a 
while going through it all and like 
making it all better and 
improving it which is also quite 
good but, sometimes we will go 

 
 
 
Motivated by completing 
task which reduces 
workload  
Sense of pride at 
managing task completion  
Sense of achievement 
gained from effort feels 
good  
 
 
 
 
 
 
Maths homework is self-
marked 
 
 
 
For some subjects 
homework is teacher 
marked and then 
collaboratively discussed  
 
 
 
 
 
 
 
Preference for marking in 
lessons  
Focus on identifying what 
she did wrong – drawn 
towards mistakes, does 
this language reflect 
academic self-concept? 
 
 
Teacher works through a 
correct example in maths  
 
 
 
Teacher marks English 
and then there is a 
collaborative effort 
working to apply feedback  
 
Making it better - values 
being able to apply 
feedback  
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Values teacher creating 
time for collaborative 
feedback  
 
 
 
 
 
 
Values being trusted by 
teachers  
 
Self-marking limits 
opportunity for teacher 
feedback  
 
 
 
Values feedback for 
developing independent 
learning skills 
 
 
 
 
 
 
 
Perceives literacy as a 
cross-curricular area of 
need  
 
 
 
 
 
 
 
 
Perceives extended 
literacy as an area of need  
 
 
 
 
 
 

through it but then it’s like in 
some lessons sometimes we 
don’t have much time to go 
through work  
 
I: what happens if you don’t 
have much time then? 
 
P: so if the teacher doesn’t have 
time to go through it in the 
lesson we probably won’t go 
through it but it’s like in some 
homeworks we like complete the 
homework and sometimes the 
teacher puts some answers up 
and then we just mark it 
ourselves cos some teachers 
trust us enough to do that and 
then it’s like sometimes for 
revision homework we’ve got 
like these revision books where 
we do questions and then 
afterwards we have to mark it 
and then improve all of it and 
everything which is quite good 
and…then I can see what I need 
to improve on sort of so it makes 
it easier to know what I need to 
work on going through 
it…myself 
 
I: so do you get, is it a balance 
of the feedback that you get? 
 
P: well it’s like in some subjects, 
in each subject it’s like quite 
similar but it’s like in English that 
is like normally I’ve got to like… 
work on actually like the writing 
the long pieces of work cos that 
just is really hard for me cos I’m 
not good at like writing long 
pieces of work  
 
I: why do you find it hard? 
 
P: well like thinking of what to 
write for a long bit of work is 
very hard for me  
 
I: hmm, ok, alright, thank you 
erm…can you describe your 
homework journey throughout 
your school life from when you 

 
Time constraints may limit 
discussion of feedback  
 
 
 
 
 
Teacher creates the time 
to discuss feedback  
 
 
 
 
 
 
Trust – from teachers is 
not ubiquitous. Sounds 
less positive but if all 
teachers did this there 
would be no teacher 
feedback? 
 
Improve – values 
opportunity to develop 
learning through feedback  
 
Values information about 
areas for development as 
it supports independent 
learning  
 
 
 
 
Similar - perceived parity 
between the feedback 
she gets in different 
subjects  
 
Lengthy pieces of writing 
are a continuous 
challenge for her  
 
 
 
Thinking is hard – 
extending and expanding 
creativity over long pieces 
of learning is challenging, 
is it intimidating to her? 
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Perceives that quantity 
and difficulty affect 
manageability  
 
 
 
 
 
 
 
 
Transitions and 
corresponding increase in 
quantity and difficulty 
necessitates adjustment  
 
 
 
Autonomous choice of 
subject increases 
motivation 
 
Perceived emotional 
impact of increased 
challenges  
 
 
 
 
 
 
 
 
Anxiety increases as 
academic pressure 
mounts  
 
 
 
 
 
 
 
 
 
 
 
 

first started getting it to where 
we are today 
 
P: it’s like infant school, I started 
getting homework in like year 3 
or 4 and it was like a once per 
week or two weeks or 
something and they were like 
very small easy tasks to do and 
stuff and it’s like when I started 
middle school it was like you got 
English and maths in like year 5 
then you got science as well in 
year 6 and then you got a few 
more subjects in year 7 and 8 
and then in year 9 you just get a 
whole bunch of homework for 
every subject every week and it 
feels like you get loads and 
loads of homework compared to 
like year 8 it’s like every time 
you get more homework it feels 
like a lot then it’s like in year 10 
it feels like really annoying cos 
you still have loads of homework 
and sometimes it’s just a lot 
harder, it’s like yes in year 10 
you get to choose your subjects 
so you get the subjects you 
want most of the time but then 
it’s still like really annoying cos 
it’s like the work gets harder and 
everything and the homework’s 
harder and everything 
 
I: do you feel it’s got harder 
between year 9 and year 10? 
 
P: yeah because it’s like I’m 
getting closer to all my GCSE’s 
and like the end of the year and 
stuff so we’re coming up to a 
whole bunch of tests and then 
it’s like, teachers are starting to 
give us exam questions and 
stuff to do, which are quite 
annoying 
 
I: is that for the homework? 
 
P: like for the homework yeah  
 
I: so you can practice them 
[yeah] ok um, it sounds like 

 
 
 
Perception that quantity 
affects manageability  
Easy - perception that 
level of task difficulty 
affects manageability  
 
Quantity of homework 
builds through middle 
school  
 
Transition to upper school 
marked by sharp and 
significant increase in 
quantity  
Transition points and 
subsequent increase 
initially feels 
unmanageable?  
 
 
Increase in quantity is 
accompanied by increase 
in task difficulty  
Exerting autonomous 
choice increases 
enjoyment and motivation  
Annoying – that it’s harder 
in class and harder at 
home 
 
 
 
 
 
 
Increase in difficulty 
attributed to proximity to 
exams  
Bunch of tests – adds to 
anxiety? 
 
 
 
 
 
 
 
Exam preparation as 
homework  
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Lack of intrinsic motivation 
for disliked subjects 
increases challenges  
 
 
 
Increased intrinsic 
motivation for liked 
subjects aids increase in 
task difficulty  
 
 
 
 
 
 
 
 
 
 
Perceives use of 
technology as low effort 
problem solving 
 
 
 
Teacher relationships 
influence learning but are 
boundaried by ability  
 
 
 
 
 
 
 
 
 
 
Family characteristics 
influence learning 
opportunities   
 
 
 
 
 
 
 
 
 

there’s been a bit of a difference 
between year 9 and year 10  
 
P: in year 9 I got quite a few 
subjects I didn’t like at all that I 
had to do homework for which 
made the homework more 
annoying but in year 10 it’s like 
you’re less annoying in the 
sense of it’s a subject I like, but 
then it’s just really hard cos the 
subjects just get harder the 
more you go through the year 
and stuff because you’ve got - 
need to learn more  
 
I: hm…so how um how did you 
approach doing homework for a 
subject that you didn’t like? 
 
P: uh, I just, so to be fair it’s like 
in French I don’t do French 
anymore but it’s like in year 9 it’s 
like when we got the homeworks 
I’d normally like just try and 
search as much of it as I could 
on the internet cos I really 
wasn’t good at French I’d done it 
since first school I still just 
wasn’t good at French cos in 
middle school I didn’t really like 
the French teacher I had, so I 
didn’t really learn well from them 
and it’s like in upper school yeah 
I really liked the teacher but I 
still just found it really hard to do 
the homeworks cos I don’t - 
didn’t really do well on French  
 
I: ok do you do a different 
language now? 
 
P: well my mum’s teaching me 
German because I didn’t really 
wanna do Spanish or French  
 
I: was that the only two options 
at school? 
 
P: yeah they used to do 
German, but they don’t do that 
anymore I don’t think 
 
I: hmm, well that’s unlucky ok, 
what about then when it’s 

 
 
 
Completing homework for 
less enjoyed subjects is 
more difficult – due to lack 
of intrinsic motivation?  
 
Now completing 
homework for more 
enjoyed subjects but task 
difficulty has increased - 
is this what intrinsic 
motivation helps with? 
Need to learn more – 
suggests that volume has 
increase as well  
 
 
 
 
 
 
Just…search…internet – 
is this a strategy that is 
employed when less effort 
is applied? 
 
Perceived poor 
relationship with teacher 
affected ability to learn  
Good relationship with 
teacher was not enough 
to mitigate perceived lack 
of ability  
 
 
 
 
 
 
 
Able to learn alternative 
language due to mother’s 
German heritage  
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Effort expended and 
efficiency linked to subject 
preferences  
 
 
 
 
 
 
 
Greater effort expended 
on enjoyable tasks 
 
 
 
 
 
Task difficulty increases 
completion time and 
lowers mood  
 
 
 
 
 
 
 
Task difficulty increases 
completion time 
 
 
Social comparison as 
source of judging ability  
 
 
 
Areas of need influence 
perceptions of ability  
 
 
 
 
 
Progress with needs 
occurs when in proximity 
to teacher  
 
 
Progress with homework 
affected by lack of 
personalised support  

homework for a subject that you 
do like, do you approach it 
differently? 
 
P: er I like just like set it out and 
then do it like nice and slowly or 
fast depending on what it is and 
depending on like the thing and 
it’s like, in design technology 
I’ve got a homework where I’ve 
got to draw out some joints and 
like stuff of wood and then that’s 
quite a fun one so I’ll spend time 
doing it really fun and nice and 
stuff then when it comes to a 
task where I’ve got to write or 
type it all up then I’ll just want to 
get that over and done with so 
I’ll do it really fast and try to do it 
really fast but then it’s like with 
English I know that I find that 
hard so it always just takes me 
longer cos I know that’s really 
annoying and hard and stuff  
 
I: do you do anything differently 
for English then because it’s - 
you know that you’re going to 
find it harder? 
 
P: well um I just spend a lot 
longer doing it cos it’s like to be 
fair my group is more of a mixed 
group cos it‘s like we’ve got 
some people that are like really 
good at it some people that 
aren’t so good at it but then 
there’s quite a mix between 
what we’ve got in our group but 
um like English I find a bit 
harder because it’s like I’ve 
never been good at English and 
it’s like…writing…my writing’s 
really bad but…it’s like I’ve 
never enjoyed English that 
much it’s like, English is getting 
better but the homework’s just 
really hard cos I struggle with 
English as a subject so it’s like 
in the lesson it’s alright cos I’ve 
got the teacher and I can ask as 
many questions as I want [uh 
hm] and it’s like when I’m out of 
it, just like, answering, like at the 
moment it’s been exam 

 
 
 
 
Takes more time with 
preferred subjects  
Able to work faster on 
preferred subjects  
 
 
 
Fun – drawing is an 
enjoyable activity  
With enjoyable tasks she 
will take time and apply 
effort  
Writing tasks are less 
enjoyable so she will rush 
to complete so it’s 
finished  
Know – English 
homeworks will always be 
hard and take longer  
Does this create a cycle 
where she knows it will be 
difficult which affects her 
mood and ability to focus 
on completing it well? 
 
 
 
The harder the task, the 
longer it takes  
Mixed ability English set 
so some are able and 
some are less able – 
does she gauge her own 
competence through 
social comparison?  
Always struggled with 
literacy and handwriting  
Really bad – self-
conscious about 
presentation, is this why 
she puts effort into 
making her work look 
good? 
Progress in class is 
improving due to teacher 
presence and access to 
personalised support  
Homework remains hard 
though as no access to 
personalised support? 
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Lack of connection to 
support difficulties reduces 
interest in task  
 
 
 
 
 
 
 
 
 
 
 
 
Self-isolation prevents 
emotional dysregulation 
being contagious to family  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Varied location for 
completion dependent on 
resources  
 
 
 
 
 
 
 
 
 
 
 

questions which is really 
annoying cos I do not like exam 
questions [hmm] so it’s like 
you’ve gotta write a whole 
bunch of stuff and compare 
things and describe things and 
use techniques and everything 
and it’s just really tedious and 
annoying and takes ages  
 
I: when you’re feeling annoyed 
then what do you do, how does 
that affect you? 
 
P: it just, I don’t know I just 
normally sit in my room and do 
the homework there cos then I 
don’t have to be around anyone 
else and do it round other 
people to make them annoyed 
cos when I get annoyed I get 
very annoyed at others very 
easy so then I just sit in my 
room for a bit and do my 
homework there because my 
parents started letting me do my 
homework in my room  
 
I: cos your parents what sorry? 
 
P: starting letting me do my 
homework in my room  
 
I: oh ok, so was that something 
that they suggested or you 
asked for? 
 
P: I asked to do it cos 
technology I do it downstairs at 
the table cos I need to like have 
a sheet to do like drawing or 
writing on but then it’s like 
English homeworks and science 
homeworks I normally sit in my 
room and do cos I can either do 
them on my computer or it’s in 
my revision books or something  
 
I: ok so those are the 
homeworks that you find harder 
English and science? 
 
P: yeah science is quite easy to 
be fair cos I like that type of stuff 
but English I just never like so 

Current tasks are ones 
she dislikes and struggles 
with and is left on her own 
to complete with no 
access to support? 
Tedious – repetitive and 
boring  
Is the lack of connection 
when she’s struggling part 
of what makes these 
tasks tedious?  
 
 
 
 
 
 
 
Self-isolates to complete 
tasks so that negative 
affect does not impact on 
family  
 
Emotional difficulties as 
contagious  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Location for completion 
changes depending on 
household distribution of 
resources  
 
 
 
 
 
 
Science as easy – 
contradicts earlier 
statement that science is 
confusing  
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Enjoyment of subject 
increases motivation and 
perceived ability  
 
 
 
 
 
 
 
 
 
 
 
 
Perceived strengths in 
practical subjects  
 
 
 
Locating achievement in 
the context of individual 
strengths and needs  
 
 
 
 
 
 
 
Differentiation key to 
developing competence  
 
Enjoyment builds 
competence  
 
Competence linked to 
timely completion  
 
 
 
 
Externalising feelings of 
frustration at task difficulty  
 
 
 
 
Relationships as a means 
of coping with frustration 
at task difficulty 
 
 
 

that’s also another reason I find 
it hard  
 
I: ok what type of stuff do you 
get in science then? 
 
P: um it’s like I’ve got to do 
physics biology and chemistry 
so um like some subjects it’s like 
more questions and then 
sometimes it’s like…evaluating 
what we did like in an 
experiment it’s like normally 
questions to be fair or like 
researching something but, like 
science is quite easy the 
science and maths and design 
technology type things cos it’s 
like science and design 
technology is like more practical 
stuff [hmm] and like diagrams 
and drawing and then practicals 
I can’t sit down in a classroom 
for ages, otherwise it makes me 
annoyed  
 
I: hmm ok…right, you’ve kind of 
touched on this already but how 
does homework affect your 
relationships with other people? 
 
P: well it’s like if I find the 
homework easy I can do it like, if 
I like the subject that makes the 
homework easier and then I can 
do it faster and like most 
subjects, well quite a lot of 
subjects I like so I normally don’t 
get annoyed at them but if the 
homework starts getting 
annoying and hard then I’ll start 
getting annoyed and then I get 
easily annoyed at other people 
and then…yeah 
 
I: other people, who are you 
talking about there? 
 
P: when I do it at home then I’ll 
get annoyed at my sister and my 
broth - not really my brother cos 
I don’t really talk to him much 
but it’s like sometimes my mum 
but then it’s like when I’m at 
school I’ll just get annoyed at 

Enjoys science so that 
makes it easier 
Does not enjoy English so 
that makes it harder  
Is this about intrinsic 
motivation? 
 
 
 
 
 
 
 
 
Recognising that practical 
subjects are her strength, 
having talked about 
writing tasks as area of 
greatest need – is this her 
making sense of her 
strengths?  
 
Can’t sit down…for ages 
– is this a rationale for 
struggling with writing 
tasks? 
 
 
 
 
 
Appropriate level of task 
difficulty creates feelings 
of competence  
Enjoyment of subject 
creates feelings of 
competence  
Faster – competence 
ensures that tasks can be 
completed without 
labouring over them? 
 
Increasing task difficulty 
leads to frustration and 
seeking out relationships 
as means of externalising 
frustrations  
 
Coping with frustrations 
alone is difficult – a 
relationship is sought out 
as a means of co-
regulating her frustration  
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Emotional impact of 
school based homework 
provision  
 
 
 
 
 
 
 
 
 
Does not identify as 
popular  
 
 
 
Shared experience of 
learning allows for 
friendship as source of 
inspiration  
 
 
 
 
 
 
 
Friendship as a source of 
reciprocal learning and 
support to move forwards  
 
 
 
 
 
 
Values accessing 
egalitarian source of 
support  
 
 
 
 
 
 
 
 
 
 
 
 
 

like a teacher or something but I 
don’t really do my homework at 
school anymore cos I just didn’t 
like doing it at school [hmm] cos 
it felt like another lesson so I just 
do it at home where it’s just a lot 
easier to do  
 
I: so um…what about, other 
people in your life, what about 
your friends or maybe not? 
 
P: to be fair like I have some 
friends but not many but some 
of my friends do the same 
subjects as me so sometimes I’ll 
just like message them or call 
and then see what they’re doing 
for the homework to get some 
ideas for it then it’s a bit easier 
 
I: why does that make it easier? 
 
P: cos if they’ve like sort of 
looked at it they might have a 
few ideas of how I could do it 
cos like sometimes I just get 
really confused and don’t know 
what to do at all so then it’s like 
sometimes nice to be able to 
talk to someone who’s actually 
doing the same subject who has 
the same homework cos then 
they can help me but then 
sometimes I can help them if 
they’re finding it difficult as well 
so it’s quite nice to be able to 
message friends instead of just 
teachers [uh hm] about 
homework which makes it a lot 
easier and having friends who 
are in the same subject as you, 
makes it a lot easier to do 
homework and concentrate on 
stuff  
 
I: how does it make it easier to 
concentrate? 
 
P: I find that I can focus better in 
lessons in a way when I’ve got 
friends in the classroom cos I 
used to have no friends or 
anything in any of my lessons 
and then it’s like I got really 

School based provision 
for completing homework 
extends the school day  
 
Preference for completing 
homework at home 
 
 
 
 
 
 
Some friends but not 
many -does not identify 
as popular 
 
Friends who share 
subjects are a source of 
support  
Ideas – friendships as a 
source of inspiration   
 
 
 
 
Friendships as a means 
of moving learning 
forward when stuck  
 
Support from those who 
are sharing the same 
experience is helpful  
 
Emphasises reciprocal 
nature of support offered 
within friendships  
Nice – to liaise with peers 
as well as teachers, does 
this reflect a more equal 
power balance?  
Easier – friendships within 
classes aid learning  
 
 
 
 
 
 
 
Belief that concentration 
and focus is improved 
with proximity of friends  
 
Lack of friends in lessons 
affected mood – is this 
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Friendship provides sense 
of emotional safety in 
lessons that supports 
learning  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Confidence in social 
interactions affected by 
familiarity  
 
 
 
Opportunities for social 
learning limited by lack of 
familiar peers  
 
 
 
Friendship as emotional 
safety for confidence to 
initiate teacher 
interactions  
 
Friends build confidence 
in asking for help  
 
 
 
 
Confidence has grown 
with age  
 
 
 
Values the option for 
online teacher support for 
its privacy and 
convenience  
 
 
 
 

annoyed at everyone cos I had 
no-one to – like I thought ’yeah I 
like them I can be fine in that 
lesson’ so then it’s like I started 
getting annoyed at people a lot 
more and it’s like now I’ve got a 
lot more friends in my lessons 
so it’s a lot easier to concentrate 
 
I: so when, before, when you 
didn’t have friends in your 
lessons how did you feel when 
you were doing your learning? 
 
P: um just sort of like really 
annoying and everything cos I 
can’t really talk to anyone, cos I 
don’t really like talking to many 
people because I just didn’t 
really, know many people and I 
didn’t like talking to people I 
didn’t really know, it’s like a 
thing of I knew them in the 
sense of they’re always in my 
lessons and everything but it’s 
like I just didn’t really know them 
well and I didn’t really like 
talking to them and it just made 
it really hard to do lesson work 
and ask for help and stuff cos 
like I would sometimes be 
embarrassed and stuff if I was 
putting my hand up to ask a 
question and stuff cos I just 
never felt that good about 
asking questions and it made 
me feel like I wasn’t really that 
smart or anything so it made me 
scared to ask for help  
 
I: ok so how is it different now? 
 
P: well to be fair it’s like in 
lessons, it’s like, I’ve got more 
confident to be fair as well but 
then it’s like with school and 
stuff I don’t have to go up to the 
teacher all the time to ask for 
help with homework and stuff I 
can just email them and say 
which makes it a lot easier to 
get help with homework instead 
of having to wait until the next 
day or something…to get help 
with it 

because she was lonely? 
Self-conscious at having 
nobody to talk to? Do 
friends provide emotional 
safety to enable learning? 
 
 
 
 
 
 
 
 
 
Feels less confident 
interacting with those she 
does not know as well  
 
Does not enjoy talking to 
those she does not know 
as well   
 
 
Lack of friends meant 
difficulty interacting with 
peers in class – does this 
limit opportunities for 
social learning?  
Embarrassed – lack of 
friends meant a lack of 
emotional safety, required 
to expose self to potential 
peer judgment by 
admitting to lack of 
knowledge? Results in 
feelings of incompetence? 
Scared – lack of friends 
impeded ability to ask for 
help 
 
 
 
Confident -confidence has 
grown  
 
Option to email teachers 
relieves social judgment 
of persistently 
approaching teacher to 
ask for help? 
 
Emailing means she does 
not have to sit with her 
difficulty until the next day  
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Engaging in seeking 
support despite fears 
brings results  
 
 
 
 
 
 
 
 
 
 
Mental load interrupts 
alternative activities  
 
 
 
 
Prioritises completion over 
extra-curricular activities 
to avoid punishment  
 
 
 
 
 
 
 
 
 
 
Task completion 
motivated by reduction in 
anxiety  
 
Rear loads despite the 
anxiety it creates  
 
 
 
 
 
 
 
 
 
Front loads when 
confident in ability to 
complete  

 
I: ok so how do you feel now 
about putting your hand up if 
you need to? 
 
P: a lot easier because it’s like 
I’ve…been able to realise that 
actually it’s a lot easier and 
better than I thought it was  
 
I: ok, so practice maybe? [hmm] 
ok erm, how does homework 
impact on other areas of your 
life then outside of school? 
 
P: to be fair it’s like sometimes 
it’s like I can be doing something 
else and then I’m ‘oh no I’ve got 
to do all this homework’ and 
sometimes I just get annoyed 
and it’s like sometimes I will 
prioritise homework over doing 
other things like going – doing 
clubs and stuff cos it’s like, I 
want to get my homework done 
cos otherwise I get in trouble at 
school for not doing it and then 
that just gets me annoyed, and 
then I know that I’ve gotta catch 
it up anyway but I’m gonna get 
in trouble for it so yeah  
 
I: ok, what -  are there other 
reasons why you um want to get 
your homework done? 
 
P: um it’s like once I’ve got it 
done I don’t have to worry about 
it but it’s like I sometimes leave 
it till the last minute so I do it like 
the night before and everything 
which I’m very bad at doing my 
homework when I get it  
 
I: ok so if you’ve left it till the last 
minute how does that make you 
feel? 
 
P: uh it’s like normally I’ll do it 
first but then it will be really bad 
but then it’s like, really stressful 
but then it’s like sometimes I will 
manage to do all my homework 
beforehand it’s just sometimes I 
don’t, and just can’t really do it 

 
 
 
 
 
Fear of raising hand 
prevented her asking for 
help – engaging despite 
fears has reduced them  
 
 
 
 
 
 
 
 
Annoyed – when weight 
of workload interrupts 
other activities  
 
Motivated to reduce time 
spent on extra-curricular 
activities by threat of 
punishment for non-
completion  
Catch it up anyway – 
homework is always there 
waiting 
Trouble – task completion 
is only route to avoiding 
trouble  
 
 
 
 
 
Worry – task completion 
motivated by reduction in 
anxiety  
Tendency to rear load 
work 
Bad – recognises that this 
is not best practice  
 
 
 
 
If homework is front 
loaded then quality is 
reduced? 
Stressful – producing 
work of poor quality is 
stressful?  
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Rear loads when less 
confident inability to 
complete  
 
 
 
 
 
 
 
Frontloading work reduces 
anxiety and mental load 
  
 
 
 
 
 
 
 
 
Sacrificing leisure time 
ensures more balanced 
workload 
 
 
 
 
 
 
 
 
 
 
 
 
Engages in rational 
prioritising of tasks  
 
 
 
 
 
 
Enjoying leisure time 
increases subsequent 
workload 
 
 
 
 
 
 
 

and it’s like if I don’t like the 
homework or I find it difficult I’ll 
leave until like the last minute 
and do it then  
 
I: ok so when you’ve done your 
homework when you’ve first got 
it how does that make you feel? 
 
P: a lot easier and less stressful 
cos then I don’t have to worry 
about ‘I’ve got to do this and I’ve 
got to do that’ and then it’s just a 
lot easier to do other things cos 
then I know that I won’t worry 
about doing my homework  
 
I: ok what happens on the 
weekends then is there 
homework on the weekends or – 
 
P: I’ll have homework due in for 
the next week so I’ll just 
sometimes do my homework 
then but sometimes I don’t then 
I’ve got to do it in the week 
along with everything else  
 
I: ok does that mean…if you…if 
you do less at the weekend 
there’s more to do in the week 
[yeah]…ok how do you try and 
sort of organise your 
homework? 
 
P: normally I will try and do the 
ones due in first first but then it’s 
like during the week then I’ll try 
and do it as much as I can in 
one day but then it’s like 
sometimes I won’t do any that 
weekend because I’ve got other 
things to do then I just won’t, do 
that, the homework during the 
weekend so then I’ll just have to 
catch up on all my homework 
during all the week [hmm] so 
then I’ll have more homework to 
do during the week which’ll 
make it like more…stuff that I’ve 
got to do  
 
I: ok…right what skills do you 
think you’ve developed as a 
result of homework? 

Able to complete easy 
and/or enjoyable pieces in 
good time but will rear 
load difficult and or/less 
enjoyable pieces  
 
 
 
 
Less stressful – to front 
load work  
When she front loads 
work it reduces anxiety 
and frees her to enjoy 
other activities  
 
 
 
 
 
 
If she uses the weekend 
to complete homework 
she has less to do in the 
week - but sacrifices her 
leisure time? 
 
 
 
 
 
 
 
 
 
Prioritises work by due 
date 
 
Attempts to engage in 
bulk completion  
 
Weekend activities can 
sometimes crowd out 
homework  
 
If homework is not 
completed at the 
weekend it increases her 
workload for the week  
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Belief that homework 
enables practicing of 
academic skills  
 
 
 
 
 
 
Unreliable support 
necessitates development 
of independence  
 
 
Engaging in independent 
learning develops 
confidence in 
independence  
 
 
 
 
 
 
 
 
Developmental 
progression from 
dependence on others to 
using own resources  
 
Confidence in self enables 
use of independent 
learning strategies  
 
 
 
 
 
 
Homework as practice of 
skills to aid retention  
 
 
 
 
 
 
 
 
 

 
P: erm…I’ve learnt how to…I’ve 
got like better at like how to 
answer the questions and like 
how to do like certain things 
within lessons and I realised that 
I can ask for help sometimes 
more it’s like sometimes I just 
can’t be bothered cos like some 
lessons I know the teachers do 
answer faster then some 
teachers just don’t always 
respond so sometimes I’ll just 
search stuff up on the internet 
and it’s made me realise that I 
don’t need to rely on others as 
much as I need to –thought I did 
sometimes so it’s made life 
easier cos I’ve realised I don’t 
need to rely on others as much 
as I thought I did  
 
I: ok, um, so what is it that 
you’re doing then instead of 
relying on others? 
 
P: like normally just like trying to 
search up stuff and look in my 
books more instead of like going 
to the teacher straight away and 
saying ‘oh I don’t understand it’  
 
I: ok you mentioned skills erm 
learning skills, classroom skills 
[hmm] what sort of things has it 
helped with there? 
 
P: in my maths it’s like algebra 
I’ve had algebra questions that 
will help me cos I’m quite bad at 
algebra and then it’s like in 
science equations so there’s 
equations that we’ve got to learn 
which helps me with 
remembering the equations and 
other subjects it’s pretty much 
the same sort of things so it’s 
like in English practicing how to 
do the longer questions, that 
type of thing 
 
I: ok what about, do you think 
any skills that are not to do with 
learning you’ve sort of 
mentioned that, it’s made you 

 
Practice has improved 
academic competence  
 
Homework has helped 
her develop ability to ask 
for help  
Can’t be bothered – to 
ask those who won’t reply  
Learnt which teachers 
respond to contact and 
when and thus who are 
more reliable sources of 
support  
Rely – depend  
Homework has developed 
her independent learning 
skills by default – when 
the support she sought 
does not materialise she 
has learnt to find another 
way  
 
 
 
 
Attempting to use own 
resources to solve 
problems rather than look 
to another person – this is 
what we hope to develop 
in pupils but can they only 
do this when they have 
confidence in their own 
abilities and a sense of 
competence from tasks 
that are not outside their 
ability range? 
 
 
Homework offers 
additional opportunities to 
practice classroom skills  
 
Practicing of skills aids 
memory and retention  
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Confidence in self enables 
use of independent 
learning strategies  
 
 
 
Trust in self develops 
confidence to take risks 
with learning 
 
 
 
 
 
 
 
 
 
 
 
Use of independent 
problem solving strategies 
accessing a range of 
resources  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Confident in use of 
independent problem 
solving strategies 
 
 
 
 
 

realise that you don’t need to 
rely on others as much as 
before 
 
P: it’s like I don’t need to ask 
everyone every minute about 
‘how do I do this how do I do 
that’ … yeah and it’s just made it 
easier to think ‘yeah I do know 
how to do things’ and then I 
don’t need to…constantly ask 
people how to do things and that 
is, like, I know it and if I trust in 
myself then I will realise that I 
know things more, instead of 
asking people how to do 
everything  
 
I: ok, right how do you manage 
challenges relating to homework 
then? 
 
P: well it’s like some homeworks 
I will just like, some homeworks 
and depending on the teacher 
it’s like I will do as much as I can 
and then maybe I’ll miss out a 
question or something and then 
it’s like sometimes I’ll search it 
up sometimes I’ll look in my 
book sometimes I’ll ask them for 
a bit of help but sometimes I will 
just leave it and wait until we 
mark it in the lesson if I know 
that I’m going to mark it in the 
lesson  
 
I: ok what would you do if you 
tried all of those things and you 
were still stuck? 
 
P: talk to the teacher and see 
whether she could help me go 
over it a bit more  
 
I: ok has that ever happened? 
 
P: not really much but it’s like a 
few times it has but I don’t really 
know how much it has cos I 
don’t really need that much help 
much really  
 
I: ok…so how do you think 
homework has affected how you 

 
 
 
 
Homework has stimulated 
the growth of her 
independent learning 
skills 
Confidence in own skills 
and knowledge  
Constantly – a sense that 
this is badgering other 
people and draining their 
resources  
Trust in myself – 
necessary to propel 
learning forwards as able 
to take risks? 
 
 
 
 
 
 
Focus on what she does 
know as a strategy to get 
started 
Strategy – searching for 
answers online  
Strategy – using books 
and resources  
Strategy – ask teacher for 
help  
Strategy – wait to use 
knowledge shared during 
classroom marking  
 
 
 
 
 
 
 
 
 
 
 
Strategies employed to 
overcome challenges are 
generally successful  
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Preference for learning 
with experienced other to 
scaffold  
 
 
Learning alone impedes 
skill development  
 
 
Homework as a source of 
stress in school  
 
 
 
 
 
Quantity combined with 
discrepancy between 
teacher and pupil 
timescales is 
overwhelming  
 
 
 
 
 
 
 
 
 
 
Alignment between 
homework and academic 
timetables to reduce 
stress 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

see yourself as a learner in the 
classroom? 
 
P: um it’s like I learn a lot better 
in the classroom than doing 
homework cos it’s like 
homework doesn’t really help 
much in how to necessarily do 
things and it’s like homework I 
just find really annoying cos it 
makes me more stressed out 
with school and then feels like 
I’ve got to do a whole bunch of 
other things and then it takes 
me like, feels like sometimes 
eight hours’ worth of homework 
in total cos I’ve like ten different 
lessons and then all my 
homeworks take an hour quite a 
lot of them do take an hour but 
sometimes a bit more 
sometimes a bit less [uh hm] but 
then it’s like really stresses me 
out sometimes cos I’ve got a 
whole bunch of stuff that I’ve got 
to do…and it gets annoying  
 
I: hm, ok…if your school had the 
perfect homework policy, what 
would that look like? 
 
P: erm like…like maybe like a 
homework every half term or not 
like really every half term but 
like every two weeks cos like 
I’ve got a two week timetable to 
then make it easier cos then it’s 
like instead of getting homework 
every single week for every 
single subject, it’s like a bit less 
which makes me less stressed 
and makes me feel that I’ve got 
more time to do it and then I 
don’t have to think that I’ve got 
to do it really fast and then it’s 
like I’ve got English language 
and English literature which 
means I’ll sometimes get two 
homeworks for it [per week] 
hmm and it’s like, not all the 
time, it’s like sometimes I don’t 
really get two homeworks 
sometimes it’s only one but 
sometimes it’s two because it’s 
like English language and 

 
 
 
Preference for learning in 
the classroom  
Learn a lot better – in the 
classroom where there is 
a teacher? 
Working alone at home 
doesn’t help her to learn  
Homework as a source of 
stress at home that 
carries over into school as 
well  
 
Homework places 
significant additional 
demands on her time  
Quantity of homework 
load is overwhelming and 
even more so due to 
discrepancies between 
pupil and teacher 
timescales  
Stresses – volume of 
workload to manage is 
source of stress  
 
 
 
 
Reduction in homework 
quantity by matching 
delivery to frequency of 
timetable would reduce 
levels of stress  
 
 
 
 
More time to complete 
homework would reduce 
need to rush 
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Intrinsic motivation 
supports organisation 
 
 
Belief that enjoyment 
stimulates learning  
 
 
 
Lack of investment 
decreases motivation  
 
 
 
 
 
 
 
 
 
 
Multiple deadlines place 
additional demands on 
organisational skills  
 
 
 
Values communication 
between staff to balance 
workload  
 
 
 
 
 
 
 
Values consistency of 
approach between staff 
regarding punishment  
 
 
 
 
 
 
 
 
 
 
 
 
 
 

English literature which is two 
subjects [uh hm], and then it’s 
like the fun subjects’ homeworks 
I sometimes do first as well 
because they’re easier to do cos 
I enjoy them so I learn more in 
them and then it’s like 
sometimes I do the homeworks 
that are due in in the next 
couple of days and sometimes I 
will just it’s like, to be fair it’s like 
some subjects I don’t really care 
too much about, so it’s like 
some lessons are just like really 
bad and don’t actually learn 
much in them so sometimes I 
just can’t be bothered to do 
certain things for it and then it’s 
like in some subjects it’s like 
they’ll set us loads of little things 
so it’s like maybe there’ll be a 
few 10 minute tasks or 
something or it’s like…gets 
really annoying when I’ve got a 
whole bunch of stuff due in on 
the same day [hmm] cos like 
once I had like 5 or so things 
due in on the same day and it’s 
like remembering to bring all 
those homeworks in it’s 
like…and then it’s like if the 
teachers co-operated a bit more 
to say that ‘my homework is 
going to be set then and due in 
this date’ and stuff to make it so 
then I don’t ever have loads and 
loads of stuff due in on the same 
day cos like sometimes I forget 
it and then I’ll get a C3 for it 
depending on the teacher cos 
even if I’ve done it some 
teachers say ‘you didn’t bring it 
in so you’re getting in trouble for 
it anyway’ and some teachers 
are like ‘take a picture of it and 
send it to me by this time’ and 
then I won’t give you a C3 some 
are like bring it in tomorrow 
morning before registration and 
it just depends on the teacher 
how it works really  
 
I: ok, um, what did you say that I 
wanted to go back to?...ah, so 
you have a two week timetable, 

Prioritises and front loads 
enjoyable subjects and 
homework  
Enjoy – enjoyment leads 
to better learning  
 
Prioritises homework by 
due date  
 
 
Lack of investment in 
certain subjects 
decreases motivation to 
complete homework  
 
 
More frequent, smaller 
tasks are harder to 
organise and keep track 
of  
 
Annoying – when there 
are multiple deadlines for 
the same day  
Multiple deadlines place 
additional pressure on 
organisational skills  
 
Values co-operation 
between different 
departments to ensure 
the load is more evenly 
spread  
 
 
 
Forget – leads to a 
detention 
 
 
Lack of consistency in 
approach between 
teachers when 
responding to forgotten 
homework   
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Unequal distribution of 
workload challenges 
organisational skills  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Unstructured pattern of 
delivery challenges 
organisational skills  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

er it sounds like what you’re 
saying is you get homework 
from every subject once a week  
 
P: yeah it’s like two sciences I 
only have – I have all my 
lessons in one week and all of 
the other ones in one week so 
it’s like in two of my sciences I 
only get one every fortnight so 
there’s – it’s like I have all of my 
sciences for one of those – it’s 
like biology I have all of them in 
my week 1 and none of them in 
my week 2 [ok] so it’s like I only 
get homework for that subject in 
week 1 but then it’s like in 
chemistry I have all of my 
lessons in a week 2 and none in 
a week 1 so I only get 
homework in the week 2, so it’s 
like to be fair some subjects I 
only get once every fortnight 
which makes it a lot easier to do 
them cos I have a bit less of it 
then some subjects I get them 
every single week and then it’s 
like in maths that one takes an 
hour, and it’s just like sometimes 
it’s like finding the time to do it 
cos it’s like if I started it, then I 
sometimes forget about it and 
then realise ‘oh no I haven’t 
done it all’, and then it’s like I’ll 
rush to try and complete it all 
and then it’s like sometimes…it 
just gets really annoying having 
loads of homework and 
sometimes really hard to keep 
up on it all  
 
I: ok, if you have a bit more time 
to do a piece of homework, do 
you do any – what do you do 
differently, cos you’ve talked 
about it being a rush 
sometimes? 
 
P: it’s like in di – in DT it’s like 
once we had a few weeks to do 
this homework so it’s like I did a 
little bit every now and then, so 
it’s like that one was like really 
fun and stuff so it’s like I think I 
spent one of my days in the 

 
 
 
 
 
 
 
Uneven distribution of 
subjects across two week 
timetable means there is 
an unequal distribution of 
workload which is only 
manageable as there is 
two weeks to complete 
most of it rather than one  
 
 
 
Workload is different for 
different subjects  
 
 
 
 
 
 
 
 
 
Finding the time – to fit 
everything in  
 
Does this reflect 
difficulties with 
organisational skills? 
Starting then not finishing 
tasks, forgetting about 
them, the remembering 
and rushing to complete 
them – it sounds very 
stressful and as if an 
unstructured pattern of 
delivery might exacerbate 
the stress?   
 
 
 
 
 
When given the time, will 
complete little and often  
Long range homework 
offered opportunity for 
more autonomy and 
creativity  
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Increasing time for 
completion affords valued 
opportunities for autonomy 
and creativity  
 
 
 
Enjoyable tasks increase 
intrinsic motivation  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Task difficulty influences 
execution of timescales  
 
 
Enjoyment of task 
influences execution of 
timescales  
 
 
 
 
 
 
 
 
 
 
Perceives that 
understanding and 
recency enables prompt 
completion 
 
 
 
 
 
 
 
 

weekend doing it cos it was 
really fun so I just did it pretty 
quick - fun and stuff it, did it like 
during the day and stuff and I 
spent the day doing it cos I find 
it really fun well not the entire 
day cos it’s like a three week 
homework to have spent like 3 
hours on it cos like normally an 
hour a week per homework, well 
per subject for homework  
 
I: hmm, do you find, do they give 
you a time they do don’t they a 
time guide? 
 
P: most subjects give us a time 
on it [hmm] in English I normally 
spend more time on the 
homework than it says cos I find 
English harder so I can spend 
like an hour and half two hours 
sometimes doing homework 
that’s meant to take like an hour 
or something cos like I take a lot 
of time like reading stuff and 
then writing things and thinking 
of what to write, then it’s just like 
really annoying and then it’s like, 
design technology I can 
sometime do like, in the actual 
time and then there’s like some 
subjects depending on the 
homework I can do it faster than 
what it says like the time it says, 
not always it’s like I do it it’s like 
normally it takes a bit longer or a 
bit less time than what it says on 
there  
 
I: if you manage to do it faster 
then why do you think that is? 
 
P: cos I’ve understood it more or 
like done it like the day that I’ve 
done the lesson so I can – I like 
remember it easier  
 
I: hmm, ok I keep thinking of 
questions I wanna ask and then 
forgetting them [laughs] erm, ok 
so, then the perfect homework 
policy then would be less 
homework –  
 

Really fun – valued 
chance to be creative and 
autonomous  
Repetition of fun – 
indicates that this was a 
task that she particularly 
enjoyed, if it’s fun then it’s 
not work and she is able 
to flow and express 
herself and enjoy it?  
 
 
 
 
 
 
 
When task/subject is 
harder, timescales are 
conservative  
 
 
Process for literacy tasks 
is time consuming – 
reading, writing, planning 
 
 
 
Subjects she enjoys she 
is able to complete within 
timescales   
 
Faster – are these the 
subjects that matter less 
to her?  
 
 
 
 
 
 
 
 
Belief that understanding 
and remembering enable 
faster completion of tasks  
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Decrease in quantity to 
improve emotional well-
being  
 
 
Decrease in quantity 
creates additional time for 
effort and increases 
quality  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Values external supports 
to develop healthy 
timescale boundaries  
 
 
 
 
Exceeding timescales has 
implications for emotional 
well-being 
 
 
Exceeding timescales 
affects identity as a 
learner   
 
 
 
 
 
 
 
 

P: it’s like once a fortnight or 
something cos then it’s like yes 
it’s a bit less homework but then 
it means I have more time to do 
the homework so I can spend 
more time doing it and then I 
feel better of it because then it’s 
like I’d have more time to do it 
which means I can spend more 
time on it and be less stressed 
about it and then the homework 
will probably be better as well 
cos it’s like I’ve been able to 
spend a bit more time looking 
through it which, would make it 
better 
 
I: ok, again you’ve kind of talked 
about this erm, so it’s about it’s 
your thoughts about your 
school’s current homework 
policy if, there’s anything else 
you haven’t already mentioned  
 
P: …not really, it’s like, just 
like…the homework’s time limit 
just like if they made it like 
sound like you could spend up 
to the time that it says and then 
just get like someone to say ‘yes 
you’ve spent that time on it’ 
instead of thinking you have to 
do the homework so even if you 
don’t do it spend more time on it 
and complete it as that’s what it 
feels like for some subjects so 
I’ll spend like quite a while doing 
it and then it like makes me 
really annoyed and stuff and 
then it’s like once I’ve spent the 
time doing the homework that it 
said it should take and then I 
haven’t completed it then 
whatever I spend doing it 
afterwards it makes me feel 
more like oh no I should have 
like I need to do it faster and 
stuff so then it’s like really 
annoying sometimes  
 
I: how does it make you feel 
about yourself if it takes you 
longer than they’ve said? 
 

Decrease in quantity 
reduces pressure and 
increases amount of time 
available to complete 
tasks  
 
Creates more time and 
space for more effort? 
Less stressed – if there is 
a reduction in quantity 
 
Decrease in quantity will 
improve quality of work  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Up to - reflects 
importance of language  
 
Would appreciate an 
upper time limit that would 
reflect compliance with 
requirements but prevent 
spending excessive 
amounts of time 
completing a task  
 
 
When she needs to use 
extra time to that which is 
specified it has an 
emotional impact on her – 
questioning why she 
hasn’t been able to do it 
within the timescales, is 
this a reflection of her 
ability, does she need to 
improve?  
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Exceeding timescales 
creates feelings of 
incompetence  
 
 
 
 
Exceeding timescales 
erodes feelings of 
competence gained from 
lessons  
 
 
 
 
 
 
Task difficulty influences 
execution of timescales  
 
 
 
 
 
 
 
 
 
 
Individual strengths and 
needs influence execution 
of timescales  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

P: like it sometimes makes me 
feel really annoyed at myself 
because it’s like it feels like I’m 
not really that smart sometimes 
and then it’s like, makes me feel 
bad because it makes me feel 
that I’m not that good at the 
subject it’s like yeah in English 
to be fair I’m not but, I get, it’s 
like, I do really well like in the 
lessons and it’s really annoying 
when I can’t feel like I can’t do it 
when I get home because it just 
takes me a while to do the 
homework  
 
I: hmm, how accurate do you 
think the suggested times are? 
 
P: in quite a lot of subjects, it’s 
normally quite accurate but then 
it’s like in English it just doesn’t 
always work out well and then 
it’s like in some subjects it’s like 
in some subjects they’ll put a bit 
extra time on to make it like 
some teachers know it could 
take like 40 or 50 minutes so 
they’ll just say an hour [uh hm] 
and then some teachers are like 
just say it takes less time – says 
a certain time and then it just 
takes a bit more but that doesn’t 
really happen much but then it’s 
like in subjects that I know that I 
really struggle, the homework 
just takes longer as well cos I 
find the subject itself hard  
 
I: hmm…ok, right, the last thing 
we’re gonna do cos we’re nearly 
finished now is I’ve got a bit of 
paper, don’t wanna knock that 
off the edge, so what I’d like us 
to do is to try and think where’s 
my pen, oh it’s there um, how 
you would, so if we think of 
somebody who does homework 
we’ll call them a homeworker ok 
so how would you describe 
yourself as a homeworker?  
 
P: well it’s like…it’s like depends 
on the homework really [ok] it 
like varies depending on what 

Annoyed at myself – 
frustration turned inwards  
Not…smart – being 
unable to complete work 
to the specified 
timescales makes her feel 
less competent 
Going over time makes 
her feel less competent in 
specific subjects  
In lessons she feels 
competent and struggles 
with homework reduce 
those feelings of 
competence – is this due 
to insufficient 
differentiation?  
 
 
Timescales are generally 
accurate but not for the 
subjects that are a 
struggle 
 
 
 
 
 
 
 
 
Individual strengths and 
needs impact on 
timescales for completion 
of homework – if it’s 
harder, it’ll take longer 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Enjoyment and 
appropriate level of task 
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Interest and differentiation 
influence feelings of 
competence  
 
 
 
 
Exceeding timescales 
affects perceptions of 
ability and quality  
 
 
 
 
 
 
Recognises how self-
belief influences behaviour  
 
 
 
 
Enjoyment of task 
influences execution of 
timescales  
 
 
 
 
Accessing support 
influences execution of 
timescales  
 
 
 
 
 
 
 
 
 
Adopting structured 
approach supports 
organisational skills 
 
 
 
 
 
 
 
 
 
 
 

the subject is so like if it’s 
subjects I like or I find easy then 
it’s like I can do really well and 
I’ll feel really good about the 
homework but then it’s subjects 
that I find hard it’s like I’ll spend 
longer than it says on Go for 
Schools and then it’ll like be 
feels like I’m not really that good 
at the subject which will make 
me then feel like the homework 
won’t be that good…yeah, it’s 
like some subjects I just 
like…feel…it’s like when I get 
the subject’s homework it’s like 
‘oh yay I’ve got this subject’s 
homework’ and it’s like ‘oh no 
that is gonna take me ages’ 
which then probably is why it 
sometimes takes ages but it’s 
like just the knowing that it’s like 
I know certain subjects how long 
it will take [hmm] and then it’s 
like sometimes I really like it so I 
can do it really fast but then it’s 
like sometimes I just can’t do it 
and it gets me annoyed when 
it’s like I have to spend time 
messaging teachers and 
everything and if they don’t 
respond for a while then it’s like 
more time that you can’t do that 
homework and it’s like when I’ve 
started a homework I want to 
finish it before I do other ones 
cos it’s like otherwise I will feel 
like all messy and everything it’s 
like yeah I’m not that like 
organised as a person but it’s 
like when I started one of my 
homeworks I normally try and do 
that one homework and then do 
the next one, cos like I can’t 
really do like more than one 
homework at the same time 
otherwise it confuses me  
 
I: hmm, ok there’s a few things 
in there, so you sound like 
maybe you feel a bit 
conflicted…about homework  
 
P: um hm like it just depends on 
the subject depends [ok] on how 
hard it is depending on what it 

difficulty create feelings of 
competence when 
completing homework  
 
Harder subjects 
necessitate longer 
timescales and create 
feelings of incompetence 
when completing 
homework  
 
Feelings of incompetence 
reduce faith in quality of 
homework  
 
Enjoys receiving 
homework for some 
subjects  
 
Feels crestfallen when 
she believes a task will 
take a long time and 
recognises this may be 
self-fulfilling  
 
Enjoyment means swift 
task completion  
Can’t – some task are 
impossible  
Difficulties necessitate 
contacting teachers and 
waiting for their replies 
which impedes further 
progress  
 
Messy – untidy to begin a 
task then not complete it  
Not that organised – 
identifies that organisation 
is a challenge for her  
 
Adopting a structured 
approach helps her to feel 
less confused but there 
are barriers to achieving 
this  
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Homework experience is 
complicated, mirroring 
pattern of strengths and 
needs  
 
 
 
 
 
 
 
 
 
Values teacher cues to 
support learning and 
mitigate potential  
difficulties  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Belief that ability ensures 
positive homework 
experience  
 
 
 
 
 
 
Task completion 
motivated to avoid 
punishment  
 
 
 
 

says on Go for Schools it’s like 
some teachers are like 
‘complete this sheet I gave you 
in the lesson’ it’s like some 
sheets are really easy to do 
some sheets just take forever to 
do and it’s like some sheets you 
have to research quite a bit and 
then it’s like me researching 
stuff on google is like…really 
depends on the subject it’s like 
really hard to search stuff up for 
me cos I can never think of 
exactly what to search up really 
sometimes whereas sometimes 
teachers put quite a few links in 
so like pages and stuff to help 
with the homework which is very 
useful for like the science and 
stuff 
 
I: which is or isn’t? 
 
P: is helpful [ok] cos then it’s like 
I know I’ve got that there so it’s 
like a lot easier to do the 
homework because like I know 
that I’ve got stuff easily to hand 
to help me with the homework  
 
I: ok so what would be the 
opposite of somebody then who 
feels a bit conflicted about 
homework and like it depends 
on the subject?  
 
P: oh it’s like I know quite a few 
people who are just always 
good at their homework and do 
it really fast and easily and then 
it’s like I know some people who 
just spend like, get in trouble 
quite a lot of the time cos they 
can’t do some of their 
homeworks cos it’s like C3 if you 
don’t do your homework which 
is like half an hour or an hours 
detention [hm] and then it like it 
just gets annoying cos then 
you’ve gotta spend time at 
school after school doing the 
detention and then it’s like I take 
slower doing homework at 
school so I normally just do it at 
home and, it’s like I like doing it 

Convoluted relationship 
with homework – 
sometimes it’s 
manageable, sometimes 
it’s not – is this 
exacerbated by her views 
of herself and challenges 
around organisation?  
 
 
 
 
Values teachers 
structuring tasks with 
supports  
 
 
Values provision of cues 
from the teacher that 
support her skills as an 
independent learner and 
potentially mitigate 
struggles  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Good at homework – 
those who complete it 
quickly and easily  
 
Those who struggle to 
complete tasks receive 
detentions  
 
 
Motivated to avoid 
punishment as does not 
want to spend additional 
time at school or complete 
homework at school  
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Preference for working in 
an autonomous manner  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Perceives that task 
understanding is key to 
timely execution and 
reduced stress  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

in my room cos it’s like I feel 
there I can just do whatever I 
want more and do homework 
easier and then it’s like when I’m 
in school doing my homework 
it’s like feels more restricted in a 
way, but then like when I’m at 
home I can just do whatever I 
want whilst doing my homework 
and then I can like, feel more 
free and then it’s like easier to 
research it up because at school 
if you use the school’s Wi-Fi 
you’re like restricted and can’t 
always open all the websites 
and everything [oh ok yeah] like 
safety reasons I’m guessing but 
then it’s like when I’m at home 
it’s easier to just be able to 
research anything because it’s 
not really any restrictions  
 
I: ok…ok so what else can you 
tell me about this person who’s 
relationship with homework 
depends on what the subject is 
and how easy it is  
 
P: well it’s like the homework is 
like an easily understandable 
one then it’s like quite easy and 
simple to do but then it’s like if 
it’s like a subject that’s hard to 
understand and the homework’s 
hard to understand then will 
probably take ages and not be 
easy to do and it like stresses 
me out more because then I’ve 
got to figure out how to redo it 
and it just takes a lot more time  
 
I: hm, ok erm…how important 
do you think it is to erm…how 
do you, this bit here this 
opposite, you said you know 
people who are always good 
with their homework and they 
always do it fast and they do it 
easily, how important would that 
be to you? 
 
P: it’s like if I was like that that 
would be really good cos then I 
would be able to do my 
homework a lot easier and a lot 

Prefers to complete 
homework at home as 
she has more autonomy  
 
Restricted - completing 
homework at school offers 
less scope for autonomy  
 
Free – to use own 
strategies and supports  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Understanding of task is 
necessary for successful 
execution  
 
Lack of understanding 
increases time taken to 
complete task and level of 
stress  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Would like to be able to 
complete homework 
quickly and easily  
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Social comparison 
increases frustration and 
decreases feelings of 
competence  
 
 
 
 
Homework experience 
characterised by anxiety  
 
 
 
 
 
 
Lack of systemic support 
for individual differences 
leads to internalised 
attributions based on 
ability  
 
 
 
 
 
 
 
 
 
Social comparison 
decreases feelings of 
competence  
 
 
 
 
 
 
 
 
 
 
 
Proximity to teacher 
mitigates feelings of 
incompetence  
 
 
 
 

better and stuff but it’s like just 
the fact that people can 
understand it really well like 
even in my lessons I know loads 
of people that are really good at 
their homework and the fact that 
I know other people who are 
really good at their homework 
and can always do it really well 
and really easily makes it just 
more annoying knowing that 
they’re really good at it and I’m 
never really good at my 
homework makes it more 
annoying really sometimes it’s 
like sometimes I just wish that I 
could do my homework how 
they can instead of worrying 
about everything in the 
homework  
 
I: what do you think’s different 
about them? 
 
P: well it’s like they’re just better 
at the subjects and they 
understand the subject itself 
more and better, [ok] so then the 
homework itself is easier  
 
I: do you think they have 
subjects that they find harder as 
well maybe  
 
P: probably but I think it’s like I 
know kids who like are pretty 
much…getting high grades in all 
their subjects and then pretty 
much does all the homework 
really well and then, it seems 
like they never struggle on it but 
yeah 
 
I: how does it feel when you’re 
in a class with people like that? 
 
P: well, I mean to be fair in a 
lesson it’s fine but then it’s like 
when I know they’re going to be 
better at the homework than me 
it’s just really annoying cos then 
it’s like I know that I’m not going 
to do that well on it and, it’s like 
to be fair it’s like sometimes 
annoying because then it’s like I 

 
 
 
Knowing there are peers 
who she perceives as 
more capable is 
frustrating  
 
Comparing herself to 
peers decreases her 
feelings of competence  
 
Would like to be relieved 
of anxiety over homework  
 
 
 
Is this a reflection of the 
system rather than, as 
she perceives it, some 
pupils being better at 
homework than others? 
Shouldn’t the tasks be 
appropriately 
differentiated to develop 
skills and competence, 
not leave pupils feeling 
incompetent because 
they struggle? 
 
 
 
 
 
Comparing others’ 
progress with homework 
reduces feelings of 
competence  
 
 
 
 
 
 
 
When in the classroom 
with access to teacher 
support she does not 
have these feelings of 
incompetence – is this 
because the responsibility 
of learning is on the 
teacher in class, whereas 
it’s on her for homework?  
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Homework drives 
unfavourable social 
comparisons  
 
 
 
Perceives understanding 
as key to learning  
 

know there’s going to be a 
whole bunch of people who do a 
lot better on me than the 
homework because I’m not as 
good as anyone at that subject 
really so yeah it’s like I’m better 
than some people but there’s 
always quite a few people that 
are a lot better at me than all the 
subjects and it’s just annoying 
cos I don’t understand things as 
fast as others  
 
I: hmm, ok…thank you so much 
for all of that I’m going to turn 
this off now  
 

Social comparison 
regarding progress only 
applies to homework  
 
 
 
Pace of understanding 
seen as key 

 

 

 

 

 

  

 




