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_ A correspondent in The Observer a short time ago concluded
his letter thus :_ óThe Fairy Tale of Education runs as follows:
Once upon a time God made three types of children. The Nor-
wood Report discovered what they were. The Ministry put
themineatly in 6llýúI'úlôll schools. And they all lived unhappily ever
after. We in the comprehensive school believe that there are as
ma"? diýþfýnl types of child as there are children, and that it is
not our Job in educatzon to iron out the differences and produce
one standard product or three standard roducts 'ust because it. . . . P Its admmzstrattvely convenient and suits the haphazard historical
development of our educational system.

ðG. A. ROGERS, Headmaster of Walworth School, London.

0..
THE OVERWHELMING MAJORITY or CHILDREN IN THIS COUNTRY attend
(compulsorily between the ages of ýve and ýfteen, voluntarily after that
age) schools maintained at the public expense, under the control of
lplcal authorities (county councils or county borough councils). To call
hem public schools as is done in America, would be misleading since

t at term is used here_ for those schools of high social prestige (usually
residential and fee-paying) which have traditionally provided this country
with a governing elite. To_ call them _ state schools is also a misnomer,
since although the state, via the Ministry of Education, supplies local
education authorities with more than half their funds, it does not run
the schools itself, nor employ teachers itself, nor lay down a curriculum.
In many important respects the local education authorities are autono-
mou_s, though they maintain schools by virtue of a series of Acts of
Parliament, from the Act of l870_ which set up the old school boards
(which lasted until 1902) to provide universal compulsory elementary
education, to the Act of 1944 with the promise of ñsecondary education
for allò.

The IQ44 Education Act has been implemented by diþôerent local
authorities in many drýerent ways, which have been the centre of social,
educational and political controversy ever since. As Professor Ben
Morris, then Secretary of the National Foundation for Educational
Research put it a few years after the Act came mto force:
_ ñIn Britain, we have only recently replied to the question, óWho
is to be educated?ô with the answer, óAll the children of all the peopleô.
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We are now forced to ask ourselves, óWhat kind of education have we
in mind?ô Some suppose that, after the English Education Act of 1944,
the era of equality of educational opportunity has already arrived. But
it seems to me that the educational system now ýnds itself the victim
of its own two major traditions, the one of a liberal culture originally
intended for a professional and governing class, the other of an essen-
tially utilitarian training designed for the masses engaged in the pro-
duction and distribution of goods and services. The oýcial solution of
course is to stress the need for what is called ódiversity of educational
provisionô and for óparity of esteemô as between diþerent types of school.
óThe urbanity of such phrases, however, serves only to conceal a social
conþict; it does nothing to solve it. Such a conþict exists. It is
revealed in the bitter struggle to obtain entry to the grammar school,
which is regarded primarily as the road to the most desirable occupa-
tions. Indeed, the demand for equality of educational opportunity
seems to have produced a widespread phantasy that professional jobs
can be found for all. But between these catchwords, óequalityô, diver-
sityô, óparityô, lurks a genuine problem, for which the English secondary
school system will have to provide a solution. How? My own view
is that we shall have to create alternatives to the present forms of
grammar schools . . . The most dangerous solution to my mind appears
to be the one at present in greatest favour, the tripartite system of
grammar, technical, and modern schoolsðthe latter a euphemism for a
school designed for the pupils of average and sub-average intelligence.
Such a policy favours the increase of social segregation. It separates
from each other in early puberty, and more or less permanently, those
who will later become administrators, technicians, and skilled and semi-
skilled and unskilled workers. This solution seems to me to mist-
-conceive the needs of the type of society we are at present building up
by other means, and it appears to be based on a grossly over-simpliýed
psychological theory of development.ò

He was writing more than a decade ago, and we can see that he
was over-sanguine about the ñtype of society we are at present building
upò. We are building up exactly the kind of society which the tripar-
tite system of secondary education is designed to perpetuate. (It is
actually a dual, not a tripartite system, since less than 4 per cent of
English children attend technical schools). Fee for instance the article
Education, Equality, Opportunity in ANARCHY 1, or Towards a Lumpem
proletariat in ANARCHY 17, where it was pointed out that ñThe educa-
tional system subserves the concept of a society based upon differential
rewards in the occupational structure. The rightness of this concept
is unquestioned by all brands of political parties, right and left; the
anarchists alone question the rightness of the fundamental principle of
the wages system.ò 5

Social inþuences on the educational system are always stronger
than educational inþuences on society, and it would be naive to expect
modiýcations to the structure of secondary education to have any
radical effect on the structure of society as such. ñInstitutions like
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schools,ò writes the headmaster of one comprel_iensive_ school, _ñcannot
be manipulated into a pattern. that conþicts with social realities . .. .
Conscious social purpose is apt to produce COI1'[1'Et;l;y results from those
intended, and social engineering_ to defeat itself . Nevertheless, the
strongest challenge to the educational assumptions of our hierarchical
society in the last ten years has come from the experience of the com-
prehensive school.

=|= =i= ==i=

For a deýnition of what a comprehensive school _is, we {may turn
to a Parliamentary answer by a Minister of Education H BW Years
ago who explained that ñsecondary schools are classiýed as comprehen-
sive where they are intended to p1'0V1dú- all the secondary education
facilities needed by the children of a given area, but without being organ-

ó learl -deýned sides ò A closer general description than thatised in c y - A _ . ,,
cannot be given, since no two comprehensive schools are alike. Thor?
is no typical comprehensive school! declares _Mr. A._ E. Howard o
Forest Hill School, in his chapter in the symposium Inside the Compre-
hensive School, and another contributor, Raymond King of Wands-
worth School (who also contributes to this issue of ANARCHY), observes
that

In the decentralised English educational system, _in which there is rela-
tively little direction and still less speciýc prescription from the Minigtry
of Education, trends in educational organisation have tended to re egt
unformulated social and educational pressures and have oftenhadaptgdc
provision to local needs or shown local initiative in meeting c ange
tions and trying out new ideas.

Comprehensive schools are in fact operated by little more than a
dozen of the 146 local education authorities in England and Wales.
Thus in the County of London 36 per cent of 13-year-old children
attend them, while in Essex none do. In the City of Coventry "35
per cent of 19-year-olds are in comprehensive schools, but in the City
of Bradford none are. In the Isle of Anglesey in Wales, all secondary
education is comprehensive.

The case for the comprehensive school may be put brieþy thus
It is absurd to imagine that there are three types of 'F1l111ld to mate
the three diþerent systems of _ secondary tô3dl.1CþlllOI1: e attempt to
sort them out (which means in practice the selection of children to
ýll an arbitrarily limited number of grammar school places) at the age
of 10 or ll, has been shown to be unscientiýc and inaccurate. It dis-
torts the curriculum of the primary school (ñthe rat-race begins at
sevenò), it gives the unselected óI5 to_80 per cent a damaging sense of
ñfailureò. The eþect of ñstreamingò is that of a self-fulýlling prophesy
-ðyou separate the bright from the dull and proceed to make the bright
brighter and the dull duller. Subsequent transfer of misýts between
separate schools is very _ difficult and so distressing to parenltis and
children that in practice it seldom happens, but in the compre cnsive
school on the contrary it is possible, in Mr. Kingôs words ñto ýt the
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educational curriculum to the pupil---and not create misýts by attempt-
ing the opposite.ò

The case against the comprehensive school is more diýcult to put,
because no-one in these mealy-mouthed days likes? to go on record as
an elitist or an anti-democrat. At its weakest it can be expressed in
this quotation from a Conservative electoral announcement published
in the Sunday papers before the last general election:
W Education should bring out the best in your children. It should

encourage them to go forward, not force them to hang back. It should make
them want to make the most of their brains and not be ashamed of it.

Equality not quality, is the Socialist idea. How would they work it
out of practice? The grammar schools, for a start, would have a rough
time. So would the modern and technical schools. The Socialists want to
put all our eggs in one basket...

The comprehensive school is their answer to everything. Yet these
schoolsðall still experimentalðhave only been in existence ýve minutes.
Some of our grammar schools have been working successfully for many
hundreds of years.

It sounds frightening? It is frightening. Parents have always treasured
the right to give their children the. education of their choice, etc., etc.

Most of the criticisms of the idea of comprehensive education are
on this level. Perhaps we shall hear fewer of them as the fact emerges
that the comprehensive schools are extending the academic success asso-
ciated with the grammar schools to a wider group of children. This
is certainly the striking experience of Anglesey whose four comprehen-
sive yschools were developed out of what had previously been grammar
schools. At Wandsworth School in London, also a former grammar
school, Mr. King has shown that

óself-selection by responseô within a þexibly organised curriculum enables
many pupils who were below ógrammarô category at eleven to reach the
sixth form and the university. The only ólossô to the rammar school is
that of its óCô Form. But this is no loss to the pupils who have been able
to ýnd their fulýlment elsewhere in a school that is equipped to aim at
high standards in other departments. These pupils are less likely to leave
prematurely than the frustrated and the apathetic.

Mr. P. G. Squibb of the same school noted recently in an article in The
Guardian that ñover half of our academic successes are achieved by
boys who, at eleven, were deemed unsuited to academic courses.ò

II! =l= 1!

There are two criticisms of the comprehensive idea which need to
be taken much more seriously. The ýrst is that in a school for children
of all levels of ability, the non-academic pupils, who leave earlier, are
denied the chance of ever being ñtop peopleò in the school world. Mr.
Harry Ree, a well-known critic of comprehensive schools remarks that
ñIn a Modern school, the child who works for and achieves, for instance,
his three or four O-level subjects gets an immense stimulus from the
glory and honour he knows he will receive. In the Comprehensive
schools, for the average child this stimulus is removed: he knows that
those who win the applause are achieving results far beyond his reach.ò
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And he cites this observation by a teacher with a long experience of a
comprehensive school:

All our prefects have come from the academic streams . . . that is true
also of house captains . . . as do the majority of the teams . . . Violin
classes, and consequently the orchestra, are attended mainly by academic
children. The choirs contain few non-academics; although great efforts are
made to include them in plays (as in all school and house activities), it is
rare for even one to be willing t.o take a part. I have also taught in a
Secondary Modern school and recognise in my present school many who,
in a different setting, would have -been responsible and successful leaders.

One way of coping with this problem is to ignore its existence, and
in fact to emphasise it by concentrating on proving by exam results how
wrong were the academic jeremiads on the comprehensive school.
Another is to spread prefectorial responsibilities down to the fourth form
as at Elliott School, or to diligently seek alternative ýelds in which
the least academic pupils can achieve success as at Wandsworth. A
different approach, which is probably closest to the point of view of
our readers, is to question the whole ideology of ñsuccessò and ñleader-
shipò. Dr. Robin Pedley in his pamphlet Comprehensive Schools today
remarks that

Prizes are a rather obvious and ineffective carrot. I taught for several
years in a. Quaker school which lived happily and successfully without them.
The panoply of cups, shields and medals also seems, if not very pernicious,
not very elevating either. We need to encourage eýort for the sake of the
pursuit itself, rather than for material rewards. Though the gleaming trophy
is not intended to do so, it may cloud these principles in the minds of both
the delighted recipient and the disappointed loser.

He criticises the traditional prefect system which was developed
in the ñpublicò and voluntary grammar schools when they were pre-
paring boys for the aristocratic leadership of society, and has been
borrowed in this century by the maintained grammar schools, more
recently by the modern schools, and now by the comprehensive schools.
He suggests instead a much wider spread of responsibility:

In other words, the members of a school community--as of any other
communityðnee-d not elect ñleadersò or ñprefectsò as such (though hardly
any schools have got even thus far)ðpupils elevated to permanently superior
status, a new aristocracy; but rather to give to the natural social groups
within the school--the form, the department, the various clubs and societies,
including both pupils and teachers--ð--much more opportunity of discussing
adolescents are capable of exercising sensible judgment on far more matters,
which affect others, there should be joint committees or lower school and
upper school councils, upon which representatives elected for a limited term
could serve. No one who has studied the early growth of responsible
behaviour in our nursery-infant schools, or its later stages in the high
schools of U.S.A. and in progressive schools in this country, can doubt that
adolescents are capable of exercising sensible judgment o nfar more matters,
anddmatters more serious, than the trivial things they are usually allowed to

eci e. I
Why do so many heads hesitate, or reject outright this vitally important

aspect of the social education of their pupils? In some cases it -maybe
due to sheer lack of originality and knowledge; some, perhaps, are not well
informed of experiments elsewhere, and it does not occur to them to adopt
any "system other than that to which they have become accustomed. There






























