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SOCIAL-EMOTIONAL DEVELOPMENT OF
STUDENTS WITH LEARNING DISABILITIES

William N. Bender and Maureen E. Wall

Abstract. This article presents a model of development for children and youth
with disabilities. The model incorporates 14 variables in three domains that have
not been fully delineated by the field, including emotional, social, and behavioral
development. In general, much more research, particularly intervention research, is
needed in each of the 14 areas. Also, the data from several of the areas indicate
that development may be more seriously hampered with increasing age.

As the articles in this special issue of the LDQ
have highlighted, a number of relatively new
concerns are emerging in the field of learning
disabilities (LD), dealing with the social, emo-
tional, and behavioral development of students
with learning disabilities (Huntington & Bender,
1993; Margalit & Levin-Alyagon, 1994,
Sabornie, 1994; Spafford & Grosser, 1993;
Vaughn & Haager, 1994). Although studies of
certain emotional and/or behavioral variables—
for example, self-concept and distractibility—
among students with learning disabilities have
appeared in the literature since the 1970s, stud-
ies of other variables such as temperament, anxi-
ety, loneliness, and depression/suicide are much
more recent (Huntington & Bender, 1993;
Sabornie, 1994). Further, such studies have yet
to be widely incorporated into our conceptualiza-
tion of what a learning disability is. Conse-
quently, in spite of this growing research inter-
est, these concerns have not yet received the
attention that, perhaps, they should.

This article synthesizes the available informa-
tion in an attempt to suggest the overall impor-
tance of this work and to identify additional ar-
eas in need of research. We do not intend to
offer yet another definition of learning disabili-
ties. We are not certain that this continuing pro-
cess is considered fruitful by everyone; therefore,
it may be time to admit that a major reconceptu-
alization is needed before meaningful (i.e., dis-
criminatory) definitions can be offered. What we

do intend to do here is to present a portrait or
model that encompasses the more recent in-
sights from this body of research and to suggest
fruitful avenues for research that encompass a
much more inclusive set of variables for children
and youth with LD based on this evolving knowl-
edge base.

RATIONALE FOR STUDYING
SOCIAL-EMOTIONAL DEVELOPMENT
Study of the social-emotional development of

students with learning disabilities is important for
a number of reasons. First, deficits in cognitive
processing, which are sufficient to cause major
learning problems in academic areas, are proba-
bly sufficient to cause major learning problems in
non-academic areas as well. For example, Spaf-
ford and Grosser (1993) recently advanced the
hypothesis that neurological problems may be
the culprit, not only in academic problems but
also in social misperceptions of children with
LD. Clearly, cognitive processing problems may,
at the very least, result in difficulties in interpret-
ing social events and subsequent personal ac-
tions that depend upon such interpretations.
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We suggest that it may be myopic for the field
to have concentrated historically on specific cog-
nitive and/or academic areas in the definition of
learning disabilities. Thus, our conceptual under-
standing may need to expand beyond this lim-
ited perspective. For example, the inclusion of
social skills as a deficit area in the definition pro-
posed by the Interagency Committee on Learn-
ing Disabilities (Hammill, 1988) suggested that
an expanded definition may be acceptable by the
field in general.

Second, research has indicated that the social-
emotional development of students with LD may
be more severely impaired during adolescence
and early adulthood than previously thought
(Gregory, Shanahan, & Walberg, 1986; Hunt-
ington & Bender, 1993, Phil & McLarnon,
1984, Spafford & Grosser, 1993; Weller,
Watteyne, Herbert, & Crelly, in press). For ex-
ample, Gregory et al. (1986) found that twelfth
graders with LD were more likely to be involved
with juvenile authorities and/or law courts than
were nondisabled students. Likewise, the stu-
dents with LD in that study expressed less satis-
faction with their peer relationships than other
students.

Further, Huntington and Bender (1993) sug-
gested that adolescents with LD are much more
likely to be victims of depression and/or suicide
than other students. Other research has indi-
cated that many students with LD have less than
satisfactory social lives (Mithaug, Horiuchi, &
Fanning, 1985; Phil & McLarnon, 1984). As
this body of knowledge continues to grow, it be-
comes apparent that our efforts with students
with LD in the middle and secondary schools
may not be addressing these students’ most
pressing needs. More attention, therefore, needs
to be given to this emerging set of issues.

Third, the relative lack of academic success
among students with LD during secondary
school seems to suggest that our remediation ef-
forts on cognitive/academic variables have not
been effective. For example, research by Deshler
and his associates has indicated that academic
improvement may cease altogether for adoles-
cents with LD, such that these students appar-
ently reach a certain academic level—perhaps
best envisioned by a reading level of approxi-
mately sixth grade—and then fail to improve fur-
ther regardless of remedial efforts in special edu-
cation classes (Deshler, Schumaker, & Lenz,
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1984; Warner, Schumaker, Alley, & Deshler,
1980). If this is the case, increased emphasis on
remediation in other areas such as social-emo-
tional concerns would, at the very least, not de-
tract from continued academic improvement.

Finally, the cumulative weight of this develop-
ing knowledge base on the social-emotional de-
velopment of students with LD is beginning to
cause the field to shift to a more inclusive view
of what a learning disability is. Weller’s research,
for example, has incorporated language vari-
ables, social coping, and task orientation into a
unified view, which she refers to as adaptivity
(Weller et al., 1994). This construct is much
more comprehensive than the historical fixation
on cognitive processes. Likewise, Vaughn’s re-
search, reviewed in this issue, has spread a more
inclusive net over variables dealing with the con-
cept of social competence.

MODEL
The Process

We developed a model to guide our delin-
eation of the variables of interest. At the outset,
we realized that some compilation of variables
would be necessary to meaningfully discuss these
data in the aggregate. Indeed, entire literature
reviews can be done, and frequently are, for any
one of the variables that were considered. Nev-
ertheless, we felt that some overview was neces-
sary in order to understand the development of
students with LD. Therefore, we sought to pro-
vide such a picture rather than a more traditional
review of the literature in any one area.

Initially, we focused on three areas, which
were not predominantly based on cognitive,
mental, or academic functioning: behavioral,
emotional/personality, and social development.
While recognizing the interactive nature of these
domains, and their mutual interaction with the
cognitive/achievement domain, we nevertheless
felt that initially we should concentrate our ef-
forts on some areas that we could differentiate
from each other.

Pooling the Data

Within these three domains, we collected liter-
ature on all the variables that were traditionally
measured in the literature. We knew it would be
necessary to merge the data, simply because of
the number of different variables. We likewise
realized that the process described below, by
which we grouped the data, was somewhat arbi-
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trary. Nevertheless, producing an overview of
these data necessitated some pooling, and we
designed a four-step decision-making process for
that purpose.

First, we decided to utilize only variables that
had been investigated in a minimum of three
studies. Second, we immediately pooled the re-
search data on the numerous variables for which
different terms and/or assessment tools were uti-
lized (self-concept and self-esteem). Third, we
pooled the numerous variables that incorporated
different shades of meaning (locus of control and
attribution) and/or different emphases along a
continuum (social isolation and social rejection).

Finally, certain variables represented different
concepts while addressing the same general
overall issue (misconduct, aggression, delin-
quency). For clarity and brevity, we felt that
these areas should be discussed together.

Using this process, we identified 14 variables
within the three domains of emotional, social,
and behavioral development. While the bulk of
the literature shows deficits in each of these ar-
eas among children and/or youth with LD, less

than one in four of these areas has resulted in
intervention studies aimed a changing those
deficits.

“Wheel of Successful Outcomes”

In the model presented in Figure 1, the indi-
vidual emerges into the world as a cumulative
bundle of genetic predispositions, talents, infant
temperament, prenatal insights, and memories.
If the human tabula rasa prototype ever existed,
it has not yet been seen; indeed, research clearly
indicates that an infant’s prenatal experiences
may be remembered and retained into later life.
Besides, the information available on infant tem-
perament suggests that children have decidedly
different temperaments from the minute they
are born.

The spokes in this wheel of development are
comprised of the 14 measurable attributes ema-
nating from the individual child with LD. The
dark lines delineate the domains that we feel can
be isolated, including social, emotional, behav-
ioral, and cognitive/academic development.

The outer circle is depicted as the successful
outcomes of the interaction between the vari-

Figure 1. Wheel of successful outcomes.
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ables in the domains of development and the
child’s genetic and prenatal makeup. Any vari-
able within the model can become a conduit of
success for a particular child, allowing the child,
over a period of years, to manipulate the envi-
ronment to gratify his/her basic needs. The
model is intended to indicate a circular motion,
such that, although both the inner circle (the
person’s genetic/prenatal makeup) and the
outer circle (successful outcomes) remain con-
stant, the individual’s development is not “fixed,”
but in constant motion.

This motion is intended to show that any of
the 14 variables can affect outcomes in any of
the four domains. For example, as depicted, hy-
peractivity tends to affect successful outcomes
more in the behavioral than in the cognitive
area. However, hyperactivity can affect aca-
demic outcomes over time very negatively. Con-
sequently, the model had to include some possi-
bility of motion such that problems with
hyperactivity could interact with successful out-
comes in almost any domain. For example, a
deficit in self-concept and attribution for success
can negatively affect academic success, even
though the latter variable is included within the
emotional rather than the cognitive/academic
domain.

EMOTIONAL DEVELOPMENT

We identified seven affective variables, pre-
sented in Table 1, within the domain of emo-
tional development. While extensive review of all
the available studies on these variables is not
possible here, we present the general conclu-
sions and information on interventions wherever
intervention research is available.
Self-Concept

Self-concept has been described in the litera-
ture as self-evaluation, self-esteem, self-aware-
ness, self-understanding, self-perception, self-
worth, and self-image (Axelrod & Zvi, 1993;
Morvitz & Motta, 1992; Priel & Leshem, 1990;
Renick & Harter, 1989; Tomlan, 1985). Al-
though the term self-concept may impact devel-
opment in the cognitive/academic domain, our
review was focused on the broader meaning of
the term as it applies to affective as well as cog-
nitive processes, especially as it relates to how
children and youth view their learning disabili-
ties. The search indicated that children and
youth with learning disabilities exhibit lower self-

concept and lower perceived competence than
their nondisabled peers (Ayres, Cooley, & Dunn,
1990; Bear, Clever, & Proctor, 1991; Chap-
man, 1988; Cooley & Ayres, 1988; De-
Francesco & Taylor, 1985; Mulcahy, 1990; Ra-
viv & Stone, 1991). Further, research has
suggested that lower overall self-concept nega-
tively affects social behavior and academic
achievement (Heyman, 1990; Kershner, 1990).

Interventions aimed at improving self-concept in
students with leaming disabilities, including group
counseling, rational-emotive education and cogni-
tive strategies training, have vielded mixed results
(Mulcahy, 1990; Omizo, Cubberly, & Omizo,
1985; Omizo & Omizo, 1988). The interventions
that seemed generally to be more effective involve
rational-motive education and group counseling.
While some interventions in some studies did im-
prove self-concept, there has been little effort to
measure secondary effects on related variables
such as improvements in academic work or social
acceptance that may result from interventions in-
tended to enhance self-concept. The model pre-
sented here suggests the need to restructuring in-
tervention research to measure potential effects in
these other areas as well.

Attributions

Success-failure attributions (also referred to as
locus of control, perception of control, or cau-
sal attributions) of students with learning dis-
abilities have been studied as often in conjunc-
tion with such variables as self-concept and per-
formance expectations as independently
(Bender, 1986; Kistner, Osborne, & LeVerrier,
1988; Licht, Kistner, Ozkaragoz, Shapiro, &
Clausen, 1985; Morgan, 1986; Taylor, Adel-
man, Nelson, Smith, & Phares, 1989).

In reviewing the attribution literature, we lo-
cated several studies in which children and youth
with learning disabilities exhibited more external
attribution orientations than internal (Friedman
& Medway, 1987; Lewis & Lawrence-Patterson,
1989; Rogers & Saklofski, 1985; Tarnowski &
Nay, 1989). Children with learning disabilities
are most likely to perceive academic outcomes
as controlled by powerful others. However, the
lower their self-concept, the more likely they are
to attribute failure to ability (Cooley & Ayres,
1988; Grolnick & Ryan, 1990). This is the type
of interaction effect that complicates research on
these emotional variables because it is very diffi-
cult to interpret.
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In spite of this problem, interventions specifi-
cally targeted at attribution training have been
successful in enhancing perception of control in
students with learning disabilities (Borkowski,
Weyhing, & Carr, 1988; Schunck & Cox,
1986; Scott, 1988; Shelton, Anatopoulos, &
Linden, 1985; Taylor et al., 1989). Again, few
studies attempted to measure the effects of such
interventions on a wide array of related variables
from various domains.

Motivation

Motivation, self-management, and coping
skills were clustered for review here, as they tend
to overlap in the literature (Mehring & Colson,
1990; Osborne, 1985). Students with LD are
lower in academic self-regulation and have lower
motivation for on-task performance than their
peers without disabilities (Grolnick & Ryan,
1990; Heavey, Adelman, Nelson, & Smith,
1989). However, college students with LD have
demonstrated the ability to develop coping
strategies to bypass or compensate for these
deficits, suggesting a developmental maturation
process, at least for this group of students
(Cowen, 1988). Successful intervention studies
have included self-management strategy training
and self-evaluation procedures (Sander, 1991;
Schloss, 1987; Shapiro, 1989; Smith, Young,
West, Morgan, & Rhode, 1988).

Anxiety

Trait anxiety is defined as a persistent feeling
of anxiety that may be unrelated to an environ-
mental threat or specific hazard. This is the mea-
sure of anxiety with which psychologists are pre-
dominantly concerned. Empirical research on
anxiety reports higher trait anxiety levels as well
as lower autonomy levels in both children and
adolescents with LD compared to their non-LD
peers (Margalit & Shulman, 1986; Margalit &
Zak, 1984; Stein & Hoover, 1989).

Further, increased trait anxiety levels are man-
ifested in ways that can negatively impact out-
comes in school. For example, Margalit and Ra-
viv (1984) found that children with LD
demonstrated a higher prevalence of minor so-
matic complaints than their nondisabled peers.
No intervention studies specifically dealing with
anxiety were available.

Temperament

Compared with their nondisabled peers, chil-
dren with LD manifest less task orientation and
social flexibility—two components of tempera-
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ment (Bender, 1985, 1987; Keogh & Burstein,
1988)—paralleling the available evidence on ob-
served on-task behavior in the classroom
(McKinney & Feagans, 1984). Cardell and Par-
mar (1988) concluded that social ability/adjust-
ment and persistence contribute to the definition
of temperament in the child with LD. Still, few
studies on temperament in students with LD are
available, and no intervention studies related to
temperament were located.

Loneliness

Research has suggested that both children and
adolescents with LD are more likely to demon-
strate higher levels of loneliness than their non-
LD peers (Margalit, 1991a, 1991b; Margalit &
Ben-Dov, 1992; Sabornie, 1994). In one early
study, Sabornie and Thomas (1989) found no
difference in loneliness levels between early ado-
lescents with LD and those without LD. How-
ever, utilizing subgroups of students with LD for-
mulated according to various psychological and
behavioral implications of loneliness (Margalit &
Levin-Alyagon, 1994; Parkhurst & Asher,
1992), several recent studies have shown that a
majority of students with LD experience high
levels of loneliness. No intervention studies tar-
geted at loneliness were found.
Depression/Suicide

The literature related to suicide and depression
was reviewed as a unit, since several empirical
reports have suggested links between these two
variables (Hayes & Sloat, 1988; Livingston,
1985; Maag, Rutherford, & Parks, 1988; Peck,
1985; Pfeffer, 1986). Students with LD do man-
ifest a high risk of depression and an increased
risk of suicide (Hall & Haws, 1989; Hayes &
Sloat, 1988; Huntington & Bender, 1993;
Rourke, Young, & Leenaars, 1989). Further,
depression is more prevalent among adolescents
with LD (Maag & Behrens, 1989; Wright-Straw-
derman & Watson, 1992).

Although research has indicated severe de-
pression in children with LD as young as 8 years
old, suicide and parasuicide (actual attempts at
suicide) seem to increase with age, a finding that
parallels the trend for the general population
(Huntington & Bender, 1993). In spite of a
growing body of evidence of such serious prob-
lems, no intervention studies were found in this
area.

Summary
This review of the literature related to the
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Table 2

Summary of Social Development Research

Recent Intervention
Affective Studies Representative Studies Representative
Variable (1984-present) Conclusions (1984-present) Conclusions
Social 75 Children and youth with LD demonstrate 6 Various social skills curricula and
Competence deficits in social competence (Cathoun & interventions have been successful in
Beattie, 1987; Fine, 1987; Gresham & training students with LD to demonstrate
Elliott, 1987; Ritter, 1989a; Sater & French, selected social skills (Blackboumn, 1989;
1989; Toro et al., 1990). These students Carter & Sugai, 1989; Kohler & Strain,
exhibit less ability to maintain interpersonal 1993; Nelson, 1988; Sugal, 1992;
relationships than peers without LD Warger, 1990). Research also suggests
(Houck et al., 1989; LaGreca, & Stone, that social acceptance can be enhanced
1990; Roberts & Zubrick, 1993; through mainstreaming (Fox & Weaver,
Schneider & Yoshida, 1988; Shondrick et 1989; Madge et al., 1990; Polirstok,
al., 1992; Stone & LaGreca, 1990; 1989). Collaborative skill instruction,
Wiener et al., 1990). Social incompetence cognitive-behavioral in
has been noted as a significant cause of problem-solving programs and integrated
postsecondary maladjustment for persons treatment approaches involving family
with LD (Cartledge, 1987, 1989; Mellard interventions have resulted in at least
& Hazel, 1992). However, some research short-term positive interactions (Hundert
has shown that there is a subgroup of & Houghton, 1992; Putnam, Rynders,
adolescents with LD who are not rejected Johnson, & Johnson, 1989; Vaughn &
socially and are rated as very similar to LaGreca, 1993; Vaughn & Lancelotta,
their peers without disabilities (Sabomie, 1986; Wilchesky & Reynolds, 1986).
1990; Sabomie & Kaufman, 1986).
Family 7 Leaming disabilities have been found to 0 No intervention studies found.
Characteristics be strongly familial (Otiver et al., 1991),
and children with LD have shown more
family background difficulties such as
deviant styles of parental communication
than thelr nondisabled peers (Feagans et
al., 1991; Green, 1990; Toro et al.,
1990). Margalit and Almougy (1991)
characterized students with LD as
members of more conflictual families.
Adult 16 Several researchers have pointed to the 5 Seminar-type programs and strategies
Adjustment persistence of LD into adulthood (Gerber for use by high school counselors have
et al., 1990; Haring & Lovett, 1990; been found helpful in easing social
thte 1992) and resulting adjustment adjustment and facilitating transitions to
difficulties (Bruck, 1987; Sitlington et al., college or the workplace {Amold &
1992; Sitlington & Frank, 1990). Czamanske, 1991; Pasthill & Roffman,
However, Scuccimarra and Speece (1990) 1991; Skinner & Schenck, 1992).
found most mildly disabled high school
graduates employed full time for
minimum wage or higher and having
positive perceptions of their social lives.
emotional development of students with learning SOCIAL DEVELOPMENT

disabilities points to major deficits in each of the
component areas of this domain. Simply put,
the majority to students with LD are not happy,
and the noted deficits in every variable raise seri-
ous questions about current remediation efforts.
Further, on all variables, deficits seem to persist
into adolescence, with suicide presenting partic-
ularly acute problems at this stage. In spite of
the observed severity and pervasive nature of
these deficits, relatively few attempts have been
make to enhance or improve these areas or
study the significant secondary effects on any
particular skill, either in the emotional domain or
in the social or behavioral domains.

Three variables, presented in Table 2, were
delineated within the domain of social develop-
ment. In some ways, this was the most problem-
atic domain, because the independence of the
variables utilized in the research was not as clear
as within the other domains under consideration.
After considering the available evidence, we
identified three variables for this domain: social
competence, adult adjustment, and family char-
acteristics.

Social Competence

Social competence was by far the most re-
searched variable in the three domains because
of the attention it has received in the literature
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during the last 15 years. This variable included
concerns such as social acceptance, social cogni-
tion, peer relationships, and sociometric status
(Gresham & Elliott, 1989; Hoyle & Serafica,
1988; Jackson, Enright, & Murdock, 1987;
Margalit, 1988; Roberts & Zubrick, 1993;
Sabornie, Marshall, & Ellis, 1990; Zetlin, 1987).

Deficits in social competence are observable
across the age range for students with LD (Cal-
houn & Beattie, 1987; Fine, 1987; Ritter,
1989a; Sater & French, 1989; Toro, Weiss-
berg, Guare, & Liebenstein, 1990). Specifically,
these students demonstrate more problems in in-
terpersonal relationships and are less socially ac-
cepted than students without LD (Houck, Engel-
hard, & Geller, 1989; LaGreca & Stone, 1990;
Roberts & Zubrick, 1993; Schneider & Yoshida,
1988; Shondrick, Serafica, Clark, & Miller,
1992; Stone & LaGreca, 1990; Wiener, Harris,
& Shirer, 1990).

Research has also shown that some of these
deficits may become more acute during the
preadolescent years (Mellard & Hazel, 1992) as
the peer group takes on increasing importance.
Specifically, social incompetence has been noted
as a significant cause of postsecondary malad-
justment for persons with LD (Cartledge, 1987,
1989: Mellard & Hazel, 1992). In spite of this
general conclusion, some research has indicated
that there is a subgroup of adolescents with LD
who are not rejected socially, but are rated as
very similar to students without disabilities
(Sabornie, 1990; Sabornie & Kauffman, 1986).

A variety of social skills curricula and/or inter-
ventions for social competence have been devel-
oped, and research has shown that students with
LD can be successfully trained to demonstrate
selected social skills (Blackbourn, 1989; Carter
& Sugai, 1989; Kohler & Strain, 1993; Nelson,
1988; Sugai, 1992; Warger, 1990). However,
as Vaughn and her co-workers (1993, 1994)
have repeatedly suggested, improved perfor-
mance on a particular set of social skills does not
automatically increase either a person’s social
acceptance or his or her overall social compe-
tence. Therefore, these authors recommend in-
terventions that are much more intensive and in-
clude peer confederates within the intervention
design.

This recommendation seems to be supported
by research suggesting that social acceptance
can be enhanced through mainstreaming (Fox &
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Weaver, 1989; Madge, Affleck, & Lowenbraun,
1990; Polirstok, 1989). While intensive inter-
ventions are possible, and have been described
in the literature (Vaughn & LaGreca, 1988,
1993), no information is yet available on the
long-term results of these interventions on the
other variables considered here. For example, if
intensive interventions can be designed that in-
crease students’ social acceptance during the
school years, do those interventions also in-
crease the postschool outcomes in terms of em-
ployment and social life, and decrease the de-
pression and legal problems that many students
with LD demonstrate? Much more research is
needed in order to answer these questions.
Family Characteristics

Family functioning is the second of the identi-
fiable research variables in the social develop-
ment domain. The recent research has sug-
gested a fairly clear relationship between LD and
conflictual family climates (Feagans, Merri-
wether, & Haldane, 1991; Margalit & Almougy,
1991; Michaels & Lewandowski, 1990; Oliver,
Cole, & Hollingsworth, 1991). Specifically, chil-
dren with LD have demonstrated more family-
background difficulties than their nondisabled
peers (Feagans et al., 1991; Green, 1990; Toro
et al., 1990). In a broader context, the U.S. De-
partment of Education (1992) has documented
that 37% of youth with disabilities came from
single-parent homes, compared to only 30% of
youth in the general population. Because the
majority of single-parent families are mother-
only families, and the vast majority of children
with LD are male, concern has been expressed
about the potential relationship between lack of
a male role model in the home and the over-
abundance of males receiving LD services.

Based on a body of research on intact families
from the family development literature, Green
(1990) suggested that a disjointed parental com-
munication style coupled with unclear behavioral
contingencies in the home are related to learn-
ing disabilities. However, Green (1990) warned,
as have most of the authors in this area, that the
direction of causal effects in unclear; that is, we
are not sure whether the presence of the child
with LD upsets the normal communication pat-
terns or if the usual communication patterns ac-
tually help create and support the behavioral
syndrome, which we then refer to as a learning
disability.

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



While additional research on family life with
children with LD is forthcoming, currently some
notable gaps deserve attention. First, there is a
lack of research on these interaction variables in
families that include an adolescent with LD. For
this reason, we know very little about the devel-
opmental picture of these family interaction vari-
ables over time. Second, although many family
interventions have proven successful with other
populations with disabilities—developmental dis-
abilities of young children is one prominent ex-
ample—no intervention studies related to family
characteristics are available in the literature for
students with LD. This is curious and may re-
flect, once again, the limited focus on cognitive
and academic behavioral historically in the field.

Adult Adjustment

The adult adjustment of students with LD was
viewed as an important variable based on the re-
ported persistence of LD into adulthood, as well
as the recent legislative and research focus on the
transition period during the postschool years
(Gerber, Schnieders, Paradise, Reift, Ginsberg, &
Popp, 1990; Haring & Lovett, 1990; Smith,
1988; White, 1992). The transition literature has
painted a negative picture of students with LD,
and researchers continue to mention the adjust-
ment problems faced by adolescents and adults
with LD (Bruck, 1987; Sitlington & Frank,
1990; Sitlington, Frank, & Carson, 1992). Prob-
lems include a less-than-satisfactory social life,
more legal troubles, higher unemployment and

Table 3
Summary of Behavioral Development Research
Recent Intervention

Affective Studies Representative Studies Representative

Variable (1984-present) Conclusions (1984-present) Conclusions

Adaptive 15 Significant behavioral deficits have been 8 Applied interventions include self-

Behavior found in children with learning disabilities management procedures (Smith et al.,
(Bender & Smith, 1990; Leigh, 1987; 1988); adaptability instruction (Agran et
Richman & Blagg, 1985; White et al., al., 1989); collaborative counseling
1990). McKinney (1989) associated the (Misra & Welch, 1992); peer- and self-
persistent pattern of maladaptive behavior monitoring (Fowler, 1986); and group
with continued underachi over time. evaluation of peer-mediated behavior

(Salend et al., 1992).

Misconduct 6 Bryan et al. (1989) described adolescents 7 Interventions such as social, metacognitive
with LD as being at higher risk for being and strategy training (Larson & Gerber,
involved in crimes and illegal activities than 1987; Omizo et al., 1987); motivational
their achieving cl Adel intervention (Carroll, 1987); differential
and Taylor (1990) highlighted the importance reinforcement of low rates of responding
of understanding intrinsic motivation for (Heitzman & Alimena, 1991); and group
deviant and devious behavior, Pearl and counseling and group-oriented time-out
Bryan (1992) pointed out the susceptibility {Omizo & Omizo, 1987; Salend &
of adolescents with LD to succumbing to Gordon, 1987) have been effective in
peer pressure to engage in misconduct. decreasing misconduct episodes among

students with LD.

Impulsivity 15 Researchers have found that children with 8 Verbal mediation and self-instruction
LD exceeded normative measures of have been effective in improving
impulsivity/attentional skills (Eliason & attentional skills among students with LD
Richman, 1988; Glosser & Koppell, 1987) {Campbell, 1986; Graybill et al., 1984;
and were less able to narrow their attention Weithorn & Kagen, 1984). Rooney and
(Richards et al., 1990). However, Harrison Hallahan {1988) and Snider (1987) used
and Romanczyk (1991) saw no relationship self-monitoring interventions to increase
between impulsivity and academic progress attentional levels in students with LD.
in the classroom setting.

Attention 8 Merrell (1990) found significant differences 1 Loffredo et al. (1984) reported

Deficit- bety learning disabled and g significant success of group relaxation

Hyperactivity elementary boys on teacher ratings of training and parental involvement for
hyperactivity and self-control favoring the decreasing hyperactivity in boys with LD.
average group. Schworm and Bimbaum
(1989) found that differences between
students diagnosed as hyperactive or ADD
and those diagnosed as having learning
disabilities were often qualitative rather
than quantitative.

Volume 17, Fall 1994 331

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



underemployment, and some level of increased
risk for suicide.

However, as in most of the other areas under
consideration, there seems to be a subgroup of
the population with LD who do not suffer these
problems. For example, Scuccimarra and
Speece (1990) found postschool young adults
employed full time and demonstrating positive
perceptions on their social lives. While few inter-
ventions have been conducted with students with
LD beyond the school years, some research has
indicated that transition programs designed to
facilitate the transition into college and/or the
workplace have been successful (Arnold & Cza-
manske, 1991; Posthill & Roffman, 1991; Skin-
ner & Schenck, 1992). To date, the literature
has offered no interventions for the postschool
years that concentrate on improving social lives,
personal satisfaction with one’s social life, or
general social interaction skills.

Summary

As these studies underscore, the social devel-
opment of many students with LD, compared to
their peers, is less than satisfactory. Thus, all the
available research on social competence, family
characteristics, and adult adjustment points to
problems. Further, there is some indication that
social competence problems persist over time,
leading to adult adjustment problems, which are
increasingly documented. Moreover, in the one
area where social competence interventions
were available, the results are not encouraging.
In spite of the number of intervention studies
conducted, the research has shown little success,
at least in terms of improving the overall social
acceptance and/or the general social compe-
tence of students with LD (Vaughn & LaGreca,
1993).

BEHAVIORAL DEVELOPMENT

An analysis of the behavioral development re-
search revealed four relatively discrete variables.
Thus, adaptive behavior, misconduct, impulsiv-
ity, and attention deficit-hyperactivity disorder
seem to represent the most commonly observed
symptoms of poor behavior among individuals
with learning disabilities (see Table 3). Since less
than optimal behavior in any of these areas
could interfere with learning, it is important to
review the relevant research.
Adaptive Behavior

Adaptive behavior has been referred to in the

332 Learning Disability Quarterly

literature as school survival skills, on-task behav-
ior, adaptive functioning, school-appropriate be-
havior, and personal/social behavior (Bender,
1989; Ritter, 1989b; Zigmond, Kerr, & Schaef-
fer, 1988). In this review, we included studies
that deal with aspects of independent function-
ing and generalized adjustment to sociocultural
demands and expectations.

The available research clearly indicates that
children and adolescents with LD demonstrate
significant adaptive behavioral deficits (Bender &
Smith, 1990; Leigh, 1987; Richmond & Blagg,
1985; White, Saudargas, & Zanolli, 1990).
McKinney (1989) associated the persistent pat-
tern of maladaptive behavior with underachieve-
ment over time. Further, Weller and her co-
workers (1994) have documented the
continuation of problems in adaptivity into the
young adult years. There is no indication of de-
velopment trends on these variables in the litera-
ture, however, a number of interventions have
attempted to improve task orientation in stu-
dents with LD, including behavior management
to increase task orientation, adaptability instruc-
tion, collaborative counseling, self-management
procedures, peer- and self-monitoring, and
group evaluation of peer-mediated behavior
(Agran, Martin, & Mithaug, 1989; Fowler,
1986; Misra & Welch, 1992; Salend, Whittaker,
& Reeder, 1992; Smith et al., 1988). While
these interventions are generally successful in al-
leviating the presenting classroom behavior
problem, and thus in enhancing the child’s
adaptability, few studies have looked at their
long-term effects.

Misconduct

Misconduct includes acting-out or disruptive
behaviors, delinquency, violent crime, and nega-
tive aggression (Pearl, Bryan, & Herzog, 1990;
Perlmutter, 1987; Safran & Safran, 1987). Al-
though younger children with LD demonstrate
some inappropriate behaviors in the classroom,
overt hostility, delinquency, and violence appear
to increase during the years immediately prior to
adolescence. Bryan, Pearl, and Herzog (1989)
described adolescents with LD as being at higher
risk for involvement in crimes and illegal activi-
ties than their achieving classmates. While Adel-
man and Taylor (1990) highlighted the impor-
tance of understanding the intrinsic motivation
for deviant and devious behavior, Pearl and
Bryan (1992) pointed out the susceptibility of
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adolescents to succumbing to peer pressure to
engage in misconduct based on misperception of
social cues and a desire for peer relationship.
These findings demonstrate the interactive ef-
fects between variables in several domains.
Recent interventions undertaken with older

children with LD have focused on social-

metacognitive and strategy training, motivational
intervention, differential reinforcement of low
rates of inappropriate behaviors, group-oriented
time-out, and group counseling for the problems
demonstrated on the school campus (Carroll,
1987; Heitzman & Alimena, 1991; Larson &
Gerber, 1987; Omizo & Omizo, 1987; Omizo,
Omizo, & Suzuki, 1987; Salend & Gordon,
1987; Salend, Whittaker, Raab, & Giek, 1991).
These interventions have generally been success-
ful in decreasing the problem behavior, but again
long-term follow-up is lacking. The available in-
terventions tend to be based on school problems
rather than legal issues. No interventions were
identified within the literature for problems asso-
ciated with delinquency and other legal prob-
lems.

Impulsivity

Impulsivity encompasses attentional skill
deficits and impulsive responding (Harvey, Wein-
traub, & Neale, 1984; Shaywitz, Schnell, Shay-
witz, & Towle, 1986). Several recent studies
have found that children with LD exceed norma-
tive measures of impulsivity and exhibit lower at-
tentional skills (Eliason & Richman, 1988;
Glosser & Koppell, 1987; Richards Samuels,
Turnure, & Ysseldyke, 1990). Surprisingly, Har-
rison and Romanczyk (1991) found no relation-
ship between impulsivity and academic progress
in a classroom setting. Few studies have at-
tended to impulsivity among older students with
LD. Verbal mediation, self-instruction, the use of
frequency-modulation auditory trainers, and self-
monitoring interventions have been successful in
increasing attentional levels and decreasing im-
pulsivity in students with LD (Blake, 1991;
Campbell, 1985, 1986; Graybill, Jamison, &
Swerdlik, 1984; Rooney & Hallahan, 1988;
Snider, 1987; Weithorn & Kagen, 1984).
Attention Deficit-Hyperactivity Disorder
(ADHD)

Our review of the ADHD variable included
studies dealing with the individual components
of hyperactivity—motor excess or self-control—
as well as ADHD itself. Significant differences,

qualitative rather than quantitative, have been
found between average students and those with
LD on ratings of hyperactivity and self-control
(Merrell, 1990; Schworm & Birnbaum, 1989).

It is possible that implementation of a stan-
dard-score discrepancy criteron in the field of
learning disabilities during the last two decades
has interacted with attention deficit-hyperactive
behaviors and resulted in some degree of confu-
sion in education related to children with atten-
tion deficit disorders. Whereas children with at-
tention problems would have been included in
LD classes during the late 1970s, some of these
students may now be excluded because, in spite
of demonstrable attention problems, they do not
manifest significant discrepancy as required by
most state definitions of LD. This exclusion has
led to the formation of a group of highly con-
cerned and motivated parents who are demand-
ing appropriate services for their children (i.e.,
C.H.A.D.D., or Children with Attention Deficit
Disorders). In other words, by implementing the
discrepancy criterion, we may have “created”
another disability—ADHD. It remains to be seen
what the exact relationship between ADD and
LD is.

With the majority of the research dealing with
elementary-aged children, there is a notable lack
of data on hyperactive behaviors among older
students with LD. Further, only one intervention
study was found that was not based on either be-
havioral or medical interventions. It reported the
success of group relaxation training and parental
involvement in decreasing hyperactivity in boys
with LD (Loffredo, Omizo, & Hammett, 1984).
Summary

The available research related to the behav-
joral development of individuals with learning
disabilities has focused on adaptive behavior,
misconduct, impulsivity, and attention deficit-hy-
peractivity disorder. Most studies have verified
significant differences between the behavioral
characteristics of learners with LD and those
without disabilities, but only a few studies used
adolescents as subjects even though both mal-
adaptive behavior and misconduct seem to re-
main constant or to increase with age. In sum, in
spite of the obvious ramifications of other vari-
ables on the overall make-up of children and
adolescents with learning disabilities, little inter-
vention research has been conducted to improve
or increase students’ skill in this area.
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IMPLICATIONS

A number of research implications may be de-
rived from the growing body of research on the
social-emotional development of students with
LD. First, there is increased evidence that some
students with learning disabilities suffer from a
wide array of social-emotional problems that are
not limited to the deficits traditionally discussed
in the literature. For example, we have known
for a number of years that this population
demonstrates deficits on such variables as self-
concept and attributions for success, as well as
deficits in socially acceptable behaviors (Bender
& Golden, 1988, 1990), social skills, and social
acceptance (Vaughn & LaGreca, 1988, 1993).
However, serious problems in interpersonal
skills, adaptivity, loneliness, depression, legal
acumen—leading to trouble with the law—and
suicide appear to be much more common than
previously supposed among students with LD.
And these variables have only recently been in-
vestigated. Clearly, problems of this nature
should command more attention. We need to
follow up on existing studies and ascertain the
extent of these problems among students with
LD; that is, whether they characterize the major-
ity of that group or merely a small subgroup.

Second, there is growing evidence that social-
emotional problems result in negative outcomes
both during school and during the early adult years
(Bruck, 1987; Sitlington & Frank, 1990; Sitling-
ton et al., 1992). As Weller et al. (1994) pointed
out, these problems tend to exacerbate the difficul-
ties of young adults with LD, including less-than-
optimal employment outcomes, more legal trou-
bles, and unsatisfactory personal and social lives.

The model presented here suggests that any
deficit in these variables can affect successful out-
comes in any of the domains. For example, it is
unclear whether (a) juvenile delinquency is a result
of the cognitive processing deficits that caused the
learning disability, (b) academic failures that led to
the need for money and unemployment, (c)
deficits in social competence that led to job loss,
(d) habitual inappropriate behaviors throughout
the school years, or (e) unusual anxiety and/or
loneliness that resulted in a need for attention.
Given the proposed model and the potential inter-
actions it represents, any of the above factors
could lead to juvenile delinquency. Consequently,
any service delivery plan must include attention to
each of these potentially causal factors.

334 Learning Disability Quarterly

The model also indicates that we can no
longer merely administer the traditional cognitive
assessment and achievement batteries and as-
sume we are capturing the most important vari-
ables in the child’s life. Rather, if we are to facili-
tate successful outcomes, our perspectives on
what to measure must expand. Specifically, in
discussions of possible successful outcomes for a
child with LD, we must investigate all the vari-
ables that may have an effect on the child’s long-
term development and general success in life.
This will require casting a wider net in our as-
sessment activities.

A third implication of this model is the need to
expand the marker variables or “subject charac-
teristics” variables that are measured for re-
search populations with LD. The field has strug-
gled with this issue for over a decade (Rosenberg
et al., 1993), and recommendations for inclu-
sion of new variables cannot bring joy to active
researchers. However, as shown repeatedly in
this literature overview, the interactions between
the variables discussed in the three domains, and
the interaction with cognitive/academic vari-
ables, necessitate some standardized marker-
variable requirement for these variables as well.

A number of the variables from these three
domains are relatively simple to assess. For ex-
ample, many teacher rating scales contain ac-
ceptable reliability and validity for research pur-
poses, and result in subscale assessments of
numerous of the variables described here, includ-
ing peer relationship, behavior problems, and at-
tention/adaptivity. Further, certain “self-con-
cept” measures provide assessments of
depression, anxiety, and peer relationships.
Thus, incorporating these two types of measures
as standard assessments for all research pur-
poses would not greatly inconvenience data col-
lection.

Next, when reviewing the composite picture
presented by the studies discussed here, we are
forced to ask, “How should our instruction/reme-
diational efforts during a student’s last years of
school best be spent?” For example, our sec-
ondary-level instructional efforts—both behavioral
interventions and metacognitive techniques—
have been shown to be successful for increasing
performance on discrete academic behaviors.
However, given the persistent problem of gener-
alization in all intervention research, even with
the success of our current academic remediation
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approaches, we find that many student with LD
do not succeed after the school years are com-
pleted. Would these students not be better served
if remedial efforts were broadened to include
each of the variables in this model, as well as se-
lected academic remediation? Continued concen-
tration on academic remediation as the funda-
mental goal of the schools seems myopic in view
of this recent and growing evidence of negative
outcomes in each domain.

Finally, we need much more research on how
these deficits “play out” in the lives of students
with LD over the long term. Perhaps an exam-
ple is in order. The information developed lately
on certain variables—loneliness and depres-
sion/suicide—is much more recent and in many
ways more unsettling than the earlier results on
variables such as self-concept and attribution.
Specifically, the demonstration by Sabornie
(1994) that students with LD tend to be more
lonely than a well-matched group of non-LD stu-
dents may suggest that more attention should be
paid to this type of measure. Similarly, Margalit
and Levin-Alyagon (1994) confirmed that 59%
of their sample of students with LD were clus-
tered into groups that were either “lonely” or
“highly lonely.”

Given this growing awareness of the loneliness
of students with LD, we need information on the
correlates and potential results of their loneli-
ness. For example, research is needed that re-
lates the loneliness of students with LD to the
apparent lack of a meaningful social life that
many of these persons experience as young
adults in the postschool period (Phil &
McLarnon, 1984). Such research might also
shed light on the intransigent problems related
to increasing the social acceptance of students
with LD. Research has demonstrated that while
particular social skills can be taught to students
with LD, those improved behaviors do not auto-
matically result in increased social acceptance.
Does the loneliness of students with LD act as a
mitigating variable that inhibits our efforts in so-
cial skills instruction?

A second possibility is an interaction between
loneliness and social skills learning: that is, lonely
children would presumably interact less with
other children, resulting in less opportunity to
observe and/or practice appropriate social skills,
even after successful social skills interventions.
The consequence might be deficits in social skills

and increasing social isolation for these students.
Study of the correlates and interactive effects of
these social-emotional variables is crucial. This
will require sophisticated multivariate techniques
in comprehensive research designs, which in-
clude measures of a number of these variables.

Further, we need to explore the relationship
between loneliness and employment outlook for
these students. For example, do students with
jobs experience less loneliness than students
without? Answering such questions requires de-
velopmental studies during the later school years
combined with high-quality longitudinal research
on the social-emotional problems of youth with
LD, which is currently notably lacking.

Also, we need to determine the relationship
between loneliness and depression/suicide in
students with LD. The tentative conclusions of
Huntington and Bender (1993) that students
with LD may be more prone to depression and
suicide than non-LD peers is a possibility that
cannot be ignored. Therefore, we must gather
information as soon as possible to either confirm
or refute these early data.

These are merely some of the types of interac-
tive research questions that are posed by the
model presented in this article. We believe that
this inclusive model will enable the field to view
the students with learning disabilities more holis-
tically and, at the very least, consider a majority
of the various issues that can impede successful
outcomes. We believe this more comprehensive
view is essential to our understanding and our
ability to help these students.

REFERENCES

Adelman, H. S., & Taylor, L. (1990). Intrinsic motiva-
tion and school misbehavior: Some intervention im-
plications. Journal of Learning Disabilities, 23,
541-550.

Agran, M., Martin, J. E., & Mithaug, D. E. (1989).
Achieving transition through adaptability instruc-
tion. Teaching Exceptional Children, 21, 4-7.

Allen, J. S., & Drabman, R. S. (1991). Attributions of
children with learning disabilities who are treated
with psychostimulants. Learning Disability Quar-
terly, 14, 75-79.

Armold, E., & Czamanske, J. (1991). Can I make it?
A transition program for college bound learning
disabled students and their parents. Paper pre-
sented at the annual conference of the Council for
Exceptional Children, Atlanta.

Axelrod, L. H., & Zvi, J. C. (1993). Self-concept of
college students with learning disabilities. Paper

Volume 17, Fall 1994 335

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



presented at the annual conference of the Learning
Disabilities Association, San Francisco.

Ayres, R., Cooley, E., & Dunn, C. (1990). Self-con-
cept, attribution, and persistence in learning dis-
abled students. Journal of School Psychology, 28,
153-163.

Bear, G. G., Clever, A., & Proctor, W. A. (1991).
Self-perceptions of nonhandicapped children and
children with learning disabilities in integrated
classes. Journal of Special Education, 24, 409-
426.

Bender, W. N. (1985). Differences between learning
disabled and non-learning disabled children in tem-
perament and behavior. Learning Disability Quar-
terly, 8, 11-18.

Bender, W. N. (1986). Teachability and personality of
learning disabled children: Prediction of teachers’
perceptions from personality variables. Learning
Disabilities Research, 2, 4-9.

Bender, W. N. (1987). Behavioral indicators of tem-
perament and personality in the inactive learner.
Journal of Learning Disabilities, 20, 301-305.

Bender, W. N. (1989). Generalization and setting
specificity of behavioral deficits among learning dis-
abled students. Learning Disabilities Research, 4,
96-100.

Bender, W. N. (1992). Learning disabilities: Charac-
teristics, identification, and teaching strategies.
Boston: Allyn & Bacon.

Bender, W. N., & Golden, L. B. (1988). Adaptive be-
havior of learning disabled and non-learning dis-
abled children. Learning Disability Quarterly, 11,
55-61.

Bender, W. N., & Golden, L. B. (1990). Subtypes of
students with learning disabilities as derived from
cognitive, academic, and self-concept measures.
Learning Disability Quarterly, 13, 183-194.

Bender, W. N., & Smith, J. K. (1990). Classroom be-
havior of children and adolescents with learning dis-
abilities: A meta-analysis. Journal of Learning Dis-
abilities, 23, 298-305.

Blackbourn, J. M. (1989). Acquisition and generaliza-
tion of social skills in elementary-aged children with
learning disabilities. Journal of Learning Disabili-
ties, 22, 28-34.

Blake, R. (1991). Effect of FM auditory trainers on at-
tending behaviors of learning-disabled children.
Language, Speech, and Hearing Services in
Schools, 22, 111-114.

Borkowski, J. G., Weyhing, R. S., & Carr, M. (1988).
Effects of attributional retraining on strategy-based
reading comprehension in learning-disabled stu-
dents. Journal of Educational Psychology, 80, 46-
53.

Brown, K. W. (1976). What employers look for in job
applicants. Business Education Forum, 30, 7.

Bruck, M. (1987). The adult outcomes of children with
learning disabilities. Annals of Dyslexia, 37, 252-
263.

Bruno, R. M., Johnson, J. M., & Simon, J. (1987).
Perception of humor by regular class students with

336 Learning Disability Quarterly

learning disabilities or mild mental retardation.
Journal of Learning Disabilities, 20, 568-570.

Bruno, R. M., Johnson, J. M., & Simon, J. (1988).
Perception of humor by learning disabled, mildly re-
tarded, and nondisabled students. Learning Disabil-
ities Focus, 3, 114-123.

Bryan, T. (1991). Assessment of students with
learning disabilities who appear to be socially in-
competent. Paper presented at the annual confer-
ence of the Council for Exceptional Children, At-
lanta.

Bryan, T., Pearl, R., & Herzog, A. (1989). Learning
disabled adolescents’ vulnerability to crime: Atti-
tudes, anxieties, experiences. Learning Disabilities
Research, 5, 51-60.

Calhoun, M. L., & Beattie, J. (1987). School compe-
tence needs of mildly handicapped adolescents.
Adolescence, 22, 555-563.

Campbell, D. S. (1985). Television feedback in self-in-
struction training for the impulsive student. B. C.
Journal of Special Education, 9, 163-168.

Campbell, D. S. (1986). Computer aided self-instruc-
tion training with impulsive deaf students and
learning disabled students: A study on teaching
reflective thought. Education and technology se-
ries. Toronto: Ontario Institute for Studies in Edu-
cation.

Cardell, C. D., & Parmar, R. S. (1988). Teacher per-
ceptions of temperament characteristics of children
classified as learning disabled. Journal of Learning
Disabilities, 21;-497-502.

Carroll, J. W. (1987). Cavemen to gentlemen. Aca-
demic Therapy, 23, 195-199.

Carter, J., & Sugai, G. (1989). Social skills curriculum
analysis. Teaching Exceptional Children, 22, 36-
39.

Cartledge, G. (1987). Social skills, learning disabilities,
and occupational success. Journal of Reading,
Writing, and Learning Disabilities International,
3, 223-239.

Cartledge, G. (1989). Social skills and vocational suc-
cess for workers with learning disabilities. Rehabili-
tation Counseling Bulletin, 33, 74-79.

Chapman, J. W. (1988). Learning disabled children’s
self-concepts. Review of Educational Research,
58, 347-371.

Cooley, E. J., & Ayres, R. R. (1988). Self-concept
and success-failure attributions of nonhandicapped
students with learning disabilities. Journal of Learn-
ing Disabilities, 21, 174-178.

Cowen, S. E. (1988). Coping strategies of university
students with learning disabilities. Journal of Learn-
ing Disabilities, 21, 161-164; 188.

DeFrancesco, J. J., & Taylor, J. (1985). Dimensions
of self-concept in primary and middle school learn-
ing disabled and nondisabled students. Child Study
Journal, 15, 99-105.

Deshler, D. D., Schumaker, J. B., & Lenz, B. K.
(1984). Academic and cognitive interventions for
LD adolescents: Part 1. Journal of Learning Dis-
abilities, 17, 106-117.

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



Downing, J. A., Simpson, R. L., & Myles, B. S.
(1990). Regular and special educator perceptions of
nonacademic skills needed by mainstreamed stu-
dents with behavioral disorders and learning disabili-
ties. Behavior Disorders, 15, 217-226.

Durrant, J. E. (1990). Academic, social, and general
self-concepts of behavioral subgroups of learning
disabled children. Journal of Educational Psychol-
ogy, 82, 657-663.

Eliason, M. J., & Richmond, L. C. (1988). Behavior
and attention in LD children. Learning Disability
Quarterly, 11, 360-369.

Feagans, L. V., Merriwether, A. M., & Haldane, D.
(1991). Goodness of fit in the home: Its relationship
to school behavior and achievement in children with
learning disabilities. Journal of Learning Disabili-
ties, 24, 413-420.

Fine, E. (1987). Are we preparing adolescents with
learning disabilities to cope with social issues? Jour-
nal of Learning Disabilities, 20, 633-634.

Forman, E. A. (1988). The effects of social support
and school placement on the self-concept of LD
students. Learning Disability Quarterly, 11, 115-
124,

Fowler, C. L., & Weaver, F. (1989). Social accep-
tance of students identified as learning disabled.
Teacher Education and Special Education, 12,
83-90.

Fowler, S. A. (1986). Peer-monitoring and self-moni-
toring: Alternatives to traditional teacher manage-
ment. Exceptional Children, 52, 573-581.

Fox, C. L., & Weaver, F. (1989). Social acceptance of
students identified as learning disabled. Teacher Ed-
ucation and Special Education, 12, 83-90.

Friedman, D. E., & Medway, F. J. (1987). Effects of
varying performance sets and outcome on the ex-
pectations, attributions, and persistence of boys
with learning disabilities. Journal of Learning Dis-
abilities, 20, 312-316.

Gerber, P. J., Schnieders, C. A., Paradise, L. V.,
Reift, H. B., Ginsberg, R. J., & Popp, P. A. (1990).
Persisting problems of adults with learning disabili-
ties: Self-reported comparisons from their school-
age and adult years. Journal of Learning Disabili-
ties, 23, 570-573.

Glosser, G., & Koppell, S. (1987). Emotional-behav-
joral patterns in children with learning disabilities:
Lateralized hemispheric differences. Journal of
Learning Disabilities, 20, 365-368.

Graybill, D., Jamison, M., & Swerdlik, M. E. (1984).
Remediation of impulsivity in learning disabled chil-
dren by special education resource teachers using
verbal self-instruction. Psychology in the Schools,
21, 252-254.

Green, R. J. (1990). Family communication and chil-
dren’s learning disabilities: Evidence for Coles’s the-
ory of interactivity. Journal of Learning Disabili-
ties, 23, 145-148.

Gregory, J. F., Shanahan, T., & Walberg, G. (1986). A
profile of learning disabled twelfth-graders in regular
classes. Learning Disability Quarterly, 9, 33-42.

Gresham, F. M., & Elliott, S. N. (1987). Social skills
deficits of learning disabled students: Issues of defi-
nition, classification, and assessment. Journal of
Reading, Writing and Learning Disabilities, 3,
131-148.

Gresham, F. M., & Elliott, S. N. (1989). Social skills
deficits as a primary learning disability. Journal of
Learning Disabilities, 22, 120-124.

Grolnick, W. S., & Ryan, R. M. (1990). Self-percep-
tions, motivation, and adjustment in children with
learning disabilities: A multiple group comparison
study. Journal of Learning Disabilities, 23, 177-
184.

Hall, C. W., & Haws, D. (1989). Depressive symp-
tomatology in learning disabled and nonlearning dis-
abled students. Psychology in the Schools, 26,
359-364.

Hammill, D. D. (1990). On defining learning disabili-
ties: An emerging consensus. Journal of Learning
Disabilities, 23, 74-84.

Haring, K. A., & Lovett, D. L. (1990). A follow-up
study of special education graduates. Journal of
Special Education, 23, 463-477.

Harrison, K. A., & Romanczyk, R. G. (1991). Re-
sponse patterns of children with learning disabilities:
Is impulsivity a stable response style? Journal of
Learning Disabilities, 24, 252-255.

Harvey, P. D., Weintraub, S., & Neale, J. M. (1984).
Distractibility in learning disabled children: The role
of measurement artifact. Journal of Learning Dis-
abilities, 17, 234-236.

Hayes, M. K., & Sloat, R. S. (1988). Learning disabil-
ity and suicide. Academic Therapy, 23, 469-475.
Heavey, C. L., Adelman, H. S., Nelson, P., & Smith,
D. C. (1989). Learning problems, anger, perceived
control, and misbehavior. Journal of Learning Dis-

abilities, 22, 46-50; 59.

Heitzman, A. J., & Alimena, M. J. (1991). Differential
reinforcement to reduce disruptive behaviors in a
blind boy with a learning disability. Journal of Vi-
sual Impairment and Blindness, 85, 176-177.

Heyman, W. B. (1990). The self-perception of a
learning disability and its relationship to academic
self-concept and self-esteem. Journal of Learning
Disabilities, 23, 472-475.

Holder, H. B., & Kirkpatrick, S. W. (1991). Interpre-
tation of emotion from facial expressions in children
with and without learning disabilities. Journal of
Learning Disabilities, 24, 170-177.

Houck, C. K., Engelhard, J., & Geller, C. (1989).
Self-assessment of learning disabled and nondis-
abled college students: A comparative study. Learn-
ing Disabilities Research, 5, 61-67.

Hoyle, S. G., & Serafica, F. C. (1988). Peer status of
children with and without learning disabilities—a
multimethod study. Learning Disability Quarterly,
11(4), 322-332.

Hundert, J., & Houghton, A. (1992). Promoting so-
cial interaction of children with disabilities in inte-
grated preschools: A failure to generalize. Excep-
tional Children, 58, 311-320.

Volume 17, Fall 1994 337

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



Huntington, D. D., & Bender, W. N. (1993). Adoles-
cents with learning disabilities at risk? Emotional
well-being, depression, suicide. Journal of Learn-
ing Disabilities, 26, 159-166.

Jackson, M. A. (1987). The LD adolescent at risk: De-
velopmental tasks, social competence, and commu-
nication effectiveness. Journal of Reading, Writ-
ing, and Learning Disabilities International, 3,
241-257.

Jackson, S. C., Enright, R. D., & Murdock, J. Y.
(1987). Social perception problems in learning dis-
abled youth: Developmental lag versus perceptual
deficit. Journal of Learning Disabilities, 20, 361-
364.

Keogh, B. K., & Burstein, N. D. (1988). Relationship
of temperament to preschoolers’ interactions with
peers and teachers. Exceptional Children, 54,
456-461.

Kershner, J. R. (1990). Self-concept and IQ as predic-
tors of remedial success in children with learning
disabilities. Journal of Learning Disabilities, 23,
368-374.

Kistner, J. A., Osborne, M., & Le Verrier, L. (1988).
Causal attributions of learning-disabled children: De-
velopment patterns and relation to academic
progress. Journal of Educational Psychology, 80,
82-89.

Kistner, J. A., & Gatlin, D. (1989). Correlates of peer
rejection among children with learning disabilities.
Learning Disability Quarterly, 2, 133-140.

Klein, H. B., Moses, N., & Altman, E. (1988). Com-
munication of adults with learning disabilities: Self
and others’ perceptions. Journal of Communica-
tion Disorders, 21, 423-436.

Kohler, F. W., & Strain, P. S. (1993). The early child-
hood social skills program. Teaching Exceptional
Children, 25, 41-42.

LaGreca, A. M., & Stone, W. L. (1990). LD status
and achievement: Confounding variables in the
study of children’s social status, self-esteem, and be-
havioral functioning. Journal of Learning Disabili-
ties, 23, 483-490.

Larson, K. A., & Gerber, M. M. (1987). Effects of so-
cial metacognitive training for enhancing overt be-
havior in learning disabled and low achieving delin-
quents. Exceptional Children, 54, 201-211.

Leigh, J. (1987). Adaptive behavior of children with
learning disabilities. Journal of Learning Disabili-
ties, 20, 557-562.

Lewis, S. K., & Lawrence-Patterson, E. L. (1989). Lo-
cus of control of children with learning disabilities
and perceived locus of control by significant others.
dJournal of Learning Disabilities, 22, 255-257.

Licht, B. G., Kistner, J. A., Ozkaragoz, T., Shapiro,
S., & Clausen, L. (1985). Causal attributions of
learning disabled children: Individual differences and
their implications for persistence. Journal of Edu-
cational Psychology, 77, 208-216.

Livingston, R. (1985). Depressive illness and learning
difficulties: Research needs and practical implica-
tions. Journal of Learning Disabilities, 18, 518-520.

338 Learning Disability Quarterly

Loffredo, D. A., Omizo, M., & Hammett, V. L. (1984).
Group relaxation training and parental involvement
with hyperactive boys. Journal of Learning Dis-
abilities, 17, 210-213.

Maag, J. W., & Behrens, J. T. (1989). Depression
and cognitive self-statements of learning disabled
and seriously emotionally disturbed adolescents.
Journal of Special Education, 23, 17-27.

Maag, J. W., Rutherford, R. B., & Parks, B. T.
(1988). Secondary school professionals’ ability to
identify depression in adolescents. Adolescence,
23, 73-82.

Madage, S., Affleck, J., & Lowenbraun, S. (1990). So-
cial effects of integrated classrooms and resource
room/regular class placements on elementary stu-
dents with learning disabilities. Journal of Learning
Disabilities, 23, 439-445.

Margalit, M. (1988). Social competence of learning
disabled children: Cognitive and emotional aspects.
Exceptional Child, 35, 179-189.

Margalit, M. (1991a). Feelings of loneliness in stu-
dents with learning disabilities. Paper presented
at the annual IARLD Conference, Cincinnati.

Margalit, M. (1991b). Understanding loneliness
among students with learning disabilities. Behavior
Change, 8, 167-173.

Margalit, M., & Almougy, K. (1991). Classroom be-
havior and family climate in students with learning
disabilities and hyperactive behavior. Journal of
Learning Disabilities, 24, 406-420.

Margalit, M., & Ben-Dov, 1. (1992). Kibbutz versus
city comparisons of social competence and loneli-
ness among students with and without learning
disabilities. Paper presented at the annual IARLD
Conference.

Margalit, M., & Levin-Alyagon, M. (1994). Learning
disability subtyping, loneliness, and classroom ad-
justment. Learning Disability Quarterly, 17(4).

Margalit, M., & Raviv, A. (1984). LDs’ expressions of
anxiety in terms of minor somatic complaints. Jour-
nal of Learning Disabilities, 17, 226-228.

Margalit, M., & Shulman, S. (1986). Autonomy per-
ceptions and anxiety expressions of learning dis-
abled adolescents. Journal of Learning Disabili-
ties, 19, 291-293.

Margalit, M., & Zak, 1. (1984). Anxiety and self-con-
cept of learning disabled children. Journal of
Learning Disabilities, 17, 537-539.

McKinney, J. D. (1989). Longitudinal research on the
behavioral characteristics of children with learning
disabilities. Journal of Learning Disabilities, 22,
141-150.

McKinney, J. D., & Feagans, L. (1984). Academic
and behavioral characteristics of learning disabled
children and average achievers: Longitudinal stud-
ies. Learning Disability Quarterly, 7, 251-264.

Mehring, T. A., & Colson, S. E. (1990). Motivation
and mildly handicapped learners. Focus on Excep-
tional Children, 22, 1-14.

Mellard, D. F., & Hazel, J. S. (1992). Social compe-
tencies as a pathway to successful life transitions.

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



Learning Disability Quarterly, 15, 251-271.

Merrell, K. W. (1990). Teacher rating on hyperactivity
and self-control in learning disabled boys: A com-
parison with low achieving and average peers. Psy-
chology in the Schools, 27, 289-296.

Michaels, C. R., & Lewandowski, L. J. (1990). Psy-
chological adjustment and family functioning of
boys with learning disabilities. Journal of Learning
Disability, 23, 446-450.

Misra, A., & Welch, J. (1992). Collaborative counsel-
ing for students with learning disabilities. Learning
Disabilities Forum, 17, 23-26.

Mithaug, D. E., Horiuchi, C. N., & Fanning, P. N.
(1985). A report of the Colorado statewide follow-
up survey of special education students. Excep-
tional Children, 51, 397-404.

Morgan, S. R. (1986). Locus of control in children la-
beled learning disabled, behaviorally disordered, and
learning disabled/behaviorally disordered. Learning
Disabilities Research, 2, 10-13.

Morvitz, E., & Motta, R. W. (1992). Predictors of self-
esteem: The roles of parent-child perceptions,
achievement, and class placement. Journal of
Learning Disabilities, 25, 72-80.

Mulcahy, R. (1990). Perceived competence, self-con-
cept, and locus of control for high ability students,
as compared to average and learning disabled stu-
dents. Canadian Journal of Special Education, 6,
42-49.

Nelson, C. M. (1988). Social skills training for handi-
capped students. Teaching Exceptional Children,
20, 19-23.

Oliver, J. M., Cole, N. H., & Hollingsworth, H.
(1991). Learning disabilities as functions of familial
learning problems and developmental problems. Ex-
ceptional Children, 57, 427-440.

Olivia, A. H., & LaGreca, A. M. (1988). Children with
learning disabilities: Social goals and strategies.
Journal of Learning Disabilities, 21, 301-306.

Omizo, M. M., & Omizo, S. A. (1987). The effects of
group counseling on classroom behavior and self-
concept among elementary school learning disabled
children. Exceptional Child, 34, 57-64.

Omizo, M. M., & Omizo, S. A. (1988). Group coun-
seling’s effects on self-control and social behaviors
among children with learning disabilities. Journal of
Humanistic Education and Development, 26,
109-117.

Omizo, M. M., Cubberly, W. E., & Omizo, S. A.
(1985). The effects of rational-emotive education
groups on self-concept and locus of control among
learning disabled children. Exceptional Child, 32,
13-19.

Omizo, M. M., Omizo, S. A., & Suzuki, L. A. (1987).
Intervention strategies. Academic Therapy, 22,
427-432.

Osborne, S. (1985). Effects of teacher experience and
selected temperament variables on coping strategies
used with distractible children. American Educa-
tional Research Journal, 22, 79-86.

Parkhurst, T. J., & Asher, S. R. (1992). Peer rejection

in middle school: Subgroup differences in behavior,
loneliness and interpersonal concerns. Develop-
mental Psychology, 28, 231-241.

Pearl, R., & Bryan, T. (1992). Students’ expectations
about peer pressure to engage in misconduct. Jour-
nal of Learning Disabilities, 25, 582-585; 597.

Pearl, R., Bryan, T., & Herzog, A. (1990). Resisting
or acquiescing to peer pressure to engage in mis-
conduct: Adolescents’ expectations of probable con-
sequences. Journal of Youth and Adolescents,
19, 43-55.

Peck, M. L. (1985). Crisis intervention treatment with
chronically and acutely suicidal adolescents. In M.
Peck, N. Farbelow, & R. Litman (Eds.), Youth sui-
cide (pp. 1-33). New York: Springer-Verlag.

Perlmutter, B. F. (1987). Delinquency and learning
disabilities: Evidence for compensatory behaviors
and adaptation. Journal of Youth and Adoles-
cence, 16, 89-95.

Pfeffer, C. R. (1986). The suicidal child. New York:
Guilford Press.

Phil, R. O., & McLarnon, L. D. (1984). Learning dis-
abled children as adolescents. Journal of Learning
Disabilities, 17, 96-100.

Posthill, S. M., & Roffman, A. J. (1991). The impact
of a transitional training program for young adults
with learning disabilities. Journal of Learning Dis-
abilities, 24, 619-629.

Priel, B., & Leshem, T. (1990). Self-perceptions of
first- and second-grade children with learning dis-
abilities. Journal of Learning Disabilities, 23,
637-642.

Putnam, J. W., Rynders, J. E., Johnson, R. T., &
Johnson, D. W. (1989). Collaborative skill instruc-
tion for promoting positive interactions between
mentally handicapped and nonhandicapped chil-
dren. Exceptional Children, 55, 550-557.

Raviv, D., & Stone, C. A. (1991). Individual differ-
ences in the self-image of adolescents with learning
disabilities: The roles of severity, time of diagnosis,
and parental perceptions. Journal of Learning Dis-
abilities, 24, 602-611; 629.

Renick, M. J., & Harter, S. (1989). Impact of social
comparisons on the developing self-perceptions of
learning disabled students. Journal of Educational
Psychology, 81, 631-638.

Riccio, C. A., Gonzalez, J. J., & Hynd, G. W. (1994).
Attention-deficit hyperactivity disorder and learning
disabilities. Learning Disability Quarterly, 17(4).

Richards, G. P., Samuels, S. J., Turnure, J. E., & Ys-
seldyke, J. E. (1990). Sustained and selective atten-
tion in children with learning disabilities. Journal of
Learning Disabilities, 23, 129-136.

Richmond, B. O., & Blagg, D. E. (1985). Adaptive
behavior, social adjustment, and academic achieve-
ment of regular and special education children. Ex-
ceptional Child, 32, 93-98.

Ritter, D. R. (1989a). Social competence and problem
behavior of adolescent girls with learning disabilities.
Journal of Learning Disabilities, 22, 460-461.

Ritter, D. R. (1989b). Teachers’ perceptions of prob-

Volume 17, Fall 1994 339

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



lem behavior in general and special education. Ex-
ceptional Children, 55, 559-564.

Roberts, C., & Zubrick, S. (1993). Factors influencing
the social status of children with mild academic dis-
abilities in regular classrooms. Exceptional Chil-
dren, 59, 192-202.

Rogers, H., & Saklofski, D. H. (1985). Self-concepts,
locus of control and performance expectations of
learning disabled children. Journal of Learning
Disabilities, 18, 273-278.

Rooney, K. J., & Hallahan, D. P. (1988). The effects
of self-monitoring on adult behavior and student in-
dependence. Learning Disabilities Research, 3,
88-93.

Rosenberg, M. S., Bott, D., Majsterek, D., Chiang,
B., Simmons, D., Gartland, D., Wesson, C., Gra-
ham, S., Smith-Myles, B., Miller, M., Swanson, H.
L., Bender, W., Rivera, D., & Wilson, R. (1993).
Minimum standards for the description of partici-
pants in learning disabilities research. Journal of
Learning Disabilities, 26, 210-213.

Rourke, B. P., Young, G. C., & Leenaars, A. A.
(1989). A childhood learning disability that predis-
poses those afflicted to adolescent and adult depres-
sion and suicide risk. Journal of Learning Disabili-
ties, 22, 169-175.

Sabornie, E. J. (1990). Extended sociometric status of
adolescents with mild handicaps: A cross-categorical
perspective. Exceptionality, 1, 197-209.

Sabornie, E. J. (1994). Social-affective characteristics
in early adolescents identified as learning disabled
and nondisabled. Learning Disability Quarterly,
17(4).

Sabornie, E. J., Marshall, K. J., & Ellis, E. S. (1990).
Restructuring of mainstream sociometry with learn-
ing disabled and nonhandicapped students. Excep-
tional Children, 56, 314-323.

Sabornie, E. J., & Kauffman, J. M. (1986). Social ac-
ceptance of learning disabled adolescents. Learning
Disability Quarterly, 9, 55-60.

Sabornie, E. J., & Thomas, V. (1989). Social affec-
tive adjustment of mildly handicapped and non-

" handicapped early adolescents. Paper presented
at the annual AERA meeting, San Francisco.

Safran, S. P., & Safran, J. S. (1987). Behavioral con-
tagion and manageability: Learning disability and
regular education teachers’ perspectives. Journal of
Learning Disabilities, 20, 439-440; 447.

Salend, S. J., & Gordon, B. D. (1987). A group-ori-
ented timeout ribbon procedure. Behavioral Disor-
ders, 12, 131-137.

Salend, S. J., Whittaker, C. R., Raab, S., & Giek, K.
(1991). Using a self-evaluation system as a group
contingency. Journal of School Psychology, 29,
319-329.

Salend, S. J., Whittaker, C. R., & Reeder, E. (1992).
Group evaluation: A collaborative, peer-mediated
behavior management system. Exceptional Chil-
dren, 59, 203-209.

Sander, N. W. (1991). Effects of a self-management
strategy on task-independent behaviors of adoles-

340 Learning Disability Quarterly

cents with learning disabilities. B. C. Journal of
Special Education, 15, 64-75.

Sater, G. M., & French, D. C. (1989). A comparison
of the social competencies of learning disabled and
low achieving elementary-aged children. Journal of
Special Education, 23, 29-42.

Schloss, P. J. (1987). Self-management strategies for
adolescents entering the work force. Teaching Ex-
ceptional Children, 39-43.

Schneider, M., & Yoshida, R. K. (1988). Interpersonal
problem-solving skills and classroom behavioral ad-
justment in learning-disabled adolescents and com-
parison peers. Journal of School Psychology, 26,
24-34.

Scott, M. E. (1988). Learning strategies can help.
Teaching Exceptional Children, 20, 30-34.

Schunk, D. H., & Cox, P. D. (1986). Strategy train-
ing and attributional feedback with learning dis-
abled students. Paper presented at the meeting of
‘the American Research Association, San Francisco.

Schworm, R. W., & Birnbaum, R. (1989). Symptom
expression in hyperactive children: An analysis of
observations. Journal of Learning Disabilities, 22,
35-40; 45.

Scuccimarra, D. L., & Speece, D. L. (1990). Employ-
ment outcomes and social integration of students
with mild handicaps: The quality of life two years af-
ter high school. Journal of Learning Disabilities,
23, 213-219.

Shapiro, E. S. (1989). Teaching self-management
skills to learning disabled adolescents. Learning Dis-
ability Quarterly, 12, 275-287.

Shaywitz, S. E., Schnell, C., Shaywitz, B. A., &
Towle, V. R. (1986). Yale Children’s Inventory
(YCI): An instrument to assess children with atten-
tional deficits and learning disabilities 1. Scale devel-
opment and psychometric properties. Journal of
Abnormal Child Psychology, 14, 347-364.

Shelton, T. L., Anastopoulos, A. D., & Linden, J. D.
(1985). An attribution training program with learn-
ing disabled children. Journal of Learning Disabili-
ties, 18, 261-265.

Shondrick, D. D., Serafica, F. C., Clark, P., & Miller,
K. G. (1992). Interpersonal problem solving and cre-
ativity in boys with and boys without learning disabil-
ities. Learning Disability Quarterly, 15, 95-102.

Sisterhen, D. H., & Gerber, P. J. (1989). Auditory, vi-
sual and multisensory nonverbal social perception in
adolescents with and without learning disabilities.
Journal of Learning Disabilities, 22, 245-249;
257.

Sitlington, P. L., & Frank, A. R. (1990). Are adoles-
cents with learning disabilities successfully crossing
the bridge into adult life? Learning Disability Quar-
terly, 13, 97-111.

Sitlington, P. L., Frank, A. R., & Carson, R. (1992).
Adult adjustment among high school graduates with
mild disabilities. Exceptional Children, 59, 221-233.

Skinner, M. E., & Schenck, S. J. (1992). Counseling
the college-bound student with a learning disability.
School Counselor, 39, 369-376.

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



Smith, D. J., Young, K. R., West, R. P., Morgan, D.
R., & Rhode, G. (1988). Reducing the disruptive
behavior of junior high school students: A class-
room self-management procedure. Behavioral Dis-
orders, 13, 231-239.

Smith, J. O. (1988). Social and vocational problems
of adults with learning disabilities: A review of the
literature. Learning Disabilities Focus, 4, 46-58.

Snider, V. E. (1987). Use of self-monitoring of atten-
tion with LD students: Research and application.
Learning Disability Quarterly, 10, 139-151.

Spafford, C. S., & Grosser, G. S. (1993). The social
misperception syndrome in children with learning
disabilities: Social causes versus neurological vari-
ables. Journal of Learning Disabilities, 26, 178-198.

Spoto, P. M. (1987). Self-concept, social skills, and
teacher ratings of behavior as predictors of de-
pression in learning disabled children. Paper pre-
sented at the meeting of the Southwestern Psycho-
logical Association, New Orleans.

Stein, P. A., & Hoover, J. H. (1989). Manifest anciety
in children with learning disabilities. Journal of
Learning Disabilities, 22, 66; 71.

Stiliadis, K., & Wiener, J. (1989). Relationship be-
tween social perception and peer status in children
with learning disabilities. Journal of Learning Dis-
abilities, 22, 624-629.

Stone, W. L., & LaGreca, A. M. (1990). The social
status of children with learning disabilities. Journal
of Learning Disabilities, 23, 32-37.

Sugai, G. (1992). Applications of teaching social be-
havior. LD Forum, 17, 20-23.

Tarnowski, K. J., & Nay, S. M. (1989). Loss of con-
trol in children with learning disabilities and hyper-
activity: A subgroup analysis. Journal of Learning
Disabilities, 22, 381-383.

Taylor, L., Adelman, H. S., Nelson, P., Smith, D. C.,
& Phares, V. (1989). Perceptions of control at
school among students in special education pro-
grams. Journal of Learning Disabilities, 22, 439-443.

Test, D. A., Farebrother, C., & Spooner, F. (1988). A .

comparison of the social interactions of workers
with and without disabilities. Journal of Employ-
ment Counseling, 25, 122-131.
Tomlan, P. S. (1985). Self-awareness, self-understand-
ing and self-concept. Academic Therapy, 21, 199-204.
Toro, P. A., Weissberg, R. P., Guare, J., & Lieben-
stein, N. L. (1990). A comparison of children with
and without learning disabilities on social problem-
solving skill, school, behavior, and family background.
Journal of Learning Disabilities, 23, 115-120.
United States Department of Education. (1992). Four-
teenth annual report to congress on the imple-
mentation of the individuals with disabilities act.
Washington, DC: U.S. Government Printing Office.
Vaughn, S., & Haager, D. (1994). Social competence as
a multifaceted construct: How do students with learning
disabilities fare? Learning Disability Quarterly, 17(4).

Vaughn, S., & LaGreca, A. M. (1988). Teaching so-
cial skills to LD students. In K. A. (Ed.), Learning
disabilities: State of the art and practice (pp.108-
127). San Diego: College Hill Press.

Vaughn, S., & LaGreca, A. (1993). Social skills train-
ing: Why, who, what and how. In W. N. Bender
(Ed.), Learning disabilities: Best practices for pro-
fessionals (pp. 251-273). Boston: Andover Medical
Publishers.

Warger, C. L. (1990). Can social skills for employ-
ment be taught? Using cognitive-behavioral proce-
dures with adolescents with mild disabilities.
ERIC/OSEP Clearinghouse on Handicapped and
Gifted Children. Reston, VA: Council for Excep-
tional Children.

Warner, M. M., Schumaker, J. B., Alley, G. R., &
Deshler, D. D. (1980). Learning disabled adoles-
cents in the public schools: Are they different from
other low achievers? Exceptional Education Quar-
terly, 1, 27-36.

Weithorn, C. J., & Kagen, E. (1984). Verbal media-
tion in high-active and cognitively impulsive second
graders. Journal of Learning Disabilities, 17,
483-490.

Weller, C., Watteyne, L., Herbert, M., & Crelly, C.
(1994). Adaptive behavior of adults and young
adults with learning disabilities. Learning Disability
Quarterly, 17(4).

White, D. F., Saudargas, R. A., & Zanolli, K. (1990).
LD children’s regular classroom behavior before
and after identification and placement. Learning
Disability Quarterly, 13, 196-204.

White, W. J. (1992). The postschool adjustment of
persons with learning disabilities: Current status and
future projections. Journal of Learning Disabili-
ties, 25, 448-456.

Wiener, J., Harris, P. J., & Shirer, C. (1990).
Achievement and social-behavioral correlates of
peer status in LD children. Learning Disability
Quarterly, 13, 114-127.

White-Strawderman, C., & Watson, B. L. (1992). The
prevalence of depression symptoms in children with
learning disabilities. Journal of Learning Disabili-
ties, 25, 258-264.

Zetlin, A. G. (1987). The social status of mildly learn-
ing handicapped high school students. Psychology
in the Schools, 24, 165-173.

Zigmond, N., Kerr, M. M., & Schaeffer, A. (1988).
Behavior patterns of learning disabled and non-
learning disabled adolescents in high school aca-
demic classes. Remedial and Special Education,
9,6-11.

Requests for reprints should be addressed to: William
N. Bender, The University of Georgia, College of Edu-
cation, Department of Special Education, 577 Ader-
hold Hall, Athens, GA 30702.

Volume 17, Fall 1994 341

This content downloaded from 147.143.51.25 on Wed, 17 Jan 2018 14:34:45 UTC
All use subject to http://about.jstor.org/terms



	Contents
	image 1
	image 2
	image 3
	image 4
	image 5
	image 6
	image 7
	image 8
	image 9
	image 10
	image 11
	image 12
	image 13
	image 14
	image 15
	image 16
	image 17
	image 18
	image 19

	Issue Table of Contents
	Learning Disability Quarterly, Vol. 17, No. 4, Autumn, 1994
	Volume Information [pp.  342 - 344]
	Front Matter [pp.  249 - 296]
	Introduction to Special Issue: Social-Emotional Development: The Task and the Challenge [pp.  250 - 252]
	Social Competence as a Multifaceted Construct: How Do Students with Learning Disabilities Fare? [pp.  253 - 266]
	Social-Affective Characteristics in Early Adolescents Identified as Learning Disabled and Nondisabled [pp.  268 - 279]
	Adaptive Behavior of Adults and Young Adults with Learning Disabilities [pp.  282 - 295]
	Learning Disability Subtyping, Loneliness, and Classroom Adjustment [pp.  297 - 310]
	Attention-Deficit Hyperactivity Disorder (ADHD) and Learning Disabilities [pp.  311 - 322]
	Social-Emotional Development of Students with Learning Disabilities [pp.  323 - 341]
	Back Matter [pp.  344 - 344]



