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This opportunity to contribute to a symposium addressing the comprehensive
school in international perspective is valuable. It is also challenging: my contribution
has been much more difficult to complete than the one that I shall give tomorrow,
which focuses on the English experience.

Of course, it is the English experience of comprehensive schooling that I
know best. I was a pupil at an English comprehensive school. The schools in which 1
completed my teaching practice while training to become a school teacher — in the
northern English city of Liverpool — were comprehensive schools. Subsequently, I
taught in two comprehensive schools, in Birmingham and Milton Keynes. Also, I
have researched and written extensively about British comprehensive schools, and
have been involved in several television and radio programmes relating to the
history of secondary education in the United Kingdom (UK).

In the United States (US), half a century of writings about the American
comprehensive high school have honoured the tradition and place of democratic
ideas, landmark reports, curricular models and the role played by leading domestic
educators in promoting such ideas. Yet such writings (e.g. Conant, 1959; Sizer, 1984;
Angus and Mirel, 1999) have barely acknowledged the similarities and differences
between the American comprehensive high schools and, for example, British,
Scandinavian and Australasian variants. Writings from other countries, including
my own in England, also communicate unfamiliarity with practices in other parts of
the world. A recent volume, edited by Barry M. Franklin and my colleague, Gary
McCulloch (2007), may be seen as the beginning of a process that can better
understand how the comprehensive school, as an institution, has fared in different
parts of the world. There is, as they acknowledge, much more to be done on this front
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(McCulloch and Franklin, 2007, p. 203), and this symposium makes a contribution to
that process. I am looking to learn, of course, about Japanese experiences and
perspectives. In the early 1970s, Half Way There, a classic — and, as things turned
out, over-optimistic - British text on the comprehensive-school reform suggested that
Japan was implementing secondary comprehensive schools across the nation. From
what I understand, the Japanese comprehensive school model was widely, and
uniquely, adopted in both the public and private education sectors. Again, from what
I understand, the Japanese comprehensive high school, like those in many other
national settings, has encountered some particular challenges and difficulties in
urban contexts. But it has not been called into question in the same way that it has
been in some other Western countries,

Where did the comprehensive school originate? In England, the idea of the
‘common school' can be associated with the nineteenth-century Chartists and such
figures as the social reformer Francis Place (1771-1854), but the idea took stronger
root in the US. The late Caroline Benn and Clyde Chitty argued that the common
school was integral to the project of building an American public education system.
During the 1830s, a free journal for teachers, The Common School Advocate, was
widely circulating in the north-eastern states, but already, at that time,
controversies reigned about whether the central purpose of the common school was
to prepare children for the world of work or to promote good behaviour. Nor was
there agreement about whether the curriculum should comprise only basic subjects:
some teachers, for example, favoured the teaching of chemistry, geometry and
trigonometry (Benn and Chitty, 1996, p. 2).

The period from 1890 to 1920 has been identified as a crucial period, when
support for the American common school evolved into support for the comprehensive
high school, an outcome of the interaction between progressive educational thinking
and he development of the liberal democratic state (Murphy et al, 2001, p. 18). The
idea of the high school as a 'crucible of democracy' was a thread that ran through a
report, entitled Cardinal Principles of Secondary Education in 1918 (Commission on
the Reorganization of Secondary Education, 1918). The Cardinal Principles report
‘asserted that the main objectives of secondary education . . . should include health,
homemaking, vocational education, social-civic education, education for wise use of
leisure and ethics, and command of fundamental processes' (Hammack 2004a, p. 8).
It owed something to the egalitarian and humanitarian thinking of Horace Mann
(1796-1859), the early-eighteenth century educational reformer, and to Henry
Barnard (1811-1900), who 'played a leading part in promoting the conception of the
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common high school' (Benn and Simon, 1972, p. 28). The Cardinal Principles authors
also displayed anxieties about the likely impact of industrialism and urbanization on
American society:

They thought a schooling experience shared by a/l of a community's
youth through early adulthood was imperative in the service of social
solidarity. In one widely cited passage, they argued that the son of the
factory owner should go to the same school as the future janitor in that
factory (Hammack, 2004b, p. 130).

European secondary schools at this time were normally restricted to pupils
whose families could pay fees. Separate academic and vocational schools, in which
pupils followed notably different curricula, presented what Fritz Ringer, drawing on
the social theory of Bourdieu, termed a 'segmented’' system, with selective schools,
such as the French Iycée, the German gymnasium and the English grammar school
developing strong academic traditions and links with the universities. The
segmented school model, he argued, favoured social reproduction, whereby the three
types of capital identified by Bourdieu — social capital, cultural capital and economic
capital — were, 'within a parental generation . . . reincarnated in an essentially
similar distribution within the following generation' (Ringer, 1987, p. 4; see also
Bourdieu, 1977). The 1920s saw brief, but ultimately limited and unsuccessful,
movements in France and Germany, for example, to create a common school (Benn
and Simon 1972, pp. 25-6; see also Campbell and Sherington, 2006, p. 1), but the US,
continued to lead. It was in this decade that the high school became established as
the institution 'serving the masses' (Spring, 1990, p. 197).

Graham Savage, an English Board of Education official, who later served as
Education Officer of the London County Council, provided a fascinating outsider's
view of early American comprehensive high schools. Towards the end of his life, in
1965, Savage recalled that, 40 years earlier,

I chose to go to New York State because it is about the same size as this
country [England]. And I went to Indiana to get a contrast. I found that
New York schools had plenty of shortcomings, but I thought their non-
selective system was good. American children did not get a hurdle at 11.
Mind you, they were huge places — I remember being asked to meet the
staff at one, imagined it would be a quiet chat in the common room, and
found myself confronted by 250 of them (7he Times, 2 April 1965, p. 8).
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In fact, the view that was widely held in Britain, that American comprehensive high
schools were massive, seems not to have been true. Murphy et al (2001) report that,
at the outbreak of the Second World War only 15 per cent of American high schools
were attended by more than 500 students and a 10-teacher institution housing 250
pupils was the norm (Murphy et al 2001, p. 37).

School size, then, does not seem to have been the 'bogy' in the US that it proved
to be in the UK. By contrast, the assumption that comprehensive high schools would
teach a unified curriculum was more problematic in the US than in the UK. It is now
widely argued by American historians of education that the pursuit of egalitarianism
via a 'unitary' curriculum, extending 'the offer of education to as many people as
possible regardless of their background, ambitions, or abilities’, undermined the
pursuit of high academic standards and quality (Murphy et al 2001, p- 38), and
raised expectations of the schools that could not be met (Angus and Mirel, 1999).
Similarly, Jurgen Herbst, author of a major critique of American secondary
education, strongly argues that the custodial mission of 'schoolmen' meant that the
American comprehensive high school embarked on a 'rudderless voyage' during the
twentieth century (Herbst, 1996, p. 208), which has contributed to the sense of crisis
surrounding the comprehensi\?e school project at the present time.

Today, these criticisms now have a familiar ring to them, not just in the US,
but in other parts of the world, too. But, as Sherington and Campbell have recently
argued, the American comprehensive high school provided a highly significant model
for possible adaptation throughout the West, following the Second World War
(Sherington and Campbell, 2008, p. 121). Comprehensives gained an unlikely
champion in the form of James B. Conant, the former President of Harvard
University, who is widely remembered for writing that:

The three main objectives of a comprehensive high school are: first, to
provide a general education for all the future citizens; second, to provide
good elective programs for those who wish to use their acquired skills
immediately on graduation; third, to provide satisfactory programs for
those whose vocations will depend on their subsequent education in a
college or university (Conant, 1959, p. 17).

But, as Floyd M. Hammack has recently cautioned, Conant also raised a set of
troubling questions — albeit ones to which, he felt there were satisfactory answers —
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that encapsulate the difficulties that comprehensive schools have faced, and continue
to face, at an international level:

One can raise the question whether, under one roof and under the same
management, it is possible for a school to fulfil satisfactorily three
functions: Can a school at one and the same time provide a good general
education for all the pupils as future citizens of a democracy, provide
elective programs for the majority to develop useful skills, and educate
adequately those with a talent for handling advanced academic subjects
— particularly foreign languages and advanced mathematics? (Conant,
1959, p. 13; Hammack 2004a, p. 13).

Before the Second World War the country that had demonstrated greatest
interest in following the American example was New Zealand, where an Education
Minister had outlined the government's intention 'to convert a school system,
constructed originally on a basis of selection and privilege' to one that could 'cater for
the needs of the whole population over as long a period of their lives as is found
possible or desirable' (quoted in Benn and Chitty, 1972, p. 36). But, in Europe, 'the
structure of post-primary education in most West European countries' in 1945 'was
still largely the same as in the nineteenth century' (Henkens, 2004, p. 193), with
differentiation by school type, curriculum and social class. A range of European
reform initiatives established the preconditions for introducing comprehensive
schools or, at least, for trialling such schools.

Following the amalgamation of a secondary modern and grammar school in
Anglesey, Wales, in 1949, for example, England and Wales commenced a period of
experimentation, mainly on the fringes of English cities or in areas that had
experienced wartime bomb damage. In Sweden, too, the 1950s witnessed a period of
experimentation ahead of the government decisively legislating, in 1962, in favour of
non-selective schooling, while such countries as Belgium, Norway and the
Netherlands also planned national systems of comprehensive education that
revealed centralist and corporatist traditions of those countries (see Rust 1990;
Kerckhoff et al 1996; Wesselingh 1996; Henkens 2004).

The experience of the 1960s and 1970s across the world seems to point to the
conclusion that comprehensive schools worked well in rural and small-town areas,
where private school enrolments were low and a genuine cross section of children in
terms of social class and ability attended them. Comprehensive schools were less
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successful, nor did they live up to the name 'comprehensive' in cities where parents
were heavy users of private education, where residual opportunities for public-
funded selective education permitted parents to select schools other than their local
school for their child, and where the school served homogeneous communities in
respect of social class or ethnicity. In London, where I work, it is hard to escape the
conclusion that the comprehensive school, as it was originally conceived, failed.
There are almost no schools in the capital now that even include the descriptor
'comprehensive' in their name. Similarly, the so-called comprehensive schools in
which I have worked both suffered by being located close to more prestigious,
selective schools, which recruited the best and brightest middle-class students in the
locality.

It remains a source of regret to me that I never taught in a 'true'
comprehensive, yet, as a pupil I did attend one. For beyond the large cities, I can
take to you to counties and relatively small towns — including Northampton, where I
was educated, and Horsham, 30 miles south of London, where I now live - where
comprehensive schools are generally well supported by parents of all backgrounds,
and where pupils achieve public examination results that exceed the national
average before proceeding, in large numbers, to higher education. In Scotland and
Wales, too, comprehensive schools have not generated the same controversy as they
have in the English cities.

The puzzling thing is that, during the 1980s, when, under the premiership of
Margaret Thatcher, a crisis in British school standards and education quality was
acknowledged, there was too-little recognition of the city versus non-city
differentiation. It was a failing, perhaps, of the defenders of English comprehensive
schools that they did not produce more examples of successful case study
comprehensives to counter the general accusation, often directed by individuals with
little knowledge of life outside London and no experience of being a consumer of state
education, that the comprehensive school movement did not deliver. The moment to

do this has now gone and the term 'comprehensive school' has, regrettably, been
tarnished.

Mirroring the British urban experience, in the US, it has been argued that
Suburbanization made urban high schools far from comprehensive, at
least in the sense of enrolling a cross-section of a community's youth.
Suburban schools inevitably reflected the economic and social
composition of their residents, and these were seldom very diverse. Some
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older and midsize towns have schools that remained comprehensive in
this regard, but these have become a significantly smaller proportion of
U.S. high schools (Hammack, 2004, p. 131).

In Australia, too, where a network of comprehensive schools had developed
quickly during the 1950s and 1960s, there was a recognition, by the end of the
twentieth century, that the forces of globalisation, industrial, technological and
demographic change required more diversity and flexibility in secondary school
provision. In 1999 Ken Boston, then the Director General of Education and Training
for New South Wales, who is currently the Chief Executive of the English
Qualifications and Authority, argued that the stand-alone comprehensive high school
was no longer fit for purpose (Campbell and Sherington, 2006, p. 153). New Zealand
also seems to be at a point where the comprehensive ideal is under threat (Lee et al,
2007).

Ironically, by the. 1980s, it was widely conceded that, where selective systems
of schooling had been retained, as in West Germany, for example, a more satisfactory
system of comprehensive education was occurring without the presence of
comprehensive schools (see The Economist, 'Schools could try harder', 15 March 1986,
p. 29). The greater specialisation and differentiated curricula associated with the
German model, giving greater emphasis to pre-vocational education, for example,
was said to explain the relatively higher attainment of German pupils in
international comparisons of pupil attainment in mathematics (7he Economist, "The
three meanings of equality', 20 September 1986, p. 28).

The global tendency, over the last 20 years, for public education to be in a
perpetual state of reform, leading to the relaxation of catchment areas, the demise of
the 'neighbourhood' secondary school and the introduction of market-led 'solutions' to
the areas of school budgets, staffing and curricula has left the comprehensive school
exposed and vulnerable (Campbell and Sherington, 2006, pp. 2-3). Yet the demise or
death of the comprehensive school as a global institution may have been exaggerated.
Susanne Wiborg, my colleague from the Institute of Education, University of London,
begins her chapter in the Franklin and McCulloch collection with the following
words, which might, perhaps, be equally applicable to the Japanese case:

When looking at Scandinavian education it is not so much the question of
whether comprehensive schooling is struggling to survive that comes to
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mind, as why comprehensive schooling is doing so well in this part of the
world (Wiborg, 2007, p. 131).

Economists and educationists have marvelled at the late-twentieth century Finnish
‘miracle’, which saw the country transformed over a generation from a mostly
agricultural economy with a barely-noticed education system into the leading
competitive economy with, according to the Programme for International Student
Assessment (PISA), the best school system in the world (Crook, 2008, p. 256). Given
that Finnish children and young people score highly on such measures as literacy,
problem solving and mathematics, one wonders whether attendance at a
comprehensive school over a nine-year period, with mixed—ability classes, from ages
seven to 16, is a factor in that country's exceptional performance.

I hope very much that there can be some discussion about international
comparisons and that I can learn something of the Japanese position on the
comprehensive high school. This is especially needed, it seems, for Christopher P.
Hood's analysis, Japanese Education Reform: Nakasone's Legacy (Hood, 2001),
published in the English language seven years ago, mistakenly reports that
Japanese comprehensive schools emerged in the final two decades of the twentieth
century, claiming also that 'Such schools are likely to play a larger role in the future'
(Hood, 2001, p.110). This statement, I hope, might provide a starting point for
further contributions this afternoon. Taking the question posed by Caroline Benn
and Clyde Chitty, is the Japanese comprehensive school alive and well, or is it
struggling to survive?
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I will submit you following three questions on the
symposium (at this point in time, though they're still incomplete).

First,in the relationship with the LEAs. I have studied mainly about the
LEA systems as secondary (or medium) powers (in a Durkheimean term, 'pouvoir
secondaire’) which have autonomous functions.

Prof. K. Shimizu(1994) said that one of the causes of the fall of the
comprehensive education was the ambiguousness of their definition, with the
reformation policies being left to each LEA. Do you think if it was a negative side of
the autonomy of LEA system? Were there other ways in which the LEAs should
function?

Second. He also pointed that giving up the concept 'grammar school for
all' at the first half of 1970s under the Conservative government was the critical
moment of the declination of the comprehensive schools. The successive Labour
government also had not stressed academic excellence in comprehensive education.
I regard New Labour's policies
for Academies as having some meaning of the compensate education entailing the
positive discrimination and stressing the standard and excellence. What do you
appreciate the point?

Third, there are little reference to the relationship with the higher
education policies. As a Japanese, it seems curious, because, in Japan, we often
judge the qualities of secondary schools in relation to the higher education. How do
you regard the comprehensive schools as an access to higher education?

Iy —iEB

On 1, Professor Shimizu's argument is powerful, of course,

but I tend to take a different view. I believe that the autonomy of LEAs was a
strength, and that, with less central government interference, a stronger system of
comprehensive schooling could have developed in the 1970s.

Many excellent comprehensive schools were created that are still operating,
especially in rural areas.

On 2, if ] understand correctly (and please excuse me if

do not), I do not agree that the comprehensive movement declined in the early 1970s.
Numerically, at least, 1970 to 1974 was the period when more
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comprehensive schools were formed than in any earlier or later five-year period. But I
do agree that there was insufficient attention given to the curriculum for
comprehensive schools. Many teachers who had been very

successful in grammar-school environments chose to retire early rather than teach
mixed-ability classes. The failure to develop curricular programmes for less academic
children was a definite failing of the 1970s and 1980s.

On 3., during the 1960s and the first part of the 1970s the

proportion of young people proceeding to higher education in the UK was in single
figures. There was a massive expansion in entry to higher education, particularly in
the 1990s. A majority of young people entering higher education since that time have
attended non-selective schools, so it could - and perhaps should - be represented as a
great success for British comprehensive education. Yet politicians and others rarely
make this point.

I do hope that this is helpful. I shall look forward to meeting you and discussing the
points you raise in further detail.
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