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ABSTRACT

This research explores the aims and practices of home-educating families
throughout the UK. The methodology involved a questionnaire survey completed
by one parent from each of 419 home-educating families, and 196 assessments to
evaluate the psychosocial and academic development of home-educated children
aged eleven years and under. The aim was to gain an understanding of children's
education outside school. This is the first UK study to be conducted with home-
educated children and their families incorporating such diverse methodologies,
broad aims and large sample.

Analysed questionnaire data revealed no clear 'type' of home-educator. They came
from diverse socio-economic backgrounds and at least 25% of parents did not have
a university degree. There was more or less an even division between children who
had been withdrawn from school and those who had never attended. Families
welcomed involvement within their communities and home-education tended to be a
lifestyle choice rather than a statement about state education.

The quantitative results showed that 64% of the home-educated Reception aged
children scored over 75% on their PIPS Baseline Assessments (achieved by 5.1%
of children nationally). The National Literacy Project assessment results revealed
that 80.4% of the home-educated children scored within the top 16% band (of a
normal distribution bell curve), whilst 77.4% of the home-educated children
assessed on PIPS Year 2 achieved placement within this band. Results from the
psychosocial instruments confirmed that the home-educated children were socially
adept and did not display behavioural problems beyond the norm.

The home-educated children demonstrated high levels of attainment and good
social skills. Common to all families involved was their flexible approach. Children
benefited from parental attention and the freedom to develop their skills at their own
speed. Families enjoyed strong bonds and parents were committed to providing a
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CHAPTER 1: INTRODUCTION TO THE THESIS

1.1 STRUCTURE OF THE THESIS

This thesis is set out over eleven chapters. The first four make up the
Introduction, Literature Review (2 chapters) and Methodology; Chapters S to
9 report the results of the research and Chapters 10 and 11 provide the
Discussion and Conclusion. The research reported is based on a
questionnaire to home-educating parents, followed by educational and
psychosocial assessments of sub-samples of children. In addition,
interviews were conducted with parents and children, but for reasons of time
and space the results were not reported in detail. However, reference to
these interviews is made when relevant to the results of the questionnaires

and assessment data.

1.2 LEGALITY OF HOME-EDUCATION

Learning from home is becoming more popular (Lines 1999). Increasingly
publicised by the press (e.g. Garavelli 2002, Douglas 2002, Curtis 2002)
public awareness is also growing. Section 7 of The Education Act 1996

(England and Wales) reads as follows:
The parent of every child of compulsory school age shall cause

him to receive efficient full-time education suitable:

(a) to his age, ability and aptitude, and

9 Chapter 1
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(b) to any special educational needs he may have, either by
regular attendance at school or otherwise.

Section 7 of The Education Act 1996 (England and Wales)

Taylor and Petrie (2000) provide a thorough discussion of the current law.

At present, there is a choice, under the Education Act (1996, s.7) for children
to receive their education either at school or 'otherwise' (The Education
(Scotland) Act 1980, s.30, makes similar provision); whilst the school option
involves formal assessment and inspection, the ‘otherwise' alternative

involves neither in any legislative form'.

'LEAs, however, have no automatic right of access to the parent’s
home. Parents may refuse a meeting in the home, if they can offer
an alternative way of demonstrating that they are providing a
suitable education, for example, through showing examples of
work and agreeing to a meeting at another venue.'

DfEE (1998a, point 4)

To home-educate children in the UK, one does not need a teaching
qualification or any specialist equipment and whilst some families follow a
routine for learning, others do not. There are families known to their LEA as
home-educators and there are others that are not (Muckle 1997). Currently,
families home-educating children in England and Wales who have never
been to school, are under no obligation to inform anyone. The law states
that the name of a child at school and who is of compulsory school age is to

be removed from the school register, if:

10 Chapter 1
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'he has ceased to attend the school and the proprietor has
received written notification from the parent that the pupil is

receiving education otherwise than at school.'

Regulation 9 (1) (c) Education (Pupil Registration) Regulations 1995

(England and Wales)

Thus, to deregister a child the parent needs only to inform the proprietor or
headteacﬁer that they are withdrawing their child from school for education
otherwise than at school. The school then has a legal obligation, according
to Regulation 13 (3) of the Education (Pupil Registration) Regulations 1995,
to inform the local authority of any child that is withdrawing and provide the

reason, insofar as they are aware of it.

In Scotland the law in respect of withdrawal differs: under section 35(1) of

The Education (Scotland) Act 1980 the education authority must:

[...] have consented to the withdrawal of the child from the school
(which consent shall not be unreasonably withheld) [...]

The Education (Scotland) Act 1980, s. 35(1)

As of January 2002, draft guidance was issued for consultation (closing date
March 2002) under the Standards in Scotland's Schools etc. Act 2000.

Objecting to the draft, SNP MSP Irene McGugan put down a Parliamentary

11 Chapter 1
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Motion calling for the draft guidance to be withdrawn immediately. Her

motion referred to:

'unfounded and insulting inferences that home educated children
are in need of extraordinary measures of care and protection [...]
the guidance exhorts local authorities to act beyond their powers
under section 37 of the Education (Scotland) Act 1980 and seeks
to condone unlawful breaches of data protection and human rights
legislation [...] that the Scottish Executive should end the
discrimination against home educating families in Scotland

forthwith'

By April 2002, Ms McGugan's motion had received substantial support from
her colleagues. Further, in response to the level of monitoring advised under
the draft, were it adopted, Meighan %(2002) published a strongly worded

statement:

'The guidance demonstrate [..that those..] trained in the methods
of crowd instruction and crowd control that schools require, are
therefore seldom equipped to judge other learning systems,
especially the personalised learning style adopted by most home-
based educators. It is outside their competence, experience and
often their imagination. They usually resort to ‘'judging tennis by
the rules of basketball', as it were, even though they are different

games with different logistics. The intelligent response, [...] will

12 Chapter 1
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be to either, hand the monitoring over to a home-based education
committee, or defer to the expertise of experienced home-based

educators and researchers.'

Meighan (2002)

At the time of writing the matter was still unresolved. The concern for home-
educators nation-wide was that this draft document, if formally adopted,
might set a precedent for the UK, substantially curbing the right of parents to

educate according to their own wishes, as per the S. 9 of The Education Act

1996.

This Chapter briefly reviews definitions of ‘home-education', relevant

legislation, home-education prevalence and LEA perspectives.

1.3 DEFINITIONS OF HOME-EDUCATION

There is no simple definition of home-education. Some LEAs might, for
example, define home-educating families only as those known to, and
approved by, the LEA® many families however, are not known to their LEA

(Muckle 1997). Petrie, Windrass and Thomas (1999) wrote that:

'Home education can be defined as the full-time education of
children in and around the home by their parents or guardians or
by tutors appointed by the parents or guardians'

Petrie, Windrass, and Thomas (1999, p. 6)

13 Chapter 1
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But in the absence of a universal concept of 'education' this definition is
rather ambiguous: no explanation of 'full-time' is provided and it is implied
that the hiring of professional tutors qualifies as home-education despite a
common perception that hired full-time tutors are not necessarily
synonymous with parental commitment. Petrie (1999) however, expanded

and modified her explanation thus:

'lhome-education is] where the parents are committed to their

[children's] education and home-educating’

(Petrie 1999)

The mention of a necessary commitment by parents narrowed the definition
by inferring that there were some parents ‘educating’ or arranging an
education but who were not fully committed to their children's education.
Commitment however, takes many forms and what is commitment to one
may not be perceived to be so by others. A conversation with the DfEE in
2000* confirmed that most travellers who are not registered either with
schools or with their LEA nevertheless view themselves as committed home-
educators, apprenticing the children to their trade and viewing the input from
the children as integral to the family's social and economic fabric: it is likely
however, that many such families would escape the Petrie et al. (1999 p. 6)

definition.

The North American term, 'homeschooling' implies an element of schooling

is involved, whilst the UK term lacks such inference. Home-education

14 Chapter 1
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however, suggests that the education takes place at home, whereas the
home is more often a base rather than the actual full-time locus (Meighan

and Brown 1980).

The terms 'schooling’, 'education’, 'learning’ and 'teaching' are often used
synonymously whereas they may have little in common in the eyes of the
home-educator. Petrie (1995) provides an overview of the confusion
between compulsory education and compulsory school, quoting amongst
others, John Patten, Secretary of State for Education, during a speech given

on the 26" November, 1993:

'We must continue to drive home to parents that they have a
moral as well as a legal duty to ensure that their children go to

school and stay there.'

John Patten, cited by Petrie (1995)

There are home-educators who neither 'school' nor 'teach' their children,
preferring to leave the children free to follow their own inclinations, whether
or not that involves any formal learning and whether or not such incidental
learning would be determined as 'educational' by more authoritative bodies.
The confusion between 'education' and 'schooling' is apparent in the term,
'Educational Psychologist: at Manchester University® for example, the
reading syllabus for this qualification relies almost exclusively on books

pertaining to children's learning and behaviour in school.

15 Chapter 1
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In a 1999 speech, Abbot pondered the difference between schooling and

learning:

'By the time | was 13 | was quite a good wood carver, and then |
went off to a conventional boarding public school. [...] |
memorised vast chunks of Caesar's Gaelic War and Virgil's
Aeneid. Night after night | lay awake testing myself on
conjugations and declensions. And of course | passed Latin. Six
months later | had forgotten most of it ...... but | still woodcarve!
[...] at that early stage in life | came to realise that learning and
schooling were not synonymous. [...] Learning is a consequence
of thinking [...] Thinking — not simply instruction.’

Abbot (1999)

Education is compuisory despite there being no clear definition of what an
education is. At a local level, LEAs must determine this for themselves,
leaving interpretation open to disparity between Local Authorities. A family

may be considered to be home-educating by one LEA, but not by another.

'The LEA will need to satisfy itself that a child is receiving suitable

education at home.'

DFEE (1998a, point 3)

There is a further anomaly as the government, by inference, places

compulsion upon learning, which is a human instinct. This is peculiar
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because the government fails to clarify just what it is that they are making
compulsory. The UK Educational Reform Act (1988) stated that a school
curriculum should be ‘broad and balanced', descriptions open to broad
interpretation. Furthermore, the Education Act 1996 requires that a child’s
education is ‘suitable to his age, ability and aptitude’ but does not stipulate
what it considers to be 'suitable'. In an attempt to give some guidelines as to
what an education should be, the United Nations Convention on the Rights
of the Child, Article 29,1 (1989)° states that an education should be directed

to:

(a) The development of the child's personality, talents and mental and
physical abilities to their fullest potential;
(b) The development of respect for human rights and fundamental
freedoms, and for the principles enshrined in the Charter of the United
Nations;
(c) The development of respect for the child's parents, his or her own
cultural identity, language and values, for the national values of the
country in which the child is living, the country from which he or she may
originate, and for civilizations different from his or her own;
(d) The preparation of the child for responsible life in a free society, in the
spirit of understanding, peace, tolerance, equality of sexes, and friendship
among all peoples, ethnic, national and religious groups and persons of
indigenous origin;
(e) The development of respect for the natural environment.

UN Convention on the Rights of the Child (1989)

17 Chapter 1
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The document, ‘Convention on the Rights of the Child: Appendix General
Comment No. 1 The Aims of Education Article 29 (1) (2001)", elaborates

further.

Article 26.2 of the United Nations Universal Declaration of Human Rights,
adopted by the United Nations General Assembly in 1948, offers some

indication, if not clarification, of what an education should entail:

'Education shall be directed to the full development of the human
personality and to the strengthening of respect for human rights
and fundamental freedoms. It shall promote understanding,
tolerance and friendship among all nations, racial or religious
groups, and shall further the activities of the United Nations for the
maintenance of peace.'

Article 26.2 of the United Nations Universal Declaration of Human Rights

With confusion over what constitutes an education, deciding what makes a
'home-educator' is complex. After all, until their children begin school, most
families are practising home-education and even after that date, children
continue to learn outside of school hours, often under parental guidance;
perhaps this is no more sophisticated than assisting with the family shopping
but it is nevertheless, home-education. If home-education includes all those
children not registered with a school (eg. sick children, travellers,
preschoolers, those in pupil referral units, exclusions) the numbers of

children involved may be substantial (Rothermel 2000, calculated the figure
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to be as high as 560,000), but just how many of the children out-of-school,
aged between five and sixteen-years might be considered as home-
educated is debatable. Many home-educators, for example would not

consider travellers to number amongst their comrades; yet the DfEE note:

"Traveller children make up a significant group of those whose

parents choose to educate them at home.'

DFEE (1998a, point 6)

Some home-educators dispute other's right to the title, ‘home-educator’,
where tutors are involved: the use of tutors may vary from full-time, to the
weekly hour's gym class. If a family employ full-time tutors, are they home-
educating? Where the LEA pay the tuition for say, two hours a week (e.g.
perhaps for a child with special needs), there are those home-educators who
would dismiss such a family's claim to be 'real' home-educators. A similar
distinction might be drawn between those who home-educate by ideological
choice and those who do it under extreme duress, e.g. as a resuit of many

years of school related problems.

'The pressure schools are under to meet Government exam and
discipline targets was underlined by the case of Firfield school
[...]. The fresh start school has admitted removing "five or six"
persistent truants from its rolls by persuading their parents to
educate them at home.'

Slater (1999)
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Long term sick children are often cared for at home, attended by a visiting
tutor (DfES 2001b). Children excluded or expelled from school and pregnant
or young mothers might be taught at home by a tutor employed by the LEA or
may have education, in part, arranged at an LEA pupil referral unit (HMI,
1994). Part-time or flexischoolers (Meighan 1988a), occasionally consider
themselves home-educating, yet to their LEAs and the DfEE they are full-
time school attendees’. For all these categories of children, there is perhaps

inherently, an element of home-based learning involved.

Because of the diversity involved, defining what constitutes a 'home-
education' is complex. The support organisations for home-educators are
generally inclusive, without rigid membership criteria, numbering among them
some families who might not be home-educating in any established format.
The LEAs on the other hand, operate exclusive categorisation so that, for
example, home-educating travellers are not dealt with by the same
department that administers the home-education operations and similarly for

children excluded from school or sick:

'For this group [travellers] specialist support in securing
children's integration into schools and continuity of learning
may be available through an LEA Traveller Education Service.'

DfEE (1998a, point 6)

The 16,124 registered traveller children (OFSTED 1996) might be considered

as legally flexischooling®. This is because Section 444(6) of the 1996
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Education Act (OFSTED 1996) allows children whose families follow an

itinerant lifestyle to attend school for just 200 half days per year.

1.4 THE LAW CONCERNING HOME-EDUCATION

Further to the lack of direction given at governmental level as to how an
education should be defined, the law clearly imposes the duty to ensure a
child is being educated, whatever that may be, upon the parents. Despite the
DfEE statement that LEAs can define a suitable education®, it would appear
from the literature (Petrie 1992; Lowden 1993) that LEA powers to define

what is appropriate, are confined to their schools.

Decisions concerning how and where children are educated and of what that
education should consist lie ultimately with parents, as detailed in Protocol 1,
Article 2 of the European Convention on Human Rights (1952), adopted

through the Human Rights Act 1998 into UK law, 2™ October 2000.

‘No person shall be denied the right to education. In the exercise
of any functions which it assumes in relation to education and to
teaching, the State shall respect the right of parents to ensure
such education and teaching in conformity with their own religious
and philosophical convictions.'

Protocol 1, Article 2 of the European Convention on Human Rights (1952)

However, S. 9 of The Education Act 1996 (England and Wales), reads:
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'In exercising or performing all their respective powers and duties
under the Education Acts, the Secretary of State, LEAs and the
funding authorities shall have regard to the general principle that
pupils are to be educated in accordance with the wishes of their
parents, so far as that is compatible with the provision of efficient
instruction and training and the avoidance of unreasonable public

expenditure.’

Section 9 of The Education Act 1996 (England and Wales)

Section 28 (1) of The Education (Scotiand) Act 1980 reads similarly.

This implies that parents’ choice has priority only so far is it does not conflict
with the public purse. When the UK signed up to the European Convention
on Human Rights in 1952 the stipulation regarding unreasonable public
expenditure was noted as a reservation and remains the case today (Council

of Europe 2001).

Considering a further restriction on the extent of parents' wishes, Rothermel
and Fiddy (2001) reported that whilst parents who home-educate their
children do not need to follow the national curriculum, provide formal lessons
or keep school hours, LEAs may nevertheless seek information from parents
about the education they are providing to their children. If such a request is
ignored or the LEA believe that information provided indicates that the

education is inadequate, the LEA may seek further information:
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'If it appears to a local education authority that a child of
compulsory school age in their area is not receiving suitable
education, either by regular attendance at school or otherwise,
they shall serve a notice in writing on the parent requiring him to
satisfy them within a period specified in the notice that the child is
receiving such education'.

Education Act 1996, s.437(1)

According to Rothermel and Fiddy (2001), in the case of Phillips v Brown (20
June 1980, Divisional Court, unreported), the LEA sought information from
the parents concerning the child's home-education programme. When the
Browns informed the LEA that they were providing a suitable education, but
did not submit any details, the LEA then served notice under s.437(2)
Education Act 1996 requiring the parents to satisfy them that the child was
receiving a suitable education. Despite the parents' argument that the LEA
could only serve a notice where something had come to their attention which
led them to believe that the parents were failing to perform their duty to
educate the child, the court held that the LEA request had been reasonable.
Thus, although there is no duty on the parent to respond to LEA demands, if
they fail to do so, it would seem that the LEA is within their rights to issue a

notice.

Moreover, the Care Standards Act 2000 amended the Children Act 1989 so
that Ofsted would regulate provision for early years education (day care,

créches, out of school care and childminding) through an Early Years
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Directorate, effective from September 2001, thus bringing under national
inspection the education of most pre-school and school children but not those
who are home-educated. Were such inspections to be made compulsory for
home-educated children, questions might well be raised as to whether such
diversity of provision involves 'unreasonable public expenditure'. By stating
that the authorities should ‘have regard’ to the 'principle' of parents wishes, S.
9, (The Education Act 1996) ambiguously avoids making a commitment that
the Authorities must adhere to them. This is not to suggest any government
might wish to outlaw home-education but one might foresee a situation where
it could happen inadvertently, as has occurred in some other countries

(Petrie 2000).

1.5 PREVALENCE OF HOME-EDUCATORS

Establishing the number of home-educators is difficult. The DfES do not
maintain records of families known to LEAs in England and Wales.
Estimates relating to how many families home-educate within the UK have
been portrayed variously as 10,000 families (Budge 1997, p. 11), 20,000
(TES 1997), 20,000 children and 20,000 families (Welsh 1997 p.5), 50,000
children (Meighan 1997) and 15,000 children (Taylor and Petrie, 2000).
These contrasting figures illustrate the confusion that abounds and are
perhaps indicative of the guesswork used. Nevertheless it is notable that
growth from an estimated 10 known families home-educating in 1976
(Midgley 1996) to a possible 20,000 in 1997 (Welsh 1997 p.5), implies a two
thousand-fold increase in home-educators over a 21 vyear span.

Calculations by this writer to some extent support an increase, albeit less
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sensational: Petrie’'s (1992) work implies that in 1988 there were 20.39
children per LEA, Lowden's (1993) research suggested 37.70 children per
LEA and Bates' (1996) revealed 49.08 children per LEA. This indicates a

140% growth in home-educators over the 8 years 1988 to 1996™.

Where definitions and calculations are so fuzzy, counting home-educated
children will always create problems. What can be suggested as a very
rough estimate of the wider picture is that as many as 25% of the
population's 0-16 year olds may be learning outside a formal educational
environment. This figure combines the Rothermel (2000) estimate of

unregistered 5-16 year olds with the population's 'at home' under fives'®,

Disparity between, and uncertainty over, the figures mentioned stems from
the following: census information in this country asks about people but not
about education. It tells us for example, how many children there are, aged
between 5 and 16 years old in the United Kingdom. The DfES collects data
on schools, permitting them to report on the number of 5-16 year olds at
school in this country. The difference between these figures represents, in
only the loosest terms, children who may be outside any official counting
mechanism. Whilst some children can be accounted for, others cannot, at
least not with accuracy. The Office for National Statistics in Britain does not
collate data on home-educated children. Therefore, unless families come to
the attention of their local authority, they are ‘lost'. Child benefit is paid out to
children living in Britain, aged from O to 16 or 18™ but, there are no routine

checks on whether such children actually live in the country’ and the
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information that the Child Benefit agency has on children is not studied in
conjunction with census and DfEE data. Discussions with DfEE officials have

confirmed this).

Schoolchildren and their families participate, knowingly or otherwise, in
numerous surveys and data gathering exercises. The DfEE, for example, is
continually collating, amongst other data, statistics on schools, teachers,
pupils, examinations and social groupings of pupil families. The University of
Keele holds a database of 35,000 pupil survey responses to questions
concerning their education. Health checks take place on schoolchildren
regularly, but home-educated children, once they are out of the system, are
not involved in these automatic medical check ups; thus, medical data on
children does not normally include the home-educated children. The above,
adds up to a system in the UK whereby monitoring of children is, debatably,

far from adequate.

1.6 LOCAL EDUCATION AUTHORITY PERSPECTIVES

Petrie (1992) investigated the relationship between home-educators and
LEAs. She wanted to document the various LEA procedures and suggest
guidelines for future LEA/home-educator interactions. Petrie interviewed
LEA officers to assess their personal experiences and also gathered
questionnaire data from 83 UK LEAs (a response rate of 69%) with a view to
ascertaining LEA practices and attitudes towards home-educating families in
the UK. She established that the improvements LEAs wanted were:

¢ an increased awareness of home-education by their officials
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o the effective monitoring of education at home.

Petrie (1992) found that in terms of evaluating a family’s educational
situation, most LEA’s rated the happiness of the child as most important,
followed by an estimation of the parent’s ability to teach, the maintenance of
a record of current work and the parental attitude to the child’s integration
with peers. Parental qualifications, social background, the child’'s ability and
current academic attainments were seen as less important. Petrie (1992)
found that generally speaking, LEA's believed parents chose to home-
educate because they believed that they could provide a better education for
their children than a school could, or because the parents were dissatisfied
with existing school provision; of the forty-seven LEAs replying to a question
on this topic 38% believed that religious motives were often behind the
decision to home-educate. Whilst both religion and ideology were seen as
strong motivators, child giftedness, demographic issues, psychological
problems and special educational needs were seen as less decisive factors
in families' home-educating. Petrie (1992) concluded that amongst LEA staff,
misconceptions about home-education stemmed from a lack of
understanding rather than from a straightforward disregard for non-school
alternatives in education. However, there was little evidence to suggest that
LEAs were implementing remedial policies. Finally, Petrie argued that a
clearer definition of an ‘efficient education’ should be formed and that the
DfEE should ensure that LEA's were better informed about home-

education'®.
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Bates (1996), an LEA employee, was commissioned to investigate the LEAS'
role in home-education in order to identify good practice amongst the LEAs
and produce good practice guidelines. Using a questionnaire, he surveyed
108 English LEA’s (his return rate was 35%). Bates' data showed almost
equal numbers of boys and girls. Having proposed that parents would be
more likely to homeschool their children only until eleven-years-old, he found

52% of the children in the sample to be over twelve-years-old.

All LEA’s whose catchment area included over one hundred home-educated
children said that they divided their time between monitoring and advising
home-educating families, whilst other LEAs with under a hundred home-
educated children tended only to monitor home-education. Home-education
was considered ineffective by 38% of LEAs responding to a related question:
Bates attributed these negative evaluations to a lack of understanding of
home-educators' aims, by LEAs. According to Bates, the LEAs who
considered the home-education option as synonymous with parents
renouncing their responsibility for ensuring their children’s attendance at
school, either ignored home-educating families, pleaded lack of funds as a
reason for not monitoring them or co-operated with families only where there
was an intention to return the child to school: such authorities responded to
home-educators by hindering them with bureaucratic procedures. Bates
considered that since metropolitan LEAs were unenthusiastic about home-
education, this could be attributed to the smaller numbers of home-educating
children within their boundaries than within the boundaries of the county

authorities, who with greater numbers of home-educated children to deal
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with, had more experience with home-educators, leading them to intensify
their understanding of home-educators' motivations and actions. Bates
discovered that LEAs varied considerably in their attitudes towards home-
educators and that their policy, or absence of policy had been formulated

according to criteria that varied between LEAs.

Promotion of good practice could be implemented, he concluded, by:

e better communication;

home-educators receiving two visits from the LEAs:
-one by the educational welfare officer,
-and a second by an education advisor to assess the education received

and given;

a request that families describe their educational aims prior to the LEA
visit;

e documentation provided by the LEA in plain English;

e LEAs striving for good working relationships with home-education support

organisations.

Bates described families who did not follow an educational programme based
around a pre-determined curriculum, as 'weak’, further concluding that LEAs
should ask families for this information. However Bates omitted to consider,
as Petrie (1992) had proposed, that it is just such demands that lead to

conflict.
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1.7 SUMMARY

This chapter has briefly reviewed some of the difficulties associated with
defining home-educators and calculating their numbers; however, it has been
established that home-education is legal, subject to criteria specified by law
(i.e. procedure for withdrawal from school), and LEA inspections of home-
educating families are not compulsory. Furthermore, home-educators in
England and Wales need not inform anyone of their decision to home-
educate, although in Scotland, parents must have permission from the
education authority before they can withdraw their children from school.
Whilst the legislation uses some ambiguous wording, the large numbers of
children outside school might contribute towards making any tightening up

procedures difficult.

1.8 CONTRIBUTION OF THIS THESIS TO THE FIELD

This thesis seeks to build upon what is known about home-education, and in
doing so complements the work of UK home-education researchers such as,
Thomas (1998), Meighan (1997), Lowden (1993), Petrie (1992), Webb
(1990) and Blacker (1981). The thesis examines home-education by
employing a methodology that has not previously been incorporated into
home-education research, that is, a methodology combining questionnaire
data from parents, with educational and psychosocial assessments of
children. These are supplemented with data from preliminary analyses of
interviews with families. The aim is to provide a robust view of home-

education today.
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It was important to establish whether children learning at home were able to
attain the academic standards of schoolchildren and explore how, in the
absence of formal school structure they coped, academically, socially and
psychologically. In terms of reading and mathematics particularly, the thesis
seeks to evaluate the importance of age-related expectations and the value
of acquiring such skills in the context of home-education. The value of
testing beyond the school gate was also a source of investigation. It was
necessary to explore the psychological effect of home learning upon the
children and their families, and important also, to establish what, if any, were

the social consequences for home-educated children.

The thesis used home-education as a catalyst through which it might be
possible to conceive of non-instifutional methods of education in a
commercially, industrially and technologically advanced society. In effect,
the home-education sample would be a control group, contrasting with the
majority of children, educated at school. Home-education remains the most
accessible method of learning available in many families, communities and
societies internationally, particularly for primary aged children. Thus it was
anticipated that this study would provide insights into whether home-based
education was an acceptable, or even advantageous, addition to mainstream
educational practice. In summary, the value of this thesis is not only in the
light that it casts upon children educated at home, but also in its relevance to

the broader applications of learning.
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Introduction Endnotes

' However, LEAs can apply for a compulsory attendance order if they can show that
education is not taking place (Lowden, 1993; DfES 2001a).
2 Fonner Special Professor at Nottingham University.

3 LEAs often use the term 'approved' to described families they have visited and whose
home-education they have been satisfied with even though LEA permission is not necessary
uniess the family lives in Scotland or has children with SEN statements (SEN statements
specify educational provision for 'statemented' children and LEAs need to approve any
changes to statements.)

* Telephone conversation between P. Rothermel and G. Anderson Traveller Section
Department for Department for Education and Employment, January 5™ 2000.

As at 1999.

The UK Government agreed to be bound by the Convention in 1991

’ The child is granted ‘leave’ under the Education Act 1996, S444 (3-5), not to attend some
classes. This practice is adopted because the Education Act 1996 states that part-time
schooling is not legal. In 2000 this became more flexible, at least at secondary age, with the
adoption of the Social Inclusion Policy (see Circular 10/99 Social Inclusion: Pupil Support,
DfEE, 1999). Legislation (section 112 of the School Standards and Framework Act 1998)
enables 14-16 year olds to participate in schemes of work experience.

8 OFSTED (1996) believe the total number of travelier children, registered and unregistered,
to be closer to 50,000).

® The DfEE state that the definition of a ‘suitable education’ is the responsibility of each LEA
gtelephone conversation with a DfEE officer 27 February 1997).
® Petrie (1992) found that in 1988 that there were 1,693 home-educated children within 83
of the LEAs across the UK; Lowden (1989), estimated that there were 2,300 in the 61 LEAs
in England and Wales that responded to his survey; Bates found that amongst 34 LEAs in
England there were 1,669 known home-educated children.

! The DfEE does not collect data on the under 2s but the figure of 750,000 holds fairly
constant as the population figure for each year group from 0-17: hence an estimation of 3 x
750,000 (0-2yrs), plus aged three to four 40% of children (DfEE 1997) are still based at
home as opposed to a formal setting (ONS 1995) (thus, 300,000 x 2) creates an estimate of
2 850,000 04 year olds not placed in nurseries, playgroups or pre-schools etc..

'2750,000 per year x 18 (0-17) = 13,500,000 children and 2,850,000+ 560,000 = 25.25%

'3 The DfEE does not collect data on the under 2s but the fi igure of 750,000 holds fairly
constant as the population figure for each year group from 0-17 (DfEE 1999): hence an
estimation of 3 x 750,000 (0-2yrs), plus, at aged three to four 40% of children are still based
at home as opposed to a formal setting (ONS 1995) (thus, 300,000 x 2) creates an estimate
of 2,850,000 04 year olds not placed in nurseries, playgroups or pre-schools etc. and
therefore, 750,000 per year x 18 (0-17) = 13,500,000 total children and 2,850,000+ 560,000
= 25.25% of that total.

4 Dependlng on whether the children remain in full time pre-university education.

Followmg birth and registration for Child Benefit, the Child Benefit Agency do not
systematucally enquire whether children continue to live in the UK. They pay Child Benefit,
often directly into a bank account, with only occasional spot checks on selected claimants.

'® The DfEE do, however, publish home-education information on their website.
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CHAPTER 2: LITERATURE REVIEW I:
A review of home-education research

Chapter 1 set out the parameters for home-education in the UK and this
chapter, the first of a two chapter literature review, moves to provide an
overview of previous home-education research from both the UK and the
USA.

2.1 QUESTIONNAIRE DATA ON HOME-EDUCATING FAMILIES

Lyman (1998) reported that North American federal government household
surveys have begun including questions on homeschooling numbers, thus
opening the way for more to be known about homeschoolers generally. In
the UK, the 2001 Census, for the first time, asked questions that might
reveal data on home-educated children'. LEAs in the UK usually send
questionnaires to home-educators as and when they hear about them but
there is not as yet any systematic collating and sharing of information on
home-educators®. The information that is available from surveys of home-
educators consists in the main, of feedback in the form of qualitative
narration (e.g. Muckle 1999), or data relating to North American
homeschoolers (e.g. Rudner 1999) although there have been attempts,
albeit less recently, to collect quantitative data (e.g. Grant 1983, cited by

Webb 1990) in the UK.

211 NORTH AMERICAN QUESTIONNAIRE SURVEYS OF HOMESCHOOLERS

Following analysis of 312% questionnaires Gustavsen (1981) suggested that
moral issues were the main reason to home-educate, followed by character
development, a desire to avoid competitiveness and ridicule, the poor quality
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of education in schools and the desire to enjoy the children at home.
Gustavsen found homeschooling families, most typically: consisted of two
adults and two children; came from diverse religious backgrounds; lived in
rural areas; had access to learning resources; had an annual income
between $15 and $20,000; included parents with 1-3 years of college each;
included a mother at home; and had a father working either as a professional

or in a skilled occupation.

Gladin (1987), based on questionnaire responses from 253 families* found
that, in general, parents were college trained with above average incomes,
the mother was the primary teacher and the family held religious convictions.
Parents wanted to control what their children learned and both they and the
children were satisfied with the home-education given and received: the
homeschooling day averaged 6.06 hours per day. This latter finding accords
with the Washington Department of Public Instruction 1985 finding that 56%
of home-educators in their survey spent 20-30 hours a week in directed®
activities: the WDPI further reported that 14% of known home-educators
were of Hispanic, Black, Asian or Native American origin (Van Galen and

Pitman 1991).

Rakestraw (1987) distributed questionnaires to 60 homeschooling families in
Alabama®. Her purpose was to compare achievement between groups of
homeschooled children, based on gender and family background, and to
identify the characteristics of these families. Academically, Rakestraw found

little difference between the homeschooled and traditionally schooled
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children. In terms of characteristics, she found that 98.3% of the main
home-educators were female and 71.7% of main educators had some
college education with 31.7% having completed 4 years of higher education.
Only 3.3% had received no education beyond school’, 73.3% were not
certified to teach. In 96.7% of families the father earned the main income,
whilst the mother was the main earner in just 1 family (1.7%). The most
frequent wage earning occupations were, Engineer, Business Manager,
Salesman and Minister. All the families consisted of 2 heterosexual parents
and most were Caucasian (96.7%) with 4-6 children (90%). The largest
group of families lived in suburban areas (48.3%), with 13.3% living in urban
locations and 8.3% rurally. Rakestraw found that 91% of the families were
religiously affiliated®. Day-to-day issues were identified: 41.7% of families
home-educated in the kitchen, 26.7% used a special classroom area, 11.7%
the bedroom and 8.3% the sitting-room; 20% studied up to 2.5 hours daily,
60% up to 4.5 hours and 18.3% up to 6.5 hours although 65% of the sample
said that only a very small proportion of the day (up to 2.5 hours) was
teacher directed. Just two families stated that they did not follow a daily
plan. The families tended to make use of a wide variety of resources®.
Instructional techniques varied with over 80% referring to field trips, direct
instruction, oral work, one-to-one tutoring, household work, informal
discussion, silent reading and crafts and hobbies; other methods mentioned
were, projects, peer tutoring and learning centres. Evaluation was by
observation (90%), grading (76.7%), Scholastic Assessment Tests (SAT®)"°
(71.7%), published tests, unpublished tests, self-evaluation and diagnostic

tests. Within 76.7% of families there were no plans for the children to go to
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school although 65% of parents wanted their children to achieve a college
degree. The nine most popular reasons for homeschooling were as
follows'!: it was the parent's responsibility to educate the children; to avoid
negative peer influences; to control the instructional materials used; to
preserve the child's natural instincts; to provide discipline; to retain religious
freedom in education; to ensure a warm and loving environment for the
children; an opportunity to instil religious, spiritual and moral values in their

children; and to maintain a close relationship with the children whilst young.

Mayberry (1988) also analysed the reasons that parents opted to home-
educate, finding that 65% of the sample returning questionnaires reported
that they had been motivated to homeschool by religious values. Academic
achievement was the main concern of 22%, social development the concern
of 11% and just 2% of respondents were driven by idealistic values.
Mayberry found that home-educators could be classified as either religious
(65.2%), academically motivated (21.6%), social-relational’? (11.1%), and
new age (2.1%) (Taylor 1993). Mayberry (1991) found the ‘Religious’ and
'New Age' families to have ideology in common, in that both home-educated

in order to preserve their way of life.

Mayberry, Knowles, Ray, and Marlow, (1995) distributed questionnaires to
legally authorised homeschoolers in three American states, resulting in a
25% response rate. They concluded that the homeschooling movement
expansion is a response to increasing criticism of state education, growing

through the sophisticated networking that now occurs between home-
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educating families. Networking, they conclude, can resolve concerns about
isolation and to an extent demolish the argument that homeschooled
children become socially handicapped. Fifty percent more homeschooling
parents than state schooling parents were college graduates and 63% of the
mothers were responsible for 90% of the homeschooling. Parents felt that
they were more able than schoolteachers in educating their children. Home
life was stressful for the mother because of the interruption to normal routine
that arose as a result of the children being continually at home and,
particularly so if the family followed a time-table or simulated school.
Families taking a holistic approach where learning was an extension of
normal life were less stressed: physical, academic, psychological and moral
development was central to the families’ activities and to these parents’
teaching. Support from family and friends was essential. The majority of
parents also wanted access to academic courses in school and to extra
curricula activities. Flexi-schooling, described in Meighan (1988a) was an
educational model that appealed to many families. Generally,
homeschooling families shunned bids by authorities to organise their
educational programme. Families were often absorbed with the gathering of

resources, preferring to search outside conventional sources.

Ray (1997) (n=5,402) found homeschooling fathers to be most commonly
working as accountants, engineers, professors, lawyers and small business
owners. Further, Lyman (1998) reported on a Florida Department of
Education survey finding that in Florida, 42% of homeschoolers (n=695")

said they homeschooled because of school-related concerns.
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Rudner (1999) conducted a survey of 11,930 homeschooling North
American families. He found that the parents tended to have a more formal
education than those in the population generally, i.e. 66.2% of fathers and
56.7% of mothers', had a Bachelors degree and above, and that they had
significantly higher incomes than the national average. Most of the
homeschoolers (97.2%) lived in married couple families and 33.5% of
families had more than 4 children (as opposed to the 6.1% national

average).

Whilst the US studies provide a context to the current research, their
limitations should be noted, namely, many of the samples do not represent
homeschoolers at a national level (ie. Mayberry et al. 1995, Rakestraw 1987,
Shyers 1992) and studies often rely upon information from organised and
legally authorised homeschoolers (ie. Mayberry et al. 1995), often with
religious affiliation (eg. Ray 1991, 1997). There is litle US research
involving secular and ethnic minority families or research focusing on the
qualitative experience of parent and child homeschoolers there. The
overarching concern to be considered from the US research is the reliance

upon data from middle-class white religious America (NcfES 2001).

21.2 BRITISH QUESTIONNAIRE SURVEYS OF HOME-EDUCATORS

Following the distribution of her questionnaire through the 'Education
Otherwise' newsletter in 1983, Grant received 173 replies from home-
educators (Webb 1990). She found that 74.5% of parents had been

concerned with the moral and social attitudes prevalent in schools; 36.42%
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of parents believed that they could educate their children as well as school;
34% were motivated by a desire for an alternative lifestyle, 31.7% of
respondents’ children had experienced difficulty in school and 15% were

motivated by religious values.

In 1995 Paterson conducted a postal questionnaire survey of Scottish
Grampian home-educators, identifying 35 from a possible 50 families in the
region and obtaining responses from 28 families. She found that the three
main reasons for home-educating were dissatisfaction with school, a belief
that the parents were the best placed to provide an education, and religion.
Most of the families did not have a set structure or routine to the day and
were willing to negotiate with their children over the timing and content of

their learning.

Brunton (1996) also undertook a questionnaire study of 20 Scottish families'
in order to establish their motivation to home-educate and families' attitudes
towards the Internet. Parental reasons for home-educating were religious
and moral (20%); because the parents had their own 'value system' (20%);
because they did not like school (15%); they objected to school's emphasis
on technology (10%); and one family home-educated because they came
from overseas (5%)'®. Modern technology was used by 55% of families but
disregarded by 25%: 70% said they would or did, use the Internet, whilst
10% said they would not. Asked what they wanted from the Internet, 70%

said they valued its accessibility to resources and people, 65% said it was
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useful for information and 55% wanted access to journals and books through

the Internet. Brunton concluded that the Internet alleviated isolation.

Dix (1998) used a questionnaire survey to compare schooled and home-
educated teenage girls'’. She found that whilst 'fitting in' was an issue for
home-educated teenagers whose behaviour was in some ways similar to
schooled teenagers, there was no evidence that they minded being
'different’, some even relishing that difference. She also cited possible
evidence that the cost of home-education in terms of the loss of one income
impinged upon the children's dress style, with the home-educated children
being more likely to purchase their clothes in second-hand shops than
fashion shops'™. It was conceivable however, that the home-educated
children's standards of dress resulted from their 'different' values and or,

from their lack of exposure to school-based social pressures.

Muckle (1997) collated information from 20 members of 'EO''® who returned
questionnaires during 1996/7. Rather than analyse the data, Muckle chose
to organise and present it as a compilation of responses from children and
their parents. Her research therefore provided an unusual insight into the
experiences of these families. Muckle found that, together, the comments

illustrated the diversity amongst home-educators, concluding:

'The experiences vary and sometimes contradict each other, just
like life.'
Muckle (1999)
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2.2 INTERVIEWS WITH HOME-EDUCATING FAMILIES

In recent years, there have been a number of UK studies involving interviews
with home-educators (Blacker 1981; Webb 1990, 1999; Lowden 1993; Page
1997; Thomas 1997 and 1998) besides a number of overseas studies, for

example, Taylor (1993) and Knowles (1991).

Blacker (1981) represents one of the earliest studies of home-education in
the UK and remains one of the most comprehensive. Blacker interviewed 16
families?® to ascertain whether Kitto’s?! categorisation of home-educators
into one of three groups, ‘Competitors’, ‘Rebels’ or ‘Compensators’, would be
supported. Kitto had proposed that ‘competitors’ were competing with the
system, ‘rebels’ rebelling against it and ‘compensators’ trying to make
amends after a problem in school. As a result of the interviews, Blacker
concluded that members could indeed be classified into these three
categories:

e ‘Competitors’ were formally qualified, well read parents, who were
competing with school to give their children a better education; often,
such parents had made the decision to home-educate before the birth of
the children, believing that learning begins at birth; the child centred
curriculum was balanced and private tutors incorporated as necessary,
together with participation in events attended by other similar minded
families.

e ‘Compensators’ agreed with the philosophy of school but had taken one

of their children out of school for a specific reason and were attempting to

make up for the school’s failure with their child: seven of the ten
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‘Compensators’ in Blacker's study intended returning their children to
school and each of these families considered that their situation was
unique.

o ‘Rebels’ were those parents who had chosen an ‘alternative’ life style,
they were concerned for their individual freedom and rejected social
institutions; they believed education should be autonomous and that a
parent’s role in education was to facilitate learning: such notions were a

source of friction with the local education authority.

Blacker classified five families as ‘Competitors’ and one family as ‘Rebels’.
Despite a sample size that prevented in-depth exploration of families within
these categories, Blacker's research revealed an unusual insight into home-
educators' motives during the 1980’s. Contrasted with later studies, (i.e.
Webb 1990; Knowles 1991; Knowles and Muchmore 1995; Lowden 1993)
Blacker's categories appear over simplistic: it may be that home-educators'
motivations have become more complex in the 1990s or that contemporary
researchers have far wider access to a larger and more diverse cross-
section of home-educators than was the case for Blacker 20 years ago, as

can be inferred from the work of Thomas (1998).

On the theme of classification, Webb in 1988 (Petrie1992)? concluded that
Blacker's categorisation of UK home-educators was inappropriate. However,
Webb’s (1990) case studies appear to classify their reasons for home-

educating into categories broadly sympathetic to Blacker’s.
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In 1991 Van Galen (Van Galen and Pitman 1991) divided North American

homeschoolers into two groups, ‘ideologues’ and ‘pedagogues’:

‘Ideologues’ object to what is taught in schools and seek to strengthen
intra-family relationships: they hold traditional, conservative and specific
values, following a philosophy of Christian fundamentalism. The reasons
that ‘ldeologues’ turn to home-education may be as a quest for an
alternative to school, for health reasons, academic difficulties or because
they disagree with the curriculum taught in school. These reasons then
shift, however, as they meet with other homeschooling families and
absorb a shared philosophy, coming to believe they are following God'’s
will by accepting an imposed responsibility for their children.

‘Pedagogues’ have educational reasons for homeschooling: school
teaching is viewed as inept and the parents want to foster a broader
interest in learning. ‘Pedagogues’ hold teaching skills and read up on
education and child developmental issues: they tend to see
homeschooling as symbolic of independence and as way to avoid the
inefficient, non-professional bureaucracy of society. Although their
reasons for home-educating may be similar to the ‘ideologues’, some
‘pedagogues’ may never have experienced difficulties with
institutionalised schooling, believing that children learn in unique and
natural ways, and that they are ‘claiming’ responsibility for their children
as opposed to the ‘ideologues’ idea of ‘accepting’ it. ‘Pedagogues’
publicly proclaim their competence at educating their children without

interference from institutions.
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‘Ideologues’ follow structured learning routines whereas ‘pedagogues’ follow
a child-led curriculum, using household resources in self directed, individual
learning. ‘Pedagogues’ take a light-hearted view of opposition to their
decision to home-educate and feel less need for support groups. The
opposite is true of ‘Ideologues’. Van Galen’s ‘pedagogues’ and ‘ideologues’
equate loosely with Blacker’s ‘competitors’ and ‘compensators’, albeit
without the religious intent, and therefore can be raised in support of her
theory of home-educator ‘types'. Conceivably ‘rebel’ home-educators do not
exist in the United States, but it is more likely there were no such families in
Van Galen’s study. The categorisation of home-educators is questionable;
sample characteristics may vary, but within and between national cultures
there may be many more ‘types’, with new ones emerging, or there may be

no such clearly definable types at all.

Webb (1990) focused on home-educated children above 14 years of age,
conducting twenty interviews with twenty families, each interview lasting two
hours. Most of Webb's sample self-selected in response to a request in the
‘EO’ newsletter. Webb expected to find families motivated to home-educate
by the writings of lvan lllich, John Holt, Freire, lan Lister and Roland
Meighan, and that ideological values along with a quest for an alternative life
style, lay behind decisions to home-educate. These expectations were
probably based on the influences that had subsequently led her to partially
home-educate her own child and also upon Grant's questionnaire returns in
1983 (Webb 1990 p.35). Webb pondered the profound influence which she

believed Holt to have had on contemporary home-educators; however, only
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two of her study’s twenty families appear to have mentioned Holt at all,
leading Webb to hypothesise that the other eighteen families were perhaps,
‘untypical of home-educators generally’. Her support for this theory is taken

123 of

from a ‘casual reading' of the 'EOQ' literature, citing particularly the ‘Aims
'EQ'. Van Galen and Pitman (1991) describe networks, such as 'EQ', as self
perpetuating bodies with primary motives displaced by group attributes?.
Displacement of parent’s initial reasoning as the group influence is
absorbed, is possibly one reason why Holt appears to have been a major
motivating influence on home-educators: whilst most members of ‘EQ’ may
have heard of John Holt, only a very few would name him as an initial
motivation or even have heard of him before joining ‘EO’. Perhaps there are
parents turning to home-education who initially had no philosophy beyond

feeling that their children, for whatever reason, would benefit by not being at

school.

Writing in 1990, Webb made scant reference to the religious groups who
may account for such a large proportion of home-educators today®. She
found little to suggest that parents used their children’'s educational
curriculum to promote their own ideals, suggesting, however, that this might
be the case with the ‘American fundamentalist-style parent, home-educating

for religious reasons, who is becoming evident in the UK.

Webb (1990) found that the two main reasons for home-education amongst
her sample were an interest in alternative education and school based

problems; a number of home-educated children in her study had suffered
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psychologically from previous attendance at several schools, sometimes
being labelled as ‘maladjusted’. Meighan (1995) supported Webb in this
observation. Yet other children, those who had spent part or all of their
education outside school, felt they were victims of ostracism by their
schooled peers. Many of the parents in Webb’s study would have preferred
an alternative school such as Steiner, had such a school been accessible to
them. Some parents saw home-educating as a compensation for their not
being able to pay for private school education. Although not stated, Webb
inferred that the parents who home-educated because they wanted total
responsibility for their children and to spend as much time as possible with
them, were in the minority. Webb discovered, that eleven of her twenty
families had at least one parent who was a teacher: she held that amongst
the home-educators who did not join ‘E.O." there would be even more, the
teachers having less need to join a support group. Webb conjectured that
children learning at home experienced true involvement in directing their
learning and concluded that more people would home-educate if they knew

this to be a legitimate option.

Lowden (1993) studied the scope and implications of home-based education
and included interviews with twenty-two families from England and Wales, all
‘EQ’ members who had publicised themselves in some way. Eight of the
selection were teachers and Lowden perceived them as interesting cases for
further study, having made a different choice for their children to that made
for children in their daily working life. From the interviews conducted and

from his own previous research, Lowden believed that most families made
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their decision to home-educate when their child was around five years of age
rather than at birth or from philosophical reasoning. He found generally that
parents home-educated as a response to difficulties their child was facing at
school, although an important concern was a dissatisfaction with the values
of schools and the loss of control over their child’s educational experiences.
He further surmised from a reading of ‘EO’ literature, that 20% of the children
in home-educating families in England and Wales have special educational
needs. Lowden concluded with a suggestion that home-educating families
might be categorised as either Ideologues or Pedagogues, categories
broadly similar to those of Van Galen (Van Galen and Pitman (1991);
although discussing Kitto's three classifications, Lowden considered families

to be transient, moving between those categories.

Taylor (1993)% spent over 100 hours studying three Christian households in
the USA, finding that whilst traditional academic outcomes could be
replicated in the home, the introduction of such objectives inhibited some of
the finer qualities of home-based learning. She surmised that school-style
'testing’ introduced a philosophy at variance with Christian family values and
that the tasks set in schools carried little merit in the home. Taylor further
determined that family life organised around 'school’ at home was at the cost
of richer, more productive pursuits. Despite finding varying degrees of
school replication in the four homes visited, Taylor concluded that above all,
there was a 'family closeness' unchallenged by the demands of school and
peer pressure, and the opportunity for families to access 'rich educational

experiences'. Page (1997) interviewed twenty Christian families, the majority
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Catholics, exploring mothers' and fathers' reactions to home-education and
the effect on the children of the individual attention received. He perceived
the children to be academically competent and found the families to be
close, with far more involvement from fathers than might ordinarily be the

case had the children been at school.

Thomas (1997, 1998)%* described an investigation of children’s informal
learning processes. The research used home-education as a vehicle upon
which to base theories of children’s informal learning that could not be so
well tested with schoolchildren. Thomas challenged the view that school age
children need to be taught in order to learn. One hundred interviews with
home-educating parents in Australia and the UK were conducted with
parents describing how they taught their children and how the children
learned. Thomas found that over time, most home-educating families
adopted less formal learning patterns than those originally initiated. He
attributed this change to a manoeuvre by the children, possibly without
conscious intent, to orchestrate a learning programme to suit their needs:
just as the parents of young babies respond to signals from their infant,
home-educating parents were seen to take cues from their children beyond
school age and in more advanced learning situations, avoiding the necessity
for formal teaching. Thomas hypothesised that on entering school, children
lost the art of informal learning, at least to the degree experienced by
children who had not been at school. The type of learning that occurred
naturally was very different from that of school; the children at home were

able to freely follow streams of thought that linked in with everyday life and
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although this learning style was slow and not always apparent, links were
gradually made that showed themselves at a later date. Thomas observed
that even in formal home learning, topics of interest were allowed to surface
and be discussed that did not necessarily relate to the lesson being
addressed at that time. In this way children developed a motivation for
independent learning. Thomas did not deny that schoolchildren also learn in
this way, but that children might not need to undergo the style of learning
normally associated with schools. Thomas concluded that intellectual
development, particularly during early years, might happen naturally and
incidentally without formal learning and moreover, if such an education was

not better than school learning, it was at least equal to it.

Thomas' findings appeared to expound the scaffolding and social
constructivist theories of Bruner and Vygotsky. Thomas believed that the
natural learning he observed was not happening in isolation but was the
result of interactions, some level of intervention being necessary, at least to
facilitate the learning that enabled developmental unfolding and maturation.

This viewpoint is echoed, for example, in Thomas (1998 pp 71, 129).

Webb (1999) interviewed twenty adults who had formerly been home-
educated, with the aim of establishing how such children had developed.
None of the young adults was unemployed, three having graduated from
Oxford University. Only about 30% of the sample contemplated home-
education for their own children; a finding that contrasts with that of Knowles

(1991) who found that the 10%® adults he interviewed (all themselves
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homeschooled as children), who had become parents (n=7%°) had all chosen

to homeschool their own children. The grandchildren of one participant were
currently being homeschooled, creating a third generation of homeschoolers.
Webb, however, explained that many of her sample believed that their
parents had made 'sacrifices' that they in turn, would not wish to make. The
sample were positive about their home-education, believing themselves to
have benefited from the experience. Socially, Webb found, as did Knowles
(1991), that the home-educated were at ease with a broad cross-section of
the community; she described their social skills as 'often very exceptional
finding too, that the home-grown home-educated sample were independent

thinkers.

2.3 SUMMARY OF THE US AND UK RESEARCH ON HOME-EDUCATORS

The above research suggests home-educators to be a very diverse section
of the community and one that is, perhaps, difficult to segregate into 'types’.
Earlier attempts to identify classes of home-educators (e.g. Blacker 1981)
have been supported, indirectly, by Van Galen (Van Galen and Pitman 1991)

and Lowden (1993), despite some criticism (e.g. Webb 1988).

Literature Review I Endnotes

Question 5 asked, 'Are you a schoolchild or student in full-time education?'. Analysis of

results from this question compared with date of birth information for those under 16, may

provide data about the numbers of children who were not considered by their parents to

be either 'schoolchildren’ or 'students’.

2 Although Bates’ (1996) reported LEA procedures with home-educators (Bates was an LEA
Officer).

® A return rate of 70.8%.

4 Questionnaires were randomly sent to 6,850 families.

S Activities directed by the parent.

® She suggests that there were between 450 and 2,000 homeschooling families in Alabama.

" Middle/Junior.
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® But no Catholics or Jews.

® Workbooks (95%), children's literature (88%), textbooks (86.7%), reference books (83.3)%
household objects (80%), art supplies (75%), learming games (68.3%), newspapers (55%),
chalkboards (50%), audio-visual material (43.3%), bulletin boards and leaming charts
(35%), manipulatives (20%), displays (16.7%) and microcomputers (6.7%).

1% State School tests published by The College Board, New York (The College Board 2000).

"'In order and in each case having been cited by over 70% of families.

2 'Social-relational’ families believe children are better off at home, socially and
developmentally.

*This is the 31% that, by August, had retumed the questionnaire forwarded to 2,245
homeschool families.

" As opposed to 24.1% of fathers and 20.6% of mothers nationally in North America
(Rudner 1999).

'S Brunton established from the Department of Education in Scotland that there were a total

of 746 children learning outside school (of which only 235 were described as 'home-

educating'). This number conflicted with the 350 Scottish families in Education Otherwise.

'8 2% did not respond to the question.

' Dix, 1998: n= 48 aged 12-17 (19 questionnaires from schoolgirls, 5 from girls home-
educated in the past but now attending school, 13 from those home-educated all their
lives, and 11 from girls previously in school but now home-educated).

'® The school cohort preferred to purchase their clothes in fashion shops.

'® Education Otherwise

2 Blacker selected the families from amongst those who responded to a questionnaire that
had been administered through ‘E.O.’ to its members (4-600 at the time).

1 Dick Kitto was a founder member of ‘EQ’. He named these categorisations during a taped
interview for the Open University (Webb 1990).

22 \Webb (1988) relates to a PhD thesis unavailable for loan but cited in Petrie (1992).

% The Aims are generally carried on the front inside cover of the 'EO' newsletter. However,
these 'Aims' make no reference to Holt and there is no reason for anyone to suppose the
aims represent anything more than the thoughts of the ‘average’ British home-educator.
‘E.Q.” supports the publication of Holt books and this may have lead Webb to suppose
members of ‘E.O.’ were influenced en masse by Holt.

4 Usually in the USA, religious.

% According to conversations with various LEA’s and with Dr Petrie who estimates that
these groups may account for up to 40% of British home-educators.

% Taylor is British and now lives in the UK.

" Thomas (1997) was a summary paper relating to the later publication by Thomas (1998).

Knowles mailed 327 questionnaires to homeschooled aduits in the USA and Canada,
receiving 53 responses of which 46 agreed to an interview and a subset 10 were actually
interviewed.

% Seven of the adults home-educated approximately twenty children.
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CHAPTER 3: LITERATURE REVIEW II:
Children's educational and psycho-social development

This chapter expands upon the previous chapter by exploring some of the
issues that are relevant to a study of home-education. More precisely, the

chapter reviews some of the literature relating to themes highlighted by this

research.
3.1 CHILDREN AGED 4 - 5 YEARS'
3.1.1 THE FIRST YEAR AT SCHOOL

The performance of children during their first year at school is said to predict
their later development. Pederson, Faucher and Eaton (1978) found, by
'backtracking' through school report cards, a correlation between one group
of children's academic attainment and the boost they had received from the
'exceptional’, reception class teacher they had all shared. Further evidence
from Tizard, Blatchford, Burke, Farquhar and Plewis (1988) has suggested
that progress during the reception year is greater than that associated with
other years and that early high achievers retain their lead throughout their
early schooling. Interestingly, Tizard et al. (1988) also found that teachers
were more responsive to the children to whom they were most partial. Riley
(1996) cited research by Mortimore, Sammons, Stoll, Lewis and Ecob in
1988 that concluded, as did Thomas (1994), that the first year at school (at
aged 4.5 years) constituted a powerful influence on the children (cited by

Riley 1996).
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3.1.2 BASELINE RESEARCH AT THE UNIVERSITY OF DURHAM

Tymms, Merrell and Henderson (1997) also concluded that the initial year at
school is the one where pupils make the greatest advance in learning. They
claimed that prior to their research project using the Performance Indicators
in Primary Schools (PIPS) Baseline assessment, other such assessments
had failed to recognise the predictive value of the number of letters
recognised by children, their early phonological skills and their maths ability.
Evaluation of children's attainment in these areas at the PIPS 'Start' and 'End
of Reception’, according to Tymms et al. (1997), could be used to calculate
children's value-added scores and thus predict the levels of attainment that
might be expected for each child. A description of the PIPS assessment

appears in Tymms (1999).

Table 3.1 illustrates the data produced by Tymms et al. (1997) with respect
to their PIPS Baseline results. The 'End of Reception’, 'Maths’, 'Reading’
and 'Total' scores demonstrate an increase over the 'Start of Reception’
scores, thus indicating the progress that children made during their school
'Reception’ year; an increment that Tymms et al. attribute to the effects of

school.

TABLE 3. 1: DETAILS OF PIPS 'START' AND 'END OF RECEPTION' RAW SCORES (TYMMS ET AL.
1997)

n=1700 Mean SD Minimum Maximum
Start Maths 20.7 11 1 - 46
Start Reading 14.5 10 1 47
Start Total 35.4 19 2 92
End Maths 39.3 14 1 86
End Reading 49.5 23 1 86
End Total 88.8 34 3 170
| Age in June1995 5yrs Omths | 3.5mths 4yr 6mth* 5yr Smth**

*One pupil was actually 4yrs 2mths
**Five pupils were actually 6yrs | mth.
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Beyond the information displayed in Table 3.1, Tymms et al. (1997) found
good correlations between the 'Start' and 'End of Reception' scores®>. They
described the 'Start Total' as a good predictor of 'End Maths' or 'Reading'
(see Table 3.2).

TABLE 3. 2: CORRELATIONS BETWEEN VARIABLES® (FROM TYMMS ET AL. 1997)

n=1700 END MATHS END READING END TOTAL
START MATHS 0.67 0.62 0.68
START READING 0.56 0.72 0.71
START TOTAL 0.67 0.72 0.76

Tymms et al (1997)

Tymms et al (1997) reported that by knowing a child's starting point it was
possible to make reasonable predictions on future attainment. however,
there were other variables that affected performance and that whilst some of
these differences could be accounted for, others could not. After dismissing
testing procedures as a cause, variables considered were as follows:

e children's position on the 'achievement continuum' at the start of
Reception;

e the school attended;

o where attainment is high, teachers teach to a higher standard so
benefiting all the children in that group;

e pupil interaction stimulated performance and the quality of these
interactions was more beneficial in schools with high pupil intake levels
(this supports Rich Harris' (1995) conclusion that peer groups have a
greater effect on development than any other factor);

e Dbetter schools attract more effective teachers.
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Riley (1996), supporting Tymms, Merrell and Henderson's (1995)
conclusions that pre-school attainment was more important than on-entry
age, reported that by knowing children's baseline scores (relating to prior
knowledge), she could predict with 80% accuracy the children whose

reading would advance most quickly.

Reporting on gender differences, Tymms et al. (1997) found that 'End of
Reception' differences in maths were negligible, whilst girls performed to a
higher standard in 'Reading’. Similarly, progress in 'Maths', over the year,
was similar for boys and girls whilst girls progressed more in 'Reading'.
Tymms et al. also found that children from more affluent areas performed to
a higher standard than their peers from less prosperous districts; however in
studying progress, it was found that there was no correlation between
affluence and 'Maths' attainment, and only marginal difference in the

'Reading'/affluence correlation (p<0.02).

The most interesting part of Tymms et al.'s (1997) paper was the belief that
in comparing attainment between children who had not been to school and
those of the same age who had attended for one year, the variance in scores
signified that school made a 'massive difference' (in 'Reading' and 'Maths').

They reported that:

[...]1 it is hardly an unexpected finding to discover that teaching

advances learning [...]. [...] For progress what really mattered was
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attendance at school, the pupil's prior achievements and the

school that they attend.’

Tymms et al. (1997)

The researchers had found that at the 'Start of Reception' with an age
difference of eleven months across the group, there was approximately 18
raw-score points difference between the scores of the oldest and youngest
children in the group (all assessed during the same period). By the 'End of
Reception' the group progress scores (defined as the difference between the
'Start of Reception' and 'End of Reception' scores) measured approximately
60 points, thereby indicating an association between schooling (the children
had by then spent a year at school) and the 42 marks (2 SDs) increase in
scores®. Whilst Tymms et al. (1997) used these figures as evidence of the
effectiveness of school there may, however, be other reasons why the
progress score is greater than the score difference between the 'Start of
Reception' oldest and youngest children. The apparent leap during the
Reception year might be unconnected either with school effectiveness or
with the extent of prior learning, but rather the result of the transition to
school, suggested by Riley (1996) to be a traumatic experience for some
children. Cleave, Jowett and Bate (1982), Bennett and Kell (1989) and
Tizard and Hughes (1984) all described the upset that starting school can
cause to children. It is conceivable therefore, that the transition to school
impacts upon some children's baseline assessment scores (hence the large
SD reported by Tymms et al. 1997 and Riley 1996) and that the 'enormous

progress' found by Tymms et al. (1997) is, in fact, the result of artificially low
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'Start of Reception' scores caused by the children's disorientation and

acclimatisation to their new situation.

3.1.3 SCHOOL STARTING AGE

Britain has one of the youngest starting ages in the world. Finnish, Danish
and Swedish children's formal education starts at seven years of age
(Hodges 1997), as do the children in 20 States of North America, whilst in
Pennsylvania and Washington formal education is not legally initiated before
eight years of age (Home School Legal Defence Association 2002).
Although the legal school starting age in Britain is five, the reality is that
many children begin much earlier than this, at four years of age, following
many LEAS' policy of accepting ‘rising fives’, whereby a child enters school
during the fifth year of life. North American children begin compulsory
education 2, 3 or 4 years after their British counterparts, yet their nation is
the world’s leading economy (Funk and Wagnalls 1999). Aubrey, Tancig,
Magajna and Kavkler (2000) and Aubrey and Godfrey (1999) found that the
school maths performance of some continental children, who by reason of
their country's later school starting age received less formal schooling than
their English counterparts, was soon level with that of their English peers,
thus implicitly questioning the relevance of British children‘’s early induction
into formal schooling. International comparisons of primary schoolchildren's
academic performance have shown the UK to be a poor performer (Third
International Mathematics and Science Study (TIMSS) 1995). The argument

that the first year of school, at four to five years, does make a difference
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(Riley 1996, Tymms et al. 1997) is somewhat weakened by such evidence or

at least, might lead one to question the value of such difference.

3.1.4 PARENTS AND BASELINE ASSESSMENT

Deliberating over the usefulness of giving parents feedback about baseline
assessment the PIPS Project (1996) proposed that such parental
involvement might create a culture whereby children were 'prepared’ for the

test:

‘Whilst it makes good sense to encourage strong links between
the home and school and whilst there is good evidence to suggest
that parental involvement in literacy programs can be beneficial it
is not clear how baseline assessment might best involve parents.
Some pupils come from very disadvantaged backgrounds — are
we further to disadvantage them by such assessments?’

PIPS Project (1996)

This view was clearly vetoed by government, as evidenced by the

Qualifications and Curriculum Authority (QCA) endorsed statement in 1998°:

‘The most important thing is that parents will be able to see what
progress their children and the school as a whole are really

making, because they have a base to work from.’

Tim Coulson, quoted by Appleyard (1998)
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Coulson appeared, however, to hold parents in low esteem:

‘Often parents don’t have a clear idea of what their children can
do, how they can best help them at home, and how their children

are doing compared to other children in the class.’

Tim Coulson, quoted by Appleyard (1998)

Aubrey (1997) stressed the ‘rich informal knowledge’ that children bring into
school: it is possible to infer from Aubrey's remarks that parents play a role in
the gathering of such knowledge. Vindicating the view espoused by the
PIPS Project (1996), Georgiou (1999), in a study of 473 11 year old children,
explained how test results could negatively affect the way in which parents
treat their children. Georgiou found that parental ‘attribution-to-children’
relating to external factors (e.g. exam pressures) could lead to children’s
underachievement. Georgiou described parental engagement as ‘complex
and multidimensional’ with the children construing such involvement in a
variety of ways. It appears from Georgiou (1999) that it is only when a child
interprets the parental assistance as 'supportive', that there is a direct
positive correlation with the child's academic performance: if the child
believes that parental assistance is based upon doubts about the child's
ability to cope, then the correlation becomes negative. Georgiou

commented:

'Achievement results are offered as feedback to the parent and

shapes her perception of her child's current achievement, which
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sets in motion the involvement activities [...] and the dynamic

cycle repeats itself.'

Georgiou (1999 p.426)

3.1.5 VALUE-ADDED
Describing value-added, the Department for Education and Skills (DfES)

explain®:

‘...the value added measure for an individual pupil is calculated as
the difference between their output [end] score and the median
output [end] score for all pupils nationally with the same or very
similar prior [start] performance. [...] The median is the middle
value - with half of pupils having an output score at or below the

median and half at or above.’

DfES (2001c)

Put more simply, value-added is a measure of progress in the context of
'‘expectation’. Thus a child's value-added score measures the improvement
of the child over a given time in relation to, say, national norms. The
measure of 'as expected' performance depends upon the acceptance that
the group from whom the 'norm' has been extracted, started off and were
progressing at, an acceptable pace themselves. In this way, value-added is
rather a strange measure, but perhaps no less so than any other measure
whereby 'desirable outcomes'’ are defined externally; hence the cynicism of

Plewis and Goldstein (1997):
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‘We must assume that the White Paper® regards level 4° in 1996
as a standard that, in a properly functioning system, virtually all
pupils should reach. If, therefore, level 4 is to be interpreted as
having been set as a target, this raises the issue of how that was
done and whether such a target can be maintained consistently
over time.'

Plewis and Goldstein (1997) p. 4

‘Value-added’ has been the 1990's 'buzz word' in education and compulsory
baseline assessment rests upon the idea that such assessments will, by
periodically realising data relating to children's attainments, become a tool to
measure progress over time on an individual and group basis, besides
informing on school performance. It has also been suggested that value-
added informs school effectiveness (Saunders 1998); however, school
effectiveness (i.e. the effectiveness of school) should also be evaluated by
comparison with the effects of 'no school' and to date no such studies, in so
far as this researcher has been able to identify, in this country, have been

undertaken.

There are, it appears, severe limitations to the concept of value-added in the
context of child assessment, for example, the 'major impact' of Reception
class referred to by Tymms et al. (1997), may actually relate to the difference
between the on-entry disorientation and subsequent 'end of Reception'

confidence that affects many children, perhaps an effect of maturational
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issues. Goldstein (1996) was sceptical of baseline assessments, believing

that tests:

‘Contain a large measure of unreliability since the first weeks at
school are a period of rapid change for children. [...] the
unreliability, however, also implies that these baseline
assessments will be of limited usefulness for 'value added' school

comparisons.’

Goldstein (1996)

Nevertheless he did concede the value of knowing children's levels of

attainment:

‘Far and away the best predictor of how well a pupil will do at the
end of Key Stage 2 is how well they were doing when they first
entered the school, as measured by suitable cognitive

assessments.’

Plewis and Goldstein (1997)

Value-added is perhaps meaningless without an understanding of where
individual children were at the start, and why. Individual target setting is
decontextualised without such information since children may, for diverse
reasons, be at different start levels and progress at different speeds and in a
variety of directions. Speaking of target setting Plewis and Goldstein (1997)

said:
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‘In reality, of course, there is no absolute criterion which
determines what pupils will be able to do. At any age, in every
educational system, there is a large variation among pupils and to
use level [X] or any other level as a 'benchmark' involves a
contestable judgement about what is desirable. To quote a figure
of 6 out of 10 with disapproval is both unhelpful and strictly

meaningless.

Plewis and Goldstein (1997)

3.1.6 SociAL CLAss EFFECTS

It has often been suggested that social class affects educational outcome
(Appleyard 1998). However, it has been argued (Plewis and Goldstein 1997,
DfEE 1998b) that the correlation between prior learning and attainment is far
greater than between socio-economic factors and attainment. Tymms et al.
(1997) appeared to confirm both findings, establishing that whilst attainment
was affected by class, progress was not'®. Plewis and Goldstein (1997),
referring to the relationship between poverty and attainment, accused the
government of under-evaluating the consequences of poverty whilst creating
an 'exaggerated impression' over the effects on attainment of differences

between schools.

[Government] downplay the well-attested and far-reaching effects
of poverty, parental unemployment and poor housing on children's
educational performance. The Literacy Task Force'!! states that

‘whether children learn to read well is a lottery (our italics) in both
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advantaged and disadvantaged areas.” This is not the case.
Chance plays only one part in whether and when a child learns to
read: there are also systematic effects of social class, income,

gender and ethnicity on children's attainments.

Plewis and Goldstein (1997)

A powerful description of the effects of socio-economic class on
attainment comes from Goldthorpe's (1996) discussion of social effects

relating to school achievement'?, the 'cultural reproduction' theory:

'The educational system, as it functions within the totality of class
relations, is seen not as means of utilising talent more effectively
or of widening opportunities but rather as an agency of social
control. Cultural reproduction, it is maintained, is necessary to
social structural reproduction, and 'dominant' classes therefore
use their power in order to ensure that schools operate in an
essentially conservative way. This they do by imposing a
pedagogy which requires of children an initial socialisation into the
'dominant' culture as a condition of educational success. Class
differentials in attainment are thus created via the unequal
endowments of appropriate - though in large part arbitrarily
defined -'cultural capital' that children bring with them into the
educational system; and they are maintained because schools do
not seek to offset, but rather to exploit, such inequalities, albeit in

the name of recognising merit.'

Goldthorpe (1996 pp481-505)
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This understanding of why social class correlates with poor attainment was
further evoked by Galloway (1985 pp.128-135) in his description of the way
in which one schoolgirl's 'decisions' were effectively, an illusion. The
attitudes of those in authority towards her socio-economic background and
boyfriend, amongst other factors, triggered their low expectations for her
scholastic attainment and these expectations in turn limited the opportunities

made available to her.

3.1.7 SUMMARY OF SECTION 3.1

It has been reported (Appleyard 1998) that by taking account of prior
learning, baseline assessment would remove the class effect from
attainment analyses. To an extent this has happened and whilst attainment
still reflects class, progress does not (Tymms et al. 1997). Thus, the
'‘primary’ effects descried by Goldthorpe (1996) are minimised where
progress is the measure used. However, progress is not the sole gauge but
is viewed in conjunction with on-entry level in relation to a standard 'norm'.
Moreover, 'secondary’ effects on children (Goldthorpe 1996), mean, as
Galloway (1985) also inferred, that there is often a ceiling on the extent of
poor children's attainment, a consequence of the education system itself and

one that is difficult for individuals to overcome.

Whether or not baseline assessment was intended for government, parents,
schools or for children, Tymms reported that between 1997 and 1998 the
numbers of children amongst the PIPS samples that were able to write their

names had doubled: a result, according to the British Association for Early
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Education, of 'test influencing the curriculum' (Scott’® quoted in Cassidy

1999).

Tymms et al. (1997) found evidence that the first year at school had a 'major
impact' on children's numeracy and literacy. It is not clear from the research
whether such an effect is true of all children starting school or whether this
initial leap is connected only with the four and five-year-olds. The importance
and relevance of this difference, as Tymms et al. reported, is difficult to
assess since, as Aubrey et al. (2000) and Aubrey and Godfrey (1999)
suggest, children who have not started school so early ‘catch up' by the time
they have been in school a year or so. From the evidence presented (e.g.
Riley 1996) the fourth to fifth year of life, when spent in school at ages 4 to 5
years, does differ from other years, although this may be caused by the

change in children's lives as they begin school (Tizard and Hughes 1984).

Coulson's remarks (Appleyard 1998) suggesting that parents faltered by not
knowing the extent, in concrete terms, of their children's knowledge and his
stressing of the desirability of observable progress in children's attainment,
served to emphasise the point inferred by Aubrey and Godfrey (1999) that
too little value is placed on the informal knowledge that children bring to
school. Despite attempts to capture some of this knowledge (PIPS Project™
1997a, 1999) it is perhaps inherent in the nature of informal knowledge that it

is difficult to assess (Thomas 1998 p. 80'%). Moreover, judging by the

content of the 'PIPS End of Reception' test (PIPS Project 1998a)'® any value
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placed on such informal learning at the baseline level has been replaced by

the demands of the national curriculum.

3.2 LITERACY AND CHILDREN

3.21 LITERACY IN EDUCATION

Definitions of Literacy

Merriam-Webster (1999) described the terms ‘literacy' and 'literate’,

unchanged since their Webster (1883) dictionary, respectively as:

'the quality or state of being literate' [literacy]
‘educated, cultured: able to read and write: versed in literature or

creative writing: an educated person' [literate]

Merriam-Webster (1999)

Olsen (1999) cited the 1913 Webster definition of 'literate’ as:

'Instructed in learning, science, or literature' and also as, ‘one

educated, but not having taken a university degree’'.

Olsen (1999)

Merriam-Webster (1999) also refer to 'visual literacy', a term introduced in

1971:

'the ability to recognise and understand ideas conveyed through

visible actions or images (as pictures)'.

Merriam-Webster (1999)
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Despite what appear to be very broad definitions of 'literacy’, stemming back
many years, Brookes and Goodwyn (1998) perceive the word in terms of
what they view as its common historical usage, arguing that 'literacy' is no
longer just about the mechanical act of reading and writing but now involves
the newer areas of literacy such as computer, visual and media literacy.
Commenting upon what they described as the relatively new use of the term
‘literacy’ in education, Brookes and Goodwyn (1998) viewed this move to

conceptualise literacy as:

'a life long and open ended process i.e. a move from an
expectafion that only a minority will be truly literate to an

expectation of a society concerned with literacy for all.’

Brookes and Goodwyn (1998)

Speaking specifically about secondary schools, Brookes and Goodwyn

(1998) describe, however:

'a deep confusion [...] about what 'literacy’ is'.

Brookes and Goodwyn (1998)

Kress (1997) called for a radical reappraisal of 'literacy' and a shift in
educational practice. He viewed children as having underlying coherence to
their actions in drawing, cutting-out, writing, making collages etc. all of which

form precursors to writing, thus challenging accepted norms in language and

68 Chapter 3



PhD Dissertation: Paula Rothermel, University of Durham: 2002

literacy teaching by calling for a 'radical de-centering of language' in

educational theory and practice.

Despite these attempts to re-define 'literacy' to fit with today's learning
society, educationalists appear to be moving away from the 1883 definition
towards a narrower vision of literacy determined through series of tests at
every stage of children's lives. A recent case' was that of two home-
educated children, aged seven and eleven, wanting to enter school; the
headteacher was not prepared to take them, despite the eleven-year-old
being remarkably literate and having read since the age of two, in case the
school's SATS ™ test results were unduly affected: he proposed that they

should join the school after those exams.

This narrowing of the vision of literacy was also described by Brookes and

Goodwyn (1998), who commented upon the:

'pervasive sense in Western Societies that the media, especially
television are 'replacing' reading as the key interest of young
people.’

Brookes and Goodwyn (1998)

They referred to the lost interest in reading as being 'exacerbated' amongst
youngsters, in particular boys, by children's increasing use of computer
games and the Internet. Whilst increased computer use is coupled here with

a growing disinterest in reading, home-educated children increasingly use
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computer games and the Internet as an aid to developing literacy skills (Ray

1998; Meighan 1998b).

Thus, the ‘crisis' in literacy described in Brookes W. and Goodwyn (1998)
may have much to do with our contemporary definition of the term. Indeed,
Brookes and Goodwyn (1998) attributed the current 'crisis' as stemming from

the previous ten years' National Curriculum test results.

'These results suggest that many pupils leave primary school with
literacy levels that are inadequate for secondary school subject

work.'

Brookes and Goodwyn (1998)

Goodman (1972)"° suggested that:

'Universal literacy will be achieved only when we have understood
enough about the reading process and its acquisition to stop
interfering with learners in the name of helping them. [...] Reading

is a language process, the direct counterpart of listening.'

Goodman (1972)

He believed that reading should be seen as a language process, not to be
taught as a learned skill but developing naturally in much the same way as

spoken language. He argued that teaching children letter and word strings

70 Chapter 3



PhD Dissertation: Paula Rothermel, University of Durham: 2002

abstracts and disassociates the written from the spoken word. The learner
reader, Goodman believed, needs to have exposure to context and be able
to make his or her own connections in the same way that the learner
speaker does. Goodman argued not for the disintegrated mastery of 'parts'
but for the 'successive approximation of proficient reading', in the same way
that children's speech changes from babble to competent speech. He

surmised that learner readers should be:

'exposed to whole, natural, meaningful language [...] our goal
becomes one of making literacy an extension of the learners'

natural language development'

Goodman (1972)
Goodman found that the focus on reading weakness however, eclipsed

children's learning strengths. Motivation for reading he suggested, is as

intrinsic as it is for the spoken word:

'‘Language is learned because people need to communicate'.

Goodman (1972)

As children strive to extract meaning from written language, Goodman saw
them as gaining strategies that would aid comprehension; graphically,
grammatically, experientially and in learning to recognise where their

mistakes lie:
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'These strategies [...] are much the same as those the learners
have already learned to use in listening, and are learned with no

less ease.’

Goodman (1972)

The DfEE (1998c) described literacy thus:

'Literacy unites the important skills of reading and writing. It also
involves speaking and listening which, although they are not
separately identified in the Framework, are an essential part of it.
Good oral work enhances pupils' understanding of language in
both oral and written form and of the way language can be used
to communicate. It is also an important part of the process

through which pupils read and compose texts.’

DfEE (1998c p.3)®

Further elaboration came from Beard (1999), referring to the NLS:

'It is generally assumed in educational systems across the world
that one of the central purposes of schooling is to help pupils
learn how to read and write [...] Literacy is widely seen as
promoting valuable ways of thinking about and understanding the

world and ourselves.'

Beard (1999 p.7)

Yet Hoyle (1998) challenges this view of schooling:
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'Indeed, it may be useful to recall that an intended outcome for the
introduction of compulsory education was to maintain social order
in a way which obviated the need for more overt forms of coercion

[L..]

Hoyle (1998 p. 8)

National Literacy Project (NLP)

The National Literacy Project?!, involving just 18 LEAs and about 250
schools (Sainsbury 1998), was the forerunner to the National Literacy
Strategy that operates nationally in maintained schools. The aim of the NLP
was to improve standards of literacy by:

e providing short term objectives for teachers to follow in class;

e the introduction of the 'literacy hour?;

e the training and support for teachers.

After starting the project with below average grades, children's progress
scores demonstrated considerable improvement, whereby their grades rose
close to the national average, albeit still below it. Girls outperformed boys in
both scores and progress over the period, the difference of 3.4 standardised
points between boys and girls at the start growing to 4 points at the end

(Sainsbury 1998). Table 3.3 illustrates the improvements in scores:

TABLE 3. 3: READING TEST SCORES FOR THE NATIONAL LITERACY PROJECT 1996-1998
(SAINSBURY 1998 P.6)

Year Start: Average | End: Average | Increase in
Group standardised score (1996) | standardised score (1998) | standardised score
Year 1/2 | 85.6 97.0 11.5

Year 3/4 | 89.2 95.6 6.4

Year 5/6 | 90.0 96.2 6.2
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Sainsbury (1998) concluded that headteachers involved with the NLP were
‘overwhelmingly positive' about the project, whilst children became confident
in reading, needed less assistance with reading and experienced a huge
enjoyment of reading, thus providing an excellent template for the new

National Literacy Strategy.

The National Literacy Strategy (DFE 1998c) went further than the NLP, by
setting a target: In 1996, just 57% of eleven-year-olds reached the standard
expected for their age, that of Level 4, but by 2002 this was to rise to 80%
(Beard 1999 p.5). The strategy and target setting approach were the
response to the 'distinctive feature of British performance' (Beard 1999), that
a long 'tail' of underachievement existed that was greater than that of other

countries (Brooks, Pugh and Schagen, 1996, p. 10)

3.2.2 HOME-EDUCATED CHILDREN AND LITERACY

Home-educated children are not required to meet national targets in literacy
or any other area of the curriculum and there is no compulsion that they
participate in any formal assessment procedures: Thomas (1998) has
suggested that home-educated children, nevertheless, develop a love of
literature. Meighan (1995) described many home-educating families as
having 'no pre-determined plan of language teaching' and thus responding
simply to children's cues. He spoke of the easily available resources to

assist such learning:
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'285 hours each of the schools’ television and radio every year [...]
several million books in public libraries [...] museums in every town
[...] constant flow of cheap or free information from a dozen media
[...] home computers which are easily connected to phones and
thus other computers'

Meighan (1995)

Pat Farenga (1998)% described his home-educated daughter's learning:

'My oldest daughter, Lauren, who is now 11, spent large blocks of
time over the past year learning American sign language,
archaeology, and dance, none of which are part of most school
curricula, though they may be extra-curricular offerings in some
schools. Lauren learned math, science, history, reading, writing,
social skills, and more, but she learned them in the course of her
pursuit of these other subjects. These skills and tools were
learned and used to achieve her larger goals, rather than merely
being ends in themselves.'

Farenga (1998)

Some families, whilst adopting what many viewed as a more formal
approach to language training, nevertheless still appeared to take their cues

from the children. Marks (1996) wrote about his son's literacy learning:

'We were very fortunate in that what we did for him helped our son

so much. He completed the series of writing assignments we
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designed for him by the time he was 12 -- they were meant to last
him until he turned 18. The summer he turned 12 we let him enter
Lake Michigan College and take freshman English composition
and Michigan government. [...] He was graduated with honours
from both the department of English and their creative writing
program. [...] When he applied for his doctoral training in creative
writing at the University of Houston in Texas, he was their first
choice [...]. He has had poetry accepted in five literary journals
including Paris Review. His writing is so beautiful that when | read

it | have tears in my eyes and | can't talk.'

Marks (1996)*

Home-educated Children Learning to Read

Thomas (1998) studied 42 home-educating families in the UK and 58 in
Australia, selecting most participants through recommendations from 'co-
ordinators of non-aligned, loose networks of home-educators' and several from
introductions made by those recommended families. Thomas found home-
educated children to be keen readers, describing their enthusiasm as, 'a
celebration of literacy'. Citing Rogoff (1990), Thomas attributed this love of
literature to the children's exposure to 'dialogue' and to the way in which
parents responded to their children as ‘individual learners'. Many of

Goodman's (1972) themes are represented in Thomas' (1998) study:

'The best support for the proposal that school age children can

go on learning as they did in infancy comes from those parents
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who, when their children reach school age, just go on doing what
they are already doing. [...] These parents are simply continuing
their children's apprenticeship to the culture.'

Thomas (1998 pp. 67-68)

Within and besides this apprenticeship model of learning, Thomas found a
plethora of approaches taken by home-educators to their children's reading,
all seeming to work equally well. Whilst Thomas' findings lend weight to
argument of Moseley, Merrell and Tymms (1998) that, 'there is probably
more than one effective method or combination of methods' they shed no
further light on methodological debates such as that highlighted by Moseley
et al. (1998), namely, whether children best achieve lexical knowledge
through a 'wholistic' (sic) approach alone or through a combined 'wholistic’
and analytic spelling approach. Thomas did find however, that whilst the
parents employed the same teaching methods as those used in schools,
they differed in how they used them, this being determined by each
individual child's response. Thomas described home-educated children as
learning to read and write through phonic, visual and mixed approaches,
adding that some children acquired literacy skills:
'without their parents being able to explain how'.

Thomas (1998 p. 102)

Thomas found that it tended to be the children themselves who determined
when their literacy learning would advance, usually in response to a current

interest. Similarly, Moseley et al. (1998) report that in owing to 'inherent
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interest', schoolchildren commonly recognised the written form of peers'

names without them having being taught:

'Even at the age of five children do seem to be sensitive to 'one-
off words of moderate difficulty that have highly unusual spelling

features.'

Moseley et al. (1998 p. 8)

Home-educated Children and their Late Reading

A salient feature of Thomas' (1998) work was his conclusion that:

'a significant number of [home-educated] children do not learn to
read until very late, until between eight and ten years of age,
apparently without detriment’. (p.6) [...] 'in general, these ‘late’
reading children quickly caught up with and passed the level of
reading commensurate with their age and went on to thoroughly

enjoy reading'. (pp. 98-99)

Thomas observed that this was:

'in marked contrast with late reading children in school who typically
fall further behind their chronological reading age, as they progress

through the primary school.' (p99)

Thomas, however, did not undertake any formal assessments with his sample

and his assertions were based upon impressions and parental report rather
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than any clear evidence. His findings on late readers, therefore, need to be
understood in that context. Thomas had earlier posited that owing to the low
child-to-adult ratio, the home-educated children would be ahead of their
schooled peers in learning to read: his qualitative research however, did not
bear out his theory. Specifically, Thomas determined that from 105 children
aged over eight years of age who had never been in school, 19 children, or

18%, could be described as late readers:

'It is fair to conclude that learning to read 'late' is a feature of home
education, at least for those children who have never been to

school.' (p.103)

Whilst home-educated children who do not read by eight years of age are
described by Thomas (1998) as 'late readers’, schoolchildren similarly
circumstanced are labelled as having 'limited literacy skills' (Brooks 1997;
Barber 1997) or 'low levels of literacy' (Brookes and Goodwyn 1998). During
1998 the average percentage of seven-year-old schoolchildren achieving
level 1 and under in literacy testing and therefore displaying 'limited literacy
skills', was 21.3%: the average percentage of seven-year-old schoolchildren
scoring level 2, the standard norm, and above, nationally, during 1998, was
75.6% (QCA/DfEE 1999 p.10 and p.7). Although the 21.3% referred to here
relates to seven-year-olds whilst Thomas' 18% related to children aged over
eight years of age, the analogy that similar numbers in both groups were late
readers cannot be overlooked. One main difference between the groups

was that whilst one group was described in terms of achievement, the other
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was defined by their inadequacies, that is to say, home-educators tend to
speak of the 'late reader with reverence, as a rather special person whose
brain synapses have been too busy developing other dimensions of 'being'
to concentrate on learning to read. At school, late reading is synonymous
with underachievement, failure to meet government reading targets and with

being labelled 'SEN'.

Thomas (1998) did not use formal assessments with the home-educated
children. Therefore, in deducing the numbers of late readers amongst his
home-educated sample, he took the word of those interviewed, reporting
that, 'a finding as significant as this must be taken seriously' and supporting

his methodology with the argument that:

'Parents might well exaggerate their children's attainments but are
highly unlikely to dwell on what others might see as their failings. In
fact, many had to field strong criticisms from spouses, relatives and
friends because their children were not reading by the 'appropriate’

age.' (p. 103)

Literacy Assessments and Home-educated Children

There is a substantial body of information on the measured literacy
performance of home-educated children (Ray 1998; Lyman 1998; Anon,
Anon and Anon 1995; Van Galen and Pitman 1991; Rakestraw 1988; Scogin

1986). However, Anon et al. apart, these studies are North American. Other
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commentaries on literacy are the result of qualitative study (Thomas 1998)

and press report (Haughton 1999).

One British study by Anon et al.Z® (1995) examined the reading ages of 70
home-educated children aged between six and eleven years, using an
established sentence reading test® regularly administered in schools. The
cohort was taken from all home-educating families within one LEA's area
and participation was voluntary. The researchers speculated that they would
find significantly more children with reading difficulties than amongst the
national average: this hypothesis was unsupported. This study observed
that the children who had never attended school were, on average, 9.85
months ahead of the expected reading level for their chronological age,
whilst those children who had spent a period at school demonstrated a
reading age averaging 4.6 months ahead. Overall, it was found that 27% of
the children had a reading age below their chronological age and 3% had
matching chronological and reading ages: 70% of the home-educated
children demonstrated reading ages above their chronological age.
Nationally in 1995 27% of seven-year-old schoolchildren demonstrated
levels of literacy below the mean, as provided by the DFEE (Marks 1997).
Although Marks (1997) and Anon et al. (1995) studied different age groups,
the similarity in levels of ‘under-performance’ between home-educated and

schooled children, is notable (reflecting the case described in Section 3.2.2).

Speculation about the results of Anon et al.'s (1995) work might consist of

questions such as: what was the effect of family background on the results?
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Were those children with the highest reading ages simply from families who
revered reading skills and did this factor coincide with those children having
never been in school? Or was it that the children who had been in school
had experienced a more problematic educational time than those who had
been continuall