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ABSTRACT 

 

MIDDLE SCHOOL STUDENTS’ BELIEFS ABOUT UNFAMILIAR PEERS WITH AUTISM: 

EXAMINING GENDER DIFFERENCES 

Nicole Dawn Dennis, M.A. 

Western Carolina University (June 2021) 

Director: Dr. Jonathan M. Campbell 

 

The American Psychiatric Association (2013) defines autism spectrum disorder (ASD) as a 

neurodevelopmental disorder characterized, in part by social communication impairments. With 

the implementation of the Individuals with Disabilities Education Act (IDEA, 1997), students 

with ASD have been increasingly placed in general education classrooms with the objective 

being to improve these students’ social skills and academic development (Chamberlain et al., 

2007). However, students with ASD face challenges to being fully included in the general 

education setting (Chamberlain et al., 2007; Rotherham-Fuller et al., 2010; Locke et al., 2010). 

To mitigate these challenges, peer interventionists help foster the social engagement of students 

with ASD (Wong et al., 2015; Hume & Campbell, 2019). In order to select effective peer 

interventionists, it is important to understand factors, such as knowledge of ASD, attitudes about 

ASD, peer gender, and self-efficacious beliefs, that may influence their perceptions and 

behavioral intentions towards students with ASD. This study aimed to investigate how student’s 

gender, knowledge of ASD, and gender of a student with ASD influenced their attitudes towards 

peers with ASD as well as their own self-efficacious beliefs about serving as a peer 

interventionist. Recruitment was impacted by the COVID-19 pandemic as many schools had 
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restrictions in place to maintain student safety. Middle school students (n = 33) were recruited 

from schools in Western North Carolina and asked to answer questionnaires, after reading 

vignettes that varied on whether the student was depicted as a boy or a girl with ASD and 

whether or not an explanation of ASD was present. Because of COVID-19, many of the data 

collection sessions were conducted virtually. Multifactorial ANOVAs were conducted to 

determine if these variables influenced peers’ attitudes and feelings of self-efficacy. A multiple 

regression was used to determine what sources of self-efficacy contributed to these self-

efficacious beliefs. Nonparametric analyses were conducted when the sample did not meet 

normality assumptions. Students felt more capable of working with a girl with ASD compared to 

a boy with ASD, and physiological states significantly influenced middle schoolers’ feelings of 

self-efficacy in serving as a peer interventionist. Future research should continue to explore the 

impact gender and sources of self-efficacy have on children’s attitudes and beliefs about peers 

with ASD.  

Keywords: Peer interventions, gender differences, Autism, attitudes, self-efficacy 
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CHAPTER ONE: INTRODUCTION 

 

According to the Diagnostic and Statistical Manual of Mental Disorders Fifth Edition 

(American Psychiatric Association [APA], 2013), autism spectrum disorder (ASD) is a 

neurodevelopmental disorder that is characterized by social communication impairments. ASD 

varies greatly in the level of impairment. Social communication deficits that characterize ASD 

include difficulties with socio-emotional reciprocity, interpreting nonverbal social cues, and 

adapting behavior to social situations (APA, 2013). Individuals with ASD also present with 

restricted, repetitive patterns of behavior, interests, or activities (e.g., hand-flapping, 

preoccupation with specific objects or subjects, difficulties with transitioning, hyper- or 

hyposensitivity (APA, 2013). ASD includes heterogeneous presentations involving varying 

degrees of severity and symptomology that impact an individual’s functioning in areas of social 

interactions and communication. According to statistics gathered from 2014-2016, 

approximately 2.47% of children and adolescents in the United States are diagnosed with ASD 

(Xu et al., 2018). There is a higher prevalence of diagnosis for boys than girls with a ratio of 

about three boys diagnosed for every girl receiving an ASD diagnosis (Xu et al., 2018).  

The Individuals with Disabilities Act (IDEA, 1997) greatly impacted education for 

students with ASD. IDEA mandates that students with disabilities be educated in the least 

restrictive learning environment possible (Segall & Campbell, 2014). Since IDEA was 

implemented, students with ASD have been increasingly placed in general education classrooms 

with the objective being to improve these students’ social skills and academic development 

(Chamberlain et al., 2007). However, students with ASD may not be included in general 
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education because of teachers’ perceptions. Teachers at different school levels (e.g., elementary, 

middle, and high school) hold different beliefs about students with ASD that could influence 

where they chose to place these students (Park & Chitiyo, 2011). Elementary school teachers 

have more positive attitudes towards students with ASD compared to middle school teachers 

(Park & Chitiyo, 2011). Furthermore, since ASD involves heterogeneous presentations, it is 

important to investigate if cognitive ability and behavior patterns impact whether these students 

are placed in general education classes. Segall and Campbell (2014) found that teachers placed 

students with ASD and comorbid cognitive impairment in more restrictive environments. Also, 

teachers placed students that they perceived as having more disruptive behaviors in classes other 

than their own classrooms (Segall & Campbell, 2014).  There are also other barriers that exist for 

these students regarding complete integration into general education settings (e.g., social 

acceptance, integration into friend groups).  

Social Experiences of Students with ASD in Inclusive Classrooms 

 Although many students with ASD are being placed in inclusive classrooms, they still 

face isolation or exclusion from their peers. Students with ASD experience difficulties 

integrating into general education classrooms, specifically socially. For example, Chamberlain 

and colleagues (2007) found elementary students with ASD had significantly lower overall social 

network centrality, companionship, and frequency of friendship reciprocity than their typically 

developing peers. These findings were rather robust with a relatively large effect size (2 = .17, 

.13, .17 respectively; Chamberlain et al., 2007). It is interesting to note that elementary students 

with ASD did not report differences in friendship quality or experienced loneliness compared to 

their typically developing peers (Chamberlain et al., 2007). However, this may be due to a lack 

of insight on the part of students with ASD. Similar results were found in a study that examined 
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grade level differences (Rotherham-Fuller et al., 2010). Rotheram-Fuller and colleagues (2010) 

examined reciprocal friendship nominations, general acceptance or rejection in the classroom, 

and social network connections of 79 children with ASD and 79 gender-matched typically 

developing peers. Analysis showed that children with ASD were more likely to be socially 

included in their classroom social networks in early and middle elementary school stages than in 

late elementary school (Rotheram-Fuller et al., 2010). This suggests that social inclusion for 

students with ASD might become more difficult as they advance through school.  

These findings do seem to persist into adolescence and young adulthood. For example, 

Locke and colleagues (2010) found that adolescents with ASD experienced significantly higher 

levels of loneliness and lower scores of friendship quality on measures of companionship and 

helpfulness when compared to peers (Locke et al., 2010). Furthermore, all the students with ASD 

nominated another student with ASD as their best friend, and the students with ASD created two 

semi-separate subgroups that were on the periphery of the larger class social network of the 

typically developing adolescents (Locke et al., 2010). Even in adulthood, young men with ASD 

report experiencing more feelings of loneliness and lower levels of self-efficacy and life 

satisfaction compared to neurotypical peers (Feldhaus et al., 2015). This suggests that inclusion 

alone may not be able to fully integrate students with ASD or provide them with the necessary 

social skills without the assistance of interventions.   

Peer Mediated Instruction and Interventions for Students with Autism Spectrum Disorder 

In order to alleviate this social isolation for students with ASD, interventions are 

implemented in classrooms, such as social skill training or peer-mediated interventions. School-

based social skills intervention were previously used to train students with ASD on how to 

identify and interpret social cues, however, a meta-analysis conducted by Bellini and colleagues 



 

4 

 

(2008) found school-based social skills programs had minimal effectiveness in improving social 

skills in children with ASD and showed low generalizability of those skills to other settings. 

Peer-mediated instruction and intervention is another evidence-based practice typically 

implemented in classroom settings (Wong et al., 2015; Hume & Campbell, 2019). Peer-mediated 

instruction and intervention encompass training of peers to provide students with ASD 

opportunities for social interaction and act as receptive social partners (Hume & Campbell, 

2019). Students with ASD that engage in peer-mediated interventions have shown improvements 

in vocal expressiveness (Dolan et al., 2016), increased social responsiveness (Odom & Strain, 

1986), more frequent friendship nominations (Kasari et al., 2011), and decreased isolation 

(Kasari et al., 2011). Peer-mediated interventions have also shown to improve the frequency of 

social contact initiation by students with ASD both inside and outside of class (Collet-

Klingenberg et al., 2012) as well as increasing engagement in school activities (Clarke & Duda, 

2019). Additionally, peers increased their frequency of initiating contact with adolescents with 

ASD (Collet-Klingenberg et al., 2012). This demonstrates that outcomes that are the result of 

peer-mediated interventions can be generalizable and lead to reciprocal social interactions for 

students with ASD.  

One frequent criticism of peer-mediated interventions is the possibility for burnout and 

negative social impact on the peer interventionists. However, a study conducted by Locke, 

Rotheram Fuller, and Kasari (2012) found that peer models were more likely to be well 

connected in their classrooms both upon initial selection for the program and at the end of the 

program. Typically developing peer models also maintained high friendship quality both at the 

beginning and end of the program (Locke et al., 2012). Typically developing adolescents that 

engaged in a peer-mediated intervention program reported being more patient in general and 
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more accepting of themselves (Collet-Klinger et al., 2012). Carter and colleagues (2019) also 

found that peer mentors in postsecondary inclusive programs reported benefits such as gaining 

new friendships, a greater appreciation for diversity, and more comfortable in interactions. Based 

on these findings, peer-mediated interventions appear to be mutually beneficial for both peer 

interventionists and students with ASD. Peer interventionists that are effective are essential to the 

success of this type of intervention, so it is important that they be willing to participate in the 

program (Sperry et al., 2010). In order to identify these peers, it is important to understand the 

factors, such as knowledge of ASD, attitudes towards students with ASD, and feelings of self-

efficacy towards students with ASD, that influence peers’ willingness and behavioral intentions 

regarding being a peer interventionist.  

 Influences on Peer Mediated Instruction and Interventions 

The literature suggests that gender may influence whether or not a student volunteers to 

be a peer buddy (Carter et al., 2019). When interviewing 250 peer mentors at five universities 

with inclusive post-secondary programs, Carter and colleagues (2019) found that the majority of 

the student volunteers were female and endorsed high expectations of their peer buddies, 

including developing new friendships and holding down a job. In another study, Carter and 

colleagues (2001) found that in high school, girls more often volunteer to be a part of peer buddy 

programs with students with ASD. However, when selection is based on teachers’ 

recommendations versus volunteering, boys are more often chosen to act as peer buddies for 

students with ASD (Jackson & Campbell, 2009). Though, in regard to the willingness of 

students, women and girls seem more willing to act as peer interventionists for students with 

ASD. 
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Willingness to volunteer may be in part due to more positive attitudes towards students 

with ASD. Women and girls have been shown to endorse more positive attitudes towards people 

with disabilities (Lochner, 2019). For example, female teachers endorsed higher positive 

attitudes towards children with ASD compared to their male counterparts (Park & Chitiyo, 

2011). Iobst and colleagues (2009) reported a similar finding that women rated children both 

with and without ASD more favorably than their male colleagues. Although prior studies suggest 

that children are more likely to avoid or dislike a student with ASD compared to an adult 

(Harnum et al., 2007), women and girls’ positive attitudes towards people with disabilities persist 

across different ages (Campbell, 2006). For example, in a Canadian sample, only gender had a 

significant main effect on attitude, such that Canadian girls tended to have more positive 

attitudes toward peers with disabilities compared to Canadian boys (Tirsoh et al., 1997). Multiple 

studies have shown that girls endorse more favorable attitudes towards children with ASD 

compared to boys (Bossaert et al., 2011; Campbell et al., 2004; Campbell, 2007; Campbell et al. 

2019) There are a few possible explanations for this robust difference. Tipton and Blacher (2013) 

found that women demonstrated higher overall total knowledge of ASD compared to men. 

Another, and more likely explanation, is that women are socialized to be more friendly and 

social than boys thus endorsing more socially desirable attitudes. 

Peer Homophily 

Despite robust gender differences, it is important to investigate the impact this may have 

on peer interventionist selection and intervention outcomes for students with ASD. Locke, 

Anderson, Frederick, and Kasari (2018) examined how the gender of friendships impact students 

with ASDs’ social network connectivity and friendships. One hundred twenty-six children with 

ASD and their peers, all ages 5 to 12, completed the Friendship Survey (Locke et al., 2018). 
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Results indicated that boys with ASD had lower connectivity if they had more heterophilic 

friendships or friendships with girls; this same effect of heterophilic or cross-gender friendships 

decreasing social connectivity was not seen for girls with ASD (Locke et al., 2018). This 

suggests that same-sex friendships are important to classroom integration, specifically for boys 

with ASD. This relates to the theory of homophily, which states that children tend to bond with 

others that are similar to themselves (Shrum et al., 1988; Dijkstra et al., 2007). Gender 

homophily in friendships has shown to gradually decrease starting in middle school and 

continuing into high school (Shrum, Cheek, & Hunter, 1988). However, more recent research 

suggests, that in preadolescents gender remains predictive of peer acceptance, but that may 

depend on the peers’ helping versus bullying behavior (Dijkstra et al., 2007). Gender homophily 

of the peer interventionist may be an important factor in fostering positive social outcomes for 

the student with ASD. Interventions should thus be aimed at fostering positive behavioral 

intentions in both genders.  

Impact of Peer Educational Interventions for Autism Spectrum Disorder 

 This leads to the question of how to improve the attitudes of peers towards students with 

ASD. More contact with students with ASD and increased knowledge of ASD may be the 

answers to improving attitudes in peers without ASD (Neville & White, 2011). Studies with 

college students (Neville & White, 2011) and other university personnel (Tipton & Blacher, 

2013) have found that having a first-degree relative with a disability or more contact (Gardiner & 

Iarocci, 2013) with a person with a disability expressed increased feelings of openness to peers 

with ASD, were more accepting and had greater knowledge of ASD. Similar findings were 

replicated with a classroom-level intervention with 4th through 6th graders (Mavropoulou & 

Sideris, 2014). Another study with middle school students found that those that reported prior 
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awareness of ASD also received higher scores on an ASD knowledge questionnaire (Campbell & 

Barger, 2010).  

However, not everyone has a relative or contact with a person with ASD, therefore it is 

important to evaluate knowledge in general peer populations. A study conducted by Tipton and 

Blacher (2013) evaluated scores on the Autism Awareness Survey of undergraduate students, 

graduate students, staff, and faculty at a large university. The majority of participants were able 

to correctly identify certain aspects of ASD, (e.g., they should receive special education services, 

no one intervention works for all people with ASD, ASD can be diagnosed as early as 18 

months); however, those with correct scores on certain questions, such as autism is increasing, 

also gave incorrect responses regarding the reason for the increase (i.e. vaccines cause autism; 

Tipton & Blacher, 2013). Similar results were found when evaluating the knowledge of ASD in 

middle school populations (Campbell & Barger, 2010; Campbell et al., 2011). Campbell and 

Barger (2010) explored middle school students’ knowledge of autism. Results were varied with 

the lowest number of correct responses being regarding gaze aversion in ASD and the highest 

number of correct responses regarding the inability to catch ASD (Campbell & Barger, 2010).  

To further identify common conceptions of ASD by middle school students, Campbell 

and colleagues (2011) investigated the content and accuracy of spontaneously generated 

responses about ASD by middle school students. About 71.3% of the students provided an 

accurate definition of autism, mainly identifying it as a disability, a smaller percentage were able 

to identify a core symptom such as impaired communication (8.4%), social deficits (8.2%), or 

restrictive, repetitive behaviors (1.6%), and in total only 2.5% were able to identify multiple core 

symptoms of autism (Campbell et al., 2011). It’s then important to provide education to peers of 

students with ASD to amend these gaps in knowledge.  
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 Sasson and colleagues (2017) found that neurotypical adults rated adults with ASD as 

more awkward, less approachable, and less likely for the neurotypical adult to pursue friendship 

(Sasson et al., 2017. Taking into consideration that even highly educated adults have 

misconceptions about ASD (Tipton & Blacher, 2013), it is important to look at how children and 

adolescents conceptualize ASD, and ways in which gaps in knowledge can be alleviated. In 

1980, Bibace and Walsh developed a model of children’s understanding of illness based on 

Piaget’s cognitive theory; these stages involve a conception of illness as caused by some magical 

contagion, typically occurring from ages 2 to 6 years old, then from 7 to 10 years old children 

understand illness as being the result of some contaminate, then after age 11, children will begin 

to form the more complex physiological basis of illness, and eventually psychophysiological 

origins of illness (Vacik et al., 2001; Campbell & Barger, 2010). It is also possible that 

misinformation about ASD may yield misattribution as explained by attribution theory. When 

applied to ASD, attribution theory suggests that people may perceive autism-related behaviors as 

intentional unless provided with an appropriate explanation (Campbell, 2006). Attributing 

autism-related behaviors as intentional may lead to negative emotional responses and social 

distancing (e.g., Campbell, 2006). When considering these developmental stages of illness 

conceptualization and the possibility that behaviors are being attributed to someone with ASD as 

intentional, it would be vital to provide explanatory information about the behaviors that students 

with ASD exhibit.  

Outcomes for Explanatory Messages 

 However, the results regarding the effectiveness of explanatory information about ASD 

have found variable support. Explanatory information refers to facts about typical symptoms of 

ASD, including restricted behaviors, deficits in social skills, and difficulty in communication. 
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Swaim and Morgan (2001) found that providing information did not affect ratings of attitude and 

behavioral intentions in elementary school students. However, for middle school students 

provided with explanatory information about ASD, they reported increased behavioral intentions 

towards peers with ASD as well as increased knowledge about ASD, but not significantly more 

knowledge than providing no information at all (Campbell, 2007). Whereas a study conducted by 

Ranson and Byrne (2014) found significant improvement in eighth-grade girls’ knowledge, 

attitudes, and behavioral intentions towards female peers with ASD. In contrast, a prior study 

with younger students found the combination of explanatory and descriptive information had a 

positive effect on attitudes and behavioral intentions towards a hypothetical peer with ASD; this 

was dependent on grade (Campbell et al., 2004). That same study also found that explanatory 

information improved academic behavioral intentions, but only in girls (Campbell et al., 2004). 

Morton and Campbell (2007) also found that grade and source of information interact, with fifth 

graders responding more favorably, both in cognitive attitudes and behavioral intentions, when 

information about ASD was provided by a professional instead of a relative of a hypothetical 

student. It is also unclear whether gains from providing peers with explanatory information is 

maintained over time. Two studies investigating the effectiveness of the Kit for Kids lesson 

showed variable results. While Campbell and colleagues (2019) found improvements in 

knowledge of ASD and attitudes towards ASD for students with no prior awareness at two 

separate points of data collection, Caldwell (2019) found that there were initial gains in feelings 

of self-efficacy after receiving the Kit for Kids intervention, but not at follow-up. Interestingly, 

providing information about ASD diagnosis has shown to be more robust in the literature for 

adults (Iobst et al., 2009; Brosnan & Mills, 2016; Sasson & Morrison, 2019; Stern & Barnes, 

2019). 
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A meta-analysis investigating the effectiveness of different message types from studies 

across different age ranges found a small, negative effect of explanatory information while 

combined descriptive and explanatory information showed a small, positive effect (Lochner, 

2019). A recently conducted scoping review found there to be a wide variety in terms of current 

ASD educational interventions for neurotypical peers that differ in length, methodology, and 

group size (Cremin et al., 2020). Common elements of these programs are the use of both 

explanatory and descriptive information and higher rates of intervention success in older student 

populations (Cremin et al., 2020). Since the current literature regarding the impact explanatory 

information about ASD has on typical developing peers’ knowledge, attitudes, and behavioral 

intentions is inconclusive, it warrants further investigation.  

Impact of Gender of Student with Autism Spectrum Disorder 

It is worth noting that with few exceptions, the previous studies focus on interventions 

that impact peers’ attitudes and intentions towards boys with ASD. However, little is known 

about how girls with ASD are viewed by their peers or even if they present with different 

symptomology and behaviors compared to boys with ASD. As mentioned before, more 

commonly boys are diagnosed with ASD (APA, 2013), but this varies based on the severity of 

symptoms, with there being less of a gender discrepancy in more severe presentations (Holtmann 

et al., 2007; Lai et al. 2011). There are differing theories on why this gender discrepancy exists 

including girls with mild to moderate ASD being able to camouflage their symptoms (Dean et 

al., 2017) to suspected gender bias of diagnostic instruments (Lai et al., 2011; Dworzynski et al., 

2012) to actual differences in ASD presentation between the genders (Holtmann et al., 2007; 

Hsaio et al., 2013).   
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One theory is the Extreme Male Brain theory, which states that ASD is due to an extreme 

sex difference in brain patterns where ‘empathizing’ is lower and ‘systemizing’ is higher which 

produces behaviors associated with ASD (Baron-Cohen & Wheelwright, 2003; Lai et al., 2011; 

Tan et al., 2015). However, this theory has been scrutinized and yielded mixed results. Baron-

Cohen and Wheelwright (2003) examined gender differences regarding scores on the Friendship 

Questionnaire, which showed women had significantly higher scores than men and the 

neurotypical sample had significantly higher scores than adults with ASD. However, the 

researchers did not address unequal gender ratios, respective to groups, where the neurotypical 

group consisted of mostly women and the ASD group mostly consisted of men. Another study 

also investigated this theory by having undergraduates rate facial features and voice samples of 

adults with high and low scores on the Autism-spectrum Quotient (Tan et al., 2015). Results 

were mixed (Tan et al, 2015). Women scoring high on AQ had their faces rated as less feminine 

but not their voices and the opposite was found for men with high AQ scores, who were reported 

as having more feminine voices but not faces (Tan et al., 2015). Similarly, mixed results were 

found regarding adults with ASD and caregivers’ ratings of ASD symptoms (Lai et al., 2011). 

Results showed no gender differences regarding scores on self-reported ‘empathizing’ or 

‘systemizing’ nor on childhood severity, yet women reported more sensory-related systems 

throughout their life, fewer socio-communication difficulties, and more self-report of traits 

associated with ASD (Lai et al., 2011). While Extreme Male Brain theory may not have robust 

support, Lai and colleagues (2011) research suggests that there may, in fact, be some gender 

differences in the presentation of ASD symptomology. Supporting this assertion, a recent meta-

analysis found similar severity in ASD symptomology in both men and women, but men more 
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frequently exhibited restrictive and repetitive behaviors than women with ASD (Chen et al, 

2020).  

These diagnostic and behavioral differences may lead to differential perceptions by 

typical peers of boys and girls with ASD. For example, Head and colleagues (2014) found that 

parents of 10- to 16-year-old children with and without ASD rated girls, independent of 

diagnosis, higher than boys on the Friendship Questionnaire. Interestingly, parents rated girls 

with ASD similarly to typically developing boys on the Friendship Questionnaire (Head et al., 

2014), suggesting that girls with ASD may not exhibit deficits in social functioning relative to 

boys, but they do when compared to other typically developing girls. Other studies have found 

similar results regarding playground engagement (Dean et al., 2017) and scripted interviews 

(Sedgewick et al., 2016). This lends further evidence indicating girls with ASD may experience 

different social impairments related to friendships and social interactions compared to boys with 

ASD. Intriguingly, this may change over time. For example, Hsaio and colleagues (2013) 

investigated social impairments of traits associated with ASD in girls and boys in Grades 1 

through 8. Higher ASD-related behaviors were associated with negative peer relationships, 

behavior problems at school, and problematic peer interaction, but the effects were moderated by 

both age and gender (Hsaio et al., 2013). Research conducted with adolescents with ASD found 

that while both boys and girls show similar theory of mind skills, however, girls engaged in more 

social reciprocity as a form of camouflage (Wood-Downie et al, 2020). Social deficits were more 

strongly related to negative peer relationships and school social problems in boys compared to 

girls, but social deficits had a stronger association with problems in peers in older girls compared 

to older boys or younger children (Hsaio et al., 2013). This suggests that as girls start to age, 

ASD-like behaviors become more pronounced or noticeable and impact their peer relationships. 
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Although some of these studies discuss how factors such as peer gender, knowledge, and 

gender of a student with ASD interact, there is still limited literature on the subject, specifically 

regarding children and adolescents. Male teachers in special education had significantly more 

positive attitudes towards students with ASD (Park & Chitiyo, 2011), suggesting that 

explanatory or increased knowledge of ASD might improve attitudes but only for men. This is 

contrary to the findings of Ranson and Byrne (2014) that found an anti-stigma program was 

effective in improving the attitudes of girls towards their female peers with ASD. Similarly, 

Andou and Kitamura (2013) found that females associated more severe psychological 

symptomology with female characters in vignettes which portrayed depression, and males 

associated more severe somatic symptomology with male characters in vignettes which 

portrayed depression. Also, there is almost no literature on peer perceptions of girls with ASD. 

Sasson and colleagues (2017) found that raters of both genders rated women with ASD more 

favorably, but only two women with ASD were used as stimulus participants in the study. These 

studies suggest that there may be an interaction of peer gender and gender of a hypothetical 

student with ASD as well as an interaction between gender of peer and intervention 

effectiveness.  

Considering Self-Efficacy as an Outcome 

Furthermore, the majority of the literature focuses on knowledge and attitudes. Very few 

studies investigate individuals’ feelings of self-efficacy towards their peers with ASD. According 

to Bandura’s theory of self-efficacy (1997), belief in one’s capability to perform a task increases 

one’s success in accomplishing or performing that task. It is then reasonable to suspect that self-

efficacy could be an indicator of peer interventionists’ intentions and effectiveness in that role. 

Caldwell (2019) found that elementary school students’ self-efficacy and attitudes towards 
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students with ASD are positively correlated. Teachers’ feelings of self-efficacy in working with 

students with ASD predicted where they placed those students (Segall & Campbell, 2014). 

Bandura (1997) also notes that efficacious beliefs are imperative to the cognitive regulation of 

motivation. This suggests that self-efficacy may be a better indicator of the behavioral intentions 

of people towards students with ASD.  

When considering self-efficacious beliefs, it is also important to discuss the sources of 

self-efficacy. Bandura (1997) states that the sources of self-efficacy are master experiences, 

vicarious experiences, social persuasion, and states of physiological arousal. Caldwell (2019) 

found that vicarious experiences and physiological states were significant predictors regarding 

feelings of self-efficacy in elementary students. Another study found that, in adolescents, social 

persuasion often diminishes their feelings of self-efficacy regarding peer interactions (Nyman et 

al., 2019). Another study found that positive social persuasion (friend support) in those with low 

feelings of self-efficacy facilitated intentions (Hamilton et al., 2017). It is important then to 

consider targeting these sources of self-efficacy in order to encourage higher feelings of self-

efficacy in peers of students with ASD.  

It is essential to discuss that demographic factors may influence feelings of self-efficacy. 

For example, Beghetto and colleagues (2011) found self-efficacious beliefs decreased with 

grade-level. In addition to grade, gender could influence self-efficacious beliefs, specifically in 

adolescence (Sing & Udainiya, 2009; Kumar & Lal, 2006; Bacchin & Maliulo, 2003). However, 

Lochner (2019) states that there are no gender differences regarding intervention effectiveness. 

This in combination with Caldwell’s (2019) findings that interventions can be effective in 

increasing elementary students’ feelings of self-efficacy towards peers with ASD, self-

efficacious beliefs may be a good target for intervention and research.  
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Purpose of the Present Study 

With these considerations in mind, this study aims to investigate the influence gender and 

explanatory information of ASD has on peers’ attitudes and feelings of self-efficacy in being a 

peer interventionist for students with ASD. The purpose of the present study is to investigate the 

effects of gender and explanatory information on middle school students’ (a) attitudes towards 

peers with autism and (b) their own feelings of self-efficacy in serving as a peer buddy for a 

student with ASD. Based on the current literature, research questions and hypotheses are as 

follows: 

Research Question 1. Do ASD student gender, student gender, and presence of 

explanatory information interact to affect students’ attitudes toward a peer with ASD? 

Hypothesis 1a.  There will be a main effect of student’s gender on CATCH-7 scores. 

Girls, overall, will have more favorable attitudes towards the student with ASD.  

Hypothesis 1b.  There will be a significant interaction with the hypothetical student with 

ASD’s gender and explanatory information for all students. Overall, students will have more 

favorable attitudes towards girls with ASD, especially with the presence of explanatory 

information.  

Hypothesis 1c. There will be a significant interaction with the hypothetical student with 

ASD’s gender and student gender. Girls will report more favorable attitudes overall but have 

more positive attitudes towards a girl with ASD than a boy with ASD. Boys will endorse more 

favorable attitudes towards a male peer with ASD than a female peer with ASD.  

Hypothesis 1d. There will be a significant interaction of gender of participant and the 

presence of explanatory information. Girls will have more favorable attitudes towards the student 

in the vignette, especially when explanatory information is present.  
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Research Question 2. Do ASD gender, student gender, and presence of explanatory 

information interact to affect students’ self-efficacy about serving as a peer buddy for a 

student with ASD? 

Hypothesis 2a. There will be a main effect of explanatory information. Having 

explanatory information will increase feelings of self-efficacy in working with a peer with ASD. 

Hypothesis 2b.  There will be a main effect of student gender. Girls will experience 

higher feelings of self-efficacy in their ability to provide support to a hypothetical student with 

ASD. 

Hypothesis 2c. There will be a significant interaction of student gender and the presence 

of explanatory information. Girls will experience higher feelings of self-efficacy in their ability 

to provide support to the hypothetical student with ASD, especially when explanatory 

information is present.  

Hypothesis 2d. There will be a significant interaction of the hypothetical student with 

ASD’s gender and student gender. Girls will experience higher feelings of self-efficacy in their 

ability to provide support to a student with ASD, especially when the student with ASD is a girl.  

Hypothesis 2e. There will not be an interaction between ASD gender and the presence of 

explanatory information on self-efficacious beliefs.  

Research Question 3. Do sources of self-efficacy relate to self-efficacious beliefs 

about providing support to hypothetical students with ASD? 

Hypothesis 3. All four sources of self-efficacy (mastery experience, vicarious experience, 

social persuasion, and states of physiological arousal) will each uniquely predict participants’ 

scores of self-efficacious beliefs.  
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CHAPTER TWO: METHODS 

 

Participants 

Participants were recruited from students in the 6th, 7th, and 8th grades at School 1 and 

School 2. Consents were sent to parents of students in the aforementioned grades via school 

administrative systems and students completed assents to participate in the study. Both schools 

are rural, public schools located in Jackson County, North Carolina. School 1 is a public middle 

school that is operated by Western Carolina University and involves the use of innovative 

teaching approaches (Western Carolina University, 2020). School 1 is predominantly Caucasian 

(88%) and male (58%) with approximately 60 students in attendance (GreatSchools, 2020). 

School 2 is a public school with grades Kindergarten through 8th grade (ElementarySchools, 

2020). School 2 is also predominately Caucasian (80%) and male (52%) with approximately 300 

students in the 6th, 7th, and 8th grade (ElementarySchools, 2020). 

Materials 

A demographic questionnaire was developed for this study (Appendix A; Campbell et al. 

2019). Participants completed a demographic questionnaire prior to the other measures. 

Demographic data was collected regarding age, ethnicity, gender, teacher’s name, and grade.  

Vignettes 

 Vignettes were developed for this study (Appendix B-E; Segall & Campbell, 2014). The 

vignettes describe a fictional student and exhibit symptoms and behaviors that are characteristic 

of ASD, according to the Diagnostic and Statistical Manual of Mental Disorder, 5th Edition 

(APA, 2013). The vignettes differ based on the hypothetical student’s gender (male or female) 

and the presence or absence of explanatory information about ASD.  
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Knowledge of Autism (KOA) 

The Knowledge of Autism (KOA) scale was used to determine students’ knowledge of 

the symptomology and etiology of autism spectrum disorder (see Appendix F). The measure 

consists of 16 true-false questions related to common myths and accurate information about 

autism (Caldwell & Campbell, 2019). The KOA has an internal consistency of α = .58 (Campbell 

et al., 2019). 

Chedoke-McMaster Attitudes towards Children with Handicaps (CATCH-7) 

The Chedoke-McMaster Attitudes towards Children with Handicaps (CATCH-7) was 

used as a measure of students’ attitudes toward individuals with disabilities. The original 

CATCH contained 36-items, 12 items for each facet of attitude (cognitive, behavioral intentions, 

and affective) assessing children aged 8 to 13 years old with an internal consistency of α = .90 

and test-retest reliability coefficient, r = .70 (Vignes et al., 2008). The CATCH-7 has shown  to 

be a reliable short form of the measure with the internal consistency of α = .88 (Bossaert & 

Petry, 2013). The questions are answered on a 5-point Likert-type scale from “No, definitely 

not” to “Yes, definitely.”  The CATCH-7 had been found to be reliable and valid for middle 

school students (Vignes et al., 2008; Bossaert & Petry, 2013).  The CATCH-7 was modified for 

this study to reflect the name of the fictional student in the vignettes and the appropriate 

pronouns for the fictional student (see Appendix G). 

Self-Efficacy toward Autism Questionnaire (SETAQ) 

The Self-Efficacy toward Autism Questionnaire (SETAQ) was designed to measure 

typically developing students perceived self-efficacy in assisting the hypothetical peers with 

ASD (Caldwell, 2014).  The SETAQ was modified for this study to include the name of the 

fictional student in the vignettes and the appropriate pronouns to match the vignettes (see 
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Appendix H). This measure consists of 16-questions, which ask whether or not peers are able or 

feel capable to complete a variety of tasks for a student with autism. The questions are answered 

on a 5-point Likert-type scale from “No, definitely not” to “Yes, definitely.” A previous study 

showed good internal consistency to be α = .90 (Caldwell & Campbell, 2019).  

Sources of Self-Efficacy Towards Autism Spectrum Disorders Scale (SSETASD) 

The Sources of Self-Efficacy Towards Autism Spectrum Disorder Scale (SSETASD) was 

developed to measure sources of self-efficacy of typically developing middle school students in 

interacting with peers with ASD (Caldwell & Campbell, 2019). It was modified for this study 

(see Appendix I). This measure is used to determine what sources (e.g., master experiences, 

vicarious experiences, social persuasions, or emotional and physiological states) give them a 

sense of ability to work with a student with autism (Usher & Parajes, 2008; Caldwell & 

Campbell, 2019). The SSETASD has been shown to be reliable (α = .82-.94 for subscales; 

Caldwell, 2019). This measure was selected to provide information on what sources of self-

efficacy are most influential in shaping middle school students’ beliefs and own feelings of self-

efficacy. 

All measures and vignettes were vetted by ASD experts for content and middle school 

students to ensure age appropriateness. Feedback involved clarification of demographic 

questions and inclusion of less complex wording in the explanatory information condition. These 

adjustments were made, and readability was determined to be at a 6th-grade level.  

Procedure 

Students whose parents provided consent were randomly assigned to one of four vignette 

conditions: (a) male peer with autism and no explanatory information about ASD present, (b) 

female peer with autism with no explanatory information about ASD present, (c) male peer 
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explanatory information about ASD present and (d) female peer with explanatory information 

about ASD present. For School 1, the participants were randomly assigned to a condition, then 

taken out of class and randomly assigned to groups in other classrooms. Participants then were 

provided with an assent form and informed that they will “hear about a fictional student and be 

asked to answer some questions about the student.” Once assent was obtained, the participants 

completed demographic information as well as a question regarding whether or not they have 

heard of autism. After completing the demographic questionnaires, students were provided with 

a vignette for their assigned condition about a hypothetical student. A graduate student read the 

vignette to participants. After reading the vignettes, participants responded to the KOA, 

CATCH-7, SETAQ, and SSETASD. This was implemented as a manipulation check to ensure 

appropriate explanatory information was provided when autism is disclosed, their attitudes 

towards individuals with autism, and their thoughts on how well they would work with students 

with autism if selected as a peer buddy. Due to the COVID-19 pandemic, the administration was 

amended to be administered online via Zoom with the assistance of a school counselor for 

School 2.  

Data Analysis Plan 

Using IBM SPSS Statistic 25 (IBM Corp., 2017), two 2 x 2 x 2, factorial ANOVAs were 

conducted to answer research questions 1 and 2. The ANOVAs consisted of a 2 (Vignette 

Gender: Male, Female) x 2 (Student Gender: Male, Female) x 2 (Explanatory Information 

Present, Absent) between subjects factors for both CATCH-7 and SETAQ scores. Multiple 

regression was conducted using IBM SPSS Statistic 25 (IBM Corp., 2017), to determine the 

predictive value of each source of self-efficacy on self-efficacious beliefs, controlling for student 

gender, and condition (ASD gender, presence or absence of explanatory information).  
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The dependent variables for the respective ANOVAs were the CATCH-7 scores and 

SETAQ scores. Follow-up analysis included subsequent t tests comparing CATCH-7 scores for 

gender vignette groups, SETAQ scores for gender vignette groups, CATCH-7 scores for 

explanatory information about autism groups, and SETAQ scores for explanatory information 

about autism groups. 

Power analysis  

 A priori power analyses were conducted for fixed effect ANOVAs using G*Power 

3.1.9.4 (Faul et al., 2009). Effect sizes were based on findings from Caldwell (2019), which 

examined sources of self-efficacy on the SETAQ scores (R2= 0.43-0.61) as well as from 

Campbell et al. (2019) that provided effects for the impact of gender on KOA and CATCH-7 

scores (β=0.44), and Campbell et al. (2004) that provided effect sizes for the impact of gender (d 

=0.47) and explanatory information (combined with descriptive information; d =0.24) on KOA 

scores. In order to detect a small effect, a sample size of 580 is required. To detect a medium 

effect, a sample size of 210 is required. Based on the selected sites, an expected sample size of 

300 would have provided 73% power. However, due to difficulties with recruitment during the 

COVID-19 pandemic, participant enrollment was significantly hampered. As such, the study is 

significantly underpowered to detect small to medium effect.  

CHAPTER THREE: RESULTS 

 

Participants 

Participants were recruited from two local middle schools in Western North Carolina. 

The majority of participants were sixth graders (e.g., 76.7% of the sample) and identified as 

Caucasian (e.g., 72.7% of the sample). The sample also consisted of approximately male (42.4%) 
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and female (57.6%) participants (See Table 1). Inconsistent with prior studies (Campbell & 

Barger, 2014), most of the sample, 82.8%, reported that they had heard of ASD. This may be due 

to volunteer bias, especially given recruitment concerns during the COVID-19 pandemic. There 

was a relatively even distribution of participants (Condition B, n = 7; Condition C, n = 10; 

Condition A, n = 10; Condition D, n = 6) to each condition with slightly underrepresentation in 

the condition with the vignette character as a girl and includes ASD disclosure. Of the 

participants in Condition B, 85.7% reported their race as White and being in 6th grade, and 

71.4% self-identified as a girl. For participants in Condition C, 70% reported their race as White 

and as 6th graders, and 50% self-identified as a girl. Of the participants in Condition A, 60% 

reported being in 6th graders and self-identified as a girl, and 70% reported their race as White. 

For the participants in Condition D, 66.7% reported being in 6th grade and their race as White, 

and 50% self-identified as a girl. Chi-square analyses were conducted to determine if autism 

knowledge and gender were equally represented across conditions. The proportion of participants 

who reported knowledge of autism did not differ by gender, χ2 (1, N = 33) = 1.21, p = 0.27. 

There was not a significant relationship between these two variables. Female and male students 

were equally exposed to differing vignette gender, χ2 (1, N = 33) = 0.02, p = 0.88. A chi-square 

test of independence showed there was no significant association between participant’s gender 

and exposure to explanatory information of autism, χ2 (1, N = 33) = 0.14, p = 0.71. 

Reliability 

The researcher calculated Cronbach’s α for the CATCH-7, KOA, SETAQ, and 

SSEASSD to determine internal consistency reliability. Similar to previous reports (Bossaert & 

Petry, 2013), the CATCH-7 was shown to have acceptable reliability (α = 0.86). Likewise, the 

KOA had low internal consistency (α = 0.52) similar to previous studies (Campbell et al., 2019). 
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While this shows lower internal consistency, it is likely due to the structure of the items, which 

are all true-false. The SETAQ also had good internal consistency (α = 0.90) that similar to 

previous reports (Caldwell & Campbell, 2019). Previously the SSETASD has been shown to be 

reliable (Caldwell, 2019), and findings from the current sample support good internal 

consistency for the SSETASD (α = 0.91). The Mastery of Experience subscale of the SSETASD 

also showed good internal consistency (α = 0.86), as did the subsequent subscales of the 

SSETASD: Vicarious of Experience was acceptable (α = 0.78), Social Persuasion was good (α 

=0.88), and Physiological States was acceptable (α = 0.72). 

Proposed analyses 

The sample was small; thus, a Shapiro-Wilk test was conducted to determine whether 

scores on the KOA, CATCH-7, SETAQ, and SSETASD met normality assumptions. The KOA 

total scores were significantly non-normal for this sample, W(32) = 0.82, p < 0.01. A Shapiro-

Wilk test showed that CATCH-7 total scores also departed significantly from normality, W(32) = 

0.91, p < 0.05. The total scores observed on the SETAQ significantly differed from normality, 

W(32) = 0.79, p < 0.01. A Shapiro-Wilk tests also showed that total scores on the SSETASD 

were significantly different from normality, W(32) = 0.92, p < 0.05. 

Hypothesis 1a.  A main effect of hypothetical student’s gender on CATCH-7 scores was 

not observed, F(1, 33) = 0.59, p = 0.45, partial 2 = 0.02. There was not a significant difference 

between students’ attitudes towards the student in the vignette.   

Hypothesis 1b.  There was not a significant interaction between the hypothetical student’s 

gender and explanatory information for all students, F(1, 33) = 1.43, p = 0.24, partial 2 = 0.05. 

Overall, students did not have more favorable attitudes towards girls with ASD, especially with 

the presence of explanatory information.  
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Hypothesis 1c. There was not a significant interaction with the hypothetical student with 

ASD’s gender and student gender, F(1, 33) = 1.84, p = 0.19, partial 2 = 0.07. Girls did not 

report more favorable attitudes overall nor have more positive attitudes towards a girl with ASD 

than a boy with ASD. This was likely not detected because of the small sample size. Boys did 

not endorse more favorable attitudes towards a male peer with ASD than a female peer with 

ASD.  

Hypothesis 1d. There was not a significant interaction of participant gender and the 

presence of explanatory information, F(1, 33) = 0.02, p = 0.90, partial 2 = 0.00. Girls did not 

have more favorable attitudes towards the student in the vignette, even when explanatory 

information is present.  

Hypothesis 2a. A main effect of explanatory information on self-efficacious beliefs was 

not observed, F(1, 33) = 0.00, p = 0.99, partial 2 = 0.00. Having explanatory information did 

not increase feelings of self-efficacy in working with a peer with ASD. 

Hypothesis 2b.  There was not a main effect of student gender on self-efficacious beliefs, 

F(1, 33) = 0.04, p = 0.84, partial 2 = 0.00. Girls did not experience higher feelings of self-

efficacy in their ability to provide support to a hypothetical student with ASD. 

Hypothesis 2c. There was not a significant interaction of student gender and presence of 

explanatory information, F(1, 33) = 0.16, p = 0.69, partial 2 = 0.01. Girls did not exhibit higher 

feelings of self-efficacy in their ability to provide support to the hypothetical student with ASD, 

especially when explanatory information is present.  

Hypothesis 2d. There was not a significant interaction of the hypothetical student’s 

gender and participant gender, F(1, 33) = 0.09, p = 0.77, partial 2 = 0.00 Girls did not exhibit 
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higher feelings of self-efficacy in their ability to provide support to a student with ASD, even 

when the student with ASD was a girl.  

Hypothesis 2e. As predicted, the interaction of ASD gender and presence of explanatory 

information did not significantly impact self-efficacious beliefs, F(1, 33) = 0.38, p = 0.55, partial 

2 = 0.02.  

 Hypothesis 3. Hierarchical multiple regression analysis was used to assess the 

relationship between scores reported on the SETAQ and scores reported on the SSETASD while 

controlling for student gender, vignette gender, and presence or absence of an explanatory 

message. The first step accounted for 14% of the variance, R2 =0.14, F(3, 28) =1.47, p = 0.25. In 

this first step, student gender was not significantly associated with self-efficacy, B = 1.67, β = 

0.12, t(28) = 0.68, p = 0.50. Vignette gender was also not significantly associated with self-

efficacy, B = 4.79, β = 0.36, t(28) = 2.01, p = 0.054, nor was the presence or absence of 

explanatory information, B = 0.66, β = 0.05, t(28) = 0.26, p = 0.79. Sources of self-efficacy 

accounted for 56% of the variance, R2 =0.56, F(7, 24) =4.33, p < 0.01. In this second step, 

mastery experiences was not significantly associated with higher feelings of self-efficacy, B = 

0.24, β = 0.19, t(24) = 0.76, p = 0.45. Vicarious experiences were also not significantly 

associated with self-efficacy, B = 0.98, β = 0.07, t(24) = 0.45, p = 0.66, nor was social 

persuasion, B = 0.04, β = 0.05, t(24) = 0.22, p = 0.82. Physiological states were negatively and 

significantly associated with a higher feelings of self-efficacy, B = 0.62, β = 0.40, t(24) = 2.14, p 

< 0.05, such that lower physiological arousal was associated with higher feelings of self-efficacy.  

 Supplementary Analyses.  Two-way ANOVAs were conducted to assess the impact of 

prior knowledge of autism, presence or absence of explanatory information, and their potential 

interaction on CATCH-7, KOA, and SETAQ total scores. A main effect of prior knowledge of 
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autism on CATCH-7 total scores was not observed, F(1, 33) = 3.44, p = 0.07, partial 2 = 0.11, 

nor was a main effect of presence of explanatory information on CATCH-7 scores observed, F(1, 

33) = 3.19, p = 0.08, partial 2 = 0.10.  It is possible to speculate that this may have been 

significant provided power from a larger sample. There was not a significant interaction between 

prior knowledge of autism and presence of explanatory information on CATCH-7 scores, F(1, 

33) = 1.78, p = 0.19, partial 2 = 0.06. 

A main effect of prior knowledge of autism on SETAQ total scores was observed, F(1, 

33) = 6.53, p < 0.05, partial 2 = 0.18. A main effect of presence of explanatory information on 

SETAQ scores was not observed, F(1, 33) = 0.95, p = 0.34, partial 2 = 0.03. There was not a 

significant interaction between prior knowledge of autism and presence of explanatory 

information on SETAQ scores, F(1, 33) = 2.38, p = 0.13, partial 2 = 0.08.  

 A main effect of prior knowledge of autism on KOA total scores was not observed, F(1, 

33) = 3.40, p = 0.08, partial 2 = 0.11. Nor was a main effect of presence of explanatory 

information on KOA scores observed, F(1, 33) = 2.45, p = 0.13, partial 2 = 0.08. There was not 

a significant interaction between prior knowledge of autism and presence of explanatory 

information on KOA scores, F(1, 33) = 0.00, p = 0.97, partial 2 = 0.00.  

Non-parametric analysis. Due to the non-normality of dependent variables, non-

parametric analyses were conducted. For participants who provided responses to all items on the 

KOA, CATCH-7, SETAQ, SSETASD (n =32 of 33; 97%), differences in total scores for the 

KOA, CATCH-7, SETAQ, and SSETASD were examine for the different vignette conditions. 

Mann-Whitney test (U) to compare participants that read a vignette about a girl with ASD (n = 

15) and those that read a vignette about a boy with ASD (n = 17). Mann-Whitney test (U) to 
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compare participants that read vignettes with (n = 12) or without (n = 20) explanatory 

information about ASD.  

Knowledge scores did not differ for students who read a vignette about a girl with ASD 

(Mdn = 13.00) and students who read a vignette about a boy with ASD (Mdn = 13.00), U = 

93.50, z = -1.35, p = 0.20, r = -0.24. Overall attitude scores did not differ for students who read 

the vignettes about a girl with ASD (Mdn = 26.00) and students who read a vignette about a boy 

with ASD (Mdn = 22.00), U = 78.00, z = -1.79, p = 0.06, r = -0.33. Students who read the 

vignettes about a girl with ASD (Mdn = 62.00) reported feeling more capable of acting as a peer 

support compared to students who read the vignettes about a boy with ASD (Mdn = 58.00), U = 

75.50, z = -1.98, p < 0.05, r = -0.35. However, students who read the vignette about a girl with 

ASD (Mdn = 102.00) and students who read the vignette about a boy with ASD (Mdn = 99.00) 

did not differ significantly on the sources of these self-efficacious beliefs, U = 94.00, z = -1.27, p 

= 0.22, r = -0.22. 

Knowledge scores did not differ for students who received explanatory information about 

ASD (Mdn = 13.00) and students who did not receive explanatory information about ASD (Mdn 

= 13.00), U = 82.00, z = -1.55, p = 0.15, r = -0.27. Overall attitude scores also did not differ 

between the group that received explanatory information about ASD (Mdn = 24.00) and the 

group that did not (Mdn = 22.00), U = 93.50, z = -1.04, p = 0.31, r = -0.18. Likewise, students 

that received explanatory information about ASD (Mdn = 60.50) did not report significantly 

different feelings in their ability to support student with ASD compared to students who did not 

receive explanatory information about ASD (Mdn = 59.50), U = 113.00, z = -0.28, p = 0.80, r = -

0.05. Similarly, the group that received explanatory information about ASD (Mdn = 99.00) and 
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the group that did not (Mdn = 91.50) did not differ significantly on the sources of these self-

efficacious beliefs, U = 100.50, z = -0.76, p = 0.45, r = -0.13. 

CHAPTER FOUR: DISCUSSION 

 

 The literature suggests that peer-mediated interventions and inclusive classrooms are an 

effective tool to help students with ASD to build quality friendships with their peers (Wong et 

al., 2015; Hume & Campbell, 2019). However, the effectiveness of peer-mediated interventions 

relies on the assumptions that these peers will harbor positive attitudes towards their peers with 

ASD. In order to improve peers’ perceptions of students with ASD, researchers have investigated 

the use of explanatory information about ASD (Swaim & Morgan, 2001; Campbell et al, 2004; 

Campbell, 2007; Morton & Campbell, 2007; Campbell et al, 2019) under the assumption that 

improved knowledge may lead to improved attitudes. However, there is variable support that 

providing education on ASD improves peers’ perceptions of students with ASD. Interestingly, 

strong evidence indicates that girls tend to have a more favorable attitude towards students with 

ASD (Bossaert et al., 2011; Campbell et al., 2004; Campbell, 2007; Campbell et al. 2019). One 

study also suggests that individuals have more favorable attitudes towards girls with ASD 

(Sasson et al, 2017). This study aimed to investigate whether these variables would interact and 

lead to students having a more favorable view of peers with ASD. However, recruitment was 

difficult during the COVID-19 pandemic, thus our sample was limited, which likely impacted 

the aforementioned results.  

Summary of Main Findings 

Our findings suggest there does not appear to be a significant effect of participant gender, 

gender of a student with ASD, and knowledge of ASD on adolescents’ attitudes towards ASD or 
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their feelings of self-efficacy in acting as peer interventionists for students with ASD when 

considering it as a normative sample. However, results from nonparametric tests found that 

students did report feeling significantly more capable of supporting a girl with ASD. There was 

no interaction between participant gender, gender of a student with ASD, and knowledge of ASD 

observed. Likewise, three of the four sources of self-efficacy (Master Experience, Vicarious 

Experience, and Social Persuasion) were not found to significantly impact adolescents’ self-

efficacious beliefs acting as peer support for a student with ASD. 

 Interestingly, our findings did support the important impact of lower physiological states 

have on adolescents’ self-efficacious beliefs about their ability to act as a peer interventionist. 

This indicates that adolescents who experience less hyperarousal around peers with autism also 

feel more capable of being a peer support for those students. This may mean that reducing 

anxiety may be a target intervention to improve middle schoolers perceptions about ASD and 

feel more capable as peer interventionists for students with ASD. These findings align with 

previous research with the SETAQ and SSETASD (Caldwell, 2019). Our findings also suggest 

that students’ prior knowledge of ASD did positively influence students’ self-efficacious beliefs 

about their ability to be a peer interventionist for a student with ASD. The results of this study 

are limited yet provide an initial framework on how to assess the influence of explanatory 

information about ASD and given characteristics of a student with ASD has on the attitudes and 

beliefs of their adolescent peers. 

Implications of Findings 

The results from this study found similar reliability as previous studies that used the KOA 

(Campbell et al, 2019), CATCH-7 (Vignes et al., 2008; Bossaert & Petry, 2013), SETAQ 

(Caldwell & Campbell, 2019), and SSETASD (Caldwell, 2019). This suggests that outside of the 
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CATCH-7, SETAQ, and SSETASD are reliable measures that can be used to assess students’ 

attitudes, self-efficacious beliefs, and sources of self-efficacy. The findings from this study 

diverge from previous findings by Campbell and Barger (2010), since the gender of student 

participants did not predict more favorable attitudes towards their peers with ASD. Adding to the 

inconsistency of research related to the role of explanatory information on students’ attitudes, or 

findings suggest it does not impact students’ attitudes toward peers with ASD, which aligns with 

findings by Swaim and Morgan (2001) but not with findings by Campbell (2007). However, our 

findings did align with Caldwell’s (2019) previous finding that explanatory information did not 

significantly impact students’ own feelings to act as a peer interventionist as well as that 

heightened physiological states do impact their self-efficacious beliefs. Interestingly, this 

suggests that middle schoolers’ self-efficacious beliefs about acting as a peer interventionist are 

more impacted by a heightened physical state than by increased knowledge of ASD.  

Study Limitations 

 While this study did not find an impact of gender and ASD knowledge on peer attitudes 

and beliefs, it is not without several limitations. For example, due to the COVID-19 pandemic, it 

was difficult to recruit multiple schools in the area as well as individual participants. This 

inadequate sample size made it difficult to detect potentially significant effects. Additionally, the 

distribution of participants was not entirely even as there was an overrepresentation of 

participants in the conditions that involved the absence of explanatory information. Furthermore, 

data were collected with participants both in groups and in one-on-one sessions. This may have 

influenced participants to provide more favorable responses, especially when administered one-

on-one with a researcher. In addition, vignettes were used to assess students’ attitudes and beliefs 

about a student, thus they may not be an accurate representation as it is a fabricated 
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representation of a student with ASD and not an actual student with ASD. Also, while the 

CATCH-7 and SETAQ measure attitudes and self-efficacious beliefs, however, attitudes and 

self-efficacious beliefs do not equal actual behavior. Finally, the use of self-report questionnaires 

may also impact whether or not participants provided responses that were socially desirable and 

may impact their truthfulness in responding. This may mean that participants provided more 

favorable responses about their attitudes and behavioral intentions toward the hypothetical 

student with ASD, and would thus act differently should they interact with an individual with 

ASD. For this reason, it is difficult to determine whether the scores are generalizable to middle 

schoolers in classroom settings.  

Future Research 

While the sample size of this study was limited, future research should continue to 

investigate how gender and diagnostic disclosure impact peers’ attitudes and self-efficacious 

beliefs about their ability to support students with ASD. It is important to examine whether other 

demographic characteristics (e.g., race, ethnicity) also impact students’ attitudes and beliefs 

about students with ASD. Additionally, research should aim to investigate how sources of self-

efficacy, especially physiological states, can influence peers’ self-efficacious beliefs in their 

ability to support a peer as well as determine if interventions can be developed to target 

physiological states as a source of these self-efficacious beliefs. Future research should also 

include a more thorough investigation of the role gender plays in influencing the effectiveness of 

peer interventionists. For example, research should aim to measure changes in attitudes towards 

ASD of peers in different dyad pairs (e.g., boy supporting a girl with ASD, girl support a boy 

with ASD, boy supporting a boy with ASD, and girl supporting a boy with ASD) as well as 
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examine whether the gender of the peer interventionist has an impact on the effectiveness (e.g., 

increased social engagement, better quality friendships) for children and adolescents with ASD. 

Conclusions 

 This study provides important preliminary information regarding how student gender, 

gender of their peers with ASD, and knowledge of ASD impact adolescents’ attitudes towards 

ASD and belief in their own ability to support peers with ASD. However, the limitations of this 

study, including lack of sufficient power to detect effects, in addition to the lack of available 

research on how gender impacts attitudes towards students with ASD suggests that further 

research is warranted.   



 

34 

 

REFERENCES 

 

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental 

disorders: DSM-5 (5th edition). 

Andou, J., & Kitamura, T. (2013). Gender differences in recognizing depression in a case 

vignette in a university student population: Interaction of participant and vignette subject 

gender with depressive symptomatology. Open Journal of Psychiatry, 03(04), 384–392. 

doi: 10.4236/ojpsych.2013.34041 

Bacchini, D., & Magliulo, F. (2003). Self-image and perceived self-efficacy during 

adolescence. Journal of Youth and Adolescence, 32(5), 337–349. doi: 

10.1023/a:1024969914672 

Bandura, A. (1997). Self-efficacy the exercise of control. New York, NY: Freeman. 

Baron-Cohen, S., & Wheelwright, S. (2003) The Friendship Questionnaire: An investigation of 

adults with Asperger syndrome or high-functioning autism, and normal sex 

differences. Journal of Autism and Developmental Disorders 33(5), 509–517. 

doi.org/10.1023/A:1025879411971 

Beghetto, R. A., Kaufman, J. C., & Baxter, J. (2011). Answering the unexpected questions: 

Exploring the relationship between students’ creative self-efficacy and teacher ratings of 

creativity. Psychology of Aesthetics, Creativity, and the Arts, 5(4), 342–349. doi: 

10.1037/a0022834 

Bellini, S., Peters, J. K., Benner, L., & Hopf, A. (2007). A meta-analysis of school-based social 

skills interventions for children with autism spectrum disorders. Remedial and Special 

Education, 28(3), 153–162. doi: 10.1177/07419325070280030401 



 

35 

 

Bossaert, G., Colpin, H., Pijl, S. J., & Petry, K. (2011). The attitudes of Belgian adolescents 

towards peers with disabilities. Research in Developmental Disabilities, 32(2), 504–509. 

doi: 10.1016/j.ridd.2010.12.033 

Bossaert, G., & Petry, K. (2013). Factorial validity of the Chedoke-McMaster Attitudes towards 

Children with Handicaps Scale (CATCH). Research in Developmental 

Disabilities, 34(4), 1336–1345. doi: 10.1016/j.ridd.2013.01.007 

Brosnan, M., & Mills, E. (2016). The effect of diagnostic labels on the affective responses of 

college students towards peers with ‘Asperger’s Syndrome’ and ‘Autism Spectrum 

Disorder.’ Autism, 20(4), 388–394. doi: 10.1177/1362361315586721 

Caldwell, E.A. (2019). Typical Peers’ perceived self-efficacy towards including students with 

autism spectrum disorder (Publication No. 84) [Doctoral dissertation, University of 

Kentucky]. Theses and Dissertations-Educational, School, and Counseling Psychology. 

Campbell, J. M., Ferguson, J. E., Herzinger, C. V., Jackson, J. N., & Marino, C. A. (2004). 

Combined descriptive and explanatory information improves peers’ perceptions of 

autism. Research in Developmental Disabilities, 25(4), 321–339. doi: 

10.1016/j.ridd.2004.01.005 

Campbell, J. M. (2006). Changing children’s attitudes toward autism: A process of persuasive 

communication. Journal of Developmental and Physical Disabilities, 18(3), 251–272. 

doi: 10.1007/s10882-006-9015-7 

Campbell, J. M. (2007). Middle school students response to the self-introduction of a student 

with Autism. Remedial and Special Education, 28(3), 163–173. doi: 

10.1177/07419325070280030501 



 

36 

 

Campbell, J. M., & Marino, C. A. (2009). Brief report: Sociometric status and behavioral 

characteristics of peer nominated buddies for a child with autism. Journal of Autism and 

Developmental Disorders, 39(9), 1359–1363. doi: 10.1007/s10803-009-0738-z 

Campbell, J. M., & Barger, B. D. (2010). Middle school students’ knowledge of autism. Journal 

of Autism and Developmental Disorders, 41(6), 732–740. doi: 10.1007/s10803-010-1092-

x 

Campbell, J. M., Morton, J. F., Roulston, K., & Barger, B. D. (2011). A descriptive analysis of 

middle school students’ conceptions of autism. Journal of Developmental and Physical 

Disabilities, 23(5), 377–397. doi: 10.1007/s10882-011-9234-4 

Campbell, J. M., Caldwell, E. A., Railey, K. S., Lochner, O., Jacob, R., & Kerwin, S. (2019). 

Educating students about autism spectrum disorder using the Kit for Kids curriculum: 

Effects on knowledge and attitudes. School Psychology Review, 48(2), 145–156. doi: 

10.17105/spr-2017-0091.v48-2 

Carter, E. W., Hughes, C., Copeland, S. R., & Breen, C. (2001). Differences between high school 

students who do and do not volunteer to participate in a peer interaction program. Journal 

of the Association for Persons with Severe Handicaps, 26(4), 229–239. doi: 

10.2511/rpsd.26.4.229 

Carter, E. W., Common, E. A., Sreckovic, M. A., Huber, H. B., Bottema-Beutel, K., Gustafson, 

J. R., … Hume, K. (2013). Promoting social competence and peer relationships for 

adolescents with autism spectrum disorders. Remedial and Special Education, 35(2), 91–

101. doi: 10.1177/0741932513514618 

Carter, E. W., Gustafson, J. R., Mackay, M. M., Martin, K. P., Parsley, M. V., Graves, J., Day, 

Tammy L., McCabe, Lauren E., Schiro-Geist, C., Williams, M., Beeson, T., & Cayton, J. 



 

37 

 

(2018). Motivations and expectations of peer mentors within inclusive higher education 

programs for students with intellectual disability. Career Development and Transition for 

Exceptional Individuals, 42(3), 168–178. doi: 10.1177/2165143418779989 

Chamberlain, B., Kasari, C., & Rotheram-Fuller, E. (2006). Involvement or isolation? The social 

networks of children with autism in regular classrooms. Journal of Autism and 

Developmental Disorders, 37(2), 230–242. doi: 10.1007/s10803-006-0164-4 

Chen, M. T., Marraccini, M. E., Simeonsson, R. J., Lu, X., & Chang, Y. P. (2020). Modeling and 

explaining sex differences in the prevalence of autism spectrum disorder. [Unpublished 

doctoral dissertation]. University of North Carolina at Chapel Hill. 

Clarke, S., & Duda, M. A. (2019). PBS goes to middle school: Building capacity of peer buddies 

to implement a PBS intervention with fidelity. Behavior Analysis in Practice, 12(1), 204-

208. doi: 10.1007/s40617-018-0253-9 

Collet-Klingenberg, L., Neitzel, J., & LaBerge, J. (2012). Power-PALS (Peers Assisting, 

Leading, Supporting): Implementing a peer-mediated intervention in a rural middle 

school program. Rural Special Education Quarterly, 31(2), 3-11. 

https://doi.org/10.1177/875687051203100202 

Cremin, K., Healy, O., Spirtos, M., & Quinn, S. (2020). Autism awareness interventions for 

children and adolescents: A scoping review. Journal of Developmental and Physical 

Disabilities. doi: 10.1007/s10882-020-09741-1 

Dean, M., Harwood, R., & Kasari, C. (2016). The art of camouflage: Gender differences in the 

social behaviors of girls and boys with autism spectrum disorder. Autism, 21(6), 678–689. 

doi: 10.1177/1362361316671845 



 

38 

 

Dijkstra, J. K., Lindenberg, S., & Veenstra, R. (2007). Same-gender and cross-gender peer 

acceptance and peer rejection and their relation to bullying and helping among 

preadolescents: Comparing predictions from gender-homophily and goal-framing 

approaches. Developmental Psychology, 43(6), 1377–1389. doi: 10.1037/0012-

1649.43.6.1377 

Dolan, B. K., Hecke, A. V. V., Carson, A. M., Karst, J. S., Stevens, S., Schohl, K. A., Potts, S., 

Kahne, J., Linneman, N., Remmel, R., & Hummel, E. (2016). Brief report: Assessment of 

intervention effects on in vivo peer interactions in adolescents with autism spectrum 

disorder (ASD). Journal of Autism and Developmental Disorders, 46(6), 2251–2259. doi: 

10.1007/s10803-016-2738-0 

Dworzynski, K., Ronald, A., Bolton, P., & Happé, F. (2012). How different are girls and boys 

above and below the diagnostic threshold for autism spectrum disorders? Journal of the 

American Academy of Child & Adolescent Psychiatry, 51(8), 788–797. doi: 

10.1016/j.jaac.2012.05.018 

Explore Catamount School for grades 6-8 in Sylva, NC. (2020). Great Schools. Retrieved from 

https://www.greatschools.org/north-carolina/sylva/12025-Catamount-School-For-Grades-

6-8/ 

Fairview Elementary. (n.d.). Elementary Schools. Retrieved from 

https://elementaryschools.org/directory/nc/cities/sylva/fairview-

elementary/370234001004/ 

Faul, F., Erdfelder, E., Buchner, A., & Lang, A.-G. (2009). Statistical power analyses using 

G*Power 3.1: Tests for correlation and regression analyses. Behavior Research 

Methods, 41, 1149-1160. https://doi.org/10.3758/BRM.41.4.1149 

https://www.greatschools.org/north-carolina/sylva/12025-Catamount-School-For-Grades-6-8/
https://www.greatschools.org/north-carolina/sylva/12025-Catamount-School-For-Grades-6-8/
https://elementaryschools.org/directory/nc/cities/sylva/fairview-elementary/370234001004/
https://elementaryschools.org/directory/nc/cities/sylva/fairview-elementary/370234001004/


 

39 

 

Feldhaus, C., Koglin, U., Devermann, J., Logemann, H., & Lorenz, A. (2015). Students with 

autism spectrum disorders and their neuro-typical peers – differences and influences of 

loneliness, stress and self-efficacy on life satisfaction. Universal Journal of Educational 

Research, 3(6), 375–381. doi: 10.13189/ujer.2015.030604 

Gardiner, E., & Iarocci, G. (2013). Students with autism spectrum disorder in the university 

context: Peer acceptance predicts intention to volunteer. Journal of Autism and 

Developmental Disorders, 44(5), 1008–1017. doi: 10.1007/s10803-013-1950-4 

Gray, C. C. (2001). Brief report: Perceptions of young adolescents about a hypothetical new peer 

with cancer: An analog study. Journal of Pediatric Psychology, 26(4), 247–252. doi: 

10.1093/jpepsy/26.4.247 

Griffin, W. B. (2018). Peer perceptions of students with autism spectrum disorders. Focus on 

Autism and Other Developmental Disabilities, 34(3), 183–192. doi: 

10.1177/1088357618800035 

Hamilton, K., Warner, L. M., & Schwarzer, R. (2017). The role of self-efficacy and friend 

support on adolescent vigorous physical activity. Health Education & Behavior, 44(1), 

175-181. 

Harnum, M., Duffy, J., & Ferguson, D. A. (2006). Adults’ versus children’s perceptions of a 

child with autism or attention deficit hyperactivity disorder. Journal of Autism and 

Developmental Disorders, 37(7), 1337–1343. doi: 10.1007/s10803-006-0273-0 

Head, A. M., Mcgillivray, J. A., & Stokes, M. A. (2014). Gender differences in emotionality and 

sociability in children with autism spectrum disorders. Molecular Autism, 5(1), 1-9. doi: 

10.1186/2040-2392-5-19 



 

40 

 

Holtmann, M., Bölte, S., & Poustka, F. (2007). Autism spectrum disorders: Sex differences in 

autistic behavior domains and coexisting psychopathology. Developmental Medicine & 

Child Neurology, 49(5), 361–366. doi: 10.1111/j.1469-8749.2007.00361.x 

Hsiao, M.-N., Tseng, W.-L., Huang, H.-Y., & Gau, S. S.-F. (2013). Effects of autistic traits on 

social and school adjustment in children and adolescents: The moderating roles of age 

and gender. Research in Developmental Disabilities, 34(1), 254–265. doi: 

10.1016/j.ridd.2012.08.001 

Hume, K., & Campbell, J. M. (2019). Peer interventions for students with autism spectrum 

disorder in school settings: Introduction to the special issue. School Psychology 

Review, 48(2), 115–122. doi: 10.17105/spr-2018-0081.v48-2 

IBM Corp. Released 2017. IBM SPSS Statistics for Windows, Version 25.0. Armonk, NY: IBM 

Corp. 

Individual with Disabilities Education Act (1997). PL, 104-446. Washington, DC: US 

Department of Education.  

Iobst, E., Nabors, L., Rosenzweig, K., Srivorakiat, L., Champlin, R., Campbell, J., & Segall, M. 

(2009). Adults’ perceptions of a child with autism. Research in Autism Spectrum 

Disorders, 3(2), 401–408. doi: 10.1016/j.rasd.2008.08.006 

Jackson, J. N., & Campbell, J. M. (2008). Teachers’ peer buddy selections for children with 

autism: Social characteristics and relationship with peer nominations. Journal of Autism 

and Developmental Disorders, 39(2), 269–277. doi: 10.1007/s10803-008-0623-1 

Janssen, A., Huang, H., & Duncan, C. (2016). Gender variance among youth with autism 

spectrum disorders: A retrospective chart review. Transgender Health, 1(1), 63–68. doi: 

10.1089/trgh.2015.0007 



 

41 

 

Kumar, R., & Lal, R. (2006). The role of self-efficacy and gender difference among the 

adolescents. Journal of the Indian Academy of Applied Psychology, 32(3), 345-350. 

Lai, M.-C., Lombardo, M. V., Pasco, G., Ruigrok, A. N. V., Wheelwright, S. J., Sadek, S. A., 

Chakrabati, B., & Baron-Cohen, S. (2011). A behavioral comparison of male and female 

adults with high functioning autism spectrum conditions. PLoS ONE, 6(6). doi: 

10.1371/journal.pone.0020835 

Locke, J., Ishijima, E. H., Kasari, C., & London, N. (2010). Loneliness, friendship quality and 

the social networks of adolescents with high-functioning autism in an inclusive school 

setting. Journal of Research in Special Educational Needs, 10(2), 74–81. doi: 

10.1111/j.1471-3802.2010.01148.x 

Locke, J., Rotheram-Fuller, E., & Kasari, C. (2012). Exploring the social impact of being a 

typical peer model for included children with autism spectrum disorder. Journal of 

Autism and Developmental Disorders, 42(9), 1895–1905. doi: 10.1007/s10803-011-1437-

0 

Locke, J., Anderson, A., Frederick, L., & Kasari, C. (2018). Understanding friendship sex 

heterophily and relational characteristics to optimize the selection of peer models for 

children with autism spectrum disorder. Journal of Autism and Developmental 

Disorders, 48(12), 4010–4018. doi: 10.1007/s10803-018-3662-2 

Lochner, O. K. (2019). Exploring the impact of autism awareness interventions for general 

education students: A meta-analysis. (Publication No. 88) [Doctoral dissertation, 

University of Kentucky]. Theses and Dissertations-Educational, School, and Counseling 

Psychology. 



 

42 

 

Mavropoulou, S., & Sideridis, G. D. (2014). Knowledge of autism and attitudes of children 

towards their partially integrated peers with autism spectrum disorders. Journal of Autism 

and Developmental Disorders, 44(8), 1867–1885. doi: 10.1007/s10803-014-2059-0 

Morton, J. F., & Campbell, J. M. (2008). Information source affects peers’ initial attitudes 

toward autism. Research in Developmental Disabilities, 29(3), 189–201. doi: 

10.1016/j.ridd.2007.02.006 

Nevill, R. E. A., & White, S. W. (2011). College students’ openness toward autism spectrum 

disorders: Improving peer acceptance. Journal of Autism and Developmental 

Disorders, 41(12), 1619–1628. doi: 10.1007/s10803-011-1189-x 

Nyman, J., Parisod, H., Axelin, A., & Salanterä, S. (2019). Finnish adolescents’ self-efficacy in 

peer interactions: A critical incident study. Health Promotion International, 34(5), 961-

969. 

Odom, S. L., & Strain, P. S. (1986). A comparison of peer-initiation and teacher-antecedent 

interventions for promoting reciprocal social interaction of autistic preschoolers. Journal 

of Applied Behavior Analysis, 19(1), 59–71. doi: 10.1901/jaba.1986.19-59 

Park, M., & Chitiyo, M. (2010). An examination of teacher attitudes towards children with 

autism. Journal of Research in Special Educational Needs, 11(1), 70–78. doi: 

10.1111/j.1471-3802.2010.01181.x 

Ranson, N. J., & Byrne, M. K. (2014). Promoting peer acceptance of females with higher-

functioning autism in a mainstream education setting: A replication and extension of the 

effects of an autism anti-stigma program. Journal of Autism and Developmental 

Disorders, 44(11), 2778–2796. doi: 10.1007/s10803-014-2139-1 



 

43 

 

Rotheram-Fuller, E., Kasari, C., Chamberlain, B., & Locke, J. (2010). Social involvement of 

children with autism spectrum disorders in elementary school classrooms. Journal of 

Child Psychology and Psychiatry, 51(11), 1227–1234. doi: 10.1111/j.1469-

7610.2010.02289.x 

Sasson, N. J., & Morrison, K. E. (2019). First impressions of adults with autism improve with 

diagnostic disclosure and increased autism knowledge of peers. Autism, 23(1), 50–59. 

doi: 10.1177/1362361317729526 

Sasson, N. J., Faso, D. J., Nugent, J., Lovell, S., Kennedy, D. P., & Grossman, R. B. (2017). 

Neurotypical peers are less willing to interact with those with autism based on thin slice 

judgments. Scientific Reports, 7(1). doi: 10.1038/srep40700 

Sedgewick, F., Hill, V., Yates, R., Pickering, L., & Pellicano, E. (2015). Gender differences in 

the social motivation and friendship experiences of autistic and non-autistic 

adolescents. Journal of Autism and Developmental Disorders, 46(4), 1297–1306. doi: 

10.1007/s10803-015-2669-1 

Segall, M. J., & Campbell, J. M. (2014). Factors influencing the educational placement of 

students with autism spectrum disorders. Research in Autism Spectrum Disorders, 8(1), 

31–43. doi: 10.1016/j.rasd.2013.10.006 

Shrum, W., Cheek, N. H., & Hunter, S. M. (1988). Friendship in school: Gender and racial 

homophily. Sociology of Education, 61(4), 227. doi: 10.2307/2112441 

Singh, B., & Udainiya, R. (2009). Self-efficacy and well-being of adolescents. Journal of the 

Indian Academy of Applied psychology, 35(2), 227-232. 

Sperry, L., Neitzel, J., & Engelhardt-Wells, K. (2010). Peer-mediated instruction and 

intervention strategies for students with autism spectrum disorders. Preventing School 



 

44 

 

Failure: Alternative Education for Children and Youth, 54(4), 256–264. doi: 

10.1080/10459881003800529 

Stern, S. C., & Barnes, J. L. (2019). Brief report: Does watching the good doctor affect 

knowledge of and attitudes toward autism?. Journal of Autism and Developmental 

Disorders, 49(6), 2581-2588. 

Swaim, K. F., & Morgan, S. B. (2001). Children's attitudes and behavioral intentions toward a 

peer with autistic behaviors: Does a brief educational intervention have an 

effect?. Journal of Autism and Developmental Disorders, 31(2), 195-205. 

Tan, D. W., Russell-Smith, S. N., Simons, J. M., Maybery, M. T., Leung, D., Ng, H. L. H., & 

Whitehouse, A. J. O. (2015). Perceived gender ratings for high and low scorers on the 

Autism-Spectrum Quotient consistent with the extreme male brain account of 

autism. Plos One, 10(7). doi: 10.1371/journal.pone.0131780 

Tipton, L. A., & Blacher, J. (2013). Brief report: Autism awareness: Views from a campus 

community. Journal of Autism and Developmental Disorders, 44(2), 477–483. doi: 

10.1007/s10803-013-1893-9 

Tirosh, E., Schanin, M., & Reiter, S. (2008). Children’s’ attitudes toward peers with disabilities: 

The Israeli perspective. Developmental Medicine & Child Neurology, 39(12), 811–814. 

doi: 10.1111/j.1469-8749.1997.tb07548.x 

Usher, E. L., & Pajares, F. (2008). Sources of self-efficacy in school: Critical review of the 

literature and future directions. Review of Educational Research, 78(4), 751–796. doi: 

10.3102/0034654308321456 

Vacik, H. W., Nagy, M. C., & Jessee, P. O. (2001). Children's understanding of illness: Students' 

assessments. Journal of Pediatric Nursing, 16(6), 429-437. 



 

45 

 

Vignes, C., Coley, N., Grandjean, H., Godeau, E., & Arnaud, C. (2008). Measuring children’s’ 

attitudes towards peers with disabilities: A review of instruments. Developmental 

Medicine & Child Neurology, 50(3), 182–189. doi: 10.1111/j.1469-8749.2008.02032.x 

Wood-Downie, H., Wong, B., Kovshoff, H., Mandy, W., Hull, L., & Hadwin, J. A. (2021). 

Sex/gender differences in camouflaging in children and adolescents with autism. Journal 

of Autism and Developmental Disorders, 51(4), 1353-1364. 

Wong, C., Odom, S. L., Hume, K. A., Cox, A. W., Fettig, A., Kucharczyk, S., … Schultz, T. R. 

(2015). Evidence-based practices for children, youth, and young adults with autism 

spectrum disorder: A comprehensive review. Journal of Autism and Developmental 

Disorders, 45(7), 1951–1966. doi: 10.1007/s10803-014-2351-z 

Xu, G., Strathearn, L., Liu, B., & Bao, W. (2018). Prevalence of autism spectrum disorder 

among U.S. children and adolescents, 2014-2016. Jama, 319(1), 81. doi: 

10.1001/jama.2017.1781 

  



 

46 

 

 

Table 1. School Characteristics Sample 

Variable n % 

School (% School 2) 26 76.5 

Gender (% female) 19 55.9 

Race (% White) 24 70.6 

Ethnicity (% Hispanic) 2 5.9 

Age (% 12 years old) 13 38.2 

Grade (% 6th grade) 23 67.6 

Knowledge of Autism (% yes) 28 82.4 
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Table 2. Pearson’s Correlation Between Measures 

Variable Correlations 

1 2 3 

1. CATCH Total 

Score 

   

2. SETAQ Total 

Score 

0.76**   

3. SSETASD Total 

Score 

0.86** 0.65**  

4. KOA Total Score 0.18 0.35 0.22 

Notes. Ns = 33. * p < 0.05. ** p < 0.01, CATCH-7 = Chedoke-McMaster Attitudes 

towards Children with Handicaps; SETAQ = Self-efficacy toward Autism Questionnaire; 

SSETASD= Sources of Self-Efficacy Towards Autism Spectrum Disorders Scale; KOA= 

Knowledge of Autism.  
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Table 3.  Factorial ANOVA effects of Student Gender, ASD Gender, and Explanatory 

Information Presence on Participants’ CATCH scores 

 

CATCH Total Score 

F df p η
2 

     

       Student Gender 0.59 1 0.45 12.62 

 ASD Gender 1.29 1 0.27 27.51 

 Explanatory Information 1.61 1 0.22 34.27 

 Student Gender x ASD Gender 1.84 1 0.19 39.19 

 

      Student Gender x Explanatory 

Information 0.02 1 0.90 0.33 

 

      ASD Gender x Explanatory 

Information 1.43 1 0.25 30.42 

 

    Student Gender x ASD Gender x 

Explanatory Information 0.06 1 0.81 1.25 

Notes. CATCH-7 = Chedoke-McMaster Attitudes towards Children with Handicaps; 

ASD= Autism Spectrum Disorders. 
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Table 4. Factorial ANOVA effects of Student Gender, ASD Gender, and Explanatory 

Information Presence on Participants’ SETAQ scores 

 

SETAQ Total Score 

F df p η
2 

     

 Student Gender 0.04 1 0.84 2.15 

 Explanatory Information 0.00 1 0.99 0.00 

 ASD Gender  1.56 1 0.22 83.47 

 

    Student Gender x Explanatory 

Information 0.16 1 0.69 8.73 

      Student Gender x ASD Gender 0.09 1 0.77 4.59 

 

      ASD Gender x Explanatory 

Information 0.38 1 0.55 20.15 

 

      Student Gender x ASD Gender x 

Explanatory Information 0.01 1 0.93 0.43 

Notes. SETAQ = Self-efficacy toward Autism Questionnaire; ASD= Autism Spectrum 

Disorders Scale.  
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Table 5. Regression Analysis Predicting Self-efficacy from Sources of Self-efficacy, 

When Controlling for Gender and Condition 

 B SE β t p R2 

Step 1      0.14 

Student Gender 1.63 2.39 0.12 0.68 0.50  

ASD Gender 4.80 2.38 0.36 2.01 0.05  

Explanatory Condition 0.65 2.45 0.05 0.26 0.80  

Step 2      0.56 

Mastery Experience 0.24 0.31 0.19 0.77 0.45  

Vicarious Experience 0.45 0.33 0.24 1.36 0.19  

Social Persuasion 0.04 0.17 0.05 0.22 0.82  

Physiological State 0.62 0.29 0.40 2.14 0.04*  

Note. Step 1: R2 =.14 F(3,28) =1.47, p = 0.25; Step 2: ΔR2 =0.42, F(4,24)=4.31 , p < 

0.05.  
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APPENDIX A: DEMOGRAPHIC AND AUTISM AWARENESS SURVEY 

 

Grade: _________  Age: ___________  Birthdate: _______________ 

 

Teacher: ___________________ Gender:___________________ 

 

Race (Check one):   Caucasian/White_______ African-American_____ 

Asian-American______ Native American or Pacific Islander_________ Multi-racial________ Other 

(Write in Space) _______________________ 

Are you Hispanic/Latino (Check yes or no):  Yes  No 

 

Have you ever heard of autism? (Circle one):  Yes  No 

 

If yes, what is autism? Write your answer below: 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

___________________________ 
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APPENDIX B-E: STUDY VIGNETTES 

 

Note. The sections in brackets differ based on vignette condition. 

Next year, Riley may be joining your class. [He/She] is the same age as you and in the 

same grade. Sometimes when talking to Riley, [he/she] will repeat what you said to [him/her] 

without answering the question. Sometimes it might seem like Riley cannot hear or is not paying 

attention, but [his/her] hearing is normal. Riley almost never looks someone in the eye. Riley 

may not talk much to other students, but [he/she] may talk a lot about QR codes.  At times, Riley 

will wave [his/her] hands. [He/She] will sometimes rock back and forth in [his/her] seat. Riley 

also has a hard time going from class to class and may not be able to go from one activity to the 

next in classes. [Riley isn’t that different from you, except that [he/she] was born with autism, 

which means that there is something different about [his/her] brain that makes it hard for 

[him/her] to interact with other people and change routines.] 
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APPENDIX F: KNOWLEDGE OF AUTISM 

We would like to know what you know about autism.  Please answer the following questions using 

true or false.  If you believe the statement is true, please circle T.  If you believe the statement is false, 

please circle F.  Even if you are not sure of the answer, please answer all the questions as best as you can. 

 

T F 1. If someone has autism, it only lasts for about a 

week. 

T F 2. Students with autism often have a difficult time 

looking at other people in the eyes.   

T F 3. Autism does not affect a person’s brain. 

T F 4.  Students with autism cannot do normal activities 

that other people can do, even with help from another 

person. 

T F 5. Students with autism sometimes repeat what is 

said to them.     

T F 6. Students with autism sometimes rock back and 

forth and wave their hands around.     

T F 7. Some students with autism might have trouble 

talking or expressing themselves.                    

T F 8. Students with autism do not have difficulty 

changing activities and can easily move from one activity 

to another. 

T F 9. Sometimes students with autism need extra help 

to learn how to read and write. 

T F 10. You can catch autism by spending time with 

someone who has it, like you can catch a cold. 

T F 11. Students with autism may like to do normal 

things like you—like dance to music or make art 

projects. 

T F 12. Students with autism may like to only talk to you 

about one thing that they like 

T F 13. Some students with autism might not talk much 

and might use different ways to tell you what they want 

to say 

T F 14. Students with autism might get upset sometimes 

because their senses work differently than others 

T F 15. Every kid with autism is different. 
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T F 16. Students with autism still want to be your friend 

even if they seem like they don’t want to play with you. 

 

APPENDIX G: CHILDREN’S ATTITUDES TOWARDS CHILDREN WITH HANDICAPS-7 

ITEM SHORT FORM  

 

If Riley moves to your school and is in your class, here is a list of things you might think about 

[her/him], feel about her/him, and might do with [her/him].  Remember, Riley is the [girl/boy] from the 

vignette you just read/was read to you.  Circle the answer that shows how you feel about these things.  For 

number 1, “I would feel good doing a school project with Riley.”  If you definitely agree with that statement, 

then circle the face with the biggest smile.  If you definitely do not agree with that statement, then circle the 

face with the biggest frown.  If you feel somewhere in between, then circle one of the other faces. 

 

1. I would feel good doing a school project with Riley. 

No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    

2. I would like having Riley live next door to me. 

 
 
No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    

 

3. I would be happy to have Riley for a friend. 

 
 
No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    

 

4.   I would be pleased if Riley invited me to his/her house. 
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No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    
 

5. I would invite Riley to sleep over at my house. 

 
 
No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    
 

6. I would tell my secrets to Riley. 

 
 
No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    
 

7. I would enjoy being with Riley. 

 
 
No, Definitely Not                  Probably Not              Maybe              Probably                  Yes, Definitely    
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APPENDIX H: SELF-EFFICACY TOWARD AUSTIM QUESTIONNAIRE 

 

If Riley moves to your school and is in your class, here are some things you could do to help her/him 

get along in the classroom.  Mark an “x” through the answer that shows how sure you are that you can do 

these things described below.  For number 1, “I am sure that I can suggest things Riley and I can do together 

in a way she/he understands.”  If you feel sure you can do that, then mark an “x” through the biggest circle.  

If you feel sure you cannot do that, then mark an “x” through the smallest circle.  If you feel somewhere in 

between, then mark an “x” through one of the other circles. 

I am sure that I can… 

1. Suggest things Riley and I can do together in a way she/he understands

  

2.  Ask my teacher for an idea that can work for Riley and me

 

3. Suggest things I want to do sometimes too 

 
4. Ask Riley to draw with me 
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5. Talk to Riley when she/he doesn’t look at my eyes

 

 

[Remember, mark an “x” through the circle that shows how you sure you are about the statement] 

 

6. Do things to make it easier for Riley to stay in the classroom with us 

 
7. Turn the brightness of a computer screen down when working on group project because it bothers Riley 

 

 

8. Be gentle with my desk because too many loud noises can be overwhelming to Riley 
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9. Turn off some of the lights with my teacher’s permission when it’s really bright outside so the lights won’t 

hurt Riley’s eyes 

 
10.  Turn my phone on silent so the noise doesn’t distract Riley  

 
11.  Be careful not to bump into Riley 

 
12.  Keep my music volume low so Riley won’t get overwhelmed 
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13.  Ask Riley about the things [he/she] likes to eat since [she/he] only likes some foods

 

14.  Adjust and avoid things that bother Riley 

 
15.  Leave Riley alone when [she/he] doesn’t want to hang out 

 
16.  Adjust to what a new student with autism likes and doesn’t like 
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APPENDIX I: SOURCES OF SELF-EFFICACY TOWARDS  

 

For the next part, tell us more about getting along with students like Riley. Circle the answer that 

shows how True or False you think the sentences are about you.  For example, number 1, “I am excellent at 

getting along with students like Riley.”  Is that Definitely False, Mostly False, A little Bit False, A Little Bit 

True, Mostly True, or Definitely True?  If you feel sure you can do that, then circle the biggest T.  If you feel 

sure you cannot do that, then circle the biggest F.  If you feel somewhere in between, then circle one of the 

other choices in the middle. 

 

1. I am excellent at getting along with students like Riley. 

  

2. I have always been successful at getting along with students like Riley. 

  

3. Even when I try hard, I do poorly at getting along with students like Riley. 

  

4. I got along with students like Riley last year. 
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5. I do well at getting along with students like Riley. 

  

6. I am good at getting along with students like Riley. 

  

7. Seeing my teacher get along with students like Riley pushes me to do better at getting along with students 

like Riley, too. 

  

8. When I see how my teacher gets along with students like Riley, I can picture myself getting along with 

students like Riley, too. 

  

9. Seeing kids get along with students like Riley pushes me to do better at getting along with students like 

Riley, too. 
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10. When I see how another student gets along with students like Riley, I can see myself getting along with 

students like Riley, too. 

  

11. I imagine myself getting along with students like Riley. 

  

12. My teachers have told me that I’m good at getting along with students like Riley. 

  

13. People have told me that I have a talent at getting along with students like Riley. 

  

14. Adults in my family have told me that I am good at getting along with students like Riley. 
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15. I have been praised for getting along with students like Riley. 

  

16. Other students have told me that I’m good at getting along with students like Riley. 

  

17. My classmates like to hang out with me because they think I’m good at getting along with students like 

Riley. 

  

18. Just being around students like Riley makes me feel stressed and nervous. 
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19. Being around students like Riley takes all of my energy. 

  

 

 

20. I start to feel stressed-out when I am around students like Riley. 

  

21. My mind goes blank and I am unable to think clearly when I am around students like Riley. 

  

22. I get depressed when I think about being around students like Riley. 

  

23. My whole body becomes tense when I have to be around students like Riley. 
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