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Abstract
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The N eed For Social Competency Skills
Our children are experiencing the results of

significant changes in all aspects of American society:
dramatic changes in family composition; increased
poverty rates; and the erosion of traditional
neighborhoods, extended families, and a sense of
community. As a result, increasingly large numbers of
children -whether from urban or suburban homes -
enter school with identified risk factors.

To address these issues, the National Institute of
Mental Health in 1986 recommended that all school
curricula include social-competency-building
instruction as one strategy to prevent social and
behavioral problems in children. This
recommendation was based on the belief that
childhood problems in peer relationships, often the
result of deficiencies in social skills, are associated
with adjustment problems in adolescence and
adulthood. Given the opportunity to learn social
competency skills, children's ability to make and
maintain relationships with peers would increase and
the likelihood of future adjustment problems would
decline.

@ 1994 by Jean H. Krasnow, Pamela J. Seigle, Roberta Kelly

(C)1993 Krasnow,J; Seigle,P; Kelly,P. 



toward an increased use of facilitation and problem-
solving skills in all aspects of the classroom.

.a series of workshops for parents to introduce
them to the skills and concepts of the program (to be
introduced in the fall of 1993).

.a participatory evaluation strategy that
includes external assessment procedures as well as
teachers as researchers.

Unlike other programs which suggest that class
time spent on social competency instruction is time
away from academics, the Social Competency
Program design reflects the belief that improved social
relationships in classrooms create motivation and the
confidence that enables learning to occur. All children
benefit from explicit instruction in these critical skills.
These skills are neither remedial in nature nor solely
appropriate for children at risk of school failure.

Research Findings
Following are summaries of six research projects

on the ROS Program, conducted during the two
academic years 1991-92 and 1992-93:

.student self-perception surveys

.teacher interviews and questionnaires

.student focus groups

.case studies of students by teachers

.classroom-based teacher research

.classroom videotapes

Reach Out to Schools: Social Competency

Program
The Reach Out to Schools: Social Competency

Program (ROS: SCP) is a primary prevention project
which provides the opportunity for elementary school
children of all grades, their teachers, and their parents
to learn and practice relational, communication, and
problem-solving skills.

As of June, 1993, the program is used in 18 school
systems (47 schools) within Boston and the greater
Boston metropolitan area. Approximately 3,500
students and more than 200 teachers have participated
in the program. The program began as a pilot in 1987
and was first implemented in the Framingham Public
Schools, using the Quality of School Life curriculum,
written by Ruth F. Schelken. Between 1988 and 1991,
the Social Competency Program evolved from the QSL
curriculum to include aspects of other well-researched
methods of instruction in social competency skills
(spivack, Platt, & shure, 1976; Weissberg et al, 1980;
Elias & Clabby, 1989) and the core concepts of the
Stone Center relational theory initially developed in
the writings of Jean Baker Miller (1976,1986,1992). As
a result of a substantial gift from a local supermarket,
the program was able to expand.

The Social Competency Program isa multiyear,
transactional approach to primary prevention. It
provides both explicit instruction to all children in
grades K-6 in communication and problem-solving
behaviors during Open Circle time and encourages
teachers and students to carry over these new ways of
relating into the daily classroom life, thus impacting
all classroom transactions. By working directly with
classroom teachers and providing instruction for all
children in their regular classroom setting, the Social
Competency Program targets individual classrooms
and schoolwide behavior at the same time.

The Program includes:
.a 4o-lesson curriculum which emphasizes

developing a classroom community through improved
communication and interpersonal problem-solving
skills.

.four full days of teacher training in the
concepts of the curriculum and facilitation skills-

.a commitment to year-long instruction for all
students within the classroom by the classroom
teacher .

.a two-year teacher consultation model which
encourages and supports changes in teacher behavior

Students' Self-Perception Surveys
Four elementary schools in Needham,

Massachusetts, participated in a student self-
perception survey. Three of the schools contained
children and teachers who were using the SCP
curriculum. The great majority of the children had
been in classrooms using the program for at least one
year. The fourth school acted as a comparison group;
neither the children nor the teachers had been
involved in the Social Competency Program. A total
of 228 children in grades three, four, and five
participated in the pretest in the fall of 1992; 209
children completed the post-test in the spring of 1993.

We administered the Children's Self-Perception
Profile (Harter, 1985), which consists of five specific
domains: scholastic competence, social acceptance,
athletic competence, physical appearance, behavioral
conduct, plus a measure of global self-worth. The
subscales are intended to measure children's
judgments of competence as well as their perceptions
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of self-adequacy.
One of the most interesting findings is that a

significant difference was found in the children's
global self-worth mean scores by the numbers of years
the teacher had used the SCP curriculum. Children in
the comparison groups had mean scores of 3.00,
significantly lower than those in classes with teachers
in their second year (3.04) and third year (3.14) using
the curriculum.

As was true in the pretest, there was a significant
difference in the post-test in the children's global self-
worth scores by the number of years the teachers had
been providing the curriculum. For the children in the
comparison group, the mean score was 3.20; for the
children in the program schools, the mean score was
3.48 for teachers with two years' experience using the
curriculum and 3.53 for teachers with three years'
experience using the curriculum.

There were also significant differences in the
global self-worth score, depending on the number of
years a child had received the curriculum. Children
with no experience with the curriculum had mean
scores of 3.29, while those who had used the
curriculum one year had a score of 3.61, and those
with two years' experience using the curriculum (a
small group of fifth graders) had a mean score of 3.42.

In addition to the Self-Perception Profile for
Children, we also administered the Harter Social
Support Scale for Children in the fall of 1992 and the
spring of 1993. According to its author, this scale was
designed to tap the perceived support and regard
which significant-others (parents, teachers, friends,
peers) exhibit toward the self. The hypothesis is that
perceived regard from others would directly impact
perceived regard for oneself, particularly as measured
by global self-worth. Harter identified several sources
of potential support or regard and several significant-
others whose opinions might influence the view
children have of themselves. The scale uses parents,
teachers, classmates, and close friends as four sources
of social support. Each source has a separate subscale.

For the children surveyed, parent and teacher
support was higher in both pre- and post-tests than
from the two sources of peer support. As with the
Self-Perception Profile findings on global self-worth,
the number of years the teacher had been using the
curriculum had a significant impact on the child's
perception of teacher support.

Teacher Interviews
A second research project of the SCP involved

gathering teachers' perceptions of the Program, using
interviews and questionnaires to gather information.
Fifteen of the 18 teachers who participated in the 1990-
91 Social Competency Program were interviewed in
May of 1991. The interviews were conducted in the
schools and lasted about 45 to 60 minutes each. They
were taped and later fully transcribed. The transcripts
were analyzed to identify recurring themes, which are
described below. Each teacher was asked: (1) what
they saw as the impact (if any) of the curriculum on
individual students or classroom atmosphere; and (2)
what impact (if any) they felt the training had on their
behaviors as a teacher .

Following is a summary of teachers' answers to
these questions, followed by some quotes from the
interviews-

.The largest group felt that the curriculum
provided a clear and organized approach to teaching
material they believe should be included in all
elementary classrooms:

"So many aspects of the curriculum are things I have
done but never in so organized a forum. So many things
in the curriculum were things that over the last 18 years
I've had concerns about, but then I've never seen it laid
out in a curriculum. It provides me with lots of things
that I believe should be ~rt of an elementary curriculum;
it provided me with a structure. So I guess that's how I
see it, as validating and organizing lots of things for me."

.When asked to describe the impact of the
curriculum in several areas of classroom life, teachers
felt that there was more participation by more
students in the Open Circle than in other classroom
settings. The Open Circle format and curriculum
content seemed to foster egalitarian participation.
They also repeatedly commented that students seem
genuinely to enjoy the Circle time.

"The Circle is free s~ce to express thoughts. It isn't
academic. Students who aren't academic have knowledge.
Now we can hear them. In Circle, there is no fear of
sharing, no fear, and no pressure. It's like an extra year
to build self-esteem. Kids of all different levels can
partici~te and feel just as good as everybody else -no
marks, no writing. ...It doesn't matter what math or
reading level, every child gets something out of it, in their
life, like 'self-talk' or problem solving."
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.Teachers said they learned more about the
children and felt that the children learned about each
other through the activities of the Circle:

"The Circle provides the opportunity for me to listen to
each child. There are always going to be those children
that you know very well, but the Circle makes me come in
contact with more individual students.'l

.Teachers repeatedly described increased time
for academic work as one important result of the
Circle meetings. In addition, some teachers observed
the carry-over of behaviors from Circle to other class
activities:

"1 have more class time for academics because there is
better behavior.'l

particularly those who were emotionally immature. In
one interview an experienced special education

teacher commented on behaviors she now sees in

regular education classes:

"I taught substantially separate classrooms in the ~t,

so that's always been my background. That first of all

you have to get a child's self-esteem up. They have to feel

good about coming to school. It's most important for a
child to be a healthy human being. If I work hard on

behavior now, they will learn more."

.In one school three teachers mentioned that

other school personnel (office secretaries, cafeteria

workers) noticed changes in the behavior of the classes

that were using the curriculum:

"The specialists have noticed how this class makes

better transitions. She has asked to learn the program, so

she will have the 'cue words."'

"it [meetings] avoids wasted time, saves class time, all

that whispering. School-yard fights are aired; then we go
back to work,"

"There is a real carry-over into everything. The media

specialist wants to learn the jargon. She even tried things

she heard me say, and she couldn't believe the change."

.Students brought all kinds of problems to the

Circle and asked their classmates for help. Teachers

were surprised at both the range and numbers of

issues children were facing and also at their ability to

problem solve for each other. Typical teacher

comments were:

"I was fascinated. They always come up with more

solutions than I expect."

"I didn't give them the credit they deserved. They do

know a lot more than I thought. They also have a lot more

issues than I thought!"

T eacher Questionnaires
An additional 121 teachers were surveyed in

1992-93. Teachers were asked how often they used the
Open Circle in their classrooms. Overall, 54 % of the
teachers used it two times a week. When asked how
much time they devoted to Open Circle each week,
53% of the teachers used the program for 30 minutes.
In all three groups the time spent in Circle increased
with the age of the students: first graders averaged 30
minutes each week, third graders averaged 46 minutes
per week, and sixth graders over 60 minutes per week.

When asked if the curriculum had changed their
classroom, 94% of the teachers said that it had. They
mentioned the use of a common language, working

"It [the curriculum] certainly supports basic classroom

management. It's not necessarilyan add-on. These are

things we would spend lots of class time on anyway, so

we are spending time in a more formalized way rather

than a reactive way. I personally feel it's valuable, but

it's difficult to measure change in behavior in a year."

"Self-Talk' before a test. When they do math (ifthat's
hard for them), they talk it out."

.Four teachers used the tenn "empowennent"
to describe both the students' participation in

classroom nonns and routines and in their heightened

ability to problem solve.

"When they are involved in decision making, they feel

so empowered and invested. A quiet and shy boy came to

meeting to talk about lunch: how rushed it was, pushing,

and shoving. We brainstormed all sorts of ideas and

decided on some new procedures. We make decisions

about the design of the room, the helpers, the chores.

These are second graders. Next year I'll do problem

solving sooner and increase their participation in

organizational decisions for the class."

"I have a boy with annoying behavior problems. The

girls complained, and I asked what they can do. Before,

everyone wanted the teacher to 'fix him up' ; now

students have to strategize their own behavior, 'What can

they do?"'

.Teachers mentioned that often they had seen a

positive impact on special education students,
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together on problem solving, greater empathy by
students for each other, and more responsible and
considerate student behavior as key changes.

When asked about the impact of the curriculum
on the inclusion of special needs children in the
regular education classrooms, 72% of the teachers said
that the curriculum helps to integrate these students
into the classroom. They reported that regular
education students demonstrated greater
understanding of special education students, made
more effort to help special students, and that
participation in Open Circle discussions seem to help
special education students feel positive about their
membership in the class.

Finally, when teachers were asked if the
curriculum changed their teaching style, 76% said that
it had. Teachers said that they listen more, are more
empathetic toward their students, make greater use of
facilitation skills, and have found the problem-solving
strategies helpful in their personal as well as
professional lives.

solve the problem."

"It feels good, peaceful, and calm, a time out, no

teasing, no shouting out, kind of opens up things, made

the classroom better. Things wouldn't go as good in the

class without it."

"I like it 'cause, I don't know, it's fun, it's a relief."

"Our class, it's a whole class. We hear from

everybody. It doesn't seem like school, but we solve

problems. In our class everyone £9 friends with everyone.

Boys and girls aren't like, against each other , like in other

classes. In other classes it's harder to be friends because

the girls spread rumors, and the boys tease. We mix,

where we sit, you know it doesn't matter. Everyone talks

to each other." .

Interestingly, these were students who had used
the SCP curriculum since third grade. Rather than

finding the process repetitive, they said, "It got better

every year," as they took more responsibility for

setting the problem-solving agenda. The fifth graders

even suggested that, faced with the "big problems" of

middle school, that next year they should form a

group and meet after school to problem solve.

Case Studies
A fourth SCP research project involved case

studies of an individual student by a teacher .
Beginning in the fall of 1991 and again in 1992,
teachers participating for the first time in the SCP
training were asked to describe one child in their class
about whom they were concerned. The teachers then
continued to write about this student each time they
returned to the Wellesley College campus for training
(four times in total). They were asked to describe the
problem behavior and track its continuation or
improvement.

Completed Case Studies
Total Males

48 36

18 12

30 24

Females

12

6

6

Total

1991-

1992-

Student Focus Groups
A third SCP research project involved student

focus groups. Groups of students from fourth- and
fifth-grade classes using the SCP curriculum met to
discuss the impact of Open Circle activities on their
classrooms. When asked what words or phrases
describe the Open Circle, they said, "solving
problems," "helping people," "compromising, "

"sharing time," "togetherness," and "fun." When
asked about examples of when they used what they
learned in Circle they replied:

". ..to solve playground problems."

"It's going to help us when we're grown up, and like,
let's say we have a job or, or like, say we play on a sports
team or something like that. We're going to have a lot of
people there, and sometimes there will be conflicts and in
Open Circle we, like, learn how to stop them."

Students said that sharing their issues and
problems helped them to get on with more traditional
school work. They characterized the Circle time very
positively, noting particularly that it was different
from other aspects of the school day: less competition
and less teasing. A sample of their comments include:

"If I have a problem or something at home, it usually
bugs me, you know, you can't concentrate, can't do
school. If you tell your problem, sometimes it helps you

We read and re-read each case many times and
decided to divide the cases into three groups:

5
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significant, some, and no change. "Significant change"
was defined as the teacher reporting the student
consistently improving in at least two specific
behaviors which had originally been seen as
problematic for success in the class. "Some change"
was defined as the teacher describing change but with
frequent qualifiers limiting the consistency of behavior
changes. "No change" indicated the student's
behavior had not improved throughout the year. The
totals are given in the following tables:

on their relationship. Marisa really seems to l£5ten
during Open Circle and remembers to practice the social
skills we talk about. Her confidence has soared, and now
we can hear her voice loud and clear. She no longer
speaks in a wh£5per and £5 an eager participant in all
kinds of class d£5cussions. In fact she £5 doing so well
now that I forgot she was the child I had such serious
concerns about earlier. ..."

This description points out a critical theme that
emerges from the case studies and is reinforced in the
other writings by teachers. Individual students do
learn and practice new behaviors that help them build
more positive interpersonal relationships in the
classroom. But equally important, the entire group
learns how to interact more positively and support the
changed behaviors of the individuals. Thus, the group
changes its patterns of interaction with students who,
in the past, had great difficulty being in the group.

Results 1991-1993 (48 cases)
no some significant

change change change
total # students 9 19 20
males 6 14 16
females 3 5 4

total

48

36

12

Results 1991-1993 Special Needs Students (9 cases)*
no some significant

change change change total
total # students 2 1 6 9
males 2 1 5 8
females O O 1 1

..The special needs students were part of the 48 student

total.

Classroom-Based Teacher Research
A fifth SCP research project involved classroom-

based research by teachers. A small group of teachers
(five females, one male} who had used the Program for
at least one year met monthly at the Stone Center for
two years, from 1991 through 1993. Together they
designed and conducted classroom-based research on
the impact of the program in their classrooms. The
teacher meetings were taped and transcribed. The
results of these research projects were an increased
understanding of the ways the program impacted
individual children and whole classes as well as many
recommendations for program improvement. The
questions that focused these research efforts were:

1. Do second-grade students use the behaviors
taught in Open Circle in other areas of their school and
home life?

2. Do males and females participate in the Open
Circle discussions in different ways?

3. Can a troublesome student gain self-
awareness of his/her behavior through a joint
student/teacher research project on his/her behavior?

4. Do bilingual students (mainstreamed for the
first time} report inclusive behaviors by other students
toward them in a classroom using the Social

Competency Program?
5. Do third-grade students expand their

knowledge base of social competency behaviors as a
result of time spent in Open Circle? How and where
do they use the Open Circle behaviors?

The students who were chosen by their teacher
for a case study exhibited behaviors that were
disturbing and disruptive to others. In their initial
descriptions of the children, teachers mentioned
pushing, biting, hitting, shoving, and knocking papers
off others' desks as behaviors that were causing
concern. Sometimes they spoke of explosive anger
and frustration that children seemed unable to control.
Later descriptions indicated significant change in
student behavior:

". ..Marisa has made tremendous progress in her
social skills. It's hard to quantify what role Open Circle
has had in this change, but it feels like Open Circle has
been a major factor in her growth. Marisa smiles more,
volunteers her ideas and opinions, and is an eager
partici1Hlnt in Open Circle. She actively shared how she
complimented her brother and what a positive effect it had

6



6. How do students use the behaviors taught in
Open Circle at home? How do parents perceive the
program?

The SCP curriculum created a focus for the
research designs. The Stone Center certainly provided
a welcoming setting. The structure of monthly
meetings, materials, articles relating to teacher
research, and facilitation of the group all supported
the process. Teacher research provided teachers and
program staff with a mutually respectful process for
looking at the effectiveness of the program in several
classrooms. The process helped to improve the
curriculum, identify areas of success, and posed many
questions for future inquiry. It also modeled the goals
of the program, which encourage communication,
group problem solving, and reflection on behavior.
Through classroom research, we know much more
about how the program impacts children and their
teachers.

and inclusively.
.Students and teachers refined ideas, clarified

suggestions, developed distinctions between ideas,
and in general employed higher-Ievel thinking skills,
consistent with the problem-solving process included
in the SCP curriculum.

.Student praise was usually about a particular
behavior and included specific references to details,
such as efforts, actions, and characteristics of the
activity being praised.

.Teachers shared themselves with their
students and in the process conveyed a sense of
openness, warmth, and availability.

Conclusion
The Reach Out To Schools: Social Competency

Program fosters the development of "good
relationships" in classrooms. These enhanced
relationships, the result of explicit instruction and
practice in social competency skills, help to create a
classroom community that is "growth enhancing" for
the students and their teachers. In the initial lessons
within the curriculum, certain skills are explicitly
taught: how to listen, how to speak up, how to
compliment, how to ask questions to get more
information, etc. These skills help to establish an
environment that is safe, cooperative, and productive
for learning. In some aspects, these skills relate to
management, but in other ways they create safety,
predictability, and a sense of being known and valued.
Everyone comes to Circle; there is always an extra
chair; therefore, there is room for all. But something
more happens. The creation of a safe environment
enables learning to occur. Many ideas are encouraged
and emerge; teachers and students problem solve
together, assess alternatives, and apply higher-order
thinking skills, which can then be carried to all other
activities within the classroom. One activity must
precede the other. First, safe and cooperative
environments are created which then enables
behaviors by the teacher to promote more complex

thinking.
Student participation in Open Circle is

enthusiastic. The predictable format creates a safe and
encouraging environment for the practice of many
new skills. As students recognize new competencies
in themselves, they appear more willing to take the
risks necessary for learning to occur. The Open Circle
format is a crucial strategy in implementing the

Classroom Videotapes
A sixth research project involved videotaping

shIdents in their classrooms. In the fall of 1992 and
again in the spring of 1993, we videotaped 10
elementary classes for approximately 45 minutes each.
Five of the classes were using the SCP , and five were
not. Each group of five consisted of one third grade,
three fourth grades, and one fifth grade. In the classes
that were using the SCP curriculum, the videotaping
session was longer and included an Open Circle
meeting led by the classroom teacher .

The videos were viewed by the program staff;
extensive notes were taken; and the Open Circles
were fully transcribed. We tried to identify any
differences in non-Circle classroom behaviors between
program and nonprogram classes. We also looked for
examples of behaviors that are stressed in the SCP
curriculum. What follows is a preliminary review and
findings from this first effort to compare program and
nonprogram classes. Several themes emerged from
these videos.

In classes using the Social Competency Program:
.The level of distracting noise was lower .
.Fewer annoying behaviors occured. 5hIdents

were able to stay focused and listen more closely to
another.

.Transitions from one activity to another took
less time.

.5hIdents worked together more cooperatively

7
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continue after the formal training was completed.
Both the classroom Circle and the monthly teachers'
meetings demonstrate that through building
connections, fostering relationships, and advancing
collaboration, personal growth and development is
enhanced.

It is clear from the various research efforts over
the last three years that the Reach Out To Schools:
Social Competency Program is a multilayered
program. A curriculum designed for elementary
school children appears to have greatly impacted their
teachers' professional styles. When a number of
teachers in a building begin to use the program,
nonclassroom staff notice changes in students'
behavior in other activities as well and want to learn
more. Recently, parents have expressed great interest
in the program. In response, during the 1993-94
school year, the program will offer "whole school
models" and parent workshops. While changes in
students behaviors were the initial anticipated
outcomes, we now believe that both students and
teachers are significantly affected by the new skills
and behaviors they are acquiring as a result of the
program. We now wish to focus on the particular
pathways of change for particular groups of students
and teachers.

In the SCP curriculum there are lessons about
leadership skills which present the question, "What is
a positive leader?" Students are given several
situations to discuss and eventually evolve a definition
of leadership in a cooperative classroom environment.
Students are then encouraged to try out these skills.
Teachers within the program are also taking on
leadership roles in areas of training, consultation,
parent education, and research. Each of these
experiences gives them a new perspective on the
culture and ecology of their own and others' schools
and their current and potential roles in them. What
we are suggesting is that while the program began in
the classroom and had students as its "target" of
intervention, it may be that the emergence of teacher
leadership and the changes in school and classroom
culture that resulted have equally beneficiallong-term
results. Following the development of students who
have used the program as well as the development of
teachers who have taught and worked in the program
will be equal elements on our future research agenda.

curriculum. The activities develop the idea of
inclusiveness and empathy for others. Many teachers
initiallyexpressed concern about what problems
children might bring to the class meetings once the
agenda was open. Yet teachers describe students
turning to the class for help as one of the most positive
results of the curriculum. The Circle meetings do take
time, but teachers feel the time spent in Circle to hear
and resolve issues help to develop student skills and
free more class time for traditional academic work.
"You can't get on with the rest until these issues are
addressed," said one teacher.

The importance of inclusiveness relates to the
children in the class as well as to the range of issues
discussed during Circle. Because participation is not
based on previous academic achievement, Circle is a
place for all students to participate. It includes the
skilled reader and the poor reader equally. Students
of limited English proficiency are encouraged to
contribute. Students who are having difficulty with
peer relationships are described as making progress.
Rather than pushing people and issues out the door so
that "real work" can begin, the Circle activities stress
building relationships, collaborative efforts, and
mutual problem solving to advance everyone's
learning. By including the curriculum in the already
crowded schedule of a very short school day, teachers
are communicating to children the importance of
learning social competency skills as well as traditional
academic material. Embedded in the decision to
allocate time to change the organization of the
classroom, even 15 minutes twice a week, in order to
learn and practice these skills, is the much larger belief
that positive relationships in the classroom are
essential to students' social and academic

development.
Similar themes apply to the teachers'

experiences. They commented repeatedly that having
the opportunity to share with other colleagues is very
important in developing their understanding and
sense of confidence about the new curriculum and the
skills expected of them. The program is designed to
provide time for teachers to talk about the successes
and struggles with the program as well as to teach
new skills. One teacher commented that although by
the end of the school day she is very tired, when she
and her fellow teachers go to the monthly program
meetings, they are energized and inspired. Several
teachers mentioned their wish to see the group

8



The Stone Center
for Developmental Services and Studies

The Stone Center is dedicated to the prevention of
psychological problems, the enhancement of
psychological well-being, and the search for a more
comprehensive understanding of human development.
Particular attention is paid to the experience of women,
children, and families across culturally diverse

populations.
The mission is carried out through development of

theory , research, education, consultation, action
programs, and counseling, in collaboration with the
Wellesley College community and other institutions and
individuals.

The Stone Center was created in 1981 by a generous
gift to Wellesley College from Robert S. and Grace W.
Stone, parents of a Wellesley graduate. The Center's
programs reflect the Stone family's interest in preventing
psychological distress.

Correspondence and inquiries about the Reach Out
to Schools Project should be addressed to: Reach
Out to Schools Project, The Stone center, Wellesley
College, 106 Central Street, Wellesley, MA 02181.
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