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Abstract

This paper describes the implementation and outcomes of a
unique dropout prevention program for Latino students of Mexican
descent who attend a large, urban junior high school. Three features
make this program unique. First, it focused on the highest-risk stu-
dents in the school who, because of their academic, attendance, and
disciplinary problems, utilized a disproportionate share of school
resources and were most at-risk of school failure and dropping out.
Second, the project was conducted in a true experimental format
with random assignment to experimental and control groups. Third,
the intervention model was based on the most recent research data
and implemented a comprehensive cluster of interventions which
addressed the student directly as well as three different contexts of
influence on the student's life and school performance: the school,
the family and the community. Results showed that the intervention
program had a significant and positive practical impact on student
altrition, report card grades, attendance and credits earned toward
high school graduation.

' This paper was first presented in May 1993 at the 7th Annual Conference
of the University of California Linguistic Minority Research Institute (UC LMRI)
under the title “Increasing School Success in Truly Disadvantaged Chicano Youth.”
The project reported in this paper was supported by grants from the U.S. Depart-
ment of Education, Office of Special Education Programs; the University of
California Presidential Grants for School Improvement; and the UC LMRI,
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School dropouts: A challenge for America

One of the major challenges facing U.S. education is reducing the
number of students who fail to graduate from high school. The ur-
gency of this challenge was recognized by the President and the
nation's governors when they adopted the following as one of the six
MNational Goals of Education: "By the year 2000, the high school
graduation rate will increase to at least 90%." A related objective was
to eliminate the gap in high school graduation rates between minority
and non-minority students (U.S. Dept. of Education 1990).

The urgency to reduce dropout rates is predicated on two
concerns. The first is economic. Dropouts experience higher rates of
unemployment, receive lower earnings, and are more likely to require
social services over their entire lifetimes than high school graduates
(Rumberger 1987; Stern, Paik, Catterall & Nakata 1989). In short,
dropouts are more costly to society than high school graduates. For
example, one year's cohort of dropouts from Los Angeles city schools
was estimated to cost $3.2 billion in lost earnings and more than $400
million in social services (Catterall 1987, Tables 3 and 4). The social
costs of failing to complete high school could rise in the future as the
demands for low-skilled labor are reduced.

The second reason for an urgent response to the dropout problem
is demographic. Demographic changes in the U.S. are increasing the
number of persons who have been more likely to drop out of school:
minoritics, poor children, and children living in single family house-
holds (Hodgkinson 1992; Natriello, McDill & Pallas 1990).

An urgent need to reduce school dropouts in the Latino population
Dropouts in the Latino population are of particular concern.
I.atinos have the highest dropout rate among the major ethnic groups
in the U.S. In 1989, the percentage of high school dropouts among
persons 16 to 24 years old was 32% for Latinos, 13% for Blacks and
11% for Euro-Americans (LS. Department of Education 1991). The
Latino population is also expected 1o grow faster than any other
major ethnic group. Between 1985 and 2020, the number of Euro-
American youth 18-24 is expected to decline by 25%, while the
number of Latino youth will increase by 65% (Rumberger 1990).
Thus, based on current dropout rates, the total number of young
dropouts could actually increase over the next 35 years. These trends
are not lost on employers, who are now among the most vocal
proponents of educational reform to improve school success for
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Latino and other minority populations (cf. Committee for Economic
Development 1987).

The need to reduce school dropout rates among Latinos is
especially urgent in California. One-third of all Latinos in the U.S.
lived in California in 1990 (U.S. Bureau of Census 1992a) and
represented 34% of current students in California public schools
(California Department of Education 1991). Latinos are projected to
comprise 58% of all new students entering the State's educational
system between 1990 and the year 2000 (California Department of
Finance 1992). If California fails to address the Latino dropout
problem successfully, it will have a large portion of the workforce with
inadequate education to successfully contribute to the State's economy
and to the social fabric of a democratic society. '

Although a wide variety of programs and policies have been
initiated at the national, state, and local levels to help students finish
school, few programs specifically target Latino youngsters. Of the al-
most 500 school or community based dropout programs surveyed
nationwide by the U.S. General Accounting Office, only 26 served
primarily Latino youth (U.S. General Accounting Office 1987).
Clearly more programs are needed that target this population.

Latino students and their families are unique

Research literature indicates that Latino dropouts display many
of the same characteristics as other students: low academic achieve-
ment, a dislike for school, discipline problems, and low educational
aspirations (Rumberger 1991). Yet, there are some important
differences which make this population unique. First, Latinos are
more likely to attend large urban schools with high concentrations of
poor, minority students (Orfield & Monfort 1988). In such settings,
dropping out is more the rule than the exception (Hess & Lauber
1986; Fine 1991). Second, Latino students are more than twice as
likely as Euro-American students to drop out before reaching high
school. National data show that almost 50% of Latino males who left
school between October 1984 and 1985 dropped out before the 9th
grade (U.5. Bureau of the Census 1988). Thus, dropout prevention
for Latino students needs to focus on their middle school years.
Third, Latino children and their families appear to have unigue needs.
For example, Veltman (1976) found that with the exception of
Spanish-speaking Latinos, minority language background per se did
not reduce educational attainment. Casas (1984) and Casas and
Furlong (1986} have documented that Latino parents are less involved
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than other groups in their child's education and that family educa-
tional levels seems to have a more significant impact on educational
performance of Latino children than on other ethnic or racial groups,
Lastly, Steinberg, Greenberger, Garduque & McAuliffe (1982) found,
after accounting for home factors positively related to school
dropouts, such as many children in the home, lack of reading
materials, and single-parent home, that Latino students still showed
a dropout rate far in excess of Euro-American or African American
students. These studies illustrate the special needs of Latino youth
and point out why increased dropout prevention research directed
toward this unique cultural group is imperative. Indeed, Valencia
(1991), a noted researcher on education, speaks to the exigency in
finding answers for educating Latino students when he notes that
conditions for educating Latinos seem to be worsening.

The Latino population is heterogeneous

Efforts to address the Latino dropout problem must also be
sensitive to the vast differences in the Latino population. Lack of
success with dropout prevention in the past has, to a great extent,
been due to the broad brush approach of programming—too often
educators have assumed that at-risk students are a homogeneous
group who will benefit from similar dropout prevention program.

“Latino" generally refers to persons of Mexican, Puerto Rican,
Cuban, Central or South American, or other Spanish culture or
origin, regardless of race (Brown 1980). However, along a variety of
educational and economic indicators, the differences among Latino
sub-groups are actually greater than differences between Latino and
non-Latino populations. For instance, in 1988, differences in dropout
rates between Cuban and Mexican origin populations were greater
than differences in dropout rates between Latino and non-Latino
populations (U.S. Bureau of the Census 1988a). It appears that
attention to sub-group differences is as warranted as attention to
major differences in characteristics such as income, race and gender.

Mexican Americans (MA), or Chicanos, represent two-thirds of
the Latino population in the United States, by far the largest of the
Latino sub-groups (U.S. Bureau of the Census 1988a). MA-Chicanos
represent an even larger proportion of the Latino population in Texas
and California (Orum 1986). Of course, MA-Chicanos themselves
are a diverse group who differ in such ways as language use, immigra-
tion status, and their own ethnic identities (Matute-Bianchi 1986).
Nevertheless, they generally have the lowest socioeconomic status and

{hanging s hossls for changing students 161

the lowest level of educational attainment of all the Latino sub-groups
(U.S. Bureau of the Census 1988a) and, consequently, their educa-
tional and economic circumstances warrant particular attention by
researchers and policy makers.

School dropout prevention efforts

Traditionally, dropout prevention efforts have not addressed the
contexts in which youth live and function. Instead, the personal cha-
racteristics of students have been the focus of investigations seeking
to explain school failure. This line of research eventually targeted
income level, race, ethnicity, home language, parent education and
immigration status as child characteristics that “"cause” school failure
and school dropout. Thus, the student and not the contexts of influ-
ence were viewed as the problem in need of reform. As a result,
dropout efforts have historically been focused on the individual
student and just as historically have met with minimal success
(Natriello, McDill & Pallas 1990). More recently, dropout prevention
efforts have shifted the focus of reform to the school as a context of
influence on the youth. During the last decade a plethora of "school
reform” efforts have reflected this change of focus. Results from these
efforts have been disappointing (Wehlage, Rutter, Smith, Lesko &
Ferndndez 1989). What has emerged, however, from these efforts is
a further expansion of the concept of context of influence on youth
achievement. The definition of the school itself as a context has been
expanded beyond curriculum to school climate, teacher behavior and
most recently to management and organization structure. Thus, school
reform efforts were recently described as “restructuring” schools so
that all of the subcontexts within the school are brought into the
process of reform.

It is in this national foray of restructuring schools, that educators
and other stakeholders have come to recognize that the school
context and all its complexities is inextricably bound to the other
contexts of influence on youth achievement. That is, the achievement
of a child in the school context is influenced not only by school
variables but also by family and community variables and vice versa
(National Research Council 1993).

This recognition, that child behavior and development is an
interaction between multiple contexts of influence and the individual
characteristics of each child, has rendered naive singular interventions
directed at just the adolescent or just one context of influence.
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dropouts in high risk youth as well as recent discussions in the
literature point out the critical importance of providing intervention
in all contexts in which the adolescent functions (National Center for
Research on Cultural Diversity and Second Language Learning 1993),

The ALAS Dropout Intervention Project

ALAS (Achievement for Latinos through Academic Success) was
a five year research project funded by the U.S. Department of
Education, the University of California Presidential Grant for School
Improvement and the University of California Linguistic Minority
Research Institute. The purpose of the project was to test the
efficacy and cost-effectiveness of a multifaceted dropout prevention
effort in an urban middle school serving MA-Chicano youth.

The ALAS model was founded on the premise that both the
youth and all the contexts of influence must be simultaneously
addressed if dropout prevention efforts were to be successful. Thus,
ALAS consists of a series of specific intervention strategies focused on
the adolescent as well as on the three contexts of influence on
adolescent achievement—the family, school and community. A central
assumption of the model was that not only did each context need
individual reform to increase its positive influence on youth but,
additionally, barriers which reduced or prevented communication and
coherence between contexts must be bridged. The intervention strate-
gies of ALAS were designed to increase the effectiveness of each
context as well as to increase collaboration between contexts.

Strategies focused on the adolescent included social problem-solv-
ing training and counseling, student recognition and enhancement of
school affiliation. Strategies focused on the school included frequent
teacher feedback to students and parents and attendance monitoring.
Strategies focused on the family included utilization of community
resources, and parent training in school participation and in directing
and monitoring their adolescent. Strategies focused on the community
were enhancement of collaboration among community agencies for
youth and family services and enhancement of skills and methods for
serving the youth and family (see Figure 1), Specific strategies used
in the intervention were developed from the existing literature and
from prior research of the authors.

(1) Strengthen the student's social and task-related problem-solving skills
Disruptive social and task-related behavior is the student
characteristic which most disturbs teachers and school staff ( Larson,
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Lesar & Gao 1990). Social and task-related behavior and problem-
solving skills have been consistently reported as problematic for
low-achieving youth of all ethnic backgrounds. Indeed, social and
task-related behavior problems are found to correlate with school
failure over and above 1Q and academic achievement (Larson 1989).
For example, school behavior problems have been shown to be clearly
related to dropout and low grades (Pallas 1987) and low-achieving
high-risk “stayers" have been distinguished from dropouts primarily on
the basis of degree of misbehavior in school (Wehlage et al. 1989).
Schwartz (1982) found that low-track students identified with an anti-
academic subculture that based social status on defiance of school and
teacher norms.

Figure 1  The ALAS Model, The intervention model depicting 3 contexts
of influence on youth behavior and development and the inter-
vention strategics directed at the youth and the contexts of in-
fluence.

INTERVENTIONS

Remediate the student’s deficient
social and task-related
problem-solving skills

Maintain intensive attendance
maonitoring

Provide recognition and bonding
activities

Prowide frequent teacher feedback
to the parent and student

Teach parents school participation
and teen management

Integrate school and home needs
with community service

Advocate for the student and
parent when necessary
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Latino dropouts report more trouble than other students in
getting along with teachers (Stern, Catterall, Alhadeff & Ash 1985).
In several studies, Larson (1989a, 1989b) found that lowest achieving
Latino junior high students, those students who were at greatest risk
to drop out of school, had four times the rate of classroom expulsions
than other Latino students. Indeed, projections of her figures showed
that the lowest-quartile subgroup of students (n=500) in this Los
Angeles Latino school would have generated nearly 25,000 disciplin-
ary contacts during seventh and eighth grades! Larson concluded that
this disproportionate use of staff time for disciplinary events for a mi-
nority of students was a major disincentive for school staff to try and
keep these highest-risk students in school.

To positively enhance students' social and task-related behavior,
the student intervention strategy used in the ALAS dropout project
was an extension of a large body of research by one of the authors.
The intervention was a social metacognitive problem-solving training
program (Larson 1989a). This program was previously found effective
in significantly reducing truancy and misbehavior incidents in a
highest-risk group of Latino junior high school students and has been
shown to significantly increase school work habit and academic grades
(Larson 1989a). The training program has also reduced gang involve-
ment and delinquency (Larson 1989¢). In the current study, students
received ten weeks of problem-solving instruction and two years of
follow-up problem-solving prompting and counseling. The training
also taught school survival problem-solving.

{2) Provide recognition and bonding activities

Studies of dropouts and ethnic and racial minorities indicate that
these students feel much less of a membership or bonding to school
than do other students. Wehlage and Rutter (1986) found that drop-
outs felt alienated from school as indicated by their perceptions of
lack of teacher interest in them, expressed belief of poor effectiveness
of school discipline and unfairness of school discipline. In another
ethnographic study, Wehlage et al. (1989) found that virtually every
student dropout they interviewed expressed the feeling that schools
and teachers did not care about them and that they had no adult at
school to turn to for help. Ekstrom, Goertz, Pollack & Rock (1986)
also concluded that compared to non-dropouts, dropouts were aliena-
ted from school life as indicated by feeling less important and less po-
pular and feeling that other students saw them as troublemakers and
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by lower levels of participation in extracurricular events and self-re-
rted low interest in school.

Historically, low SES and ethnic and racial minority students show
less affiliation for school than middle-class or Anglo students. Latino
students were often found to have a difficult time crossing socio-cul-
tural boundaries and, consequently, felt alienated from the norms and
values of mainstream education (Delgado-Gaitin 1988).This alien-
ation and resultant poor achievement was not merely a matter of new
immigrant status. Studies by Hayes-Bautista, Schienk and Chapa
(1989) and Fernidndez and Nielsen (1986) found that the longer the
residence in the United States the lower the academic achievement
and school success.

Lack of affiliation to school by Latino students is suggested by
various student behaviors. Latinos were found to participate less often
in class and to report that teachers disapproved of them and felt they
lacked ability (Delgado-Gaitan 1988). Lack of affiliation with school
is also sadly seen in the data showing that Latino dropouts have
higher self-esteem than Latino adolescents who remain in school
(Wehlage & Rutter 1986)!

Wehlage et al. (1989) suggest that for a student to become so-
cially bonded to schoaol he/she must feel attachment, commitment, in-
volvement and belief. When the student feels personal concern and
caring from at least one significant adult in the school and when
adults express belief in the student and provide ways for the student
to feel successful, then the student will become bonded to the school
and its goals.

To increase school affiliation, students in the ALAS project were
given frequent positive reinforcement such as praise, outings,
recognition ceremonies, certificates, and positive home calls to
parents for meeling goals or improving behavior, attendance, and
school work., Students were given a sense of membership by being
allowed to *hang-out” during recess in the ALAS lounge and to bring
friends to ALAS lunch parties.

{3) Maintain intensive attendance monitoring.

Clearly, all dropout research shows that dropouts have poor
school attendance prior to dropping out (Ekstrom, et al. 1986;
Rumberger 1983; Wehlage & Rutter 1986). In many large secondary
schools, attendance is not closely monitored and students quickly get
the message that school staff do not really care whether they are in
school or not. The National High School and Beyond data show that
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twice as many Latino dropouts admitted to cutting classes compared
to non-dropout Latinos (Wehlage & Rutter 1986).

Patterns of truancy were gradual, occurring over an extended
period of time beginning in junior high school. Larson (1989b) found
that highest-risk junior high school Latino youth started out seventh
grade with no worse truancy or absences than peers. However, by the
end of the first semester of seventh grade the highest-risk students
had more than doubled their truancy and absence rate (from 12% to
27%) and throughout the remainder of junior high school these stu-
dents never returned to their entry level attendance patterns.

On the basis of this research, an additional component of the
ALAS intervention was school monitoring of period-by-period atten-
dance. Parents were contacted daily about student truancy or extend-
ed absence. Students were required to make up missed time and were
provided with positive adult contacts communicating a personal inte-
rest in the student’s attendance.

(4) Provide frequent teacher feedback to the parent and student

Everyone needs feedback in order to learn. A basic principal of
behavior change is specific and frequent feedback to the performer.
Low-achievers need clear and frequent feedback regarding their per-
formance—what they are doing well and what they need to improve.

The traditional feedback system in secondary schools is report
card grades every quarter semester. However, lowest-achieving, high-
risk students require feedback and progress reports much more fre-
guently than this. Larson (198%a) found that lowest-achieving junior
high school students were not able to accurately predict school grades
at five-week intervals without interim feedback reports from teachers.

Larson's previous work (Larson 1988; 1989a) found that students
who received feedback with parent notification improved classroom
performance and attendance. However, students who received weekly
feedback without parent notification did not improve attendance or
school performance. Larson found that low-income Latino parents in
this study consistently expressed appreciation for being informed
weekly and the students reported that the teacher feedback reports
and home notes made a positive impact on their school behavior.
Similarly, Delgado-Gaitan (1988) found that Latino parents were
angry when the school did not notify them of their adolescent's poor
school performance, even though the parents did not initiate any
school contacts themselves.
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The ALAS intervention provided weekly and, if needed, daily
feedback reports to students and parents. Students were taught to
use this teacher feedback for focusing thinking and decision making
during problem-solving maintenance training. The ALAS project sent
home regular notes (or telephones) to parents on a daily, weekly, or
bimonthly basis depending upon student need.

(5) Teach parents school participation and teen management

The fact that parental values and attitudes play an important role
in academic achievement has long been substantiated by researchers
(cf. Rumberger, Ghatak, Poulos, Ritter & Dornbusch 1990), For ado-
lescents, parental monitoring of their behavior has a marked positive
impact on grades and homework (Fehrmann, Keith & Reimers 1987).

Social class has a powerful influence on parent school participa-
tion. For example, between 40% and 60% of low SES parents fail to
attend parent-conferences compared to 20% to 30% for middle class
parents (Van Galen 1987). Low SES parents attend school events
less, make fewer complaints to the principal and enroll their child less
often in summer school than do middle class parents (Stevenson &
Baker 1987).

Rumberger, et al. (1990) found that parents of school dropouts
were less involved in their child's education than other parents includ-
ing parents of graduating low-achieving students. They also found that
parents of dropouts had a more permissive parenting style, were less
involved in their child's life-decisions, used negative sanctions and
emoltions when reacting to poor academic performance and contacted
the school less often than parents of high school graduates.

Not surprisingly, parental involvement was also found related to
achievement in Latino students (Casas & Furlong 1986). Morcover,
research has clearly shown that Latino parents interact significantly
less than non-Latino parents with teachers and school personnel
(Casas & Furlong 1986; Delgado-Gaitan 1992). However, the stereo-
typed belief that Latino parents give little value to education has been
recently challenged by research findings which show that values,
attitudes, and aspirations concerning education are not very different
in Latino and Anglo houscholds (Delgado-Gaitin 1988).

It appears that Latino parents fail to participate in their child's
school due to lack of understanding the role that parents can and are
expected to play in their child's school, due to lack of confidence and
due to lack of skills in how to interact with teachers and other school
staff (Casas & Furlong 1986; Delgado-Gaitin 1988/1992). Addition-
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ally, the need for parent-child problem-solving training is supported
by previously cited studies showing that parents of dropout and “least
adjusted” adolescents do not participate with their child in decision
making or joint problem-solving.

Thus, the fifth component of the ALAS intervention program
trained parents in two skills: (1) parent-child problem-solving; and (2)
parent participation in the schools. Parents in the project received di-
rect instruction and modeling in how to reduce their child's inappro-
priate or undesirable behavior and how to increase desirable behavior.,
Parents were monitored for follow-through and prompted to use new-
ly learned parenting skills. Additionally, parents received instruction
in how and when to participate in school activities and when and how
to contact teachers and administrators.

(6) Integrate school and home needs with community services

Families living at the margin of society; families whose primary
language is different from the majority culture; families which are
dysfunctional due to substance abuse and/or mental health problems;
and families living below the poverty line, are families which, in
general, do not have the skills or strategies for seeking out and get-
ting help from community services such as parenting classes, family
counseling, special youth programs, and training programs (National
Research Council 1993; Natriello, McDill & Pallas 1990). Moreover,
these families are not helped by simply being given a referral name
and phone number. Rather, the parents and youth need specific guid-
ance and liaison support to make contact with, and begin participa-
tion in, a community program.

The community component of the ALAS intervention functioned
to directly facilitate youth and parents' use of community services such
as psychiatric and mental health services, alcohol and drug counseling,
social services, child protective services, parenting classes, gang inter-
vention projects, recreation and sports programs, probation, work pro-
grams, etc. Parents and youth were not simply referred to these com-
munity agencies by ALAS staff but were directly helped with making
appointments, transportation, letters of reference, reminders, and so
forth. Parents were given knowledge and rationale about how a parti-
cular service could benefit them or their child and were monitored for
keeping commitments to participate in the community service.
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Methods

The program was implemented at a middle school (grades 7-9) in
a large urban school district. The barrio in which the school was
located was a high crime, gang infested, and graffiti blighted area.
The school enrolled 2,000 students, 94% of whom were Latino. Aver-
age student performance was at the 25th percentile rank on the
Comprehensive Test of Basic Skills (CTBS). Absenteeism averaged
20%. In addition, almost two-thirds of the student’s parents had not
graduated from high school and 75% spoke only Spanish in the home
(U.S. Census Bureau 1992). Per capita income of the local commu-
nity was half that of the state and county average, approximately
$8,000 versus $16,000 (U.S. Census Bureau 1992).

Subjects in the ALAS study were targeted using a six-item leacher
rating which Larson (1989) showed to reliably differentiate low-
income Latino youth into highest-risk and lower-risk groups. Cate-
gorization into highest and lower risk groups based on these ratings
predicted 73% of the variance in eighth grade classroom expulsions,
80% of the truancy, 50% of the cooperation grades, 67% of whole day
absences, 30% of the work habir grades, and 50% of the variance in
grade point average. 'That is, two years after the students were rated,
the sixth grade teacher ratings explained a significantly large propor-
tion of the variance in middle school performance.

In the ALAS study, highest-risk subjects were selected on the
basis of how they compared to their peers on the sixth grade teacher
rating scale evaluating (1) need for supervision, (2) level of motiva-
tion, (3) academic potential, (4) social interaction skills, (5) teachabil-
ity, and (6) need for special education services. All sixth grade stu-
dents attending 11 elementary schools (approximately 625 students
from 23 classrooms) surrounding the middle school were rated by
their teachers on the six-item scale. Approximately 30% of the stu-
dents from each classroom were targeted as highest-risk using this
method and, of these, 60% were male. All other students were target-
ed as lower-risk (albeit compared to state and national criteria they
were also at risk of dropping out).

Previous research by Good and Brophy (1986) showed the critical
importance of school site as a controlling variable in student adjust-
ment, behavior and school drop out. Consequently, because school
differences were a threat to internal validity, we chose to compare
treatment and control students from the same school and cohort.
Therefore, highest-risk students who entered the targeted middle
school were randomly assigned into either the treatment or control
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group. Of the 625 sixth grade students originally rated, 149 high.
est-risk students entered the middle school as seventh graders Of
these, 51 students were excluded from consideration because they
spoke no English (non-English proficient) and resources were insuff.
cient for including them in the intervention as designed. The remain,.
ing 98 students were randomly assigned 1o a highest-risk contro] or
highest-risk treatment group. Gender was equated in the two groups
with two-thirds of the subjects being male. Approximately 259, of

each group were officially classified by the school district as Limijteq

English Proficient (LEP), approximately 40% were classified English.
only and the remaining were classified as fluent English proficient
(with a non-English home language, or bilingual).

Beginning in the 1990-1991 school year, treatment students recejy-
ed the regular school program in conjunction with the ALAS inter.
vention program for all three years of junior high school. ALAS staff
were based al the school site every day for three years and accessed
the community and home contexts as needed. All treatment students
received all of the intervention strategies. The control group received
only the regular (i.e., traditional) middle school program.

Results

The efficacy of the intervention was measured by comparing the
treatment and control groups on: (1) attrition from the original
middle school (mobility); (2) attendance; (3) school grades; and (4)
high school credits carned during ninth grade. Although the interven-
tion lasted three years, there were several reasons the efficacy of the
intervention was evaluated using only ninth grade data. First, it was
assumed from the outset that one goal of the intervention was to
change longstanding school-related behavioral patterns in both the
students and parents and that such changes developed slowly over
time as they are practiced and integrated into existing life experiences.
Second, although students remained at the middle school, the ninth
grade was officially the first year of high school and critically impor-
tant for accruing credits toward high school graduation. Third, ninth
grade seemed to be a milestone for Latino students inasmuch as 60%
drop out during this time.

Mability

The ALAS intervention reduced mobility of experimental

students. That is, by the end of 9th grade 20% of the experimental
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ts had left the school as compared to 35% of the control

e This 15 a 43% improvement (see Figure 2).

iludc nls.

AK The ALAS intervention reduced excessive absenteeism. Data indi-
te that about four times as many control students, as compared to
ALAS students, were absent more than a quarter of the time during

oth grade (See Figure 3).

Figure 2 Altrition rates from original middle school as a function of the
ALAS dropout intervention
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Report card grades

Data indicate that the ALAS intervention improved school grades,
especially reducing the number of failed classes. Over all grades
received, control students received about twice as many fails (101
versus 54) as ALAS students. Of all grades issued during 9th grade,
31% of control student English grades versus 15% of experimental
student English grades were fails; in math 32% versus 15% were fails;
in history 33% versus 22% were fails; in elective A 18% versus 9%
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were fails; in elective B 18% versus 3% were fails; and in physical
education 22% versus 5% were fails (see Figure 4).

Figure 3  Absences from school during ninth grade as a function of the
ALAS dropout intervention
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Graduation credits

The ALAS intervention increased credits earned toward high
school graduation. This was most apparent when comparing the
groups on students who were moderately to seriously behind in
possible earned credits. That is, the two groups had similar propor-
tions of students who earned all possible credits during 9th grade;
however, twice as many control students (47% versus 22%) were
behind a quarter or more of their credits and nearly three times as
many control students (28% versus 10%) were behind half or more
of their credits (see Figure 5).

Discussion and significance of resulls

The significance of this intervention is in both the magnitude of
improvement of single outcome variables and in the breath of impact
over many outcome variables. That is, data show that the interven-
tion, on average, doubled or tripled school success on virtually every
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measure of school performance and engagement. Students in the
control group had 43% greater mobility or attrition from the school,
had twice the number of failed classes, 101 versus 54, were four times
more likely to have excessive absences and were two or three times
more likely to be seriously behind in high school graduation credits
by the end of ninth grade.

Figure 4  Percentage of failed classes during ninth grade as a function of
the ALAS dropout intervention
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Taken together, data on mobility, attendance, failed classes and
graduation credits indicated that the ALAS program had a substan-
tial and practical impact on students who received the intervention.
Results achieved appeared even more remarkable when the character-
istics of the subjects were considered. Subjects in this study repre-
sented the most difficult to teach students within a pool of students
generally viewed as high risk.

We believe that the positive differences in outcomes for ALAS
students compared to control students was a function ol the compre-
hensiveness of the ALAS interventions which focused simultaneously
on the youth, family, school and community.
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The Intervention directed at the contexts of influence

The ALAS model views the family, the school and the commu-
nity as contexis of influence which interact with each youth's indivi-
dual characteristics to help or hinder development. The ALAS inter-
ventions focused on contexts in two ways. First, through consultation,
to increase the competence of each context's procedures and services.
Second, through a case management approach, to increase the com-
munication and cooperation between contexts. Experience demon-
strated that both types of interventions were sorely needed.

Figure 5 Percentage of high school credits below expectancy as a
function of the ALAS dropout intervention
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In terms of skill development, we found that within the family
context effective parenting skills for living in a high crime, urban en-
vironment were weak or nonexistent. For example, most parents did
not monitor their teens for wearing gang related clothing. Within the
school context, impersonal disciplinary and bureaucratic procedures
generally functioned, inadvertently or otherwise, to exclude students
rather than to embrace or include them. For example, students were
suspended from school for excessive tardiness or truancy. Within the
community context, the so called "safety net” of social services most
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often did not reach the youth and their families because of ineffective
outreach and follow through. For example, agencies did not have
provisions for reaching families with no transportation and did not
follow-up on missed appointments,

In terms of collaboration between contexts, we found, with little
exception, that the contexts of influence, instead of providing a cradle
to nurture, stabilize and support the adolescent, generally functioned
al cross purposes like colliding tectonic plates destabilizing youth who
were required to cross context boundaries on a daily basis. The adults
who defined and "managed” each contexts had personal as well as
organizational barriers preventing them from integrating goals and
services of their reference context with the goals and services of other
contexts. For example, mental health, probation, school and protective
services did not work collaboratively to form a plan of intervention
for an adjudicated youth with emotional problems but rather "passed”
cach youth along, as one would a baton in a relay race, to the next
agency. This procedure fragmented important information and often
those with least knowledge of the youth made the “final" decision
regarding “disposition of the case.”

The ALAS interventions served both to increase the skill of each
context to provide effective service to youth as well as to increase the
collaboration between contexts. As a result, we believe that each
context singularly, as well as cohesively, increased its ability to posi-
tively influence youth behavior, By creating a cohesive and consistent
action plan between contexts, the capability of each context to posi-
tively influence a youth was enhanced and results from this study
demonstrate the benefits which can ensue.
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