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Homework is an important activity in the lives of school-aged children, including students with
learning disabilities (LD). Characteristics often associated with LD (e.g., poor organizational
skills) may adversely impact the rate and quality of homework completion. In this study, a
multiple-probe across-students design (Horner & Baer, 1978) was used to evaluate the effects
of instruction in a comprehensive, independent assignment completion strategy with regard to
homework completion rates and the quality of products completed in response to assignments
given in general education classrooms. Eight of nine students mastered use of the strategy,
and their homework completion rates and the quality of their homework products improved.
Associated with these improvements were increases in quarterly grades and teacher ratings of
the quality of the assignments. Thus, direct instruction in a comprehensive strategy comprised
of organizational behaviors can result in independent completion of more homework by students
with LD. Nevertheless, instruction in organizational skills alone appears insufficient to produce
a 100 percent submission rate: student motivation to complete assignments and mastery of the
skills required, as well as the appropriateness of assignments for students, need to be addressed.

Since the early days of formal education, teachers have pro-
vided students with extended practice by assigning academic
tasks called “homework” to be completed outside the formal
school setting. Independent completion of both short- and
long-term academic tasks through homework is a common
demand in public education (Lenz, Ehren, & Smiley, 1991;
Putnam, Deshler, & Schumaker, 1993). For example, in dis-
tricts having homework policies, secondary students can ex-
pect to have about eight hours of homework assigned per
week (Epstein, Polloway, Foley, & Patton, 1993). Further-
more, while there is variability in the extent to which home-
work performance plays a role in determining a student’s
grade (Bryan, Nelson, & Mathur, 1995), results of one inves-
tigation indicate that in seventh- and tenth-grade content-area
classes (i.e., English, science, social studies, and math), be-
tween 17 and 32 percent of a student’s grade is based on
homework performance (Putnam et al., 1993).

As a result, homework is an important activity in the lives
of most American school-aged children and their families,
including those children and youth with special needs who
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are enrolled in classes in which homework is assigned. Home-
work concerns are especially critical for the 82 percent of stu-
dents with learning disabilities (LD) who receive all or most
of their academic instruction in general education classrooms
(U.S. Department of Education, 1999).

Proponents of homework suggest that it is a vital part of
the academic experience because it increases the number of
opportunities students have to practice new skills and learn
new content, and, as a result, improves students’ academic
achievement. They also argue that it enhances student at-
titudes toward education, bolsters self-discipline and good
study habits, and encourages students to learn during leisure
time (Cooper, 1989; Salend & Gajria, 1995). On the other
hand, opponents argue that homework results in overexpo-
sure to academics, reduces opportunities for leisure and com-
munity activities, and may negatively affect the parent-child
relationship (Bryan et al., 1995).

Unfortunately, the small, often inconclusive, and contra-
dictory body of literature on homework (Paschal, Weinstein,
& Walberg, 1984) makes resolution of this controversy dif-
ficult. Although a majority of the few empirical studies
on the impact of homework on general education popula-
tions indicate that some positive results can be achieved
with homework, others have indicated that homework
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does not produce gains (cf. Cooper & Nye, 1994; Otto,
1985).

For children and youth with LD, homework may produce
mixed outcomes. Although homework allows for increased
academic engaged time and distributed practice (which
should be beneficial for students with special needs), the nec-
essary instructional conditions are not always achieved, and
the expected benefits are often not produced. Two conditions
appear necessary for benefits to accrue (cf. Rosenberg, 1989):
teachers must assign appropriate academic tasks, and students
must complete those tasks. If both are not present, the per-
formance, self-esteem, and grades of students with disabili-
ties may be adversely affected, and a widened achievement
gap may result between them and peers who do not have
disabilities and who complete the homework.

To fulfill the first of the conditions required to produce
beneficial results, teachers must plan and assign homework
tasks that involve appropriate content at appropriate in-
structional levels that match students’ skills. Teachers must
also provide positive consequences for homework com-
pletion. Unfortunately, both general and special educa-
tion teachers often do not plan and assign appropriate
tasks (Rademacher, Schumaker, & Deshler, 1996; Salend &
Gajria, 1995). For example, a survey of 88 teachers of stu-
dents with LD revealed that although 80 percent of the
teachers regularly assigned homework, few matched the as-
signed tasks to students’ skills and few provided feedback
on or positive consequences for homework performance
(Salend & Schliff, 1989). Fortunately, recent research in
this area (Rademacher et al., 1996) has developed and
validated a routine for teachers to use in planning, pre-
senting, and evaluating assignments that involves matching
assignments to students’ skills and providing feedback about
homework performance (Rademacher, Deshler, Schumaker,
& Lenz, 1998). Thus, the first condition for promoting the
success of homework can be achieved.

To fulfill the second condition that must be present for
benefits to accrue from homework, students must complete
assignments at acceptable rates and levels of proficiency.
In other words, if students do not complete assignments
and put some effort into the process, they will not ben-
efit from the assignments. Unfortunately, and for a vari-
ety of reasons, many students do not complete homework.
Various nonhomework activities (e.g., video-games, televi-
sion, the Internet, social functions, clubs, and athletics) of-
ten compete for students’ out-of-school time. Then, as stu-
dents mature, the developmental demands for independence
that accompany adolescence come into play, and many stu-
dents tend to reject the efforts of adults who try to sched-
ule time for them with regard to doing homework. The stu-
dents also tend to reject the offer of assistance from parents
and other adults for homework tasks even though they may
need it. Sometimes, the students do not know how to ac-
cess people who could help them with difficult academic
tasks.

For students with LD, the reasons for not completing
homework are even more complex than those listed above.
In many cases, their disabilities are directly tied to skills as-
sociated with homework completion. Because of listening
and memory deficits, they often do not know what has been

assigned; because of organizational deficits, they often fail
to take home appropriate materials for completing assign-
ments (Lenz, 1992; Polloway, Foley, & Epstein, 1992). Be-
cause of a host of other deficits, they have difficulty with
recording assignments, allocating time for and maintaining
attention on homework assignments, correctly estimating the
time required to finish a task, especially a long-term assign-
ment, monitoring assignment completion, and continuing to
work even if a task seems too difficult (Salend & Gajria,
1995).

To overcome these difficulties, students with LD need to
learn skills related to listening for and accurately recording
an assignment, planning how much time should be scheduled
to complete it and when to complete it, identifying what ma-
terials are needed and taking them home, setting attainable
goals related to the homework, recruiting help when needed,
monitoring where they are with regard to task completion,
and rewarding themselves for sticking to the plan and com-
pleting the task. To avoid the other problems described ear-
lier, they also need to learn to manage homework activities
largely on their own to promote their independence and feel-
ings of self-control, self-efficacy, and freedom of choice with
regard to the many activities that compete for their time and
attention.

Despite the needs of students with LD in this area, little
research has been conducted on actually teaching them these
skills. Most of the studies that have been conducted in this
area (e.g., O’Melia & Rosenberg, 1994; Rosenberg, 1989;
Sah & Borland, 1989) have focused on what teachers and/or
parents can do to improve the homework performance of
students. Techniques such as increased parental supervision
of homework completion, formal home schedules for home-
work completion, contingencies for homework completion,
and student teams for correcting homework have been used.

Only two studies have focused on directly teaching some
of the targeted skills to adolescents with LD. In the first, Lenz
et al. (1991) taught students with LD a complex goal-
attainment process in relation to project assignments. Al-
though positive results were achieved, this process was used
by the students only in a controlled and tightly supervised en-
vironment (i.e., a summer school class). They did not work on
the assignments at home. In a later study, Trammel, Schloss,
and Alper (1994) taught students how to record their assign-
ments, indicate whether or not the assignment was turned in,
how to graph their homework completion rates, and how to
set goals related to homework. They found that the students’
homework completion rates in six general education classes
were highest when the students had learned all these skills and
that the students sustained these high rates in a maintenance
condition and in follow-up probes where they received no
rewards or reminders. Unfortunately, the students completed
the homework in the resource room under their teacher’s su-
pervision during the whole study. They did not use the skills
independently at home.

In summary, all the previously mentioned studies in-
volved the evaluation of the effects of an intervention that
was implemented in a special class setting or in an iso-
lated class in which students knew their homework perfor-
mance was being monitored. Students either completed their
homework at home under close parental supervision with the
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knowledge that their parents were communicating regularly
with the special education teacher (Rosenberg, 1989; Sah &
Borland, 1989), or they completed the homework in the re-
source room (Trammel et al., 1994) or their assigned projects
in a summer school class (Lenz et al., 1991) under the su-
pervision of their teacher. Thus, no studies have focused on
teaching students a strategy comprised of the complex con-
stellation of skills required for independent completion of
any assignment. Additionally, no studies have focused on the
instruction of these skills in one setting and evaluated stu-
dents’ generalization of the skills to regular secondary gen-
eral education class settings and home when students do not
know that their homework performance is being monitored.
Further, no study has determined whether secondary general
education teachers’ perceptions of students’ homework per-
formance and the quarterly grades that they award students
are sensitive to changes in homework completion rates and
in the quality of assignments produced.

There are several reasons why an instructional inter-
vention is needed for teaching students with LD how to
independently complete their homework. First, students with
LD often fail or barely pass tests (e.g., Bulgren, Schumaker, &
Deshler, 1988), and their scores on these tests often comprise
a large proportion of their grades in general education classes
(Putnam et al., 1993). Improved homework completion rates
might enable them to receive passing or average grades in
these classes and ultimately result in higher graduation rates
for this population. Second, many special education teachers
spend most of their time monitoring homework completion.
If students know how to complete assignments indepen-
dently, these teachers would have more time to teach students
strategies that would improve their grades even further or
to focus on those homework assignments that are especially
difficult. Necessarily, the intervention must be relatively brief
in duration, given the realities of all the skills these students
need to learn and the paucity of time for teaching them. Ad-
ditionally, the intervention should be easy to implement, and
it should focus on ensuring that students generalize the skills

TABLE 1
Student Demographics

Written No. of Periods in
Subject 1 Gender Age Ethnicity SES 2 Intelligence 3 Reading GE 4 Math GE 5 Language GE 6 Grade Resource Room

1 M 13 W L 120 4.0 5.2 3.7 8th 4
2 M 12 W L 104 2.0 3.2 — 6th 4
3 M 15 W 89 6.3 4.9 — 8th 3
4 M 14 W L 101 3.8 1.2 1.5 8th 4
5 F 15 W 88 6.0 5.3 4.2 8th 3
6 M 12 W L 101 3.3 4.1 2.2 6th 3
7 M 14 W 105 2.4 3.4 2.0 8th 3
8 M 12 W 96 2.9 6.2 3.2 7th 2
9 M 13 W 96 3.6 2.7 3.7 8th 1

Means 13.3 100 3.8 4.0 2.9 3

1 W = Caucasian.
2 L = Student eligible for free lunch.
3 Full scale IQ scores derived from the WISC-R.
4 GE = Grade equivalent scores derived from the Woodcock Reading Mastery Tests-Revised (Form H).
5 GE = Grade equivalent scores derived from the Key Math Test-Revised.
6 GE = Grade equivalent scores derived from the Woodcock-Johnson Psychoeducational Battery.

to a variety of classes and can function independent of adult
supervision.

Thus, the overall purpose of this study was to design and
validate the effects of strategic instruction in an assignment
completion strategy on students with LD. The research ques-
tions were: (1) Can students with LD master an assignment
completion strategy? (2) Do assignment completion rates,
quality of assignment products, grades, and teacher satisfac-
tion with students’ work improve in general education classes
after students with LD receive instruction in the assignment
completion strategy? and (3) Are those changes maintained
over time?

METHOD

Participants and Setting

Participants were nine middle-school students between the
ages of 12 and 15 who were classified as having a learn-
ing disability according to school district and Pennsylvania
State guidelines. All students were participating in main-
stream, academic classes for at least three periods per day (see
Table 1 for the amount of time spent in the resource setting
as well as other demographic information).

Students were nominated to participate in the study by
two resource class teachers. Teachers were asked to nomi-
nate students having extreme difficulty completing and turn-
ing in homework assignments in their mainstream classes
and who were disorganized in their approach to assignment
completion. Teacher perception of the students’ difficulties
was validated by baseline data: over a two-month period,
the selected students turned in an average of 44 percent of
their assignments (range = 20 to 55%). Further verification
of difficulties for participants in the area of homework com-
pletion was gathered through interviews conducted prior to
the intervention with the students. Self-descriptions of as-
signment completion problems mirrored those identified in
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the professional literature for students with learning disabili-
ties. For example, students reported having trouble with accu-
rately and completely recording instructions for out-of-class
assignments in the time allotted by classroom teachers and
with planning study time. They also said that they were re-
luctant to ask clarifying questions of teachers.

The intervention was conducted in a middle school (i.e.,
grades 6–8, student population = 500), in a northeastern,
rural school district serving a student population of ap-
proximately 2,000 students. Instruction occurred in a room
(approximately 8′ by 12′) adjacent to one of the resource
classrooms. The room contained student desks, a teacher’s
desk, a chalkboard, an overhead projector, and a screen.

The Strategy and Associated Materials

An assignment completion strategy, called the PROJECT
Strategy, was designed to be taught to the students. The strat-
egy steps focus on the complete sequence of overt and cog-
nitive behaviors involved in assignment completion, such as
recording assignments quickly and accurately, analyzing as-
signments in terms of amount of time/effort needed, devis-
ing a plan for assignment completion based on this analysis,
working on the assignment, and turning it in. Additionally, the
strategy also includes metacognitive behaviors such as self-
monitoring, self-instruction, and self-evaluation. The seven
major steps and the substeps that cue these behaviors are
shown in Figure 1. The first letters of the major steps form
the first-letter mnemonic device “PROJECT,” which students
can use to remember the names of the steps so that they can
instruct themselves on what to do next.

As they work through the steps of the strategy, students fill
in three forms. The Monthly Planner (Figure 2) is a month
calendar that students can use for long-range planning. The
Weekly Study Schedule (Figure 3) is a week-at-a-glance cal-
endar that students can use to plan exactly when they will

FIGURE 1 Strategy steps and substeps.

do each assignment. The Assignment Sheet (Figure 4) is a
form on which students record the assignment. This form was
specially designed for students who have difficulty writing.

When using the first step of the assignment completion
strategy, Prepare Your Forms, the student fills in numbers cor-
responding to the days of the current and subsequent month on
two Monthly Planners (Figure 2). Any “special events” (e.g.,
athletic games/events, holidays, birthdays, trips) are noted on
days they will occur so that time can be planned accordingly
on those days and surrounding days. Next, the student pre-
pares a Weekly Study Schedule (Figure 3) by writing in the
date for each day of the week and blocking out time periods
during each day when work on assignments cannot be done
(e.g., while the student is eating, sleeping, at soccer practice,
etc.).

The second step of the strategy, Record and Ask, is used
when a teacher gives an assignment. First, the student in-
dependently, quickly, and accurately records the assignment
on an Assignment Sheet (Figure 4) using abbreviations (e.g.,
“SS” for “social studies” or “LA” for “language arts”). Words
printed on the Assignment Sheet are circled in lieu of writing
them. For example, if the assignment is to “read Chapter 3 and
answer chapter questions one through four,” the student cir-
cles the words “Read” and “Answer” and then writes the rest
of the assignment on the lines provided using abbreviations
(e.g., Ch. 3, Q. 1–4). Additionally, the student notes the due
date in the designated blank. Whenever the assignment is due
in a different week than the current one, the student records
the assignment and due date on the Monthly Planner using
abbreviations. (This Monthly Planner is checked nightly to
monitor upcoming due dates.) Then the student thinks about
the instructions that have been given and asks questions about
unclear aspects of the assignment. These questions can be
asked immediately or after school, as needed. Finally, the
student records any additional information learned on the
Assignment Sheet.

The third major step of the strategy, Organize, is used
toward the end of the day after all assignments have been
recorded to fine tune the study schedule and ensure that all
appropriate materials are taken home. The first letters of
the names of the substeps for the Organize step form the
mnemonic device “BEST.” (See Figure 1.) First, the student
Breaks the Assignment into Parts. For example, if the assign-
ment is to write a book report, the student might break the
task into parts such as selecting a book, reading the book,
making notes, completing a first draft, and executing a final
draft. These parts are listed on a piece of scrap paper. Then
the student counts the number of parts and records this num-
ber (e.g., “5”) next to “# of parts” on the Assignment Sheet.
Next, the student Estimates the Number of Study Sessions
required to complete the assignment (each study session is
defined as a 30-minute block of time) by thinking about the
different parts of the assignment and estimating how many
half-hour blocks of time will be needed to complete them.
Then the student writes this number on the Assignment Sheet
next to “# of study sessions.” Next, the student Schedules
the Sessions by writing the abbreviation of the assignment
(e.g., “BKRPT” for book report or “SS” for social studies)
in a box on the Weekly Study Schedule corresponding to the
days and times work will be done on the assignment (see
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FIGURE 2 Monthly Planner.

Figure 3). As this is done, the student takes care to schedule
study sessions enough in advance so that the assignment can
be completed on time. For example, homework due the next
day is scheduled for that night, and parts of long-term assign-
ments are spread over several days well in advance of the due
date because efforts sometimes take longer than estimated
and unexpected events may occur. Finally, the student Takes
Materials Home by putting all materials needed (e.g., books
and handouts) for each assignment or part of an assignment
to be completed that day or weekend in his or her backpack
and carries them home.

The fourth, fifth, and sixth steps of the assignment comple-
tion strategy are used when the student is scheduled to work
on the assignment at home or in a study hall. The fourth
step, Jump to It, is used to overcome task avoidance, get out
needed materials, use self-affirmations about the quality of
work to be done, and check the requirements of the task. As
the assignment is actually completed in the fifth step (Engage
in the Work), the student notices any problems encountered
and recruits help from parents or a “study buddy” from class.
For Step 6 (Check Your Work), which is used when the work
is completed, the student evaluates the quality of the work
(e.g., its neatness, its completeness, and the effort put into it),
makes any needed corrections, and circles a “quality grade”
on the Assignment Sheet (see Figure 4). The student then

places the assignment in a folder specially designated for
completed homework.

The last step, Turn in Your Work, begins immediately after
the homework has been completed. The student puts the as-
signment folder in a certain location (e.g., in a backpack by the
door) so that it can be found easily. The next day, the student
takes the assignment to school, checks the Monthly Planner
and Assignment Sheets to ensure that all assignments that
are due are turned in, and turns in the assignments on time.
When the assignment has been turned in, the student records
the date on the Assignment Sheet next to “Done” and engages
in self praise for sticking to the plan and completing the work.

Measures

Strategy Usage in Simulated Probes

Each student’s performance of the first three steps of the as-
signment completion strategy when given a simulated assign-
ment in the resource room was recorded on a 33-item check-
list (hereafter referred to as the Simulation Checklist). Some
of the items on the checklist related to whether the dates on
the Monthly Planner were filled in, if special events had been
noted, and whether the due date of a long-term assignment
had been recorded. Other items related to whether the student
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FIGURE 3 Weekly Study Schedule.
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FIGURE 4 Assignment Sheet.

had recorded the assignment and due date on the Assign-
ment Sheet accurately, circled appropriate action words, used
abbreviations, broken the assignment into logical parts, and
recorded the estimated number of study sessions needed. Still
other items related to whether the student blocked out times
that would not be devoted to homework and recorded and la-
beled the appropriate number of study sessions on the Weekly
Study Schedule. One point was awarded for each part of the
strategy completed. Thus, a total of 33 points were available
on the Simulation Checklist. One checklist was completed
for each simulated assignment presented during a simulation
probe. Since four assignments were presented during each
simulation probe, a percentage of points earned score was
calculated for each simulation probe by totaling the number
of points earned on the four checklists related to that probe,
dividing that “points earned” total by the total number of
points available, and multiplying by 100.

Strategy Usage in General Education Classes

A second checklist (hereafter referred to as the Generaliza-
tion Checklist) was utilized to measure student use of strategy
steps for assignments presented in the students’ general ed-
ucation classes. This checklist was comprised of the same
33 items as the Simulation Checklist along with two addi-
tional items: whether the student had rated the quality of the
completed assignment and whether the student had recorded
its completion on the Assignment Sheet. (These items could
be scored for actual assignments given in general education
classes because the students had an opportunity to complete
them; in contrast, they were not asked to actually complete
the simulated assignments.) A scorer used the Generalization
Checklist while analyzing each student’s assignment note-
book, which was a notebook that contained many copies
of the three forms (i.e., the Monthly Planner, Weekly Study
Schedule, and Assignment Sheets) and in which the students
recorded their actual class assignments.

In order to earn a point for an item on the Generalization
Checklist, the student had to complete the corresponding part
of the strategy appropriately in the notebook, and the infor-

mation the student recorded had to accurately correspond to
information associated with an actual assignment given by the
student’s general education teacher (see below for how this
information was collected). A percentage of points earned
per week score was calculated by summing the number of
points earned by a student on all checklists associated with
all assignments given in targeted general education classes
during a specific week, dividing that total by the number of
points available, and multiplying by 100.

Assignment Completion

Measures of student performance related to assignment com-
pletion in general education classes were obtained by using
a data collection form that was filled out by targeted general
education teachers. This form (hereafter referred to as the
Teacher Form) contained places to record: (1) a description
of each assignment; (2) the date the assignment was given;
(3) its due date; and (4) whether the assignment was turned
in on time, late, or not at all. Two assignment completion
measures were calculated directly from these forms for each
week for each student: the percentage of assignments turned
in on time, and the total percentage of assignments turned
in (i.e., those that were on time plus those that were late).
Additionally, a third measure, the percentage of actual as-
signments students recorded in their notebooks was deter-
mined by comparing the students’ assignment notebooks to
the teachers’ reports of homework assigned. The number
of assignment descriptions in the students’ notebooks that
matched the teachers’ descriptions of assignments was di-
vided by the total number of assignments described by the
teachers and multiplied by 100 to calculate this measure.

Quality of Homework

Also on the Teacher Form was a place where the teacher
indicated for each assignment whether all, most, some, or
none of the assignment’s requirements were met. (This quality
measure was used in lieu of grades on assignments because
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most of the teachers simply gave students credit or no credit
for each assignment.) From the teachers’ responses on the
form, the percentage of a student’s assignments each week
that met all or most of the teachers’ requirements was cal-
culated by dividing the number of assignments meeting this
criterion by the total number of assignments in a week and
dividing by 100.

Quarterly Grades

The students’ quarterly grades for targeted classes were col-
lected from school records. Each student’s grade-point aver-
age was calculated for the classes by associating each letter
grade with a number (i.e., A = 4, B = 3, etc.), summing the
numbers, and dividing by the total number of classes. First-
quarter grades (the quarter before any students received in-
struction) were compared to fourth-quarter grades (the quar-
ter after instruction had been completed for all students).

Teacher Ratings

A questionnaire was used to collect ratings of the partic-
ipating targeted teachers related to the overall assignment
completion performance of participating students before and
after the study. The questionnaire contained four items,
each formatted with a six-point scale. Items were related to
(1) overall organizational skills, (2) turning in assignments
on time, (3) overall quality of submitted assignments, and
(4) accuracy of work on assignments.

Student Interviews

Two student interviews were used: the strategy interview and
the satisfaction interview. In the strategy interview, students
were asked six open-ended questions about how they ap-
proached out-of-class assignments that focused on (1) how
well they kept track of assignments, (2) whether they used a
study plan, (3) whether they had problems getting started on
homework, (4) whether they were comfortable asking teach-
ers about assignments in class, (5) what they did when having
a problem completing a homework assignment, (6) whether
they had problems recording assignments in class, and
(7) whether they usually understood what to do and how to do
it when completing homework. This interview was adminis-
tered at the beginning and end of the study.

The satisfaction interview was administered only at the
end of the study and contained five open-ended questions
to assess students’ satisfaction with the Assignment Com-
pletion Strategy. These questions were (1) Was the strategy
helpful to you? How? (2) What parts of the strategy were the
most helpful? (3) What parts of the strategy were not as help-
ful? (4) What would you change or add to the strategy? and
(5) Would you recommend this strategy to other students?

Interscorer Reliability

To determine interscorer reliability on use of the Simula-
tion Checklist and the Generalization Checklist, two inde-

pendent raters (two graduate students) scored approximately
25 percent of the forms (Monthly Planner, Weekly Study
Schedule, and Assignment Sheet). An agreement was tallied
when both raters indicated that a student used a particular part
of the strategy correctly. The mean percentage of agreement
for simulation probes was 97 percent (range = 94 to 100%)
and for actual assignments in general education classes was
92 percent (range = 88 to 97%).

Interscorer reliability for the assignment completion and
quality measures was obtained by having two independent
raters score a randomly selected sample of two weeks of
Teacher Forms for each student and calculate weekly means
(e.g., the percentage of assignments turned in on time). The
mean percentage of agreement for all students on these mea-
sures was 100 percent.

Experimental Design

A multiple-probe across-students design (Horner & Baer,
1978) was used and replicated twice. This design included
three conditions: baseline, instruction, and maintenance. All
nine students began baseline at the same time. They were
each administered at least two baseline simulation probes. In-
struction began with three students whose baseline scores on
the Simulation Checklist were stable. When these students’
scores on the Simulation Checklist improved, the remaining
six students were given another probe, and another three stu-
dents with stable baselines received instruction. When those
three students’ probe scores improved, the final three students
were given another simulation probe followed by strategy in-
struction. After each student had completed the instruction,
the maintenance condition began, and the strategy instructor
continued to administer probes every few weeks at random
to each student.

Procedures

Baseline

For each student, at least three general education classes were
targeted. A total of eight teachers of math, English, social
studies, health, and art participated. The resource teachers
informed these general education teachers that they wanted
to monitor how well certain students were performing on out-
of-class assignments and asked them to complete the Teacher
Form during selected weeks. They were not told that the stu-
dents were participating in a study and receiving instruction
in assignment completion, nor were they informed about the
purpose of the study. Teacher Forms were collected by the
resource teachers at the end of the selected weeks. Addi-
tionally, the teachers were asked to complete a questionnaire
rating each student.

Also during baseline, an assignment notebook containing
several copies of the three forms (Monthly Planners, Weekly
Schedule Sheets, and Assignment Sheets) was distributed
to the students by their resource teachers. They were asked
to use the notebook to record all their assignments in all
their general education classes. They were not told that their
assignment notebooks were going to be examined regarding
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their assignments in general education classes, and they were
not given instruction on how to use the notebooks.

Once they had been given the assignment notebooks, all
nine students began participating in simulation probes in the
resource room. For each probe, the first author gave the stu-
dents four assignments (three short-term and one long-term
assignment; three in written form on the board and one pre-
sented orally). One of the four assignments had a critical
piece of information omitted (e.g., due date, page number)
to allow the students an opportunity to exhibit the “Ask” part
of the Record and Ask step. The students were asked to com-
plete the three forms as best they could for each assignment.
Each student participated in at least two simulation baseline
probes (i.e., received eight assignments). Also, each student
participated in a baseline strategy interview.

Instruction

Instruction was scheduled four times per week for approxi-
mately 30 minutes per session and was provided by the first
author, who is a certified special education teacher, has a
Ph.D. in special education, and is a certified Strategic Instruc-
tion Model Trainer. Students met with the instructor in small
groups (four to five students), depending on their schedule,
in the resource room. (Students other than those consenting
to participate in the study also received the instruction.)

To standardize the instruction across participating stu-
dents, an instructional protocol was created that contained
word-for-word scripts for presenting the information to stu-
dents plus step-by-step descriptions of procedures for teach-

FIGURE 5 Sample script segment for the Schedule Sessions substep during the model stage of instruction.

ing the strategy. (See Figure 5 for an example of the script.)
The instructor used the scripts verbatim and followed the
step-by-step instructions in this document during each les-
son. The instructional protocol was organized according to
instructional stages similar to those outlined by Ellis, Deshler,
Lenz, Schumaker, and Clark (1991). (More detail on the in-
structional procedures is provided by Hughes, Ruhl, Deshler,
& Schumaker, 1995.)

In the first stage of instruction, the assignment comple-
tion strategy steps were described to the students along with
where, when, why, and how the strategy can be used. Students
were required to take notes about the strategy steps during this
stage. In the second stage of instruction, the use of all the steps
of the strategy was modeled for students. Here, the instructor
spoke his thoughts aloud while showing the students how to
do each step and substep of the strategy. (See Figure 5 for a
portion of the model.)

During the third stage, students were engaged in verbal
rehearsal activities to help them memorize the names of
the strategy steps, the “BEST” substeps, and descriptions of
when, where, why, and how to use the strategy. They were
asked rapid-fire questions while visual and verbal cues were
gradually faded out until they could answer all the questions
rapidly and fluently.

In the fourth stage of instruction, called “controlled prac-
tice,” students practiced using the first three steps of the strat-
egy under “controlled conditions.” That is, the teacher gave
copies of all three forms to the students and simulated giving
assignments in a manner and format similar to what the stu-
dents would experience in their general education classes.
As during baseline, students received four assignments
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during each simulation probe. The students were directed
to use the first three steps of the strategy (Prepare to Record,
Record and Ask, and Organize) as each assignment was
presented by the instructor. Student practice attempts were
scored, and corrective feedback was given until each student
had mastered use of the three strategy steps at or above an
arbitrarily chosen mastery level (90 percent of the steps and
substeps performed correctly).

After achieving mastery in simulated practice activities
that were focused on the first three steps of the strategy, stu-
dents participated in the sixth stage of instruction, which in-
volved a review of the remaining four steps of the strategy
and a discussion of how they could generalize their use of all
seven strategy steps to their general education classes. Topics
included the benefits of using the strategy and how to watch
for cues signaling situations in which the strategy could be
used (e.g., “Today’s assignment is as follows . . . ”). In con-
trast to the instructional stages outlined by Ellis et al. (1991),
no further generalization procedures (e.g., giving specific as-
signments to use the strategy in other classes, telling students
that their forms would be checked to verify their use of the
strategy, involving others such as classroom teachers or par-
ents) were implemented in this study in order to determine if
students would generalize their strategy use independent of
such procedures. Throughout all of the instructional stages,
the Teacher Forms were collected from the targeted teachers.

Maintenance

Six weeks after strategy instruction had ended, the instruc-
tor asked to see the students’ assignment notebooks, and the
students’ performance of the strategy steps in general educa-
tion classes was scored for randomly selected weeks that oc-
curred during the study. At no other time in the study were the
notebooks examined. Also during this condition, the Teacher
Forms were collected from the targeted teachers and simu-
lation probes were administered to the students. At the end
of the study, the student interviews were conducted and the
teachers completed the rating questionnaire. The students’
quarterly grades were collected at the end of the school year.

RESULTS

Strategy Use

Strategy Use During Simulation Probes in the
Resource Room

The solid circles in Figures 6 through 8 show baseline, in-
struction, and maintenance results with regard to simulation
probe scores in the resource room. During baseline, the stu-
dents earned an average of 19 percent of the points available
on the Simulation Checklist. During instruction, eight of the
nine students met the mastery criterion (earned 90 percent or
more of the points available on one probe trial) within two or
three practice probes and earned an average of 81 percent of
the points. There was an increasing trend across trials for all
of these students. The other student (S5) was somewhat of an

outlier with regard to her performance in all aspects of this
study. While she was pleasant and agreeable, she stated early
in the study that she was not interested in school, usually did
no homework, and was just waiting for another year to pass
so she could enroll in beauty school. Although her perfor-
mance increased substantially above baseline levels, where
her average score was 11 percent, she earned an average of
only 65 percent of the points during the instruction condition.
(Instruction was discontinued with her before she met mas-
tery because she stated after two simulated practice sessions
that she was not interested in learning the strategy and did not
want to exert the required effort to reach mastery.) During the
maintenance condition, while the other eight students earned
an average of 90 percent of the points, she earned an aver-
age of 38 percent of the points. Improvement in performance
occurred only after instruction was implemented in each stu-
dent’s case. The performance of the eight students during in-
struction was maintained during the maintenance condition
across time. With the exception of S3, whose data represented
a slightly decreasing trend, the trends shown in the data in this
condition were stable. In general, with the exception of S5,
their performances ranged between 80 and 95 percent, with
no students’ scores ranging more than 15 percentage points.
None of the students’ performances within the maintenance
condition overlapped with their baseline performances.

Strategy Use in Targeted Classes

On average, each student received nine assignments per week
(range = 7 to 12) in the targeted classes. Types of assignments
varied and included completing math and vocabulary work-
sheets, chapter questions, study guides, art projects, and book
reports, making graphs, and bringing in newspaper/magazine
articles on particular topics. The open circles in Figures 6 to 8
display the percentage of points students earned on the Gener-
alization Checklist for recording these assignments and plan-
ning their study time in their assignment notebooks through-
out the study. Overall, students rarely used any of the strategy
steps during baseline; only three students recorded anything
in their notebooks. The nine students earned an average of
1.7 percent of the points available per week; the three stu-
dents who actually recorded something earned an average of
8 percent of the points per week.

During the instructional condition, the nine students
earned an average of 28 percent of the points. During main-
tenance, they earned an average of 60 percent of the points.
Five students (S4, S5, S6, S7, and S9) showed some decrease
in strategy use over the course of this condition, but, with the
exception of S5, their scores remained well above those in the
baseline and instructional conditions. There was more vari-
ability in the students’ maintenance scores on this measure
than on the simulation probe measure, with some students’
performances ranging as much as 25 percentage points.

Assignment Completion Rates

The mean percentage of homework assignments turned in on
time and the mean percentage of all homework assignments
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FIGURE 6 Percentage of points earned on the checklists by S1, S2, and S3 in simulated practice sessions in the resource room and in their Assignment
Notebooks for general education classes.

turned in (i.e., those that were on time or late) by students in
each condition are presented in Table 2 and are summarized in
Figures 9 (for all students) and 10 (for the eight students who
met mastery). During baseline, the mean percentage of home-
work turned in on time was 43 percent; the mean percentage
of all homework turned in was 54 percent. Group means for
the total percentages of homework turned in on time and all

homework turned in for the instructional condition were 52
and 58 percent, respectively, and for the maintenance condi-
tion were 64 and 70 percent, respectively. (If S5’s data are
not included in the calculations, these means are 57 and
64 percent, respectively, for the instructional condition
and 72 and 77 percent, respectively, for the maintenance
condition.)



12 HUGHES ET AL.: ASSIGNMENT COMPLETION

FIGURE 7 Percentage of points earned on the checklists by S4, S5, and S6 in simulated practice sessions in the resource room and in their Assignment
Notebooks for general education classes.

Quality of Assignments

The mean percentages of assignments turned in per week
that met all or most of the teachers’ requirements are
also presented by condition in Table 2 and summarized in
Figures 9 and 10. As a group, the students met all or most

of the assignment requirements an average of 45 percent of
the time during baseline, 56 percent of the time during in-
struction, and 66 percent of the time during the maintenance
condition. If S5’s data are not included in the calculations, the
group mean for the instructional condition was 63 percent and
for the maintenance condition was 73 percent.
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FIGURE 8 Percentage of points earned on the checklists by S7, S8, and S9 in simulated practice sessions in the resource room and in their Assignment
Notebooks for general education classes.

Quarterly Grades

During the first quarter, the eight students who mastered the
strategy earned a mean grade-point average (GPA) of 1.7 in
the targeted classes. During the fourth quarter, these students

earned a mean GPA of 2.6 in those classes. Six of the nine
students earned higher GPAs in the fourth quarter than in the
first. Student 5 failed all her courses across the whole school
year, and two other students’ GPAs remained the same as
well (S7 and S8). (See Table 3 for individual data.) When the
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TABLE 2
Mean Percentage of Assignments Meeting Certain Requirements Across Experimental Conditions

Baseline During Instruction Maintenance

Subject OT 1 ALL 2 REQ 3 OT ALL REQ OT ALL REQ

1 53 67 44 46 57 59 69 74 75
2 21 29 23 56 58 64 75 81 64
3 48 64 53 82 90 60 72 78 67
4 38 49 36 41 55 54 65 71 67
5 30 39 27 10 10 4 2.5 13 10
6 47 55 56 58 58 62 72 76 74
7 53 59 53 49 57 74 70 76 73
8 41 55 52 60 63 62 67 75 74

Total Means 42.9 54.0 45.4 52.0 57.9 56.0 63.8 69.8 66.2
Means w/o S5 44.5 55.9 47.8 57.4 63.9 62.5 71.5 76.9 73.3

1 OT = Mean percentage of assignments turned in on time.
2 ALL = Mean percentage of assignments turned in on time or late (i.e., all assignments turned in).
3 REQ = Mean percentage of assignments meeting all or most of the requirements specified by teacher.

teachers were asked at the end of the study what percentage of
the quarterly grade was dependent on assignment completion,
they specified a mean of 32 percent of the quarterly grade.

Teacher Ratings

At the beginning of the study, the mean teacher ratings (on a
six-point scale) for all the students were 3.3 for organization,
3.7 for turning assignments in on time, 3.8 for quality of
work, and 3.9 for accuracy. At the end of the study, the mean
ratings were 4.7, 5.0, 4.8, and 5.2, respectively. Analyses of
individual data (shown in Table 4) revealed that, with the
exception of S5, S8, and S9, who had some ratings that stayed
the same and/or declined, the mean teacher ratings for most
of the students reflected this increasing trend.

FIGURE 9 Percentage of assignments turned in on time, on time and late,
and in which all or most of the requirements were met across experimental
conditions for all students.

Student Interviews

During the preinstruction strategy interview, seven of the
students indicated that they had difficulty keeping track of
their assignments. During the postinstruction interview, these
same seven students indicated that they almost always knew
what they were supposed to do and when to do it. Also,
during the preinterview, five of the students said they did
not develop any plan for completing homework. During the
postinterview, these same five students stated that they now
planned their homework on a daily basis. Unfortunately, dur-
ing both the pre- and postinterviews, these students indicated
that they continued to have problems getting started and fol-
lowing through on assignments (although several indicated
they did not have as much difficulty as in the past). In general,
there were no changes in their comfort level related to asking

FIGURE 10 Percentage of assignments turned in on time, on time and late,
and in which all or most of the requirements were met across experimental
conditions for the eight students who met mastery.
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TABLE 3
Quarterly Grade-Point Averages in Targeted

Courses for Individual Students

Subject First Quarter Fourth Quarter

S1 1.0 2.0
S2 1.0 2.0
S3 1.0 2.0
S4 2.0 2.3
S5 0.0 0.0
S6 2.0 2.3
S7 2.7 2.7
S8 2.0 2.0
S9 2.0 3.5

teachers for clarification about assignments in class; they con-
tinued to feel uncomfortable about asking teachers for more
information about assignments. Three students, who indi-
cated on the preinterview that they asked their parents for help
if they had a problem with homework, stated on the postinter-
view that they first called another student before asking their
parents. Finally, six students stated during the postinterview
that they had less difficulty understanding/remembering what
they were supposed to do when completing the assignment.

During the satisfaction interview, all the students who
mastered the strategy indicated that they believed the strat-
egy was helpful. Most comments centered on ideas such as,
“It kept me organized” and “It helped me keep track of what
needed to be done.” When asked about what parts of the
strategy were most helpful, the majority indicated that the
BEST substeps of the Organize step were the most useful
(N = 7) followed by using the Assignment Sheet during the
Record and Ask step (N = 6). Several students (N = 5) indi-
cated that they did not like blocking out times on the Weekly
Study Schedule and preferred to just write in when they would
study. Two students said they did not think the Jump to It step
was helpful because sometimes they just wanted to do some-
thing else besides homework. Finally, when asked whether
they would recommend the strategy to other students, eight
of the nine students said they would.

TABLE 4
Mean Teacher Ratings

Overall
Organizational Assignments

Skills in on Time Quality Accuracy

Subjects Pre Post Pre Post Pre Post Pre Post

S1 4.7 5.3 4.0 5.7 5.0 5.7 4.7 5.7
S2 2.0 4.7 3.0 4.5 2.7 4.0 3.0 6.0
S3 2.5 5.0 2.5 6.0 3.5 5.0 2.5 4.7
S4 3.0 4.0 3.0 4.0 2.3 5.5 3.0 6.0
S5 2.4 2.3 2.0 2.0 4.0 4.0 3.0 3.3
S6 3.0 5.0 3.0 5.0 4.0 5.0 3.0 5.0
S7 5.3 6.0 5.7 7.0 4.2 5.5 5.4 6.0
S8 4.3 5.0 5.4 5.0 5.4 5.7 5.4 5.0
S9 2.2 5.0 4.0 5.4 3.0 3.0 4.7 4.7

Total Means 3.3 4.7 3.7 5.0 3.8 4.8 3.9 5.2
Means w/o S5 3.4 5.0 3.8 5.3 3.8 4.9 4.0 5.4

DISCUSSION

Results of this study indicate that young adolescents with
LD can learn, apply, and maintain their use of a compre-
hensive strategy designed for independently recording and
completing assignments in such a way that their rate of as-
signment completion in general education classes increases
and the number of requirements met increases. Associated
with these improvements were better quarterly grades and
higher teacher ratings for a majority of the students. For the
large majority of the students in this study, these changes oc-
curred after relatively little instructional time: approximately
seven hours of instructional time spread over four weeks. Ad-
ditionally, their higher levels of performance were maintained
after instruction was discontinued.

These positive findings are similar to the positive re-
sults of other studies that focused on improving the as-
signment performance of students with LD via instruction
in organizational/self-management skills (Lenz et al., 1991;
Trammel et al., 1994). However, in the previous studies, stu-
dents completed the assignments under the supervision of a
summer school or resource teacher. Additionally, student ac-
quisition of a strategy was not measured, and generalization
of the strategy to other settings and maintenance of strategy
use was not measured. Moreover, the quality of student work
was not measured, quarterly grades were not reported, and
general education teacher ratings of students’ homework as-
signment behaviors were not gathered. This study extends
previous research by demonstrating that students can inde-
pendently perform strategy steps to record assignments given
in their general education classes and complete the assign-
ments at home with no prompting from parents and teachers
and without the implementation of artificially contrived con-
tingencies once they have learned a set of organizational/self-
management skills. Moreover, this study showed that students
can maintain their use of these skills over time.

The average homework completion rate during the main-
tenance condition (73 percent) of the eight students who
mastered the strategy in this study is similar to the rates
achieved in at least one other study. For example, O’Melia and
Rosenberg’s (1994) cooperative homework teams (CHT) pro-
cedure produced a mean assignment completion rate of
74 percent; however, the teacher had to implement the CHT
procedure every day in math class, utilizing a considerable
portion of class time. Additionally, the homework completion
rates in only one class (math) were affected by the CHT proce-
dure. Although the assignment completion rates achieved in
some other studies (Rosenberg, 1989; Trammel et al., 1994)
were higher than those produced in this study, the students
in those studies completed the assignments under the close
supervision of a teacher or parents. In the current study, the
students completed the assignments entirely on their own,
on their own time, and in their own homes. Although their
parents knew about the study (since they had signed con-
sent forms), they were not aware of the procedures or how
their children were performing (other than receiving quar-
terly report cards from the school), nor were they asked to
supply contingencies or supervision in the home. Likewise,
the resource teachers did not supervise the completion of the
students’ homework. (Time in resource classes was used for
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teaching content (e.g., math, English) to the students rather
than supervising their homework completion.)

Although the results of this study are certainly a positive
demonstration with regard to what students with LD can ac-
complish, they reveal some important considerations for ed-
ucators and some remaining issues for future research. First,
the baseline results indicate that simply giving an assignment
notebook to students with LD and prompting them to use it
does not produce high rates of assignment recording or com-
pletion. The baseline results indicate that these students need
explicit instruction in the complex sequence of behaviors
related to assignment recording and completion before higher
rates are produced.

Second, even though eight of the students met the mastery
criterion during simulated activities in the resource room and
all the students improved with regard to their use of the skills
imbedded in the strategy, none of the students used all or
close to all the measured strategy steps consistently in their
general education classes after they had received the initial
instruction as well as they did after they were explicitly in-
structed to do so in the generalization stage of instruction.
In fact, during the instructional condition, their performance
with regard to recording assignments in class did not change
much. Some students’ (S1 and S7) performance with regard
to turning in assignments actually decreased slightly during
the instructional condition. This is not surprising since the
students did not receive the generalization instruction (to ac-
tually use the strategy in their classes) until the last day of the
instructional condition.

When interviewed at the end of the study, the students re-
ported that they had either forgotten steps or preferred not
to use them. Some of the students reported gradually omit-
ting more and more of the recording steps as they found they
were not needed. (They reported that they could remember
the information and did not need to record it.) Several compo-
nents of the strategy were reported as more frequently omitted
than others. These components included: (1) noting special
dates on the Monthly Planner, (2) crossing out nonstudy times
on the Weekly Study Schedule, (3) scheduling due dates on
the Monthly Planner, and (4) assigning themselves a quality
grade.

Although determining the impact of these omissions on as-
signment completion in this study is not possible, one might
surmise that neglecting to note due dates on the Monthly Plan-
ner and thereafter neglecting to check the Monthly Planner
might result in failure to turn in some assignments. Educators
need to be aware that simply instructing students with LD in
a complex strategy may not be enough. They need to pro-
vide explicit generalization instruction, and they may need
to follow up on how well the students are generalizing the
strategy by regularly checking assignment notebooks against
the actual assignments given by teachers and provide feed-
back about strategy use and additional rationales about why
certain parts of the strategy should not be omitted.

Third, only two of the students reached assignment com-
pletion rates above 80 percent in the maintenance condi-
tion. Not surprisingly, some students’ quarterly grades did
not improve. Rosenberg’s (1989) data indicate that assign-
ment completion rates above 90 percent are related to achiev-
ing benefits from homework. Although the assignments in

Rosenberg’s study were quite different from those in this
study (they were related to the practice of spelling words
only), and the students in this study indicated in informal
discussions that they simply did not have the skills necessary
to do some of their assignments, a rate of assignment com-
pletion higher than the 77 percent rate achieved here would
seem to be desirable, especially if improved quarterly grades
are to be achieved. Again, educators need to be aware that
simply teaching students a strategy and not providing fol-
low up on generalization may not lead to the desired end
goal.

Two other factors seem to be related to success with in-
struction in this strategy: students’ skill deficits and motiva-
tion. During the interviews, several students said that some-
times they did not know how to do the work required. A
review of the assignments with a resource teacher validated
the students’ remarks; she indicated that, given their skills
(on average, these students were reading and writing at the
third-grade level), she would not expect the students to be
able to complete some of the assignments (e.g., writing a pa-
per) independently. This informal finding is similar to those
noted by others (e.g., Polloway et al., 1992; Putnam et al.,
1993; Rosenberg, 1989).

Obviously, providing instruction on an assignment com-
pletion strategy alone will be insufficient if the student does
not have the skills to complete the assignment. Educators
need to teach students other strategies (e.g., reading and writ-
ing strategies) they need to be successful on assignments.
This is now possible given the array of validated methods
available for teaching students with LD academic strate-
gies (e.g., Deshler & Schumaker, 1986; Lenz, Schumaker,
Deshler, & Beals, 1984; Schumaker, Deshler, Zemitzsch, &
Warner, 1993; Schumaker & Sheldon, 1985) Additionally,
general education teachers need to take into consideration
the skills of the students with LD who are enrolled in their
classes as they design their assignments. They need to present
options that all students can consider and then help students
with skill deficits choose the options that most closely fit their
skills (Rademacher et al., 1996).

Students must be motivated to complete assignments. As
shown in this study, S5, who was not motivated to get a high
school diploma, did not master the strategy, and her assign-
ment completion rates and failing grades did not improve.
Again, instruction in an assignment completion strategy may
not be sufficient to produce the desired results with such a
student. Students may need to have learned a strategy like
the Self-Advocacy Strategy (VanReusen, Bos, Schumaker,
& Deshler, 1994), set goals for the future, including gradu-
ation from high school, and be working toward those goals
before they become motivated to do difficult work in their
classes. Additionally, general education teachers may need
to plan motivating assignments for their students. They need
to provide a variety of assignments that engage student inter-
est, are relevant to the students’ lives, and allow students to
make choices (Brophy & Alleman, 1991; Rademacher et al.,
1996).

In addition to all these concerns, there are some limita-
tions related to this study that should be noted. First, the
implementation of the instructional program was not mea-
sured; instead, the instructor followed the same detailed
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word-for-word script for all students in the study. Second, the
actual performance of students on their assignments was not
measured. Since the teachers did not score homework, a qual-
ity rating was collected from the teachers on each assignment,
and an overall quality rating and an accuracy rating were col-
lected at the beginning and end of the study. Additionally, no
measures of student learning were gathered. These types of
measures (quality of homework and student learning) would
have been difficult to collect and report because the students
were taking different courses from teachers who had differ-
ent objectives, their homework covered different topics and
skills, and the type of homework varied from day to day.
Sometimes they had a worksheet to complete; other times
they had a paper to write. Measuring student performance on
such disparate tasks in a common way is difficult; measuring
student learning as a result of completing such disparate tasks
is even more daunting.

Future research in this area might focus on the inclusion
of more generalization instruction (e.g., giving students spe-
cific assignments to use the strategy in their classes and pe-
riodically reporting to the teacher on strategy use) as well
as more involvement of teachers and parents. For example,
general education teachers might be involved as the student
is initially learning the strategy by asking them to initial the
student’s notebook to show that the student has recorded all
the necessary information for an assignment. Parents might
be asked to sign the notebook, indicating that the work is
complete before the student becomes involved in some other
evening activity (e.g., talking on the phone, watching TV).
This supervision could be gradually faded as the student
becomes more and more successful. Additionally, students
might be asked to graph their assignment completion rates
each week and to set goals for future weeks to make them
aware of the amounts of homework they are and are not com-
pleting. They might meet with a resource teacher weekly
to discuss progress related to their goals. In other words,
the strategy designed for this study might be combined with
other types of procedures (e.g., goal setting and graphing,
parent supervision, parent use of contingencies) to deter-
mine whether higher rates of assignment completion can be
achieved.

Additionally, future studies might compare the effects
of teaching this strategy alone to the effects of teaching
this strategy in combination with the other procedures men-
tioned above or to the effects of some other procedure alone
(e.g., the use of home contingencies for homework com-
pletion). Future studies might also include all the students’
classes and teachers in the intervention, implement the in-
tervention(s) for a whole school year, and measure student
achievement.

In summary, the present study has demonstrated that the
rates and quality of independent completion of homework as-
signments in general education classes by students with LD
can be affected after a relatively short period of intensive and
systematic instruction (modeling, describing, verbal practice,
practice and feedback, and mastery learning). Future studies
need to be designed to focus on the generalization of strategy
use and procedures for enhancing the effects of the instruction
(e.g., initial involvement of parents and/or teachers, combin-
ing the instruction with instruction in other strategies) as well

as comparing this intervention with others in order to deter-
mine the most effective methods for producing independent
and successful student performance in all classes.
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