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Abstract

The major goal of this paper is to describe the social problems that
ethnic minorities are likely to experience in the 19:0s and to present
guidelines for shaping educational policies and programs that are likely to
help ethnic minority youths to experience more educational equity during
the remainder of the decade. The ethnic minority groups discussed in this
paper are those that are heavily concentrated below the poverty level and
that experience enormous social, economic, and educational problems.
Educational equity is defined in terms of output variables or the effects
of schooling, rather than in terms of input variables such as expenditure
per pupil and school facilities. Using this concept, educational equity
exists only when the educational outcomes are roughly equal for individuals
from diverse ethnic and social class groups.

An attempt is made in this paper to descrihe the complex status of
ethnic minorities and to predict their social and economic statuses for the
rest of the decade. Ethnic communities are likely to continue to be char-
acterized by both a substantial lower class and a significant middle class
throughout the 1980s. However, the rate of growth cf the middle class
ethnic commity is likely to be slowed during much of the decade. The
working class will remain a significant segment of ethnic communities.
Educational policy and programs should reflect the tremendous diversity
within ethnic qroups since the various populations within ethnic com-
munities often have different needs, aspirations, and educational qoals.

The foll~wing issues, which will continue to be important for the edu-
cation of minorities throuahout the 1980s, are discussed and policy issues
related to them are presented: (a) teaching minority youths the basic
skills, (b) teaching English to children who speak other first lanquaaes,
(c) standardized testing of minority aroup populations, (d) minimal com-
petercy testing, (e) preschool care and educational programs, (f) private
and public schools, and (g} ethnic studies programs in the nation's schocls
and colleqes.

)
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Forecasting the 1980s

As historians and social scientists, we are considerably more comfort-
able describing the past and present than forecasting the future. Describ-
ing the past and present is risky enough. Attempts to forecast the future
are fraught with difficulties. However, the social scientist must use the
same modes of inquiry to forecast alternative futures that are used to
describe the past and present. 1In the final analvsis, scientific fore-
castina must result from a reflective study and analysis of the best
historical and current data. The results of scientific forecasting are
similar in other ways tc other social science inquiries., Social scientists
are likely to disagree about possible events in the future as stronqly as
they disagree abru* current issues such as affirmative action, school
deseareqgation, and whether the importance of race in the United States is

dec1ining or inclining (see Willie, 1979).

Because of the continuity of the past, present, and future, my venture
into forecasting social problems and educational issues in the 1980s will
begin with a description of historical and current developments related to

the status of minorities in the United States. I will then make some

I am grateful to the following colleagues who made thoughtful comments
on the working outline for this paper: Carlos E. Cortes, Ricardo L. Garcia,
Geneva Gay, Phillip C. Gonzales, and James A. Vasquez. Cherry McGee-Banks
made insightfu! comments on an earlier draft.
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reasoned predictions about the possible status of these problems and issues
during the 1980s, and discuss their implications for the education of eth-
nic minorities., The major goal of this paper is to describe educational
policies and guidelines that will help minority youths to experiencc
increased educational equity in the 1980s. After examining policy alter-
natives and issues related to a problem, I will describe quidelines for
shaping policies that are most likely to result in more educational equity

for minority qroup populations.

Ethnic Minority Groups

The way in which ethnic minority youths and educational equity are

defined in this paper needs to be clarified. I am using ethnic minority in

a more limited way than I have used this concept in previous writinas
(Banks, 1979; Banks, 1981). I am primarilv concerned with ethnic minor-
ities who are members of aroups that experience serious problems in the
nation's schools, who are heavily represented among the unemployed, and who
are highly concentrated in families that are below the poverty level. This
definition excludes highly successful ethnic minority qroups such as Jewish
Americans, Japanese Americans, and Chinese Americans, but includes groups
such as Blacks, Indians, Chicanos, and Puerto Ricans. The issues discussed

in this paper are most pertinent to these four latter qroups.

The focus on social problems related to Blacks, Chicanns, Indians, and

Puyertn Ricans is not meant to suqgest that ethnic minority students who are
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Japanese, Chinese, and Jewish do not experience problems in school or in
the larger scciety. Students of American ethnicity, such as Sue (1081),
Pana (1981), Kitano (1976), and Greenhaum (1974), have described many of
the sociological and psvchological factors that influence, often neqga-
tively, the experiences of these youths in school and in the larger
society. However, these groups do not have the serious social, economic,
and educational prohlems that characterize tiacks, Puerto Ricans, Chicanos,

and Indians.

Educational Equity

The success that manv middle class Black, Chicano, Indian, and Puerto
Rican individuals experienced in the 1970s, and the acid debate over
affirmative action, sometimes qgive the impression that these groups now
experience equal educatioral opportunities. However, 1 am defining educa-
tional equity primarily in terms of educational outputs. This means that
groups such Blacks, Chicanns, and Irdians can be said to have equal educa-
tional opportunity only when the leading indicators of educational
achievement, such as completion of college, scores on the College Board,
and numbers in graduate school, are roughly equal to these indicators for
Whites. This definition of educational equity focuses primarily on the

results and effects of schooling rather than on input variables such as

expenditure per pupil, teachers' salaries, and supplies (Coleman, 1060,

pp. 9-24).
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When using this definition to determine educational equity, the
multiple indicators of educational attainment must be viewed as an inter-
related whole. Any one measure of achievement can be misleading. By 1979,
the per cent of Blacks completing high school approached 80 per cent of the
percentage for Whites (Bureau of the Census, 1980, p. 149). This was up
from 50 per cent of the percentage for Whites in 1970, This is a seem-
ingly dramatic increase in educational equity for Blacks. However, when
one looks at other indices of educatioral achievement, such as mean scores
on the Scholastic Aptitude Test (SAT), and the per cent of Black and White
colleqge graduates in 1979, the qains in educatioral equity for Blacks since
1960 1ook Tless impressive. In 1969, the per cent of Blacks who completed
four or more years of college was ahout 38 per cent of the percentaqe for
Whites. In 1979, that per cent had increased to 46 (Bureau of the Census,
19”0, p. 149). There were still cubstantial discrepancies between mean
scores for Blacks and Whites on standardized tests such as the SAT and the

College Board.

Thus, while the percentage gap between Blacks and Whites in completing
high school closed substantially between 1960 and 1979, the gap in college
completion closed only slightlv. Wide aaps in 8lack and White achievement

on standardized aptitude tests also remained.

It makes a tremendous difference, when designina educational policies,

if educational equity is defined primarily in terms of output rather than

input variables. When educational equity is conceptualized in terms of
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output variables, equity has been attained when schools and colleqes
serving different socioeconomic and ethnic aroups are equal in terms of
variables such as teachers' pay, facilities, supplies, and mean expenditure

for each child,

In the 1950s, after the Brown Decision, it was popular to define edu-
caticnal equity in terms of input variables because Black Southern schools
had been unequal to White schools in terms of these variables since the
"separate but equal" supreme court rulinuy in Plessy vs. Ferquson in 1896,
After 1954, maior efforts in the southern and border states were concer-
trated on obtaininag equal pay for Black teachers, and equal supplies, text-

books, and facilities for Black schools.

Impressive gains were made in equalizing input variables for schonols
serving low income and minority qroup populations during the 1260s and
1970s. Many schools in economically depressed areas used funds authorized
by the Elementary and Secondary Education Act of 1965 to make their input
variables more equal to those of schools in more economically advantaaed
areas. By the end of 1979, the federal qovernment had, under the author-
ization of this act, granted $23.2 billion tn local school districts

(Graham, 1980).

In 1966, tho massive and controversial "Coleman Report" (Coleman et
al., 1966} indicated that input variahles such as school facilities and

curriculum are not the most important correlates of academic achievement,
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Coleman concluded that variables such as the verbal abilityv of teachers,
-«

the children's sense of control of their environment, and the educiational

background of the children's fellow classmates were the most important

correlates of academic achievement.

|
The gains made in equalizing schonl input variahles such as teachers'

salaries and facilities during the 1960Ns and 1970s, the findings of the
infiuential Coleman Report, and the continuing failure of manv minority
youths to ajtain educational parity with White middle class youths have
made the input notion of educational equity insufficient for the 19R0s.
Increasingly during the 1960s and 1970s, educators realized that children
who were socialized within 3 family and community culture highly incon-

gruent with the culture of the schools were likely to experierce more

problems attaining academic success than childrer socialized in communities

very similar to the school culture.

Consequently, in order for many Hispanic children socialized in the
harrio to attain academic skills on paritv with middle class Analo vouths,
_ the school culture--which is primarily White and middle-clacs in its norms,
noals, and expectations (freenbaum, 1974)--has to make some maior changes
in the wav it delivers educational services. Merely treating most Hispanic
children "equal" or "the same" as White middle class children will not help
many of them attain the knowledae, skills, and attitudes needed *to function
successfully within our highly technolngical society., Recause of differen-

ces in motivational styles, !'anguages, and values, Hispanic and Anglo stu-
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dents may often have to be tauaht differently the same skills and knowledge

(Gay, 1981; Vasques, 1079),

In other words, children from some ethpic aroups, because of their
different historical, cultural, and social experiences, may have different
educational entitlements and needs. To reflect cultural democracy and pro-
mote educational equity, the school may be required to treat some groups of

children differently from other qroups.

The Jews, the Japanese, and the Chinese have heen verv academically
successful in the United States; yet, these groups have nev3r experienced
federally mandated bilinqual programs in the public schools (each of these
groups did establish private, after-school lanauage schools). This does
not n:cessar:ly mean, however, that many Hispanic children do not need
bilinqual education in order to attain educatinnal parity with other
students. Srme Hispanic students may need bhilinaqual proarams while other

may not.

To promote educaticnal equity during the 1980s, it is essential for
educators to formulate policy and prcgrams based on an output conception of
educational equity, to develop sophisticated and fair ways to determine
educational entitlements and needs, and to formulate educational policy and
programs that reflect the ennrmous diversitv hoth between and within ethnic

qroups such as B8lacks, Indians, and Chicanos.

4/
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Education and Schooliny

Educational equity will exist in our nation when the leading indicators

of educational attaimment are about the same fur all ethnic and social |

class groups. However, the common schools are only one of the irmportant
educational institutions in society. The family, the mass media, the

community, the church, and the youth culture play important roles in edu-

cating our youths (Cremin, 1976). In some ways, these are more important

educational institutions than schools.

Because the commor school is only one of the important educational
institutions in society, it is important for policy makers to realize both
the possibilities and limitations of schools in bringing about equal educa-
tional opportunity. Sche 1s can and should play cogent roles in educating
our youths (Graham, 1980), despite the arquments by the revisionist
historians and economists to the contrary (Bowles & Gintis, 1976; see
Ravitch, 1978). However, it is limited in achieving its goals to the
extent that other institutions promote norms, behaviors, and values that

contradict those promoted by the school.

Within the Tast decade, the school has been handicapped in helping
children to attain basic reading, writing, and mathematical skills because
it has received little help or support from the family, the community, and

from other important social institutions. The school's efforts to teach

children American Creed values such as justice and eauality are often
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undercut by practices in the larger society that contradict those teach-
ings. Admittedly, the public school has not distinquished itself by its
efforts to promote American Creed values. Nevertheless, it rarely gets

much community support or encouragement when it tries to teach them.

This paper necessarily focuses on the role of the common school in
bringina about educational equity. However, federal policy makers should
keep in mind the severe limitations under which schools work, the high
expectations the public today has for the nation's public schools, and the
entent to which the comnon schools are a reflection of society. Our high

expectations for the common schools should be tempered by these realities.

Full educational eguitv for minority youins is not likely to be
achieved until other institutions within society, in addition to the common
schools, implement reforms that support those that are proposed in this
paper for schools. We should also realize that the notion of equal educa-
tional opportunity itself is an ideal type and process concept. It is an

ideal we shculd work toward and a continuing process.

The Corpplex Status of Minorities

It is difficult to describe the social, economic, and educational
status of minorities today and to forecast their status for the rest of the
decade. A brief review of the various studies and commentaries on the
status and progress of Blacks since 1960 indicates the difficulty of this

task.

[
N
\
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Social sicentists, such as Wilson (1978) and Scammon and Wattenberg
(1973), have focused on Black progress since the 1960s. Hill (1979b)
discusses how Blacks have lost gains in the last iwo decades. Willie
(1979) and Jones (1981) describe the complexitv of the status of Blacks

during the 1960s and 1970s.

These social scientists reached conflicting conclusions using similar
data. Social scientists such as Willie and Jones, however, come closer to
rcality when they describe both the progress and regression Blacks have
experienced since the 1360s. Other minorities, such as Chicanos, Indians,
and Puerto Ricans, have also experienced progre-s and setbacks since the

1960s. Sowell (1081), in a Wall Street Jourral editorial, discusses the

extent to which some averagely qualified minorities were disadvantaged by
affirmative action programs. He points out, however, that minorities witn

superior qualifications often benefited from these programs.

One of the problems in social science is that writers tend to describe
echnic minorities as monolithic groups, rather than as groups with enor-
mous sncial class, reaional, cultural, ard linquistic diversity. One con-
sequence of the tendency to describe these aroups as monolithic is making
oversimplified and misleading statements such as "Blacks made continuous
progress during the 1960s and 1970s," “Chicanos steadily regressed during

the 1970s," and "Indian children have low self-concepts.”

These kinds of statements, which many social scientists make, fre-

quently conces] more than theyv reveal and often reinforce harmful educa-
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tional practices. Many educators accept the popular notion that nearly
every Black and Chicanc student is poor and often act on this premise.
Other educators believe that almost all Chicano children speak barrio

Spanish and need bilingual education to achieve in school.

Nuring the 1980s, educational policy related to ethnic minorities
should reflect the tremendous social class, reqgional, and cultural dif-
ferences within ethnic groups. Most Puerto Ricans, Blacks, Chicanos, and
Indians are at the lower rung of the social and economic ladder; yet there
are significant middle classes within each of these groups that, to some
extent, have different values, interests, hehaviar, and educaticnal needs

from their lower class kin.

While middle class ethnic individuals uvsually have a sense of people-
hood and identify with their ethnic qroups, they also have strong social
class interests that bind them in many ways to other middle class qroups.
Often middle class ethnic individuals find that their class interests
conflict with their ethnic allegiances. Not infrequently, middle class
ethnics find that their class interests are more important to them than
their ethnic attachments. Middle class Biacks and Chicanos often move to
suburban commurities and send their children to private sctools, not to
enhance their ethnic identification, but to live in ways they consider

consistent with their class status. Many middle class Black and Chicano

parents are probably more interested in their children attaining the skills

they need to get into Harvard or Stanford th. - “hey are in whether the
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school is sympathetic to Black English or barrio Spanich. Middle class
Black and Chicano parents are deserting the public schools as are White
middle class parents. Ethnicity remains a cogent .actor in American

society; however. it is often mediated by class interests.

Shaping and implementing educational policy for minorities in the 1980s
will become increasingly complex as more members of lower status ethnic
groups join the middle class. This kind of class mobility increases the
complexity of educating minorities hecause most middie class Blacks,
Chicancs, ard Puerto Ricans want to retain their ethnic identities, but at
the same time they desire the full benefits and opportunities that are con-
comitant with their class status. Manv middle class minority parents send
their children to prestigious private eiementary and high schools and
encourage them to apply to Harvard, but at the same time expect them to be
able to relate well to their cousins in the inner city and to be active (in
the case of Blacks) in the Black church, which is a very ethnic institu-
tion. Educators focused their efforts on helping lower-status minority
children during the 1960s and 1970s. Middle class minority children often
became invisible, or the school assumed that they, ton, were poor and
"culturally deprived." Educators should he keenly sensitive to the class

diversity within minority communities,

S
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The Multiple Social Classes in Ethnic Communities

Despite the gains that minorities have experienced since the 1960s,
there is still tremendous poverty amorq Biacks, Chicanos, Puerto Ricans,
and American Indians. The income gap between Whites, Blacks, and Spanish-
origin persons remains wide. in 1978, the median income for Whites,
Spanish-origin persons, and Blacks were, respectively, $18,368, $12,566,
and $10,879 (Bureau of the Census, 1980, p. 452). fven though a higher
percentage of Biacks had completed four years of high school than
Hispanics, and had a higher median years of schoo' completed, they had a

Tower median income.

Rlacks fare worce on all of the important economic indicators than both
Whites and parsons of Spanish origin. Spanish-oriqin persons are far worse
of f economicaily than White: of non-Spanish origin. In 1979, over 22 per
cent of 3lack families earned less than $5,000 compared to 14.6 percent for
persons of Spanish origin, and 6.5 per cent for Whites (Bureau of the
Census, 1980, p. 466). The per cent of both Elacks and Whites who are below
the poverty level has significantly decreased since 1957; yet the number of
Blacks and Hispanics who remain at this level .s substantial. In 1959,
18.1 per cent of Whites and 56.2 per cent of Rlacks were helow the poverty
Tevel. In 1969, those percentages had dropped to 8.2 and 30.9, respec-
tively. “n 1978, 2.6 per cent of persons of Spanish origin were bhelow the

poverty level (Bureau of the Census, 1980, p. 466).
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The per cent of female-headed households has increased sianificantly
for all American families since 1960. In 1960, 9.3 per cent of American
families were headed bv females. That per cent increased to 14.6 in 1979.
During this same period, the per cent of White families with female heads
increased from 8.1 to 11.6, and the per cent of Black familes with female

heads increased from 20.9 to 40.5 (Bureau of the Census, 1980, p. 452).

In addition to revealing some significant changes in American society
within the last two decades, the above statistics also reveal the sad eco-
nomic plight of many Black Americans. The fact that the number of black
families with female heads nearlv doubled hetween 1960 and 1979 is an
alarming and stark statistic. However, statistics such as this one do rot
reveal the total picture of Black America during the last two decades.
There is a significant Black lower class that this kind of statistic
“sscribes. However, it does not describe the significant Black middle

class that has grown since 1960,

There are large lower classes and significant middle classes in the
Black, Puerto Rican, Chicano, and Indian communities. To describe some of
these segments and not the others will result in the perpetuation of myths
and stereotypes ahout ethnic communities. In 1979, 13.4 per cent of Black
families earned over $25,000. In the same year, 7.9 per cent of the Black
population had completed four or more years of college (Bureau of the

Census, 1980, p. 149). Ten per cent of teachers, except college and uni-

versitv, were Black in 1979; 6.8 per cent of college and university teachers

were Black (Bureau of the Census, 1980, p. 419),
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There are, of course, other important seaments and classes within eth-
nic minority communities other than the very poor and the middle class,
such as laborers and kindred workers, sales workers, clerical and kindred
workers, and craft and kindred workers. Families within these cateqgories
of workers make up substantial and important segments of ethnic
communities. The educational needs of minorities within these social class
groups also need to be considered when educational policy is shaped for the
1980s. In many working class ethnic families in which both parents work,
their children do not qualify for special programs that benefit children
from poorer families. Yet their families often do ndt have enough money
and other resources to support educational experiences, enrichment
activities, and college tuition for them as do middle class parents. Con-
sequently, children from working class ethnic fanilies are often at a
disadvantaqe because they are from stable homes with two working parents,
yet their parents do not make enouah money to provide them with the educa-

tional opportunities they need and deserve.



Social Problems

17

Educational Issues in the 1980s

The first part of this paper descrihes the major concepts, ethnic

minority youths and educational equity, and the projected status of minor-

ities in the 1980s. This part describes educational issues related to
minorities that will be of concern throughout the decade. Successful
policies related to these issues must be implemented if ethnic minority
students are to experience increased educational equity during the 1980s

(see Figure 1).

Teaching Minority Youths the Basic Skills

Ways to help minority youths in all social class groups to attain basic
skills in reading, mathematics, and writing will be an important educa-
tional issue throughout the 1980s. Because of many complex social reasons,
includino the fact that the schools are now graduating more students from
high schools than ever before in the nation's history, including more
minorities--American students often score lower on standardized measures of
achievement than they did in the 1960s. The average score for college-
bound seniors on the Scholastic Aptitude Test (SAT) consistently declined
from 1067 to 1979 (Bureau of the Census, 1980, p. 164). However, as Grahcm
(1980) points out, the general decline in American students' mean academic
achievement is not as easy to describe as it is often assumed, and it has

not been uniform across subject areas and grade levels. She writes:

1)
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Educational Equity is conceptualized as equal achievement

outcomes in this paper.

Howevar, it is hypothesized that

the changes described in the sguares are necessary for the
school to help minority youths to attain skills and atti-

tudes equal to those of other children.
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Although the accusation [the failure to make students literate] is made
universally, I believe the charge should b2 leveled principally at the
Junior and senior high schools. There the inadequacy in academic per-
formance is most startling. The National Assessment of Educational
Progress, which beqan testing a national sample of students in 1970,
has recorded gains in reading achievement for nine-year-o0lds throughout
the testing period. Declines have occurred, however, in writing, some
kinds of reading, and in knowledge of science amonq thirteen-year-olds.
Seventeen-year-clds have similarly shown declines in science and
writing, while reading levels remain about the same. SAT scores, which

ostensibly measure quite different matters, have also declined during
the decade (p. 126-127).

Poor minority youths score less well on standardized measr.es of
achievement than middle class White youths. They are probabiy more vic-
timized by skill deficiencies than are White middle class youths. There
are probably many complex reasons for the chronic unemployment rate amonq
minority teenagers, including racial discriminaiion and the cultural dif-
ferences between the teenagers seeking jobs and the employers. However,
poor basic skills is probably a significant factor. In 1979, 13.0 per cent
of White youths between the ages of 16 to 19 were unemployed. The per cent
of unemployed minority youths between these aaecs .as 33.6, which is mcre
than double the per cent for Whites (Bureau of the Census, 1980, p. 398).
Hill (1979a), however, seriously questions the extent to which skill
deficiencies can explain the high unemployment rate among minority youths.
He writes:

The statistical evidence strcigqly contradicts the popular belief that

persistent high unemployment among black youth is primarily due to

thei~ educational or skill deficiencies--when job opportunities are
greater for vhite youth with Tower educational attainment. White high

school dropouts have lower unemployed rates (??2.3%) than black youth
with college education (27.2%). (pp. 78-79)

0
~~ A
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Defining the Basic Skills

Considerable controversy abounds, not only about the most effective
ways to teach minority youths the basic skills, but about ways in which the
concept of basic skills should be defined. Many active Citizen grouns have
a limited concept of basic skills, by which they mean fundamental reading,
writing, and mathematical skills. These groups have put considerable
pressure on the public schools to define the basic skills in this limited
way and to test students for their mastery of them. These pressure aroups

are likely to rema‘n active throughout the 19R0s.

Many professional educators helieve that it is a serious mistake to
define basic skills in such a way that they are limited to fundamental
skills in reading, writing, and mathematics. They believe that these
skills are very important, but are not sufficient to help children function
as effective citizens in the next century. O0Other skills which educators
consider essential are skills in reflective thinking, moral analysis, deci-

sion making, literary analysis, and social participation and action.

To function successfully within our complex society, students need to
master the basic skills, conceptualized in a way that includes reading,
writinag, and mathematics, as well! as other important skills. Youths who
are members of groups that are victims of racial discrimination will espe-
cially need skills in decisinn making, social action, and reflective

thinkina if they are going to be ahle te bring abont changes that will

“, )
by 4,
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further eliminate inequity in our society. Minority youths who have fun-
damental skills in reading, writing, and mathematics, but who have neither
the ability nor the will to contribute to the enhancement of social justice
in America, will be unable to make their maximum contributions to society.

A federal policy which promotes a comprehensive view of basic skills and

literacy is needed for the 1980s.

Theories for Teaching the Basic Skills to Minorities

Since the 1960s, several theories designed to help minority youths
attain basic skills and other important learning outcomes have emerged.
Fach of these theories ire based on particular assumptions and aoals.
Several of the more influential theories are discussed below and summarized
in Table 1. However, absent are the genetic theory, popularized by
Arthur R. Jensen (1969), the revisionist theory (Bowles & Gintis, 1976;
Katz, 1975), and theories developed by writers such as Jencks et al.
(197?2). These latter theories have influenced educational thouqht but have
had less impact on educational practice than the theories described in

Table 1.

Jensen (1969) focuses on the Timits that heredity places on minority
children's abilities to achieve at high levels. The revisionists, and
writers such as Jencks et al. (1972), emphasize the limited effects of

schooling. None of these theories, including those discussed below, are

mutually exclusive. Cultural deprivation teaching strateqies, for example,
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can be used in a deseqregated school. C(Cultural difference teaching tech-
niques can enhance the effectiveness nf deseaqregated classrooms. However,
these theories, svmmarized in Tabie 1, are sufficiently different to

warrant conceptual distinctions.

The Cultural Deprivation Thecrists

Cultural deprivation was one of the first theories concerned with the
education of lower class students to emerge in the 1960s. Cultural depri-
vation theorists assume that lower class youths are not achieving well in
school because of family disorganization, poverty, the lack of effective
concept acquisition, and because of other intellectual and cultural defi-

cits which these children experience during their first years of life.

Cultural deprivation theorists assume that a major qoal of school
programs for "cuiturally deprivad" children is to provide them with
cultural and other axperiences that will compensate for their coanitive and
intellectual deficts. Deprivation theorists assume that lower class
children can Tearn the basic skills taught by the schools, but that these
skills must often be taught using intensive, behay1or:lly oriented instruc-
tion (Bereiter & Engelinann, 1966). Write Bereiter and Englemann:

From the beqinning ther= is a lag in learnina that must be overcome if

disadvantaged children are to emerge from school with the same skill,

and knowledge as more privileged children. If the lag is to be made up
during the school years, then schools for disadvantaged children have

to provide higher-quality instruction and faster-paced education than
that provided for advantaged children. Another possible solution is to

r.
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Table 1
THEORIES FOR THE EDUCATION OF ETHNIC IINOPITY GROUPS

Theory Major Assumptions hajor Goals Some Major Researchers
Cultural The cultures in vhich To compensate for the cog- Betty Caldwell
Deprivation lower class youths are nitive and emotional def1- Carl Bereiter

socialized are deprived. cits that lower class Hartin Deutch
Consequently, these stu- youths have by providing Siegfried Engelman
dents have serious cog- them with cultural experi- Frank Reissman
nitive deficits when ences that will enrich
they enter school. their languages, enhance

their concept attainment
[ntensive instruction is abilities, and augment

needed for tnese children their self-concepts.

to perform on parity with

other children. To increase the academic
achievement of disadvan-
taged youths by providing
them with intensive,
behaviorally oriented
instruction.

Integration The most important To increase the achievement Robert L. Green
correlate of academic of minority group children Thomas F. Pettigrew
act1everent for minor- by placing them in desegre- Ray C. Rist
ity youths is the social gated school environments Charles V. Willie
class cemposition of the
schoul. To improve the racial

attitudes and human relations
Racial integration not skills of all children so that
only improves the per- various ethnic and racial
formance of minority groups will live in our
children, but has impor- society riore harmoniously.

tant positive social
outcomes for beth minor-
1ty and rajority group
chilcdren. It helps
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Table 1 (continued)
THEORIES FOR THE EDUCATION OF ETHNIC MINORITY GROUPS

Theory

Integration
Cont.

Cultural
Difference

Culturai
Pluraliser

Bicultural

Multicultural

Major Assumptions

students to develop the
social skills and racial
attitudes needed to live
in a multiracial and
multiethnic society.

Minority youths have rich
and diverse ethni< cul-
tures that have values,
lancuages, and behavioral
sty'es that are functional
for them and valuable for
Anerican <ociety

Hinority youths should
become multicultural--
able to function success-
fully within the main-
Stream society within
their own ethnic commu-
nity and within other
ethnic subsocieties.

To change the school

so that it respects and

legitimizes the cultures
of children from diverse
ethnic groups.

To make use of the

cultures of ethnic youths
to successfully teach

them the basic skills and
the values needed to make
changes within our society
to make it more consistent
with American Creed values.

Some Major Researchers

Roger D. Abrahams
Joan C. Baratz
Courtney B. Cazden
Asa G. Hilliard, III
{filliam Labov

John U. 0gbu

Jane R. Mercer

Manuel Ramirez

Muriel Scville-Troike
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provide this kind of 2ducation before the school years--the motivating

idea for preschool education for disadvantaged children (p. 6).

The landmark and widely quoted publication that articulates the
assumptions, methods, and goals of the cultural deprivation approach is The

Culturally Deprived Child by Frank Reissman (1962). Another important

publication in the movement resulted from the "Research Conference on
Education and Cultural Deprivation,"” held at the University of Chicaqgo,
8-12 June 1964. This conference, which was supported by the U.S. Office of
Education, was attended by leading social scientists and educators. The
major goal of the conference was to describe the problems of °-ucating
"disadvantaged" -populations, and to make policy recommendations to local,

state, and national agencies.

In the book based on the conference, Compensatory educatior for

cultural deprivation (Bloom, Davis, & Hess, 1965), the authors describe

the unique characteristics of culturally deprived children:

We refer to this group as cuiiurally disadvantaged or culturally
deprived because we believe the roots of their problem may in large
part be traced to their experiences in homes which do not transmit the
cultural patterns necessary for the types of learning characteristic of
the schools and the larger society (p. 4).

A large proportion of these youths come from homes in which the
adults have a minimal level of education. Many of them come from homes
where poverty, large family size, broken homes, discrimination, and
slum conditions further complicate the picture (p. 5).

What is needed to solve cur current as well as future crises in
education is a system of compensatory education [emphasis added] which

can prevent or overcome earlier deficiencies in the development of each
individual (g. 6).

[§)
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Most of the compensatory educational programs that emerged during the
1960s, such as Heau Start, Follow-Tnrough, and Upward Bound, were strongly
undergirded by the assumptions, goals, and methods of the cultural depri-
vation theorists. Carl Bereiter and Seigfried Engelmann (1666) developed
a widely used method to teach young children basic ski1ls in mathematics,
reading, and the language arts. Some of the assumptions that underlie
their program are evident in the following statement about ihe intellectual
abilities of lower class youths:

On general intelligence tests, disadvantaged childrer 1ypically have 5

to 15 IQ points below average. An average of 15 points on such scales

is grave indeed, and it is found reaularly amona Zouthern Negro
children and appears to be characteristics of ruerto Rican immigrant
children. Such a deficit places the averaye of the group on what is
now coming to be considered the borderline of mental deficiency,

femphasis added}, so that roughly halt of the children 1n such groups
fall into the mentally retarded range (Bereiter & Englemann, 1966,

p. 4).

The Integrationists

Another group of social science and educational theorists arque that

the most effective way to help minority youths to attain higrer lcvels of
academic achievement is to place them in higher status, racially ‘ntegrated
schools. The integrationists, citing data gathering by Coleman (1966), in

his massive study, Equality of Educational Opportunity, and the eanalysis

of the Coleman data by the U.S. Commission on Civil Rights {1367}, chaired
by Thomas F. Pettigrew, arque that the social class and ~acial composition

of the school are the most imoortant correlates of academic achievement for

;
LAY
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Black and other minority students. Another important goal of the integra-
tionists is to improve the racial attitudes and human relations skills of
both Anglo and ethnic minority students so that they can live more har-
moniously in our pluralistic society. Robert L. Green (1977), a leading
integration theorist, comments on the positive benefits of school

desegregation:

The findings on changes in achievement following desegreqation indicate

that black student achievement will improve, and white student achieve-
ment will be unchanged or may show improvement. There are also other
reasons that desegregation is in our best interests. The Kerner
Commission warned that unless children of different races had the
opportunity to interact in the educational setting, the racial atti-

tudes produced by three centuries of myth, ignorance, ard bias wouid be

perpetuated. J. Kenneth Morland has shown that by the end of high
school in a segregated school system, black children develop favorable
attitudes about their own racial group but highly unfavorable attitudes
about whites. Similarly, white children consistently show, from ele-
mentary school through high school, a favorable ranking of their own
race and unfavorable ranking of blacks . . . . There is reason to hope

. that integration in our school systems may foster more tolerance
for and understanding of cultural and racial differences in society.
The improvements in interracial attitudes can be both immediate and
Tong lasting (p. 227).

The integrationist's strateqy for improving the education of minority
children evoked considerable controversy during the 1970s, and experienced
a number of setbacks in major cities in tne North and West because of the
strong opposition to school desegregation among diverse social class and
ethnic gqroups. Coleman et al. (1975) strongly challenged the integration-

ist's theory by arauing that school desegregation drives Whites from the

cities, resulting in the resegregation of city schools. Derrick Bell

£, -
~J
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(1980) believes that desegregated sch~nls are often hostile places for
Black students. Despite the attacks and setbacks they experienced during
the 1970s, the integrationist theorists, such as Pettigrew and Green (1976)
and Rist (1978), continue to discuss the positive consequences they believe

school integration can have for both minority and majority group children,

The U.S. Commission on Civil Rights (1976) strongly supports school
desegqregation. Through its conferences and puhlications, the commission
tries to balance much of the negative publicity given in the popular press
to school desegregation by describina school districts in which desegrega-
tion has been successfully implemented, such as in Seattle, Washington and
in Little Rock, Arkansas. Writes the commission (1976, p 8),
"Despite the publicity given to violence in Pontiac, Boston, and
Louisville, numerous communities have implemented the law peacefully.
Although largely ignored by politicians and the natiornal press, these com-

munities represent in many ways the real story of desegregation today."

The Cultural Difference Theorists

Categorizing the cultural pluralism, bicultural, and multicultural
theorists into one group is, to some extent, misleading since there are
important differences among these theorists. Cultural pluralists, such as
Barbara A. Sizemore (1973) and Derrick Bell (1980), for example, are often

strong critics of the effects of school desegregation; whereas bicultural
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theorists, such as Alfredo Castaneda and Manuel Ramirez (1974), rarely

discuss school desegregation.

Categorizing these theorists into one group is done here because of the
beliefs, assumptions, and gocals they share, and because it is beyond the
scope of this paper to discuss their works in length. A1l of these theo-
rists strongly reject the assumptions of the cultural deprivation theorists
and arque that educational programs for minorities should be based on dif-

ferent premises.

The cultural pluralism, bicultural, and multicultural theorists are

cultural difference theorists who reject the idea that minority youths have

cultural deficits. They argue that ethnic groups such as Blacks, Chicanos,
Puerto Ricans, and Indians have strong, rich, and diverse cultures. These
cultures, argue the cultural difference theorists, consist of lanquages and
dialects that are rich and elaborate (Smitherman, 1977), and of values,
behavioral styles, and perspectives that can enrich the lives of all
Americans (Forbes, 1Y73). Ethnic minoritv youths, argue these theorists,
fail to achieve highly in school not because they have deprived cultures
but because they have cultures that are different from the school's culture

(Baratz & Baratz, 1970).

Cultural difference theorists believe that the schools often fail to
help minority children to achieve at high levels because they ignore their

cultures and rarely use teaching technique and styles that are consistent
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with the culture, lTifestyles, and values of minority youths. Research by
bicognitive theorists suggests that ethnic minority and Anglo-American stu-
dents often differ in their cognitive styles and that most teachers have
cognitive styles that match those of Anglo-American students (Ramirez &

Castaneda, 1974).

Ramirez and Castaveda (1974) have found that Mexican American youths
tend to be more field-sensitive than field-independent in their cognitive
styles. Anglo American students tend to be more field-independent. Field-
sensitive and field-independent students differ in hehavior and character-
istics. Field-sensitive students tend to like to work with others to
achieve a common goal and are more sensitive to the feelings and opinions
of others than are field-independent students. Field-independent students
prefer to work independently and to compete and gain individual reccgni-
tion. Students who are field-independent are more often preferred by
teachers and tend to get higher grades. Research on motivational styles
(Vasquez, 1979), language (Labov, 1970), and patterns of mental abilities
(Stodolsky & Lesser, 1967), also describe important differences in Anglo

and ethnic minority ouths which have important pedagogical implications.

Theories for Educating Minorities in the 1980s

The cultural deprivation theory was the most frequently discussed, and
presumably the most widely -i1sed, theory tor educating lower class minority

youths during the 1960s, especially after passage of the Elementary and
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Secondary Education Act (1965), which provided millions of dollars for edu-
cational reform. The Coleman Report, issued in 1966, gave further impetus
to the integrationist's strategy for improving the educational achievements
of minority students. The cultural difference theories arose to challenge

the cultural deprivation position. Valentine's book, Cultire and poverty:

Critique and counter-proposals (1968), was one of the first important

theoretical statements to reject the cultural deprivation theory.

Fach of these theories are being used to educate lower class and min-
ority youths. This trend is likely to continue during the remainder of the
decade. The cultural deprivation theory, which was harshly criticized
during the late 1970s by many ethnic minority scholars, is likely to gain
more legitimacy during the 1980s because of the heavy emphasis today on
conicepts such as “the economic underclass" and "female-headed household."
The inteqrationist theory is likely to experience continued setbacks during
the 1980s. Research related to cultural differences theories is likely to
continue during the 1980s, although the advocates of these thecries are
likely to have increasingly less influence in the national media and in

educational circles throughout the 1980s.

Federal policy should encourage the development, testing, and evalua-
tion of diverse theories for educating minority ycuths. Approaches and
strategies that are encouraged by the federal government chould respect
the rich cultural diversity of minority children, encourige schools to

legitimatize the cultures of these students, and promote the democratic

ideals of the nation state.
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Teaching English to Children who Speak Other First Langquages

The 1980 censuz indicates that there are over 14 million Hispanics in
the United States. Because of the high birthrate among this population and
the continuing immigration from Mexico, the number of Hispanics is likely
to increase significantly during the 1980s. Many Hispanic children are
reared in hcmes where the first lanquage spoken is Spanish. Many children
who are members of cther ethnic groups, especially the recent Asian
immigrants, are also raised in homes in which languages other than English
ar2 spoken. Throughout the 1980s, the issue of how best to t~*-h English
and the other basic skills to linquistic minority students will be an

important and controversial izsue.

Approaches to teachina English to students who speak other languaaqes
range from the strongly assimiiationist "Enalish Only" approach, to a
method that tries to maintain students' native Tanguages while teaching
them Erglish. Prior to the ed'~ irnal reforms of the 1960s, a strongly
assimilationist view of lan~ »ther than English was pervasive in the
public schools. A "No Spanish 2" was often harshly enforced in many
schools in Texas and in other parts of the Southwest. Children who were

caught speaking Spanish during the school day were frequently punished and

ridiculed.

The "Teaching English as a Secord Language" approach is assimilationist-

oriented sirce maintenance of the students' first languages is not an
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important goal. Rather, the students' native ianguages are used as

vehicles to help them learn standard English.

The "Bilingual-Bicultural" approach differs from both of the preceding
approaches since its goal is to have students master standard English while
at the same time maintaining and improving their native languages (U.S.
Commission on Civil Rights, 1975). Another important goal of this approach
is to help students learn more about both of the cultures in which the two

languages are imbedded.

A federal policy is needed in the area of second lanquage education
that will serve the best interests of lanquage minority students and
language majority students, as well as the nation state. The "English
Only" approach is probably unacceptable to many Americans today because it
blatantly violates cultural democracy and fairness. The "Teaching English
as a Second Language" approach can help students to learn standard English;

however, children may lose their native languages with this approach.

The "Bilingual-Bicultural” approach seems to offer the most benefits to
all groups of students and to the nation. It helps lanquage minority stu-
dents to maintain competency in their first lanquaqges and cultural ties
with their ethnic communities. In effective bilinqual-bicultural programs,
both the minority languages and Efnglish are taught to both language minor-
ity and language majority studerts. Both groups cof students also learn

more ahout each other's culture. By acauirina a second lanquaqe, lanauage
g

} o ‘. -
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majority students become more ethnically literate, better able to function
effectively within diverse cultural settings, and better able to understand
and appreciate their own uriique cultural and linquistic characteristics.
There is a tremendous need for our nation's citizens to increase their
lanqguage com' ~tency and literacy. The President's Commission on Foreign
Lanquage and International Studies (1979) wrote cogently about the cultural
and linguistic illiteracy that plaques the nation. The commission wrote:
Nothing less is at issue than the nation's security. At a time when
the resurgent forces of nationalism and of ethnic and linquistic
consciousness so directly affect global realities, the United States
requires far more reliable capacities to communictae with its allies,
analyze the behavior of potential adversaries, and earn the trust and
sympathies of the uncommitted. Yet, there is a widening gap between

these needs and the American competence to understand and deal success-
fully with other peoples in a world of flux.

Standardizea Testing

Ethnic minorities, such as Blacks, Chicanos, Puerto Ricans, and
Indians, continue to score far below Whites on 1.Q. and other standardized
tests. Consequently, they are frequently placed in low academic tracts
where teachers have low academic expectations for them. Students do not
achieve at their highest possible levels with these expectations and nega-
tive attitudes (Leacock, 1969). Research by multicultural theorists such
as Jane R. Mercer (1974) and Robert L. Williams (1074) indicates that
minorities often score poorly on standardized measures of academic apti-

tude, not because they actually have less academic potential than White

students but because they are not "test wise,”" and because these tests use
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examples from the mainstream culture, which most of these students do not

know as well as they know their own cultures.

Mercer (1974) summarizes some of her research that documents the harm-
ful effects that standardized testing often has on minority group children.
There were four-and-a-half times more Mexican-American children and
twice as many Black children labeled mentally retarded as would be
expected in the schoo! population, and only half as many Euro-American
children . . . . These objective consequences reveal one of the latent
functions of 1.Q. testing in the public schools--the maintenance of the

subordinate social position of certain minority groups. The educa-
tiona) system functions as a primary institution in allocating persons

to adult social statuses (p. 82-83).

Despite their harmful consequences for many minority group children,
more rather than fewer standardized tests are likely to be given to all
groups of students during the 1980s. Increasingly, the results of these
kinds of tests will be used to mzye important decisions ahout students at
earlier and earlier points in their lives. As colleges are forced to cut
enroliments because of declining resources, they are likely to require
increasingly higher standardized scores for admissions and placement.

Thus, minorities are likely to be especially victimized during the 1980s by
standardized tests and test results. Federal policies need to address this

important problem if many of the educational opportunities gained bv minor-

ities during the 1960s and 1970s are not qoina to be deeplv eroded.

Attempts to end the testing of minority students is probably not a
reasonable policy to pursue. Standardized tests are institutionalized in

most schools and colleaes, and importcnt decisions are based on them.
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Researchers such as Williams (1974) and Mercer (1974) attemptud to develop
altern.tive measures for minority group populations. While the results of
these efforts are promising, considerably more attention needs to be
devoted to alternative ways to identify promising minority students and
those who need educational remediation. Existing standardized aptitude
tests often do not reveal the high academic aptitude of many minority group
students. This is a serious and continuing problem which merits con-
siderable discussion, research, and action at the local, state, and federal

levels.

Minimal Competency Testing

The issue of minimal competency testing will continue to be an impor-
tant and controversial issue in the 1980s. This movement emerged largely
as a response to the public outcry and disappointment over the constantly
declining scores of high school graduafes on the Scholastic Aptitude Test
and other measures of academic achievement. Data produced by the National
Assessment of Educational Progress program has enabled Americans to keep a

constant eye on the educational progress of a national sample of students.

The many complex factors that have contributed to the constantly
declining scores of students has not been well understocd by the public.
Consequently, the public is demanding that schools define a minimal level
of competency for high school graduates and require graduates to attain

This issue will remain problematic in the 1980s

these competencies.
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because educators are having a difficult time determining a definition of
"minimal competency,” and in assessing minimal competency skills in the
basic skills area. Many leaders are concerned that the initiation of mini-
mal competency testing on a large scale will substantially reduce the
number of minority youths who will be ahle to graduate from high school,
and consequently will further deny them job opportunities. Federal
assistance is needed in this area to help communities to resolve this
problem in a way that is satisfactory to the public and yet that enhances

rather than denies minority and other youths equal education opportunities.

Preschool Care and Educational Programs

Since the 1960s, the number of female heads of households has substan-
tially increased. Also, the number of women in the work force has
increased. These trends are likely to continue during the 1980s hecause of
changing values, lifestyles, and because of the pernicious effects of an

inflated economy.

As more families become headed by females and as more women gain full-
time employment, the issue of parenting and day care for preschool children
will become an increasingly important social and educational issue. This

problem is especially acute in the Black community, where the per cent of

female-headed households increased from 20.9 to 40.5 from 1960 to 1979.

This problam is further complicated by the possibility that welfare

reform during the 1980s may make it necessary for many mothers on welfare

l')
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to gain full-time work. Children experience critical development points,
both coanitively and emotionally, during their first years of life.

Preschool and daycare programs in the United States vary tremendously in

quality, and in general are not consistent with the quality of the other

1¢vels of education in the nation.

Alternative models for providing effective day care for young children
need to be developed, tested, and evaluated. Models where private industry
assumes a major responsibility for the day care needs of its workers need
to be studied and examined for their possible contribution to an effective
solution to this problem. Because of declining enrollments in most public
schools systems throughout the United States, many school districts have
vacated buildings that might be converted to successful centers for

preschool programs sponsored by other agencies and institutions.

Private and Public Schools

About 10 per cent of the elementary and high school students in the

United States attend private schools. This per cent is likely to increase

during the 1980s because of the public's rising disillusionment with the
perceived quality of the nation's public schools. The recent study by
Coleman, Hoffer, and Kilgore {1981) provides research support for many of
the widely held pramises about private schools. These researchers con-
cluded that (a) private schools produce better coanitive outcomes than

public schools, (b) private schools provide a safer, more disciplined, and
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more ordered environment than do public schools, and (c) non-Catholic pri-
vate schools have lower teacher/student ratios than do puplic schoels.

However, Catholic schools have higher teacher/student ratios than do public
schools. These researchers also concluded that non-Catholic private school
students have bo'h higher levels of self-esteem and fate control than stu-

dents in public or Catholic schools.

The poiicy issues related to private and public schools are made more
complex by other findings in the voleman study. Private schools enroll a
smaller percentage of Black Students than do the public schools, but Black
students are more segregated in public than in private schools. Private
schools are also strongly divided alung religious lines. While the
majority of Catholics attend public schools, over 90 per cent o€ the stu-
dents who attend Catholic scHoo]s are Catholic. Colemzn et al. also found
that private schools have a narrow range of extracurricular activities and
fewer course offerings in vocational and other nontraditional subject

areas.

|

!

{ Coleman et al. believe that their research findings provide more Sup-
; port for policies that will increase rather than decrease the role of pri-

vate schools in American education. They write:

It is hard, however, to avoid the overall conclusion that the factual
premises underlying policies that would facilitate the u<e of private
schools are much better supported on the whole than those underlying
policies that would constrain their use. Or, to put it another way,
| the constraints imposed on schools in the public sector . . . seem to
| impair their functioning as educatioral institutions, without providing
|
|
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the more egalitarian outcomes that are ore of the goals of public
schooling {p. xxix).

The Coleman et ai. study added fuel to a fire that was already burning
over issues related to public and orivate schools. Many professional
educators harshly criticized Coleman et al.'s findings and arqued that the
study was designed to undercut support for the pubiic school and to bolster
the growina political suppcrt for tax credits for private school tuition.
Supporters of private schools have eagerly endorsed the findings and often
cite them in public forums. However, the issues concerning the role of
private and public schools in American education are far larger and more
complex than the Coleman et al., study, and are likely to demand a con-

siderable amount of public attention in the 1980s.

Government policies should be devised that will promote pluralism in
American education, and yet tiy to improve the public schcols (and/or the
public perceptions cf them), so that public confidence in public education
can be restored and the desertion of the public schools by the middle class
will be slowed. Middle class parents from diverse racial and ethnic groups
are deserting the public schools in increasing numbers because they are
losing faith in the public school's ability to teach their children the

basic skills and to help them acquire values they deem important.
Coleman et al.'s study (1981) indicates that:

At the middle and higher income levels, the increase in probability of
enrollment of blacks with increase in incrme is higher than that of
whites. At virtually all income levels, ooth the probability of
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anrollment of Hispanics and the increase in that probability with
income are higher than for non-Hispanic Whites (p. xxviii).
This evidence suggests that middle class minorities may be more eager to
send their children to private schools than are Whites with comparable

incomes.

Unless decisive steps are taken to improve the public perception of the
nation's common schools, restore confidence in them among middle class
populations, and make them safer places for children and teachers, the
exodus of middle class parents from the public schools is likely to esca-
late during the 1980s. If this happens, within a few decades, our public
schools will be attended primarily by White and minority poor. This would
be a serious consequence for our nation. The public school is one of the
few institutions in our society where there is still the possibility that
children can be brought together to learn the ideals of American democracy
within the context of racial, ethnic, and social class diversity.
Admittedly, the school has not come anywhere near to fulfilling this

possibility. However, the dream still lives.

Ethnic Studies Programs

One result of the ethnic r~evitalization movements of the 1960s and
1970s was the establishment of ethnic studies programs within the common
schools and colleges and/or the inclusion of ethnic content into the main-

stream curricula of these institutions. Advocates of ethnic studies
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programs and curricula arqued, during the first phase of these programs,
that ethnic studies courses and programs were needed to help minority

youths to gain a sense of pride in their past and to better understand the *
experiences of their peoples. As these programs were developed, however,
educators increasingly began to state that the information and concepts

they taught were beneficial for all students and not just for ethnic

minorities.

Courses and programs related to ethnic studies also became more
scholarly and intellectually rigorous during the late 1970s and 2arly
1980s. This trend will continue. In the 1980s, because of declining
resources ard the Tow status that ethnic studies courses programs typically
have within their institutions, and because of the conservative political
atmosphere in the nation, ethnic studies face the possibility of severe
reduct ions in most institutions and elimination in others. Policies need
to be devised and implemented that will help educators assess the status of
these programs and courses, determine their strengths and weaknesses, and
ascertain which aspects of them should be retained and which can make the

best contribution to educational equity and the liberal education of all

students in the nation's common schools and colleges.
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Summar

While it is difficult for social scientists to forecast the future, the
same inquiry modes that are used to describe the past and present must be
used to depict possible futures. An examination of the past and present
status of ethnic minority groups that have enormous social, economic, and
educational problems suggests that their status will not change signifi-
cantly during the remainder of the decade. These groups are likely to be
characterized by a large lower class and a significant middle class
throughout the 1980s. However, the rate of growth of the middle class
within ethnic minority communities is 1ikely to be slowed for much of the
decade. The working class will also remain a significant segment of ethnic

communities.

Educational policy and programs during the 1980s should be designed to
increase educational equity for minority group populations. Ecuity should
be defined primarily in terms of the results of schooling. To help minov-
ities experience increased educational equity in the 1980s, educational
policy should reflect the enormous diversity both between and within ethnic
groups. The following educational issues require attending and effective
policies if minorities are to experience increased educational equity in
the 1980s: (2) teaching minority youths the basic skills, (b) teaching

English to children who speak other first languages, (c) standardized

testing of minority group students, (d) minimal competency testing,
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(e) preschool care and educational programs, (f) private and public

schools, (g) ethnic studies programs.

(38)6
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