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 Homework is a crucial formative assessment tool that helps to keep students 

engaged on tasks beyond school hours. This study investigated students’ 

perceptions of teacher support on homework tasks during school breaks. 

Specifically, it focused on how students perceived the mathematics teachers’ 

support in terms of task quality, feedback quality, and promoting mathematics 

autonomy. The study also focused on how these perceptions varied by gender 

and school ownership type, and how they related to students’ self-efficacy in 

mathematics. It was carried out in Dar es Salaam, Tanzania, and involved a 

random sample of 579 students from six primary schools. Previously validated 

questionnaire scales were adapted for data collection. The data were analysed 

by using descriptive statistics, latent mean analyses, and structural equation 

modelling techniques. Results from the descriptive statistics indicated that 

students positively evaluated teacher support in homework. Besides, student 

perceptions did not significantly differ across genders but differed between 

school ownership. The findings indicate a significant relationship between 

students’ perceptions of teacher support and their mathematics self-efficacy. 

The findings call for the effective utilisation of homework to augment 

classroom instructions. 
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1. INTRODUCTION 

Homework serves as a critical element for reinforcing classroom learning, self-directed learning and 

students’ academic progress particularly in mathematics [1]. Recent research shows the significance of teacher 

support in influencing student learning [2], highlighting that effective feedback and guidance improve learning 

[3], [4]. Despite this significance, there is a dearth of research on how teacher support impacts students’ 

engagement in homework during school break periods when students and teachers are separated from  

face-to-face instructional support [5]. While the status remains so, school breaks are a common practice in 

education systems, but they do not mean a break from studying and learning. Research indicates that breaks 

can negatively affect student learning often forcing teachers to reteach students upon resuming school [6]. To 

overcome the school break effects, some countries develop programmes to maintain student learning, 

especially during long school breaks [7]. Further, research indicates that upholding academic engagement 

during such breaks can pose challenges, hence making the perception of students on teacher support during 

these times crucial [8]. This study attempts to bridge the mentioned gap by examining students’ perceptions of 

mathematics teacher support on homework during school breaks focusing on the Tanzanian context. 

https://creativecommons.org/licenses/by-sa/4.0/
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Like any other country, Tanzania embeds school breaks within its education system to keep students 

studying in such circumstances. Notably, Tanzania’s education system operates on two parallel structures 

which integrate national examinations at the end of every educational cycle. The 2-7-4-2-3+ structure  

(phasing-out) includes kindergarten (2 years), primary education (7 years), ordinary level secondary (4 years), 

and advanced secondary and tertiary education (a minimum of 3 years). A new structure, 1-6-4-2/3-3+ includes 

1 year of kindergarten, 6 years of primary education, 4 years of O-level, 2 years of A-level or 3 years of 

vocational training (VT), and at least 3 years of tertiary education. In primary schools, students are required to 

take the Standard (STD) IV national assessment to be promoted to STD V. In STD VII or VI, they sit for the 

primary school leaving examination (PSLE) to qualify for O-level which marks the end of the compulsory 

education school cycle. During school breaks, an emphasis is usually placed on examination classes through 

home-based learning initiatives via online platforms or homework tasks in hard copy prints to keep students 

learning. Analysis of students’ performance indicates that for the past decade (2012-2022), more than half of 

primary school students failed their mathematics examination in PSLE [9]. This backdrop creates a need for 

examining teacher support on mathematics homework tasks during school breaks as perceived by students.  

− Students’ perceptions of teacher support in homework tasks 

Despite the perceived benefits of homework, the practice raises concerns among educational 

stakeholders particularly regarding its success. The success of homework depends not only on its 

implementation but also on meeting students’ cognitive, affective and motivational requirements in the home-

based learning modality [10]. In particular, the quality of homework tasks needs to be upheld to promote 

learning because students engage with such tasks under minimal supervision at home. In addition, the uptake 

of homework tasks depends on students’ intrinsic motivation, autonomy support towards self-regulated 

learning, and teachers’ ability to provide distant feedback [11], [12]. The teacher’s involvement in homework 

includes preparing high-quality tasks, giving quality feedback, and preparing homework tasks that promote 

students’ autonomy [13]. When students lack regular teachers’ feedback, they can rarely maintain optimal 

learning levels to develop new skills and knowledge through self-regulated learning [14], [15]. Homework 

tasks should also foster a sense of relatedness by ensuring students have access to adequate support from their 

home environment and prioritise possible connections at home to avoid feelings of learning loneliness and 

isolation [16]. Generally, given the context of school breaks, students’ self-efficacy would matter a lot for their 

successful engagement with homework tasks.  

Conceptually, homework tasks are attributed to assessment for learning (AfL), which involves teachers 

and students adapting their teaching and learning strategies to improve learning [17], [18]. This study considers 

homework tasks as part of homeschooling that attract parental support in fostering students’ regular study habits. 

The homework tasks could serve as a formative assessment when associated with effective feedback. 

Predominantly, homework tasks are conceptualised based on AfL processes: establishing where the learners are 

in their learning, where they are going, and what needs to be done to get them there [18]. Unlike conventional 

learning environments where the learner interacts with peers and teachers, homework tasks involve interactions 

with parents and relatives who may lack pedagogical competences thus making high-quality tasks vital. 

− Gender differences in student practices of homework tasks  

Although homework tasks have been commended as a source of students’ learning [9], empirical 

evidence shows that boys often have more time for them than girls, who are usully occupied with domestic duties 

[19]. This situation is rooted in the social norms in some societies that have unfortunately positioned girls as 

secondary to boys, even in educational matters [20]. As such, girls are underprivileged by insufficient time to deal 

with school assignments and are overwhelmed by domestic tasks compared to boys. Boys are privileged by social 

norms and they are more likely to succeed in mathematics compared to girls [21]. The cultural norms have created 

a gap between girls and boys in various educational aspects regarding enrollment, retention, and school 

performance [21]. Nevertheless, previous studies on student homework show that boys spend less time doing 

homework despite having more time available, as they spend less time on domestic responsibilities [20]. At the 

same time, Feng et al. [11] suggest no gender-significant differences in time spent on homework. Despite the 

commendable benefits, there is a scanty of empirical studies investigating student perceptions of teacher support 

on homework tasks during school breaks. 

Research questions: the current study examines students’ perceptions of teacher support on homework 

tasks during school breaks and its relationship to self-efficacy in mathematics. In particular, the study focuses 

on answering the following questions: 

− What are the students’ perceptions of teacher support on assigned homework regarding task quality, 

feedback quality and autonomy support?  

− Do student perceptions of teacher support on homework tasks differ by gender and type of school ownership?  

− How does students’ perception of teacher support on mathematics homework tasks relate to their  

self-efficacy in mathematics?  
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2. METHOD 

The study employed a cross-sectional survey to examine students’ perceptions of teacher support on 

homework tasks. It was carried out in the Dar es Salaam region and involved a random sample of 579 students 

from six primary schools. Schools were purposefully sampled based on the criteria of homework practice 

during school breaks. The Dar es Salaam region was purposively sampled because it has many primary schools 

with students who practise homework tasks. The study involved 579 students, of whom 338 were STD V and 

241 were in STD VII. Students in specified classes were purposefully sampled because STD V students had 

sat for the STD IV national examination after school break, and STD VII students were expected to sit for the 

PSLE. The researchers administered questionnaires face-to-face within three weeks after the school break. The 

study was permitted with research clearance from the University of Dar es Salaam and other relevant regional 

and district authorities. Besides, its purpose was communicated to students, and their participation was through 

informed consent. The study involved a relatively equal number of girls and boys from government and  

non-government schools as presented in Table 1.  
 

 

Table 1. Participants’ demographic characteristics 
Demographics Girls Boys Total 

School ownership Government 152 (51.7%) 145 (50.9%) 297 (51.3%) 

 Non-government 142 (48.3%) 140 (49.1%) 282 (48.7%) 
Class level Grade V 170 (57.8%) 168 (59.2%) 338 (58.5%) 

 Grade VII 124 (42.2%) 111 (40.8%) 241 (41.5%) 

School type (residence) Boarding 44 (15%) 41 (14.4%) 85 (14.7%) 
 Day 250 (85%) 243 (85.6%) 493 (85.3%) 

Mean age Grade V 

Grade VII 

10.49 (.90) 

12.53 (.69) 

10.66 (.90) 

12.69 (.78) 

10.57 (.90) 

12.74 (.77) 

 

 

2.1.  Instruments 

The teacher homework involvement scale (THIS) was used to assess students’ perceptions of teacher 

support on homework tasks [13]. The scale comprised twelve items consisting of three sub-scales: homework 

quality, feedback quality, and autonomy support. In addition, four items were adapted from the mathematics self-

efficacy scale to measure students’ mathematics self-efficacy [22]. The self-efficacy scale was adopted to specify 

self-efficacy in doing mathematics homework. Since the adopted questionnaires had varied rating scales, the 

initial four points were changed to a five-point scale (strongly disagree, disagree, somewhat disagree, agree, and 

strongly agree) to increase the variability of the responses. See Table 2 for the item wording. Table 3 summarises 

the questionnaire sub-scales, sample items and Cronbach’s α from the original and present study. 
 

 

Table 2. Final questionnaire items 
Code Statement 

THIS_1 “Our Mathematics teacher knows what homework to give us so that we understand the material covered in the lesson.” 
THIS_2 “Our Mathematics homework assignments help us understand our lessons.” 

THIS_3 “Our Mathematics teacher almost always chooses homework assignments well.” 

THIS_4 “Our Mathematics homework assignments are always well integrated into the lessons.” 
THIS_5 “The performance feedback I receive from my Mathematics teacher is helpful.” 

THIS_6 “I value the feedback I receive from my Mathematics teacher.” 

THIS_7 “The feedback I receive from my Mathematics teacher helps me do my work.” 

THIS_9 “My Mathematics teacher encourages me to ask questions about homework assignments.” 

THIS_10 “My Mathematics teacher listens to my ideas about homework assignments.” 

THIS_11 “My Mathematics teacher listens to how I would like to do homework assignments.” 
THIS_12 “My Mathematics teacher has confidence in my ability to do homework assignments.” 

SSE_1 “I am sure I can understand even the most difficult questions in my Mathematics homework.” 

SSE_2 “I am convinced that I can understand even the most difficult questions in my Mathematics homework.” 
SSE_3 “I am convinced that I can achieve good results in mathematics homework.” 

SSE_4 “I know exactly what to do at home to understand the mathematics homework.” 

 

 

Table 3. Scales, sample items and estimates of reliability 

Scale k Sample item 
Study Cronbach’s α 
Original Current 

Homework quality 4 “My maths homework assignments help us to understand our lessons.” .87 .70 

Feedback quality 4 “The feedback I receive from my math teacher helps me do my work.” .88 .73 
Autonomy support 4 “My maths teacher listens to how I would like to do homework assignments.” .85 .74 

Self-efficacy  4 “I am sure I can understand even the most difficult questions in my mathematics 

homework.” 

.72 .73 

Note: k=number of items per scale 
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2.2.  Data analysis 

Before analysing the data, seven respondents with missing values beyond 10% were removed 

resulting in a sample of 579 respondents as presented in Table 1. The missing data were minimal due to the 

face-to-face administration of the questionnaire which offered a clarification opportunity to respondents when 

needed. As confirmed by Little’s missing completely at random (MCAR) test, which yielded no significant 

results (χ² (7451)=8593.19, p>0.05), the data were missing at random [18]. For that reason, the expectation 

maximisation (EM) method was used to impute the data that remained missing [23], [24]. The analysis was 

carried out by using SPSS version 24 and Mplus version 7.31 software for descriptive and inferential statistics 

respectively. In particular, the latent mean analysis (LMA) was estimated in Mplus to establish the differences 

in scale means across gender and school ownership. The LMA is recognised for its strength in responding to 

bias and measurement errors than conventional techniques like t-tests [25]. Furthermore, the structural equation 

model (SEM) was applied to establish the relationship between students perceived teacher support and  

self-efficacy. 

 

2.3.  Measurement models 

The teacher homework involvement model was assessed in two iterations, with subsequent 

improvements made after each cycle. The model fit was evaluated using multiple indicators, with a good fit 

determined by a combination of the following criteria: a root mean squared error of approximation (RMSEA) 

and standardized root mean residual (SRMR) less than 0.05, comparative fit index (CFI) and gamma hat values 

greater than 0.95 [26]. At the same time, the model is considered to have an acceptable fit when the RMSEA 

and SRMR are less than .08, and the CFI and Gamma hat scores surpass 0.90 [26]. Besides, an acceptable fit 

is suggested when RMSEA and SRMR are less than 0.08, and CFI and Gamma hat values surpass 0.90 [26]. 

The initial 12-item structural model demonstrated moderate to good fit indices (CFI=0.925, Gamma hat=0.968, 

SRMR=0.0470, RMSEA=0.062 [90% CI=0.051, 0.072]). 

Based on the modification indices, items THIS8 “My math teacher consistently provides me with 

useful information about my homework performance” and THIS3 “Our math teacher almost always chooses 

homework assignments well” had high modification indices implying that the two items had either similar 

implied meanings or were perceived wrongly. In the context of school breaks, homework quality (THIS3) and 

its corresponding feedback (THIS8) were issued online or through the assigned homework with less interaction 

than they used to be when teachers gave feedback in an asynchronous form. This scenario might be attributed 

to students’ failure to notice the differences between the two items. As a result, item THIS8 was excluded 

based on modification indices and an analysis of its contextual meaning, leading to an improved model fit with 

good fit indices (CFI=0.966, Gamma hat=0.986, SRMR=0.0366, RMSEA=0.044 [90% CI=0.031, 0.057]). 

Likewise, a one-factor model for mathematics self-efficacy was estimated, and its model had good fit indices 

(CFI=0.966, Gamma hat=0.986, SRMR=0.0123, RMSEA=0.000 [90% CI=0.000, 0.076]). 

 

2.4.  Measurement invariances and latent means  

The measurement invariance tests were carried out to elicit evidence for comparing scales across 

school ownership (private and government) and gender (girls and boys) based on the fact that measurement 

invariance helps to assess the similarity across groups [27]. Principally, measurement invariance is 

demonstrated if the difference in χ2, after accounting for the change in degrees of freedom (df), is not 

statistically significant (p>0.05), and the change in the comparative fit index (∆CFI) is 0.01 or less.   

Millsap and Olivera-Aguilar [25] have indicated that invariance is estimated using a combination of indicators 

based on critical values such as: -0.01 ∆CFI and ∆Gamma hat for metric and scalar invariance and 0.015 for 

strict invariance, 0.015 ∆RMSEA for metric and scalar invariance, 0.030 ∆SRMR for metric invariance and 

0.015 SRMR for scalar invariance. Due to the time interval between data collection and the school break, the 

students’ starting values or intercepts may have changed and thus the configural (i.e., the same configuration 

of items and factors) and metric (i.e., equivalent regressions from factors to items) invariances were sufficient 

to compare mean scores [27] as indicated in Table 4. 

After demonstrating evidence for measurement invariance, LMA was used to assess the differences 

in scale means across school ownership and gender. LMA evaluates the differences in a latent scale mean 

relative to the reference group which is set to zero. Accordingly, the LMA has a strong framework to account 

for response bias, and random and non-random measurement errors [25]. For that reason, the LMA was carried 

out in Mplus version 7.31 using strong maximum likelihood (MLR) estimation, which is credited as an effective 

estimator [28]. In LMA, the mean of a latent factor is determined, and differences between other groups with 

a similar latent factor are estimated as z-scores relative to the reference group. The statistical significance of 

the differences in latent means was determined by using the Wald χ2 test. 

 

 

 



                ISSN: 2089-9823 

J Edu & Learn, Vol. 20, No. 1, February 2026: 78-86 

82 

Table 4. Measurement invariances across gender and school ownership 
Models χ2(df) Γ CFI SRMR RMSEA (90% CI) ∆χ2(∆df) ∆ γ ∆CFI ∆SRMR ∆RMSEA 

Invariances across gender (girls vs. boys)  

Configural 135.530 (82) .983 .962 .0471 .034 (.023, .043) _ _ _ _ _ 

Metric 141.952 (90) .984 .963 .0534 .032 (.021, .041) 6.422 (8) .001 .001 .006 -.020 
Scalar 152.271 (96) .982 .960 .0593 .032 (.022, .041) 10.319 (6) <.001 <.001 .006 .000 

Residual 222.480 (107) .965 .917 .0758 .043 (.035, .051) 70.209 (11) -.017 -.043 .017 .011 

Invariances across school ownership (government vs. private) 

Configural 149.436 (82) .979 .951 .0471 .038 (.028, .047) _ _ _ _ _ 

Metric 159.403 (90) .978 .950 .0518 .037 (.027, .046) 9.967 (8) .001 <.001 .005 -.010 

Scalar 176.860 (96) .975 .942 .0556 .038 (.029, .047) 17.457 (6) -.003 <.001 .004 .010 
Residual 246.914 (107) .930 .827 .0612 .062 (.053, .075) 70.054 (11) -.045 -.115 .006 .024 

Note: Γ=Gamma hat, CI=confidence interval, CFI=comparative fit index, RMSEA=root mean squared error of approximation, 

SRMR=standardized root mean residual, and df=degree of freedom. 

 

 

3. RESULTS AND DISCUSSION 

3.1.  Students’ perceptions of teacher support on homework tasks  

The first research question investigated students’ perception of teacher support on homework tasks 

concerning homework task quality, autonomy support, and feedback quality. Findings indicated that students 

perceived positively teacher support on homework tasks. In particular, students thought that the homework had 

high quality (M=4.68, SD=0.42) enabling them to understand the content covered in the mathematics lesson. 

Students also valued teacher feedback (M=4.62, SD=0.46) on the homework tasks that helped them to 

understand the subject. However, since the tasks were home-based, students reported relatively less autonomy 

(M=4.25, SD=0.72) in deciding how to do their homework tasks. Besides, students had a higher positive 

perception of the quality of homework tasks and lower autonomy support. 

The findings regarding aspects of teacher support in homework indicate that students were less 

autonomous in deciding how to do their homework, implying that students would display low motivation 

towards the homework activities. Hagger et al. [29] indicated that perceived autonomy support could promote 

students’ academic behaviours in the classroom and outside school contexts. Similarly, Feng et al. [11] insisted 

that autonomy support provided by teachers is essential in meeting students’ basic psychological needs, which 

subsequently boosts their homework effort. Thus, teachers need to focus on creating a more motivating 

environment for learning which concurs with Black and Wiliam [17], who pointed out that teachers’ role in 

assessment is to create the conditions where opportunities for learning and the development of learning 

autonomy are maximized. The findings call for improved student autonomy support in homework activities. 

As teachers designed tasks that students solely attempt without direct teacher support, this might have attracted 

low student autonomy. Tam and Chan [30] also insist that it is essential for teachers to explain the purpose of 

tasks to learners to instil positive homework attitudes. 
 

3.2.  Student perceptions of teacher support by gender and type of school ownership 

The second question aimed to determine whether student perceptions of teacher support on homework 

tasks varied across gender and school ownership or not. Consequently, the LMA was estimated in two phases; 

first, LMA for gender had a good model with CFI=0.969, RMSEA=0.030 (0.006, 0.045) and SRMR=0.064, 

while LMA for school ownership had a good model with CFI=0.994, RMSEA=0.014 (0.000, 0.035) and 

SRMR=0.055. The findings indicated no statistically significant difference across gender, implying that boys 

and girls had relatively similar positive perceptions of teacher support on homework tasks. Besides, the analysis 

showed statistically significant differences in student perceptions of teacher autonomy in homework tasks 

across school ownership, as summarised in Table 5. 

 

 

Table 5. Student perceptions of teacher support on homework tasks by gender and school ownership 

Scales 
Manifest means (SD) Latent means (z-value) 

Gender School ownership Gender School ownership 

Girls Boys Government Private Girls Boys Government Private 

Homework quality 4.66 (.43) 4.70 (.41) 4.70 (.42) 4.65 (.42) — .137 — -.180 
Feedback quality 4.63 (.47) 4.69 (.44) 4.70 (.44) 4.62 (.48) — .132 — -.212 

Autonomy support 4.24 (.71) 4.27 (.73) 4.41 (.61) 4.09 (.80) — .062 — -.641** 

Note: **p<0.05 for Wald χ2 test 

 

 

Table 5 indicates a statistically significant difference in students’ perceptions of teacher support between 

government and non-government schools. Specifically, students in government schools had a higher positive 

perception than non-government schools regarding homework quality, feedback quality, and autonomy support. 
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However, the differences were only statistically significant in perceived teacher autonomy support. The 

findings suggest that students in government schools felt that homework tasks were an additional learning 

opportunity compared to everyday practice, while students in non-government schools expressed lower 

satisfaction with teacher support for homework tasks during school breaks. Regarding perceived autonomy 

support, the observed differences were close to a moderate effect, implying that students in government schools 

autonomously engaged more with homework tasks than students in non-government schools. 

The findings showed that gender did not significantly affect how students perceived teachers’ support 

for homework tasks. In other words, boys and girls were similarly optimistic and likely to benefit concurrently 

from the perceived teachers’ support. This proposition is contrary to a study by Xu [13] which indicates that 

female students (compared to males) tend to display a more positive homework attitude and thus exhibit greater 

vigour in attempting the related tasks. The difference between the current and previous studies’ findings may 

be attributed to contextual disparity in teacher-learner proximity. While the present study involved students 

who received teacher support at a distance during school break, the previous studies involved students in a 

face-to-face learning modality. 

Meanwhile, the data regarding how students perceived teacher support based on school ownership 

showed a statistically significant difference in favour of government-owned schools. Such findings suggest 

that students in government schools felt that homework tasks are a valuable additional opportunity for learning 

compared to the common practice. The findings corroborate previous studies indicating that students in 

Tanzanian government primary schools are rarely given homework to support their learning [31]. Notably, 

homework is increasingly viewed as a formative assessment practice that should promote student learning [12]. 

Nevertheless, the large class size discourages teachers from providing homework because the chance to give 

meaningful feedback on homework tasks is limited in such situations [31]. 

Furthermore, students in non-government schools expressed less satisfaction with teacher support on 

homework tasks during school breaks, which could justify that these schools have a built-in academic system 

where homework is part of their culture, unlike government schools [31]. Besides, homework tasks in  

non-government schools seem relatively common practice where teachers involve students in designing 

instructional-based homework and provide daily feedback. Regarding autonomy support, the observed 

differences were close to a moderate effect, meaning that students in government schools autonomously 

engaged with homework tasks compared to private schools. The findings correspond with Paul [31] that 

students in government schools in Tanzania approach learning tasks independently compared to ones in private 

schools. 

 

3.3.  Relationship between perceived teacher support and self-efficacy in mathematics homework tasks 

The structural equation model linking the constructs on perceived teacher homework support and 

students’ self-efficacy in mathematics was estimated. The model had good fit indices (CFI=0.925, Gamma 

hat=0.972, SRMR=0.0524, RMSEA=0.051 [90% CI=0.042, 0.060]). The findings in Figure 1 indicate a strong 

relationship between students’ perception of autonomy support, feedback quality, and the quality of homework. 

On the other hand, the relationship between the factors for teacher homework support and students’ self-efficacy 

in mathematics had the following findings. Students perceived homework autonomy support was highly related 

to students’ self-efficacy in mathematics (r=0.51), and students’ mathematics self-efficacy was moderately 

associated with the perceived feedback quality (r=0.48) and the perceived quality of homework (r=0.42). In other 

words, when students perceive that mathematics teachers prepare quality homework tasks and provide feedback 

that helps them improve their work, their self-efficacy in mathematics improves. The role of teacher support is 

widely recognised in setting homework objectives, designing tasks, and providing feedback on homework tasks 

[13], [32]. While previous studies have documented the positive role of student homework perceptions on actual 

practices [33], [34], the present study shows that students’ self-efficacy in homework explains their judgment on 

the quality of homework and the associated teacher feedback. In particular, students’ intentions and reasons for 

doing homework influence how they engage in homework practices. Xu et al. [32] indicate that students’  

self-efficacy in homework was strongly related to their perceived autonomy, implying that students’ engagement 

in homework is greatly influenced by their motivation to acquire competence.  

The study emphasises the crucial association between students’ perceived teacher support in 

homework and self-efficacy in mathematics. Thus, students with higher mathematics self-efficacy are more 

likely to perceive homework as valuable and appreciate the feedback provided by the teachers. Conversely, if 

teachers prepare quality homework and provide quality feedback, students can solve even challenging 

homework assignments because quality homework with associated feedback promotes students’ autonomy, 

contributing to improved mathematics self-efficacy. The findings support Kyaruzi [35], who noted that 

students’ mathematics self-efficacy was highly related to the perceived use of teacher feedback which jointly 

predicted students’ mathematics performance. The relationship between students’ perceived teacher support in 

homework and self-efficacy in mathematics homework invites further studies to infer a causal relationship 

between the variables. 
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Figure 1. Structural model illustrating the relationship between student perceptions of teacher homework 

support and mathematics self-efficacy 

 

 

4. CONCLUSION 

The findings indicate that students positively perceived that their teachers prepared high-quality 

homework tasks, which promoted their learning during school breaks. Furthermore, the findings indicate that 

boys and girls had relatively similar perceptions of teacher support in homework tasks. Moreover, the findings 

suggest that students in government schools benefited more from teacher support than their counterparts in 

non-government schools. Additionally, students’ perception of teacher support was positively related to their 

self-efficacy in mathematics homework, particularly perceived autonomy support. Several implications emerge 

from the study. First, given that students positively perceived homework tasks during school breaks, teachers 

could integrate it into teaching and learning to complement classroom instructional practices. Second, the 

findings signal that homework tasks could be considered an equally valuable learning opportunity for students 

in public and private schools by addressing the observed disparity. Thirdly, the observed significant association 

between self-efficacy and perceived teacher support suggests that homework tasks could promote students’ 

improved learning if effectively used.  

Nonetheless, the findings of this study should be interpreted in light of the following limitations. First, 

we mainly used self-report cross-sectional data from student questionnaires that could be limited in scope. Hence, 

further studies could complement our findings with robust longitudinal and observational methods to draw strong 

causal-effect relationships. Second, the study assessed students’ experience of teacher support during school 

breaks, which could be relatively different if the same study were conducted during the normal school calendar. 

Nevertheless, the applied sophisticated analysis methods guarantee the validity of the study findings.  
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