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INTRODUCTION

On May 24, 25, and 26, 2000, the Northeast Superintendents’ Leadership Council held its 12th Annual Superintendents’
Leadership Institute in Newport, Rhode Island, at the Newport Harbor Hotel and Marina.

The theme—"Children in Motion: The Whole Child - Standards, Assessment, and the Search for Accountability”—and its
critical role in public schools were underscored by a major article on the topic that appeared in The New York Times on May
25, the second day of the Newport Institute.

The goal of the Institute was to examine the issue of student mobility from several perspectives, including Northeastern
University professor Dr. Barry Bluestone’s economist’s view and the Annenberg Institute for School Reform’s Dr. Kate Nolan
with her analysis of the impact of curriculum and standards on children in motion.

Dr. Isidra Albino, undersecretary of education for the Commonwealth of Puerto Rico, having considerable knowledge and
understanding of the issue, offered her reflections and observations, and Dr. Martin Huntley, director of technology at the
Northeast and Islands Regional Educational Laboratory at Brown University (LAB), posed concerns about the developing
“digital divide.”

Special guest Milagros Lanauze, senior program specialist in the Office of Bilingual Education and Minority Language Affairs
at the U.S. Department of Education, shared greetings from her department and participated as an active observer.

Responding to the Bluestone and Nolan keynotes, superintendents met in two breakout groups: Impact of Mobility on the
Whole Child, and Impact of Curriculum and Standards on Children in Motion. Each group was led by colleague facilitators
and reporters, and Education Alliance staff served as recorders at the sessions.

Two special-interest group dinners were held as part of the Institute program. Charlene Heintz, director of professional
development for educational leadership at the LAB, led the Women in the Superintendency group, and Jennifer Borman,
research and evaluation specialist at The Education Alliance, facilitated the Deans and Superintendents session.

Summaries of the two breakout sessions are included in the Appendix along with reports from the two special-interest dinners.
The Northeast Superintendents’ Leadership Council is particularly interested in these topics and will continue to include
them on the organization’s active agenda.

John R. Correiro
Director, Superintendents’ Leadership Initiatives
The Education Alliance at Brown University
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THE ECONOMY AND
STUDENT MOBILITY

Barry Bluestone

I have been rather active this past year (2000) in
writing a series of books that all happen to be coming
out at the same time. One of them is a book that is
already in the bookstores called Growing Prosperity:
The Battle for Growth with Equity in the Twenty-first
Century. Because that book deals with why America is
doing so well now economically after 20 years of
wandering in the economic desert, | have been invited
all around the world to speak about that book. In just
the past 4 months | have traveled to Italy, Spain,
Germany, and, in December, Japan. What is quite
interesting is that we go to all of these countries—and
I particularly thought about Germany and Japan as |
thought about my comments here tonight—and the
question that gets raised over and over again is: “Why
is America doing so well, and why are we doing so
poorly?” Here in the United States our unemployment
rate is down to 3.9% nationwide. In some parts of
New England, in greater Boston, it is below 3%. In
Europe it averages 11%, with unemployment at 12%
in France, 16% in Spain, 11 or 12% in Italy. In Japan,
while the unemployment rate is low, it is rising, and
for the first time in post-World War 11 history it is
higher than that of the United States.

At the last conference | attended in Europe, in Berlin
just a few months ago, there was a panel that included
none other than Chancellor Gel Harshhoda, the
chairman of the board of the Deutsche Bank—which
was about ready to merge with the Dresna Bank (that
merger was called off)—and various other officials at
the very highest level. The two Americans who were
there, Amitai Etzioni, a famous sociologist from
Columbia University, and myself, sat and smiled at
each other as we heard them diagnose what was wrong

in Germany. Why is Germany doing so badly? Why is
its unemployment rate so high? Why is its growth rate
somewhat lower than ours? The answer: “Our schools
are no good.” Germany? “Our schools are no good.
We have to do in Germany what the Americans are
doing.” Etzioni and | smiled at each other.

A month later I am in Japan. | am in Tokyo with a
fairly distinguished group of government officials and
university professors. And again the question is, “Why
is America doing so well? Why does Japan have
essentially a zero growth rate? You know the reason?
Our schools are no good.” Japan! “We need to have a
better school system and maybe you, Dr. Bluestone,
can tell us how you do it in America?” Well, of course,
if you come to America, despite the fact that we have a
3.9% unemployment rate; despite the fact that we
have a better than 4% growth rate; despite the fact
that we now have productivity growth which is every
bit as good as during the boom years at the end of
World War 11, everybody is complaining about the
school system that created the kids of our generation
who are rebuilding the American economy. Something
is not right here. We have to understand that.

What | want to do today is to talk about the issue that
you are going to be talking about for the next three
days. And I have to tell you at the outset that this is
not my forte. I am a labor economist who studies
labor markets. I direct the Center for Urban and
Regional Policy now at Northeastern University,
which is dealing with housing and workforce develop-
ment. But quite frankly, | have not looked too closely
at this question of the churning of our student
population and family mobility. So | went back to the
drawing board—Ilike a good student, particularly one
who has to face so many superintendents, not to speak
of principals and teachers of social science—to try to
figure out what is going on here. What | am going to
do in the next few minutes is give you an idea of how
an economist would look at this issue of student
mobility and where we are in America and particularly
in the American schools. I will try to put it into a
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broader context that may or may not have relevance
for your discussions this week.

I think, as | have suggested, that despite our economic
growth rate, despite our productivity boom, despite
our low unemployment rate, there is perhaps no time
in American history when the public schools have
been under more scrutiny, or indeed, attack. Why?

I think one reason why the schools are now under
scrutiny is that the information revolution, which has
brought us this new-found wealth, presumably
requires a much higher level of education and training
than in any time in our history. Therefore, to the
extent that our information revolution drives our new
economic renaissance, and the information revolution
is driven by brain power, the schools become a central
part of this whole nexus.

The second reason why | think the schools are under
scrutiny and attack is that, despite the growth in the
economy in the last 6 years, the level of wage and
income inequality has been growing sharply over the
last 25 years. And a large part of it—not all of it—is
due to the globalization of the American economy
and, indeed, the world economy. What that means is
that this new globalization, this new inequality, is
leaving those with the least schooling further and
further behind in a world of haves and have-nots.

Between 1973 and 1995, while average raises rose
slightly, the average raises of high school drop-outs
dropped by almost 30%. The average wages of those
who had no more than a high school degree dropped
by 13%. And indeed, the only people who saw their
real wages—controlling for inflation—rise in America
were those who had at least a college education or
more. So inequality in education is driving massive
inequality in income, and people are naturally asking,
“Why such inequality in our schools?”

I think a third reason why the schools are under
scrutiny is that schooling is now seen as the answer to
almost all of our questions. It is the answer to low
wages; it is the answer to inequality. Unlike past

generations, where you might turn to trade unions or
minimum wage laws or social safety-net programs in
order to try and develop greater equality in our
society, we turn more and more to the individual and
say, “You are on your own, and the way you succeed is
through schooling,” because of the demise or the
weakening of the trade union movement, the inability
to raise minimum wages to stay up with inflation, and
the partial decimation of social safety nets.

A fourth reason why | think the public schools are
under scrutiny is that standardized testing seems to
show that public schools are failing a large proportion
of students just when schooling is seen as the most
critical factor in individual economic success. No-
where is that more true than in my state of Massachu-
setts, where we are testing all of our public school
students again in a series of tests over two weeks. The
first reviews of the test over the past year suggest a very
high failure rate, particularly in inner-city schools.

The fifth reason why the schools are under scrutiny
and attack is that the minority population—particu-
larly in central cities—becomes larger, and more and
more African Americans and Hispanics are demanding
school choice to improve the chances of their children
succeeding in school and in the workplace. This adds
to a rather interesting coalition between minority
populations—often seen as among the most progres-
sive in our country—and at least some members of the
conservative right who have been pushing for school
choice, charter schools, and voucher systems.

The sixth and final reason I think the public schools
are under scrutiny is that, to a real extent, the Reagan
revolution was successful. Ronald Reagan told us that
“government that governs least governs best.” In true
historical fashion, there has been a widespread push—
not only in terms of schools but all through our
economy—toward privatization and free-market
solutions as the answer to all of our problems. Hence,
charter schools and vouchers are increasingly seen as
the answer to improving school quality. As | said, this
produces a rather remarkable, single-issue political
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coalition between political conservatives and people of
color. That is all going on in one part of society.

There is also something else that is happening,
though. At the very same time that schools are so
much more important, and at the very same time
schools are being scrutinized, we continue to have a
revolution in family structure and inner-city immigra-
tion, leading to extremely high mobility and churning
of students in school. | looked at some of the reports
from the LAB that were sent to me, and | was fasci-
nated particularly by the data gathered in the Provi-
dence Demography initiative and reported in Count-
ing on Ourselves. This really does produce a remarkable
picture, and | recommend this piece to you if you
have not read it in anticipation of these meetings. In
Providence, just a few minutes north of here, students
come from 57 countries and speak a total of 62
different languages. Indeed, in the high school at the
end of my walk (I live near Harvard Square in Cam-
bridge), Cambridge Rindge and Latin High School,
we have 43 different languages—in one school. More
fascinating is that of the 1,845 children who began
first grade in 1987, only 158, according to this study
in Providence—or that is, only 9%—went to an
elementary school, stayed there, moved on to middle
school, stayed there, and then moved on to high
school and entered the 11th grade—only 9%. And of
129 new students entering Grade 1 in 1991, only 57
of them (44%) are in the same school by Grade 6.

So precisely when schooling seems to be so much
more important for economic success; precisely when
the public schools are under so much scrutiny for their
apparent failure—particularly in the inner city; pre-
cisely when new political coalitions are demanding
radical change in education, the churning of the
public school population makes teaching that much
more difficult. That is part of the education crisis in
this country. And ironically, just when this is occur-
ring, we are judging schools, schoolteachers, and
school administrators on the average performance of
their students on standardized tests. I might ask,

“Which students are you talking about?” That urban
public schools cannot easily win this battle is an
understatement. So in my remaining remarks, I will
touch upon many of these issues. As I said at the
beginning, I do this not as an expert on public schools
or demography but as an economist who has been
studying the American economy and, most recently,
the economy of greater Boston’s metropolitan region.

The first point that | want to make is that student
mobility is not new. Student churning is not new in
America. A few months ago my wife and | took our 8-
year-old son to Ellis Island. It is a fascinating trip, and
if you have never made it you must do it. It gives you
a remarkable picture of mobility at the end of the
nineteenth and the beginning of the twentieth cen-
tury. Just between 1901 and 1910, 8.8 million
immigrants came to America, swelling America’s
population by more than 10% in a single decade. And
from 1881 through 1920—roughly 40 years—almost
25 million immigrants came to American shores.
Many of them lived in tenements in the inner city. In
fact, in New York on the Lower East Side, there is a
tenement museum that 1 would also suggest you visit.
It is one building, not very large. | would say that it
has no more than 24 units in it. But over the history
of that building they estimate that close to 110,000
different people lived there—different ethnic back-
grounds, different races, from different countries.

What that means is there must have been enormous
churning in the tenements of New York, and in the
tenements of Boston and Providence. People moved
in, got a grubstake in America, and presumably moved
on. During the Great Depression in the *30s, families
often moved from house to house and from neighbor-
hood to neighborhood in order to find affordable
housing. My father tells me that he, his two siblings,
and his mother moved every few months after his
father died (when my father was 13) because in New
York City during the Depression many landlords
enticed families to live in their underoccupied apart-
ment buildings by granting the first 2 months rent
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free. So you moved in, you lived for maybe 2 or 3 or 4
months, and then you looked for another apartment
where you could get the first 2 months free. As a
result, my father attended three different elementary
schools and two high schools when he was growing
up. This was sufficient to get him into the City
College of New York, where he graduated in 1937 and
earned a master’s degree, following his Phi Beta Kappa
award to study German literature in Switzerland just
before World War 11. So there was a lot of churning all
the time.

But what is new in society is the importance of
education. In my father’s day, the route to a good job
for most Americans was finding a blue-collar job in a
unionized factory. If you could do that as a high
school dropout or with a high school degree—and
about 45% of Americans worked in such blue-collar
jobs—you had a decent chance of having a good life.
Schooling was less important for success in the world.
Most of the training was on the job. If the school gave
you a little literacy in language and math, you were
golden. Today we expect schools to produce students
who can enter the Information Age with sufficient
language, math, and social skills to survive in a
globally competitive world economy. For those who
do not obtain those skills, the number of good-paying,
secure jobs in old-fashioned, blue-collar industries is
mighty small. The alternative is low-paying, often
part-time and contingent work with little or no
employment security.

What is also new is the inability of parents today, or at
least many parents, to pass on skills to their children.
In my father’s day, children moved from school to
school, but the extended family played a more critical
role in education. If the school did not provide all that
the child needed in the way of reading or writing or
arithmetic it was often a parent, an uncle, an older
brother, or a grandparent who could step in. Today
this is much less likely to occur. Families are more
splintered than ever before with many children
growing up in single-family households. Families are
more spread out geographically. It is less likely that

uncles and aunts and grandparents live nearby. And
most important, Mom’s no longer home. She is at
work; her income is needed to support her family
given, until quite recently, the slow growth in wages
and incomes during the past quarter century.

Hence, the school becomes the exclusive means to
education—not simply one partner in the education
equation. Mobility and churning are not new, but the
economic context and family demographics are. And
that, to me, is what you are going to be grappling with
this week. | want to turn my attention now from that
to taking a look at some of the data from our greater
Boston study—our Boston Renaissance study—to
drill some of these things home.

I have witnessed all of these changes up close in my
own community in greater Boston. In this book,
Boston Renaissance: Race, Space, and Economic Change
in an American Metropolis, we take a look at the whole
range of issues particularly affecting white, African
American, and Hispanic populations in the greater
Boston area—an area that includes not only greater
Boston but also 154 towns and cities up to the New
Hampshire border; out to Framingham, Massachu-
setts; and south to northern Plymouth County. There
are about 3 million people who live there. The study is
part of a very large research project—a multimillion
dollar research project where similar studies were
previously done in Detroit by the University of
Michigan, in Los Angeles by UCLA, and in Atlanta by
Georgia Tech and Emory University.

We interviewed, in their homes, 1,820 families. The
interviews took anywhere from 2 to 3 hours. A whole
range of questions dealt with racial and ethnic atti-
tudes, where people live, and why they live there. We
gathered all kinds of background information but also
a great deal of information about their labor market
outcomes. In preparation for this work, we studied all
of the census data we could get our hands on from the
end of World War 11 to the present. And what we
found was that Boston in the 1990s and since the
beginning of the 1980s has undergone a tremendous
triple revolution.
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The first part of that triple revolution is a demo-
graphic revolution. This is happening all across the
country. We have gone from a Eurocentric community
to a multicultural community. We have also had an
industrial revolution. We have gone from the mill-
based industries of textiles and smoke stacks to mind-
based industries—financial services, higher education,
health and hospitals, high tech and biotech. And we
have had a spatial revolution. Boston has grown from
being the hub—some would say not only of Massa-
chusetts but most of the universe— to a metropolis.
All of these revolutions have had a profound impact
on the chances for economic success in the region. But
one of them has made the Boston story so much more
sanguine than the Detroit story or even the Atlanta
story or the Los Angeles story. We have now had a
decade of rapid, red-hot, economic growth housed in
an industrially diverse region based on high tech,
hospitals, higher education, financial services, defense,
and construction. And as you will see, it has produced
economic opportunity for minorities more so than in
most other cities.

My friend, William Julius Wilson, at the John F.
Kennedy School of Government (at Harvard Univer-
sity), one of the leading sociologists in the country, has
written a whole series of books based on his work in
Chicago, where he used to work—at the University of
Chicago—with the truly disadvantaged underclass
that was living in a jobless ghetto. We really do not
have that in Boston. It is very different because of the
red-hot, diverse economy, and this has some implica-
tions for further growth nationwide. We have focused
to a great extent on these changes in the economy, and
what | would like to do is very quickly just show you
some of the results.

This is all based on census data going back 200 years.
This is Boston, the city itself. What | have done is
tracked the minority population. What is staggering
about it is Boston, of course, was lily white right
through to 1950. Essentially we were ivory, snow
white for most of that time. Even as late as 1950, after
World War 11, only 5% of Boston’s population was

non-white. In fact, it was the only city of the 154 that
we looked at in the whole greater Boston area that had
as many as 5% non-white—African American,
Hispanic and Asian at that time. By 1960, it had
doubled to 9.8%. By 1970, it had doubled again to
18%. By 1980, it had almost doubled again to 32%.
By 1990, 41% of Boston’s population was black,
Hispanic, or Asian. We will, in another year and a
half, have data for the year 2000, and it will show that
Boston—this bastion of white, ethnic working-class
communities—is majority minority.

We can see it in other communities as well. Here is the
town of Brockton, the famous shoe town south of
Boston. As late as 1960, 98.2% of the population was
white. Even in 1980, less than 10% was minority. By
1990, it was about 21% minority, heavily black with
some Hispanic, and today it is estimated to be about
one third minority.

Look at Lowell. As late as 1970, it was 98.8% white.
Massive immigration, particularly of Asians and to
some extent Hispanics, made it a center of Cambo-
dian and Vietnamese community. But no community
has changed more dramatically than Lawrence. In
1970, it was 98.5% white. By 1990, it was half
minority and the overwhelming majority of those were
Hispanic, Dominican, and Puerto Rican. That is a
demographic revolution. You can imagine what it
means for the schools.

We also see it in terms of the changing demographics
of where people were born. In 1950, if you went into
Boston and you asked people where they were born or
where their families come from in terms of foreign
born, the three major countries were Ireland, (French)
Canada, and Italy. That is, the North End was Italian,
and East Boston and South Boston were overwhelm-
ingly Irish. By 1990, Ireland was still there, but the
largest single number of people came from Haiti,
followed by China.

Take a look at Lawrence. Back in 1950, it was Italian,
French Canadian, and people from England and
Wiales. Now, by far, the largest population comes from
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the Dominican Republic, Canada, and then Italy. In
Lowell the largest population came from Canada,
Ireland, and Greece. Senator Paul Tsongas, the late
senator, hailed from Lowell—a large Greek population
up there. By 1990, Cambodia, Portugal, the Azores,
and Laos—a demographic revolution.

We have also seen a massive change in the industrial
structure of the region. In metro Boston there has
been a particularly large decline in non-durable
manufacturing— from over 20% of all jobs to only
5% of all jobs—between 1950 and 1990. Where is the
big increase? The big increase is in service, from about
20% to almost double that, 40%. You can also see that
within services we have not only had a massive
increase, but the jobs have become more
professionalized. Back in 1950, about 54% of service
employment was professional, 6% was in business, 7%
was in repair, 11% was in private households. By
1990, much more of service employment was profes-
sional service—occupational distribution, a massive
increase in professional and technical work, and large
increases in executive managerial work, with a massive
decline in operatives and laborers.

Another way to look at it is simply to ask, “What is
the ratio of employees in various occupations relative
to the number of professional and technical workers?”
For example, if you look at skilled blue-collar workers,
in 1950 we had 129 skilled blue-collar craftsmen for
every 100 white-collar professional and technical
workers. By 1990, there were only 39 skilled blue-
collar workers for every 100 white-collar workers. The
most extraordinary example, of course, is the shift in
semi-skilled and unskilled blue-collar workers. In
1950, 233 of them versus 100 professional and
technical workers; by 1990 only 41—an industrial
revolution.

What does this all mean, particularly for minorities?
In many cities we have an image of inner cities,
particularly of minorities living in inner cities who are
outside of the labor market almost altogether. But in
Boston we found something extraordinary in this

study. We literally calculated billions of statistics out
of this project. This may be the most extraordinary
one of all, or at least one of the most extraordinary.
We are looking at black, Hispanic, and white men
who have no more than a high school degree, and the
labor force participation rates are virtually identical.
Over 85% of black men in Boston in the mid-1990s
when we did this study—and it might even be higher
today given the booming economy—over 85%
actually reported they were in the labor force. That
means that they were either at work or they were
seriously looking for work. About the same amount as
Hispanic men and, if anything, a little higher than
white men with that amount of education.

If you were to look at the question, “Were you
employed sometime last year?”—again, pretty much
the same across the board. More than not held a job
sometime last year. Median hourly wage rates varied a
little bit. The highest, of course, were for whites.
Whites averaged about $11.54, blacks about $9.62,
Hispanics about $8.14 per hour in terms of their
hourly wages.

All of that might seem reasonably good. Then we run
into some problems. The unemployment rates for
Hispanics and whites are identical — 7.1%, but it is
double for black men. You might ask, “How can it be
that they would have the same labor force participa-
tion rate and the same probability that they would be
employed sometime last year?” The answer is: blacks
are in the labor force. While they have enough skills to
get some jobs, they are moving in and out of the labor
force; they are moving in and out of work much more
rapidly, and therefore, at any given point in time, they
may be counted as unemployed. This is the beginning
of at least one little problem.

Moreover, there is a massive difference in the amount
of hours blacks, Hispanics, and whites work. White
men with no more than a high school degree are
workaholics. In some sense you have to be to survive
in high-cost Boston if you have no more than 12 years
of education. They average over 50 hours per week.
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Hispanics average about 43 hours; black men only
about 34 hours. Why? Black men are much more
likely to be in part-time work, much less likely to have
any overtime, and much less likely to have some self-
employment work in addition to regular employment
than whites or even Hispanics.

The result is that even though the wage rates are about
15 or 20% different, there is a massive difference in
annual incomes. Of course, people live on the basis of
annual income, not hourly wage rates. So the annual
earnings of white men are nearly double that of blacks
and almost double that of Hispanics. Hispanics have
the hours but not the wage rates. How do we explain
this? What happens when we do some simulations
where we say, “What would happen if black men and
white men had the same human capital?” Same age,
the same education, the same occupational experience.
It turns out when we control for human capital we
find something quite fascinating. The hourly wage
rates, which began with Hispanics 29% below whites,
and blacks 17% below whites, converge to one. That
is, after we control for human capital, if we could get
enough education and skills, black and Hispanic
hourly wage rates would equal that of whites. How-
ever, that does not happen for blacks on annual
earnings; for Hispanics it does.

Interestingly, if we get Hispanics the additional
education they need—and they are way behind in
education because many of them are new immigrants
with less education—we would get to the point where
we would have a convergence between their annual
earnings and those of white men. Not true for black
men. Even after we were to do that we would still have
somewhere in the neighborhood of a one-third (that is
the .68) annual earnings scale between blacks and
whites. These are lingering forms of discrimination
which are based more on skin color than on ethnic
background, and they say we have the same old
pecking order—that blacks, no matter who comes in,
in terms of new immigrants, ultimately seem to end
up at the bottom.

It is not a problem of not having any work experience.
Most have work experience. It is a problem of getting
enough education, enough training, and breaking
down barriers of discrimination to allow blacks,
particularly men with limited initial education, to get
the kinds of full-time jobs that will give them the
same kind of annual earnings that white men earn.

Well, I have probably bored you enough with a lot of
statistics. Let me tell you what | think all of this
means. Number one, maintaining a red-hot economy
is critical to the economic success of the disadvantaged
in our society. If I were to do these same charts for
Detroit or Los Angeles where the economies are not
anywhere near as strong, you would find very low
labor force participation rates; you would find a huge
gap, bigger than Boston’s, between whites and blacks.
Maintaining a red-hot economy and a diverse
economy is critical.

Number two, going back to what | said at the begin-
ning of my talk, mobility and churning are practically
inevitable in our fast-moving, immigrant society.
Number three, public schools have to fight back
against the naive criticisms raised by the testing
movement, particularly in light of these statistics.
Four, with enormous intra-city, that is, within-the-city
mobility, it may be useful to consider methods to keep
kids in the same school as much as possible—regard-
less of where their families move—through voluntary
busing, through citywide elementary schools, and
perhaps through charter schools in the inner city.

We need to find alternative forms of student
mentoring, particularly for the mobile student. The
school cannot do this job on its own. If kids move
from school to school, is it still possible to have an
outside-the-school mentor who moves with the kid?
Can schools work better with parents to ensure that
their kids are getting a decent education? And can we
at least keep better track of where our kids are going
and find ways to get teachers together across schools
so that there is some continuity of care?
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These are all tough questions. | am happy to see that
you are studying them and trying to face up to these
enormous challenges. And | wish you well in your
deliberations this week. But clearly what you are doing
in the work before you is bringing all of this demo-
graphic revolution, all of this industrial revolution,
and all of this spatial revolution together and focusing
it on that child in your school. You are asking the
fundamental question given all of this momentous
revolutionary change—how do we build an island for
our kids where they can learn to live in a setting which
maximizes their opportunity?

Discussion with Barry Bluestone

Participant question: With regard to the African
American populations involved in Boston, do you see
the difference between public schools and parochial
schools or public schools, parochial schools, and Black
Muslim schools?

Barry Bluestone: | am afraid, as | said at the begin-
ning of my talk, | am not an expert on education. If
my colleague Jim Fraser, the dean of Northeastern’s
education school and the director of the Center for
Innovation and Urban Education, were here he could
probably give you a very good answer to that. What |
can tell you is the following, and this is all something
that occurred very recently. There is a very close friend
of ours whose daughter, Tamika, is a very close friend
of my son, Josh. Tamika’s mother, Sue Allen, works for
our METCO program, which is a 30-year-old pro-
gram where inner-city kids—specifically African
American kids—have a chance to enroll in suburban
schools. It is a program that is now under great attack.
It is a program that has been inadequately funded.

Susan called me and asked whether | would be willing
to set up a meeting with some of our leaders around
Northeastern University who have been thinking
about this. And I sat in that meeting with some of the
most progressive leaders we have, including many
from our African American faculty, and the point that
kept coming up over and over again is that we have
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these faculty members and these parent leaders in the
inner city looking at Milwaukee and Cleveland, where
you have large charter schools and voucher systems, to
see whether their systems would not be a better
substitute for the METCO program that we have.
And what was interesting here is that Susan, who has
been inside the schools her entire life and has built
this METCO program, was saying, “Maybe it is time
we took off the blinders and started looking at these
programs at least for the inner city.”

I must admit | have been in public school all of my
life. I went to a famous high school in Detroit, a
public school. You may not remember it. It is
Mumford High School, made famous by Eddie
Murphy in “Beverly Hills Cop.” A t-shirt has kept an
inner-city school afloat —Mumford High School is a
beautiful school today mainly because of the t-shirt
sales and the sweatshirt sales. But | must admit,
having listened to this whole conversation and many
like it, even | have been asking the question, “Do we
need to find some rather radical experiments, not for
the whole country, but specifically for inner-city
schools?”

And, boy, am | hearing it loud from all of my African
American friends and Hispanic friends. Maybe the
parochial schools are not doing any better of a job.
Maybe the private schools are not doing any better of
a job. But there certainly is a great deal of distress over
the public schools in the inner city. I am not hearing
that in the suburbs, but | am hearing it in the Boston
public schools.

Participant question: What about the Chinese in
Boston? How do they compare to the African Ameri-
cans and Hispanics?

Barry Bluestone: The question is how are Asian
students doing, particularly Chinese? Essentially, there
is a giant gap in the Asian American population. It is
the most bimodal population; that is, we have two
extremes. The older Asian population, which is
Chinese, Japanese, Indian, Pakistani, is doing very
well. In fact, in terms of average incomes, the Chinese
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and Japanese income levels are higher than the white
level. But we have a large influx of Southeast Asians—
Cambodians, Vietnamese, Laotians. They are still not
part of the American mainstream, nor are their
children. Although some of their children are doing
well, others are not. It is a serious problem in Lowell,
as was mentioned earlier. It is a very, very difficult
problem there. You cannot talk about the ‘Asian
population,” because there are Asian subpopulations
that are experiencing very, very different outcomes.

Isidra Albino: Before Professor Bluestone had started
his speech, we were talking. | was telling him that
economists are doing something for education. They
are in the movement, and we have received a visit to
Puerto Rico from representatives of the New York
Federal Reserve Bank. This group of economists that
visited us was invited by a university, the Sacred Heart
University—it is a private university and very presti-
gious—and by the Banco Popular, a member of the
Federal Reserve also. They invited this group of
economists and they invited us, a group of educators,
to move us toward integrating into the curriculum the
concept of economy. They were sort of demanding
from the school to start dealing and working with the
concept of economy in all the grades from K to 12,
but focusing on the middle schools and the high
schools. We are in a project with them. You men-
tioned that you were also working from this Federal
Reserve Bank in Boston with a project in middle
schools. I see that something may be developing that
demands from us, as educators, a move into dealing
with economy. In Puerto Rico we have devised the
standards and we have already decided that one of the
concepts that will be added to the content standards
will be economy. So, | would like you to tell us what
your views are on this and if you feel that we can do
something, because we do have to prepare our stu-
dents to enter into this economic revolution.

Barry Bluestone: Let me give you a brief answer to
that question by an advertisement that | promised my
friends at the Federal Reserve Bank of Boston. There
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has been a great concern about the lack of economics
literacy in this country. As an economist I am con-
cerned about it. But | take a particularly interesting
view of it because | think not only are most students
illiterate, unfortunately, I think most of our political
leaders are illiterate when it comes to this, including a
number of presidential candidates. So | am interested
in seeing more literacy. But there is something that we
would like your help on. The Federal Reserve Bank of
Boston, which is one of the 12 regional banks and the
bank that serves our community, is building a new
museum dedicated to the economic development of
the New England economy. It will be housed in the
Federal Reserve Bank in Boston at South Station.
They have got a 14,000-square-foot area where they
are going to have that. It is going to be aimed specifi-
cally at developing educational materials where we can
enhance economics literacy through the excitement of
understanding economic history and economic
growth. It will be aimed at middle and high school
students. And we would very much like to work with
you on this project as it goes forth. We are awaiting
the final approval by Alan Greenspan.

Northeastern University and my center have been
named as the educational partners with the Fed Bank
in doing this. We are going to be building—catch
this—a one million dollar Web site for the museum
which will take this museum out so that, even if you
cannot get down to Boston, all of the materials of the
museum and a lot more will be available in your
school within the next 3 years. We would love to work
with superintendents on that.

I might add this Web site is not the only project we
are thinking of doing, and we would love feedback on
it. One of the other projects we are talking about is
developing short, 20- to 30-minute video documenta-
ries of your own hometown and the economic devel-
opment of your hometown. We would like to get
social science teachers and their students into actually
using video equipment to do mini-documentaries in
which they would use library materials. They would
go to the museums in your own hometown, they
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would interview some of the elders in the community,
and put together short documentaries. We are going
to offer editing equipment at Northeastern University.
We are going to offer 3-day courses so that students
and their teachers can come and learn how to make
documentaries. And then on top of it, after we have
done a number of these over the next 4 to 5 years, we
are going to have a kind of film festival. The idea is to
invite all of those who have made films to a festival.
We want to get some fairly high-visibility judges that
live in the New England community. People like Paul
Newman and Bill Cosby, Matt Damon and Ben
Affleck, and others to possibly judge these films. And
the top three films each year will be exhibited in the
large auditorium of the Boston Fed. It would be great
if we could get schools across the region involved in
this kind of project. And we would love to work with
you. So any of you who have an interest in doing that
please e-mail me or see me some time at Northeastern.

Professor Barry Bluestone is the Russell B. and Andrée
B. Stearns Trustee Professor of Political Economy and
director of the Center for Urban and Regional Policy at
Northeastern University in Boston, Massachusetts. Before
assuming this new post, Bluestone spent 12 years at the
University of Massachusetts—Boston as the Frank L.
Boyden Professor of Political Economy and as a senior
fellow at the UMass-Boston's John W. McCormack
Institute of Public Affairs. He was the founding director
of UMass—Boston's Ph.D. program in public policy.
Before coming to UMass in the fall of 1986, he taught
economics at Boston College for 15 years and was director
of the school’s Social Welfare Research Institute. Professor
Bluestone was raised in Detroit, Michigan and attended
the University of Michigan, where he received his Ph.D.
in 1974. On partial leave from UMass—Boston in 1995,
Bluestone served as a member of the senior policy staff of
Congressman Richard Gephardt, the Democratic Leader
of the U.S. House of Representatives.

As a political economist, Bluestone has written widely in
the areas of income distribution, business and industrial
policy, labor-management relations, higher education
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finance, and urban and regional economic development.
He contributes regularly to academic and popular
journals, and is the author of nine books. In 1982, he
published The Deindustrialization of America (co-
authored with Bennett Harrison of the New School for
Social Research), which analyzed the restructuring of
American industry and its economic and social impact on
workers and communities. A sequel published in 1988,
The Great U-Turn: Corporate Restructuring and the
Polarizing of America, also co-authored with Harrison,
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growing inequality.
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first of these, co-authored again with Harrison and titled
Growing Prosperity: The Battle for Growth with
Equity in the Twenty-first Century, investigates the
prospects for faster economic growth in the U.S. It was
published by Houghton Mifflin and The Century
Foundation in January 2000. The second, Boston
Renaissance: Race, Space, and Economic Change in
an American Metropolis, published by the Russell Sage
Foundation in June 2000, is the culmination of nearly 5
years of research on the new Boston economy. It recounts
the industrial and demographic revolution in post-World
War Il Boston and its impact on racial and ethnic
attitudes, residential segregation, and the labor-market
success of whites, blacks, and Latinos.

As a founding member of the Nommos Consulting
Group, and working with Streamline Communications,
he has been involved in the development of multimedia
productions and CD-ROM s used in training sessions for
labor and management groups and for public school
teachers. Bluestone is also a founding member of the
Economic Policy Institute along with Robert Reich, Lester
Thurow, Robert Kuttner, Ray Marshall, and Jeff Faux.
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comprised of orthopedic surgeons and an internist. He
lives in Cambridge, Massachusetts, with his wife, Mary
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School Reform and the Superintendency

THE IMPACT OF
STANDARDS AND
CURRICULUM ON
STUDENTS IN MOTION

Katherine Nolan

What | really want to do for the next hour or so is
structure a set of conversations that can help your
thinking for the work that you are going to be doing
in small breakout rooms concerning the issue of
student mobility. But before we get started thinking
about this issue of student mobility, | have a quote of
Eleanor Roosevelt’s that some of you have heard me
use before. I am just so taken with this as an idea: “We
need to do what we can where we are with what we
have.” The ethos for the day is not going to be how do
we solve society’s problems, because that is often
where we in education go. We feel so overwhelmed
because we are so close to so many of the issues that
our students and our families are dealing with that at
times it can feel like there is nothing that we can do
about it.

In fact, there is a lot that we can do about it. And we
have some concrete measures that we have already
collectively done some things about. Those measures
are right here in this room. Would all the women who
are involved in administration stand up, if you are a
woman who is doing any kind of school leadership or
administration work? If I asked that 10 years ago, you
would not have had that many women stand up in a
room. The fact that we have people of color in this
room suggests we are getting there. Ten years ago, even
5 years ago, it was very unlikely that those groups
would have been represented in the room at all. So
what we talk about is that it is hard to make changes
in education. That is true. But we have concrete
evidence right here that we have begun to address the
changes, some really important changes about who we
are and how we do our leadership. That is something
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that we always have to keep close. We have to know
that we have done a little bit—we are not there yet—
but we have done a little bit of what we can where we
are with what we have.

Now | want you to start to think about the needs of
mobile students and the behaviors of typical schools
and how these things do not fit together. By way of
helping us to get into that, I would like you to think
first about your own student experience. Did any of
you switch schools when you were growing up? What
was that like for you? I did not. | went to the same
school K through 12, Saint Mary’s Academy of the
North Country. K through 12—my father had gone
there, my mother taught there, all of my brothers and
sisters went there—one school. What was it like
changing schools?

Participant #1: Disconcerting.

Kate Nolan: Tell us your story about it. When did you
switch?

Participant #1: | moved from 9th grade in Puerto
Rico to 10th grade in Louisiana. That was very
interesting. There was a language change, a culture
change, and an urban city change from a metro area to
a capital where there was a small-town approach to
how they did things—an ignorance about a lot of
things. | was asked if | spoke Mexican, and if I would
do a history lesson about Latin America.

Kate Nolan: Don't you just get humiliated by those
kinds of questions?

Participant #1: And | spoke English, but I had a lot of
trouble with southern English.

Kate Nolan: Me, too. Well, Rhode Island English |
have a hard time with too. When you think about that
experience, were there some things that you can point
to that were especially helpful? You have named some
of the things that were difficult. Can you name some
of the things that were especially helpful?

Participant #1: A counselor was helpful.

Kate Nolan: So somebody who really zeroed in on you
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and said, “This is somebody that I am going to work
with.”

Participant #1: And kids who were open and really
interested in learning about me.

Kate Nolan: OK. So being able to find some subcul-
ture kids that welcomed you and were curious and
wanted to know you.

Participant #1: Those were the big things.
Kate Nolan: Those were the two big things. OK.

Participant #2: | have a very similar experience, but
even more dramatic. | came from Italy at the age of
16, and the experience was rather negative. The
guidance counselor refused to admit me because | did
not speak English.

Kate Nolan: Where was this?

Participant #2: This was in New York City, at the
New York High School. I went with a youngster who
had come from Italy before. He had been admitted for
some reason and in the same situation. He took me to
the foreign language department chairman, who
happened to know Italian. He was very upset that |
would not be admitted. | had completed high school
in Italy, with honors besides, and here they would not
let me in. Because of his intervention, | was admitted.
What helped me was the fact that | had a buddy that
helped me around.

Kate Nolan: You had almost a mentor who was going
to help you find your way through.

Participant #2: He was like a mentor to me. Those
were the days before bilingual education, before even
English as a second language.

Kate Nolan: The good old days, some people think.
Back when it worked, right? Immersion—throw them
in there. That is the way we are going to do it.

Participant #2: What we did have was English speech
class, and that is where all the foreign kids were. So
the youngsters from all over Europe—Lithuania, Italy,
and so on—that is where you found the youngsters
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from your own background with whom you had some
sense of security. We kind of bonded, even though we
were from different countries. That is another thing
that helped us. We were in the same predicament. The
other thing that helped me was that some of the
teachers were sensitive enough to understand, to find a
youngster in the class who knew some Italian, and
have that youngster sit next to me to help me translate
what was going on.

Kate Nolan: So, some teachers were really thinking
about, “How do | use the resources in front of me to
support this kid?”

Participant #2: That was helpful, though. The other
thing that also helped me in those days was that they
put in an Italian class—at which | started to laugh,
because they put me in Italian 1.

Kate Nolan: You are getting A’s though, right?

Participant #2: But that helped me with my English,
strangely enough, because of the translation.

Kate Nolan: That is interesting. | actually never
thought of that, but it would help you with your
English, wouldn't it?

Participant #3: | came to the states from Vietnam at
the age of 16 as well. What | remember is that | used
to stand in the hall when students changed classes and
I'd just stand there until somebody came to get me.
The thing that helped a lot was that I was in a Catho-
lic school, and they did give me some English classes.
They also put me in French classes, so | was able to
talk a little bit in that class. All the other classes, all |
can remember is that | slept a lot.

Kate Nolan: Any consolation, I did that in high
school, too.

Participant #3: Thinking back, I think that none of
the teachers really forced me to talk in the classroom.
None of them forced me to participate a lot. So when
I did a lot of teacher training | would tell them, you
do not need to force these children to speak. They
learn by listening. I was one of those that was thrown
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into an all-English class without a lot of preparation.

James Connelly: | had kind of an unusual experience.
I came here in first grade from Ireland via London via
Scotland. | went to one of the Our Lady of the Lake
Catholic schools that some of my relatives had gone
to. The one thing that they wanted to do—and |
remember it being very, very traumatic as a 6-year-
old—was to get rid of my accent.

Kate Nolan: And they managed it.

James Connelly: Yes. They wanted me to speak like
the other kids. It was traumatic. It got to the point
where you did not want to speak at all. The nuns were
insistent on this. What they did with people with
accents was—and some of our better public schools
still do it in Connecticut—they sent kids into speech
therapy.

Kate Nolan: I actually have a close friend whose son is
from Ireland, and he says “tree” instead of “three.” He
is in speech therapy for that.

James Connelly: But the school was welcoming. You
just had this pressure on you to be like everyone else,
to speak like everyone else. It really did something to
you for a couple of months.

Kate Nolan: Have any of you had the experience of
moving your own children from one school district to
another? What was that like?

Participant #4: 1 came from a different country and
had to learn English. In those days, in the early '50s,
they just routinely put you back two years. So you
were two years older than the other kids.

Kate Nolan: There is a strategy. We have lots of
strategies for how we help English language learners.
Keep them out.

Participant #4: We were the first group of Asians that
came to this country in the 1950s—the first group
allowed into this country since the Chinese Exclusion
Acts. We were plucked from refugee camps, brought
to the United States, and put in a rural area of New
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Jersey. | was talking last night at dinner about looking
Chinese and having a Russian last name during the
McCarthy era.

Kate Nolan: You are going to heaven. You have got a
ticket.

Participant #4: From that perspective, it just made it a
little tougher for everybody. They did nothing. There
were obviously similar experiences and, in fact, it
worked against you. I remember my high school
guidance counselor saying, “You people have done
very well,” and then suggesting that we go out into
mechanical trades rather than going on to college. |
went on to college to play soccer. That was an issue,
but rural areas are very different than New York City
or other places where they have other languages. You
were on your own, and | was the oldest so | was the
first one who had to deal with that. An obvious
solution to that is keeping quiet; do not speak. If you
do talk and do not use the language properly, they will
make fun of you.

Kate Nolan: And, of course, if kids are quiet and do
not speak, we tend to think that nothing is going on
in that head.

Participant #4: That is right. One of the things that
brought my sensitivity to that is when | am looking at
the Asian students in this country. We tend to stereo-
type all Asians as one. If you watch the Asian kids in
these public schools, you see that they are very quiet
and very rarely say anything for a variety of reasons.
Even if we do change our names we are still going to
be different. | went all through college being put in
the foreign students’ section. | was always being
treated as, “You foreign Kkids....” | wanted to be
Mickey Mantle when | was growing up, but it was not
going to happen.

Kate Nolan: Me too. It was not going to happen to
me either. With all my older brothers and their focus
on the Yankees, | wanted to be Mickey Mantle.

Participant #4. As far as my children go, both of my
kids went to three different high schools.
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Kate Nolan: What did you do in order to support
them through that experience?

Participant #4: | found that my son hated me for that
year and a half.

Kate Nolan: I am going through this with my oldest
daughter. That is part of why I am asking. | have
moved both my kids to two different high schools.

Participant #4: Then he went to a third high school
and he liked it over there quite a bit and was success-
ful. I think my children said to me afterwards, after
they finished college, it taught them resilience. The
fact that they were successful, that they could survive,
allowed them to take certain risks and so on. But |
look at a lot of other kids who have never gone
anywhere else, who have found that little niche and
did not want to change; they are afraid to take risks.

Kate Nolan: Let us bookmark that because that is
important. There are actually some benefits to moving
from high school to high school in certain contexts,
and resilience is one that comes up over and over again
in the literature about kids who are mobile. In the best
of situations, they develop that kind of resilience and
they are actually quite good now at coming into new
situations because they have had to develop those
skills. I am not saying let us make this part of the
curriculum that we toss everyone into new schools,
but we do have to begin to think about the advan-
tages. What are the assets that our mobile children
bring to school? Resilience is actually one of them.

Participant #4: And flexibility—to have the ability to
size up a situation and understand that not everything
is the same. We did not move in a local neighborhood,
but in different parts of the country—New Jersey,
Kansas, and Tennessee. These were very distinct
cultures, but the benefit for them was that they had a
strong, supportive family behind them. It also made
the brother and sister a little closer because they were
walking into a new school together.

Kate Nolan: So, it can actually also help the family
become closer?
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Participant #4: Absolutely.

Participant #5: | moved my kids. I also had much
more dramatic changes in my career, too. | went from
8 years of parochial school to those heathens at the
public school. Not only that, but it was the first time
that | realized there were girls that went to school. We
never had any in my parochial school.

Participant #6: And you had four kids later?

Participant #5: Four kids later. I moved all of my kids
four times, but my oldest moved in her junior year of
high school. It was a real culture shock from really,
really small, rural Vermont into Massachusetts—
Greenfield, which was very urban. They do, they learn
resilience. She took the attitude that she had two
choices: she was either going to regress and just get by
or take the place over. So she took the place over.

Kate Nolan: What kind of things did you do to
support her in that?

Participant #5: Mainly it was just being there for her
when she had problems. She had another problem—
the fact that her father was also the superintendent.
The first time in a new school and she had to live with
that. Supportive family is the main thing.

Kate Nolan: What have others of you done for your
kids when you have been in this sort of moving
situation? My daughters, since | have been moving
them, one of the first things that we did when we
moved from Pittsburgh to Milwaukee...well, there
were two things. One was that | made sure | got into
the school quickly to find out what the curricular
issues were that were going to align and which things
were not. My daughter had gone to high school in
Pittsburgh and had taken a particular set of courses.
She was using a unified math, and | was not sure if
that was going to translate. | had to make sure that |
got in there and helped the school counselors under-
stand what her first 2 years of high school had looked
like.
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For Hannah, it was less of an issue because she was
going from middle school into high school. The
articulation issues were not as difficult for her, al-
though they were still there. The other thing I did was
to get them both therapists. | figured they really need
to be angry at their mother for a while, and | would
rather they had somebody that I pay for them to take
it to instead of taking it out on me. That is a very
middle-class response to this sort of thing. But | have
to say that those counselors really did help my daugh-
ters through this. That is a luxury that | had, to make
sure that their emotional needs were met, not only by
a family that was behind them but a family that also
was providing places for them to vent about how
angry they were about the experience. | am happy to
hear that kids get over this because with my oldest
daughter right now (just finished her freshman year at
college) the refrain is: “I had no real high school
experience.” What did you do for your kids?

Participant #7: | have an 8-year-old daughter who is
Chinese and has been in this country since she was 4
months old. She is being taunted right now within her
school. One of the things that we are trying to do is
work with the administrators and the teachers to
address the culture of the school so that the teachers
are more aware of what is happening in their class-
rooms and able to address how to deal with those
issues.

Kate Nolan: As much as we would like to think it is
common sense in a changing and diverse society for
any of us who are professionals and work with chil-
dren and families to educate ourselves about that
experience, in fact it is quite rare for even an indi-
vidual teacher, but certainly for a whole faculty of
teachers or a whole system, to have taken on those
issues of the ethos of the system and how it responds
to people who are “different.” But what we have heard
in every case is the importance of addressing that. All
right, so the bottom line is, mobile students in typical
schools do not work very well together.
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Who are your mobile students? As you think about
the districts that you are currently running or the
schools that you are running, who are your mobile
students? Can you describe them for me? For how
many of you is this a big issue? For how many of you
is it an issue that you think is just around the corner?
Who are the mobile students right now?

Participant #8: The poor ones.

Kate Nolan: Yes, it is a class issue—although not
exclusively. A number of us who have just reported
that we have moved our kids clearly are in middle- or
upper-class families. So it is not exclusively an issue of
poverty, but it is largely an issue of poverty. It is more
likely that if you have a student who has moved
schools three or four times, that student’s family has a
relatively low income. What else?

Participant #9: Immigrants.

Kate Nolan: We have a large number of students who
are coming from other countries—increasingly so on
both coasts and in the large cities in the Midwest.
What else?

Participant #10: DCYF placements, group homes.

Kate Nolan: Yes. Interestingly, the data indicate that if
you have a child that you know is not living with
either parent, it is very likely that the child is a school
changer as well. A good number of our mobile
students are living in two-parent families. A good
number are living with single parents, either single
mothers or fathers—Iargely mothers. But there are
actually significant—somewhere between 15 and
22%—numbers of children who are moving from
district to district or school to school who, in fact, are
not living with either parent but are in foster home
situations. Sometimes it is somebody in the extended
family who is caring for them, but often they do not
have that stable family environment. Even without the
single mother—having been a single mother, and I am
the daughter of a single mother and the granddaugh-
ter of a single mother—it is not always such a stable
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environment. Nonetheless, at least if you have got that
person there, as opposed to moving from foster home
to foster home... So for some kids it is not only school
mobility, it is home mobility as well. They are not
with the same people. Who else are they?

Participant #11: Migrant farm workers.

Kate Nolan: Yes. All up and down—wherever we have
crops—migrant farm workers. And also when we are
dealing with immigrant populations, in some cases
what we have is immigrants who come to the United
States and stay. In other cases we have what my
mother’s mom from Portugal did. Her family would
move back and forth every few months. Many of you
know that families will come, they will be here from,
say, August through January, and then they will go
back to their country for a couple of months and then
they come back again. Often they do not come back
to the same school again. Some of our mobile families
are like that. What else do we know?

Participant #12: Military.

Kate Nolan: Military is a big one. We are going to talk
about them in a minute.

Participant #13: Winter rentals.

Kate Nolan: Winter rentals. That is one that | do not
know.

Participant #13: Particularly those in Narragansett,
Rhode Island. You have a lot of people who move in
during the winter because the prices are lower.

Kate Nolan: As soon as the season starts, they are out.
The season does not align with the school year
necessarily.

Participant #13: So they come late and leave early.

Kate Nolan: OK. Well, collectively then, what we
have is mobile students who are, by and large, living
in poverty, although not exclusively; by and large
children of color, although not exclusively; and, by
and large, living in family situations in which they do
not necessarily have two parents there supporting
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them and finding them counselors to support them as
well. They do not have all of that.

Who are our schools? I have put a few points up here
about who we are as schools, and | would like you to
argue with me about this if you think I have got it
wrong. But let me name these four points. Typically,
we have developed—and this is just a description of
fact—schools that are modeled to serve non-mobile
students. We assume that you come at the beginning
of the year and you stay for a year. We even assume
that you stay K through 12. If | am a fourth-grade
teacher, | want to be able to assume that those incom-
ing fourth graders have learned whatever is in the
curriculum in third grade, second grade, first grade,
and kindergarten. We know now that this is problem-
atic. But nonetheless that is how we have set things
up.

We like to pretend that we are serving non-mobile
students. We like to assume local curriculum mastery.
One of the most frustrating things for a teacher—and
any of you who have been teachers know this—is a
student coming in halfway through the year, and you
do not know what that kid knows. If they are chang-
ing states, for example, in fourth grade—virtually
every state does state history and geography in the
fourth grade. They just spent half a year in Rhode
Island and now they are in Wisconsin. They know a
lot about Rhode Island and they do not know jack
about Wisconsin. How am | going to get them caught
up in time for that state test that is going to be
looking at what we are doing?

Schools are, at this point, required to develop aca-
demic achievement, and we are not resourced appro-
priately for that. But we certainly have fewer resources
provided for emotional well-being. You noticed that
exclusively as we were talking to people around the
room. What you were reporting in your own experi-
ence of mobility, and in your experiences as parents of
kids who have moved, was the importance of emo-
tional support. What we heard was, there really were
no structures in place. It was the accident of finding
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some other kids because you all got put in the same
language class. Maybe that was planned; maybe
somebody thought, “Let us put them all in the same
language class and that way they will be able to
support each other.” It is possible. But I did not hear
any truly intentional structures that were about
welcoming students who are mobile, welcoming
students with special needs. Yet, the first thing that
everybody referred to was needing to get those emo-
tional and social needs met. We are not resourced
appropriately to do this.

Most of our staffs—and actually most of us in this
room—nhave not personally experienced mobility. | am
a practicing Roman Catholic. | go to confession every
weekend. I have lots of issues with being a wife and a
mother that | talk to my priest about, even though he
has never experienced marriage and he has not been a
parent. | do not think you have to go through some-
thing to be able to talk about it intelligently. I actually
appreciate what my confessor tells me every week. |
am not saying that the only people who should teach
kids who are mobile are people who have experience
with it themselves, but | do think there is a tremen-
dous amount of learning that we collectively need to
do about what that experience feels like.

I am always interested, myself, in how much | learn
from listening to the stories from people—just in this
quick thumbnail sketch that we did this morning—
about what the variety of experiences were and how
people responded and dealt with them. The more that
we can learn about what that experience is like, the
better we are going to get at recognizing, like that one
teacher recognized, that if | sit Tomasso next to John
and | know John speaks a few words of Italian, things
will be better. We think it is common sense and we
figure it will just happen. In fact, it does not always
just happen. We have to plan intentionally for address-
ing the fact that staffs do not always know the needs
of mobile kids.

Now here are some interesting data. We need to do a
lot more research on families that are mobile and how
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they work with schools. There has been some research
already done, and | know Barry Bluestone referred to
some of the research in his talk as well. I was aston-
ished to find out this first thing. In studies that have
interviewed families whose children have moved one,
two, three, four times in school, as much as 40% of
that movement is because of some problem at the
school. That is, they will report that the kid did not
get along with the teacher, the school did not respond,
the kid was getting picked on—all of those kinds of
things. There is something about the school. It is not,
“My family needed to go back to the Dominican
Republic for 6 months,” although that happens. But
up to 40% of school-leaving in this collection of
studies—and they are not claiming it to be fully
generalized because we do not have enough data—but
the emergent data seemed to indicate that up to 40%
of leaving is because of some sort of conflict between
the student and family, and the school. If we go back
to doing what we can with what we have, those of you
who are dealing with mobility and those of you who
imagine you will be soon, imagine if you could cut the
problem by 40%. That is a huge chunk of the prob-
lem that has something to do with how we, as a school
or a district, are interacting with our families.

Participant #14: It is exacerbated by the fact that
Massachusetts has a very liberal school choice policy.
The first time parents are not happy they get up and
can move to the next school, the next district, and so
on. This starts again, and they continue blaming the
schools for the problem rather than analyzing and
working with people that deal with these issues,
teaching some stick-to-it-ness. Perseverance is one of
the traits that is going to go down the tubes as you
continue to run. With homeschooling they try to hold
on, but now parents can pull out. The law in Massa-
chusetts used to be that they could not leave until the
school committee approved the plan, and they took it
to court.

Kate Nolan: Now they can do home schools. My
family actually lives in Milwaukee, so this issue of
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charters and vouchers is one in which Milwaukee is
leading the way. Absolutely that is an issue here.
Families have a lot more choices than they once had.

Participant #15: Families with means have more
choices.

Kate Nolan: Families with means. But actually, in
Milwaukee, even families without means have more
choices—although “means” means many things. It is
not just the money to move the kids to another place,
because within Milwaukee they actually have a
number of neighborhood places that they can choose
from. But it is also the family capital to make the
decision together, to rearrange their lives such that the
kid is no longer getting picked up by this bus going
over here but catching it over there, that could be hard
for a family to navigate.

Participant #16: In Massachusetts where | work, we
do not have buses, so you have to get your travel
through the community. And again, people with
means do that.

Kate Nolan: So, transportation is a bigger issue.

Participant #16: | am in a relatively poor, urban
center, and we have a couple of surrounding towns
similarly situated, with Paris between Greenfield and
Paris Falls. Some work there and because it is kind of
close they drop the kids off. We have those who have
the means and could afford to commute, but not
everybody does. It creates a whole different dynamic
for schools.

Kate Nolan: So the 40% that is school related is at
least one set of descriptors exacerbated by choice and
the fact that choice is becoming more open to more
people.

Participant #17: Could you share with us where those
statistics came from?

Kate Nolan: The first two come from work that has
been published in JESPAR—the Journal for the
Education of Students Placed At Risk. Much of the data
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comes out of larger sites like Chicago, but they have
actually moved it beyond that now to look more at
state-level data from a variety of sources. It is available
on the World Wide Web from the CRESPAR site if
you want to see the study.

Participant #17: Were there any correlations done
between percentage of moving and the economic
foundation of the family unit?

Kate Nolan: Yes. It is actually a beautiful study, the
particular one that | am referring to, which | think
came out in 1996. They have done correlations
between number of moves, student outcomes, family
income, and they have also looked at patterns of how
kids have moved in two different kinds of schools.
What you just mentioned, that there is a particular set
of schools that tend to be the places that are trading
kids back and forth, seems to be supported by the data
as well. When families are doing a lot of this moving,
it is actually a small set of schools or districts that they
are moving them from and to, which is an interesting
phenomenon as well.

Participant #17: What is the predominance of
economic background? Do you see middle- to upper-
level income families, or lower?

Kate Nolan: Actually, because the number of middle-
and upper-income families that are mobile is small,
they are not represented. It is only about 15 to 17% of
mobile students who come from high socioeconomic
status families. This phenomenon is true of the whole
population of mobile students. Only 15% of that
40% who leaving for school-related reasons could be
accounted for by higher-income families. So, even if
you eliminate that 15% of the 40%, you still have
about 32% of families in poverty who are choosing to
leave a school because the school does not meet their
needs.

Participant #18: Another issue that | was astounded
by was in North Carolina. A number of kids, grand-
children, coming back from New York, New Jersey,
and so on—children who went there and were not
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successful. They had issues, so the family shipped
them down south to live with grandma and grandpa.
That was a real serious issue.

Kate Nolan: Do you have the data for your own
schools and districts? That is one of the first questions
that | want to push. Because as you are hearing us talk
here, what you are hearing is a lot of us speaking in
anecdotes. | am a big fan. You cannot be Irish and not
love an anecdote. | am a big fan and | actually do a lot
of teaching through it. I think there is a tremendous
amount of truth in anecdotes. The danger of anec-
dotes is when we allow ourselves to hide behind them
and not be collecting the hard data ourselves. So, if
studies are showing that as much as 40% of school-
leaving appears to be because of conflicts reported by
families with the school, if I were an administrator my
next question would be, “What has been true about
the families leaving our school in our district? Do we
do exit interviews? How much do we really know
about why somebody is leaving?”

There is also an effect of, if | remember the numbers
correctly, about 20% of school-leaving that has less to
do with conflict at the original school than it has to do
with the attractiveness of the new school. What is
attractive to our families about these other schools
that they are going to? What is it that they think will
be better over there? For me, these data are the
beginning of questions about my own school site or
my own district. They help us begin to say what we
know about the families that are leaving more than
anecdotally. Have we really collected the data?

Participant #19: Two things: | do not understand why
you do not factor in changes in schools due to daycare
reasons. | find that to be a very large reason for
movement within our district, where we do have space
open.

Kate Nolan: Right. Is it daycare for other children in
the family or daycare because this kid needs care after
school and before school?
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Participant #19: The child needs daycare. They
cannot get daycare in the school and district.

Kate Nolan: I cannot speak to how this data would
address that because it was not addressed in this set of
studies. But again, it is an interesting data point for
me because it may not be that families are reporting
conflict with the school data; it may be that everybody
is saying, “I wish it did not have to happen, but I do
not know what else to do.” And that would be data
that | would want to be collecting about my school.
How big a problem is it?

Participant #19: The other part that | wanted to say
is, we have interdistrict kids from the urban center, a
choice where students can go to the suburbs. What we
have found—and my district is not the only one that
experienced this—is the choice is being made to avoid
Planning and Placement team decisions. It is almost
an alternative to going through due process. That is
becoming increasingly common as well.

Kate Nolan: Do you know what percentage of cases it
is in your school or district where that factor is really
operative?

Participant #19: Well, it is a very small number that
are coming to our district from the urban center. |
would say it is about a quarter to a third.

Kate Nolan: That then raises a set of issues about how
do we work with those schools in the urban center to
talk about his question? | want to table that for a
second because in a minute I am going to talk about
what | think some of the changes are that we have to
make in our systems in order to address some of this
data. But the first thing | am going to keep pushing
on is the importance of the collection of the data.
While anecdotes help us to be concerned about the
students, it is actually having a profile of who our
students are, why they are coming and going, and
where they are coming and going from that gets us to
the next step. Close to 60% of students who leave a
school end up in another school that is very close by,
within just a few miles of the original school. That
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means that a good chunk, 40%, are really going
elsewhere, like when 1 moved from Pittsburgh to
Wisconsin. But close to 60% of school leavers are
going to attend another school that is relatively close
by. What is the percentage in your school and your
district? How many of them are going to close-by
schools?

Participant #20: Of that 60%, have they attributed
why they are leaving the school? As an urban superin-
tendent in New York state, and now being in Rhode
Island, | had one point in time where the capacity rate
for 17,000 students and my enroliment dropped
10,000, which meant that | had to do something
differently with the schools. And in most urban areas
you do not build; you close and renovate. What in
those numbers represents those youngsters who had to
move to different schools because of two different
ways in which you utilized facilities, particularly in
urban areas?

Kate Nolan: That also is not addressed in this data,
but that is the next data we are going to collect.

Participant #20: You need anecdotes for that.

Kate Nolan: Actually, you need data for that too.
Because if | know that 60% of my Kkids are moving
from this school to a bunch of other schools nearby
and | discover, when | do some investigation, that
55% of that 60% is because the school has reallocated
where kids go, that is a very different set of problems
that require a different set of answers than if 55% of
those 60% are going elsewhere because there is
something about my school that they are rejecting or
something more attractive about the other schools. So
the data by themselves do not tell us what to do; the
data raise the questions that we have to ask about what
to do next. The only correlation that they were willing
to make in the CRESPAR studies was that there is a
correlation between families being unhappy with a
school and moving to another school nearby. They
were not moving because of jobs or relocation or any
of that; it was this dissatisfaction. There is a close
correlation between these two.
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Participant #21: You said that the third came from a
study in Chicago.

Kate Nolan: Well, the main study was in Chicago, but
it is a collection of studies actually.

Participant #21: That is probably a much more
common occurrence, having kids move from one part
of a city to another part of a city.

Kate Nolan: Probably, but what is your data? What |
am saying is you are probably right. That is probably
right.

Participant #21: From my experience in an urban
school district, I think the issues for schools to address
are probably easier to address within an urban setting
where the kids are moving within the same school
district than it is when they are moving from one
district to another.

Kate Nolan: Absolutely. It is easier to address.

Participant #21: You can really focus on the instruc-
tional issues much easier than you can if they are
going out of state.

Kate Nolan: With the exception that there are so
many other issues that the large, urban areas are
dealing with, that this issue never gets on the table.

Participant #21: | do not know if that is so.

Kate Nolan: Well, the data from Chicago, from New
York, and from other large, urban areas is that this
issue is not addressed. Kids are moving, and their
emotional and educational needs are not met. Could
they be met within a single system where there is one
way that you could approach dealing with it? Abso-
lutely. But it is not happening. And the fact that many
districts like, say, Providence and Central Falls have
movement that is back-and-forth means we have to
solve that between the two districts. That is our
problem. There are going to have to be different
subsolutions that we come up with because we are
talking about interdistrict movement rather than
within a particular district. But the movement is what
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we have to chronicle, and that is the data that we have
to collect.

The other issue within small districts, especially in the
Northeast, is moving in and out of the Catholic school
system. That is another way movement happens. The
little town | grew up in—in upstate New York, Glens
Falls—if we had new kids come in to our school, they
very likely were coming from a very small set of public
schools in the same town. And kids who left our
school, or were invited to leave our school, went into
the public system. Yet there was no collaboration
between the two systems about the needs of those
kids—none. So, there are things about being in a
small place that create the same kinds of problems that
we still have to address.

Participant #22: As we look at the problem, one of
the things that seems to be missing is, how do you
define the difference between a resilient changer and a
regressive changer?

Kate Nolan: That is so hard.

Participant #22: Because, before we start putting
solutions in place, it would be nice to get some
research on what defines or what are the attributes of a
student who develops resiliance. What are the charac-
teristics of their backgrounds and families versus the
ones that slip into some form of introversion and
regression? It may be locked in personality. But before
we do one-size-fits-all solutions, we need to look at
that.

Kate Nolan: Absolutely. | would say that we cannot
do one-size-fits-all solutions, which is why | keep
saying that here is a set of data that indicates a set of
problems. I do not know that those are the same
problems in my school and my district. But what I do
know is that I cannot begin to think about designing
systems to address that before | know what the data
look like. So are most of the kids leaving my school
and my district because they are not happy with the
school and the district, or are they leaving for other
reasons? Are they moving within the district but, say,
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in and out of the private sector, or in and out of the
home, or are they moving to another district? We have
got to collect the data on this before we can design the
kinds of supports that will be in place on this issue.

I cannot speak to this because | am not a psychologist,
but this issue of what is the difference between
resilience and regression—we absolutely have to get
some study done on that. There are, in fact, lots of
studies done, but we need to educate ourselves and
think about how we could use the knowledge that
comes out of psychology. Then, think about what the
school factors are because it is true, by and large, that
we are not going to be able to do anything about the
family or the societal factors. But again, what this
emergent research shows is there are some things
schools can do.

The research from Rochester, the story about a simple
intervention with the subsidized housing people shows
an elegant part of a solution. Did it solve the whole
problem? No. But it began to address one part of it.
So, once we have educated ourselves about this set of
issues and we have collected the data, so we really
know who is coming and going out of our schools and
where are they coming and going from, then we can
begin to think about the variety of ways that we can
address the problems. I agree with you that there will
not be one way to do it.

Participant #23: Something interesting has come out
of Connecticut over the years that | have been there. |
am with the state department of education. To begin
with, our mobility factor for kids in bilingual educa-
tion programs is about 20 to 25%. A lot of that is kids
moving from Connecticut, back and forth, to Puerto
Rico.

Kate Nolan: So you are talking about in and out of
the state?

Participant #23: Right. Within the district all of the
other things show up. But interestingly—I get it from
parents, from teachers, from bilingual directors, and
from kids—the reason is that bilingual programs (and
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I think to a large extent ESL programs) have been
programs that welcome the kids, make them feel
comfortable, are nurturing, and will keep them in
school or within the particular program. The fear very
often is that the parents do not want the kids to leave
the program when it comes time to exit, and there are
probably a lot of reasons for that. But I think that one
of them is that they feel in leaving the program they
are going to go into a more hostile environment, and
they are uncomfortable with that.

Kate Nolan: Absolutely. That is one finding on which
the research and the anecdotes converge. Those
schools and districts that have purposefully set up
ways to welcome families who are mobile and ways to
work with them to reduce mobility get better out-
comes for the students.

Participant #23: Newcomers’ centers, for instance,
and reception centers have more money to deal with
it.

Kate Nolan: And there are qualities about how those
operate. Some things work better than others, and it is
different depending on the population. What will
work for a Puerto Rican family may not work