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6
HOW DO WE SUPPORT THE PEER
ACCEPTANCE OF CHILDREN WITH
DISABILITIES?

Paddy C. Favazza, Michaelene M. Ostrosky,
Anke A. de Boer and Florianne Rademaker

Case Study

Mark is a 6-year-old who loves baseball and playing with small building blocks.
He is an affectionate child who loves hugs, high fives, and fist bumps. He also
enjoys dancing, rough and tumble play, and being outdoors on the playground.
Recently he and his parents moved to a new city where he has just started kin-
dergarten. Mark has a mild intellectual disability and is beginning to print the
letters in his name. Mark struggles with early numeracy concepts, and his teacher,
Ms. Hannon, quickly realizes that she needs to adjust her instruction to support
him across many areas of development. Mark likes to play with his classmates, but
he often forgets the rules of frequently played card and board games. Because of
this, his typically developing peers are becoming increasingly frustrated with Mark
and are not including him in some of their games. Based on her observations Ms.
Hannon thinks that the other students do not know what to expect from Mark
in terms of social interaction and behavior. She also realizes that Mark needs
more support to learn some critical social skills. She decides to investigate a
class-wide intervention to help support all of her students’ social competence,
including their development of friendship skills. As a result of this intervention,
she hopes that her students will develop more positive attitudes of acceptance
around individual differences.

Overview

Mark’s story is based on a real-life experience and one that you might have
encountered as a teacher, or one that might present itself to you in the future. In
this chapter, we aim to give you insights into how you can support students like
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Mark, by supporting the development of students’ positive attitudes and peer
acceptance of those who might be different from themselves. We discuss why this
is important and how you can support students’ development using a class-wide
program. Throughout this chapter, we focus on elementary aged students in
general, and more specifically on kindergarten students, however, many of these
ideas can be adapted for older students too.

The Trend Towards Inclusive Education

Leading international professional organizations (c.f., Council for Exceptional
Children’s Division of Early Childhood (DEC), National Association for the
Education of Young Children (NAEYC)) and health organizations like the
World Health Organization (WHO) and UNICEF and have long championed
the rights of persons with disabilities in general and have advocated specifically for
inclusive educational practices for children with disabilities. Like NAEYC and
DEC, the Convention on the Rights of Persons with Disabilities (CRPD)
(United Nations, 2006), and UNESCO’s Salamanca Statement (1994) have
advocated that schools provide inclusive education, where young children with
disabilities are increasingly educated alongside their typically developing peers.
The 182 countries that have currently signed the CRPD have made a commit-
ment to implement inclusive educational policies for students with disabilities in
general education classrooms. The ratification of the CRPD signals a global
response to inclusive education, emphasizing that school environments be created
to maximize both academic and social development, affirming the evolution of
inclusive education and its benefits to all children (Odom et al., 2011). In this
chapter, we highlight how to use a Multi-Tiered Systems of Support (MTSS)
framework to create a sense of belonging for all children by promoting positive
attitudes and friendship skills through a class-wide intervention.

Friendships among Students with and without Disabilities

We use the term disability to represent the range of disabilities that are covered under
the Individuals with Disabilities Education Act (IDEA, 2004). This includes students
with learning disabilities, intellectual disabilities, physical and health impairments, and
autism, to name a few. While we frame the terminology based on a disability-related
law in the United States (i.e., IDEA), we recognize that other regions of the world
likely have their own disability-related laws and terminology.

Friendships can be defined as an affective and reciprocal bond between two per-
sons (Bagwell & Bukowski, 2018). Similar to a tennis game in which players hit a
ball back and forth, in a true friendship there is reciprocity as peers engage in
interactions that are characterized by some back and forth sharing of materials,
ideas, nonverbal communication, and the like. Friendships are important in the
lives of all individuals, including children with disabilities, and schools play an
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important role in friendship development, as it is one of the earliest contexts in
which children make friends, outside of the home. When children enter school,
they are typically presented with multiple opportunities for contact and interac-
tion with peers from diverse backgrounds and abilities, which may lead to the
formation of friendship(s).

Across time researchers have used several methods to examine friendships and
the acceptance of children in class settings. These measures have included global
measures like the Acceptance Scale for Kindergartners (Favazza & Odom, 1997a),
interviews (Diamond, 1993; Diamond & Huang, 2005), observations (Yu et al.,
2012), sociometric measures (Avramidis et al., 2017; Cillessen & Bukowski,
2018), and sociograms (Leung & Silberling, 2006). Each of these provides differ-
ent types of data that help us understand levels of acceptance in a class setting,
friendship patterns, or the quantity and quality of friendships. For example, if a
teacher wants to examine which children in their classroom are considered
friends, and how many friends each student has, they could use a sociometric
measure. The teacher might ask each child: Tell me the names of three to five
classmates who are your friends. And, who in your class is your best friend?
Depending on the software used, the outcomes of this question may result in a
sociogram (see Figure 6.1). Several free online software programs are available for
conducting a class-wide sociometric measure (see for example: https://www.som
etics.com/en/sociogram).

The sociogram in Figure 6.1 shows the social network of Ms. Hannon’s
kindergarten class, which is based on all nominations; it contains so-called
indegrees (nominations received by others) and outdegrees (nominations of
others). In this example, Mark, a student with a disability, has identified only
one peer in his class as a friend (student #4). Also, Mark did not receive any
friendship nominations from his classmates. Based on the notion that friendships

Mark

17

9 15

21

20

4
6

11

2

13

14

18

3

8

16

FIGURE 6.1 Sociogram Based on Reciprocal Nominations.
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exist when there are reciprocal nominations, Mark does not appear to have true
friends in class and may need assistance in developing friendship skills so that his
peers accept him, and he can develop some relationships that are truly shared or
equal friendships.

Situations such as the one experienced by children like Mark are observed in
classrooms and reported in the research. Students with disabilities tend to have sig-
nificantly fewer friends compared to their peers without disabilities. In fact, de Boer
and Pijl (2016) found that approximately 25% of students with disabilities do not
have friends in class. Moreover, similar results have been found for children across
different age groups who have hearing impairments, physical disabilities, cognitive
disabilities, learning disabilities, autism, and social-emotional and behavioral disorders
(Avramidis, 2013; Estell et al., 2008; Koster et al., 2010; Mamas et al., 2020; Nunes
et al., 2001; Odom & Diamond, 1998; Rotheram-Fuller et al., 2010).

The social inclusion difficulties experienced by some students with disabilities
are worrisome, as research has shown the negative effects of rejection in class or
not having friends. In the short-term, social isolation can lead to feelings of
loneliness, low self-esteem, and poor learning outcomes. In the long run social
isolation can lead to feelings of depression, increased school dropout rates, and
other social-emotional health problems (Bukowski & Raufelder, 2018; Ladd &
Kochenderfer-Ladd, 2016). To counteract negative short- and long-term con-
sequences, it is important that teachers and families collaborate to intervene early,
for interventions have proven successful in helping children develop positive
attitudes toward individuals who are different from them, and in helping children
develop prosocial skills.

When implementing an intervention, it is important to consider which students
you are aiming to impact: all students, some students, or an individual student.
Multi-tiered Systems of Support (MTSS) such as Positive Behavior Intervention and
Supports (Sugai & Horner, 2009) and the Pyramid Model (Hemmeter et al., 2006)
are well-known frameworks used in many PreK-grade 12 settings to support the
development of social emotional and behavioral skills, and to prevent and intervene
on challenging behavior. These frameworks have been adopted worldwide and
include the three tiers: the first tier focuses on class-wide interventions for all students
such as peer-acceptance interventions; the second tier includes targeted interventions
and focuses on students who might need additional support in learning skills, such as
how to share and how to initiate interactions with peers; and the third tier focuses on
intensive team-based interventions, which may include outside professionals such as
mental health or behavioral specialists (see Figure 6.2 for a diagram of the MTSS
framework).

When applying a MTSS framework to address children’s social competence,
and more specifically in the context of friendship formation for students with and
without disabilities, we argue that a positive classroom climate is necessary in
which all students hold positive attitudes towards individuals who are different
from themselves, resulting in more acceptance. These attitudes should be
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promoted through class-wide interventions and across the daily curriculum (Tier
1). In this chapter, we illustrate Tier 1 interventions and provide an example of a
program, which can be implemented in classes when aiming to promote accep-
tance and friendships among students. It is important to note that when some
children with and without disabilities lack social skills that are needed to form
friendships, targeted interventions might be useful as well. Tier 2 interventions are
aimed at such students who need support with skill development, such as focus-
ing on social skills that are needed to develop friendships. Finally, in Tier 3, teams
that include the family come together to develop intensive individualized inter-
ventions that meet the needs of students for whom Tier 1 and Tier 2 strategies
are not sufficient. Given page limitations and the critical importance of starting
with universal or Tier 1 strategies, the remainder of this chapter focuses on Tier 1
interventions, aimed at all students, with a goal of promoting positive attitudes
towards peers with disabilities. See Appendix 1 at the end for sample resources
that specifically address Tiers 2 and 3.

Tier 1: Promoting Positive Attitudes Toward Individuals with
Disabilities

Peer Attitudes

The attitudes of typically developing children toward peers with disabilities play a
foundational role in establishing social relationships. An attitude can be described
as “a psychological tendency that is expressed by evaluating a particular entity
with some favor or disfavor” (Eagly & Chaiken, 1993, p.1). Stated another way,

Tier 3
Intensive

Intervention

Tier 2
Targeted Intervention

Tier 3
Research‐Based Core Instruction

FIGURE 6.2 Sample Multi-Tiered Systems of Support (MTSS) Framework.
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an attitude is a multi-component construct that includes ideas (cognitive component)
charged with emotion or feelings (affective component), which predisposes a class of
actions (behavioral component) in social situations (Triandis et al., 1984). This sug-
gests that children can have positive or negative thoughts and feelings towards
others, which result in behaviors toward or away from others, collectively
reflecting attitudes of acceptance or rejection. Three primary sources of influence
play a role in shaping attitudes toward individuals with disabilities: indirect experi-
ences with or about a child with a disability (i.e., information from books, movies,
casual conversations with parents, teachers, or friends), direct experiences with children
with disabilities (i.e., engaging in fun games within inclusive playgroups), and the
child’s primary social group which typically begins with the family and gradually shifts to
school-based social groups that include teachers and peers. These three sources of
influence provide direction for teachers and parents who seek to create a sense of
belonging for all children and thereby support positive attitudes and friendships
among children with and without disabilities in inclusive classrooms.

Research has consistently shown that the attitudes of typically developing chil-
dren are predominantly neutral or negative without interventions to support
understanding and acceptance of peers with disabilities (Bates et al., 2015; de Boer
et al., 2012; Favazza et al., 2000; McDougall et al., 2004; Nikolaraizi et al., 2005;
Rose et al., 2011). For example, when typically developing students have negative
attitudes towards their peers with disabilities, this might negatively affect their social
behavior, resulting in very limited interactions between them. Establishing a sense
of belonging for all children can help support positive attitudes and friendships.

Influence of Indirect Experiences

The first step in a class-wide intervention to promote peer acceptance is to think
about the indirect experiences, or subtle information, that students receive about
children with disabilities (Favazza et al. 2017; Lindsay & Edwards, 2013). Indirect
experiences about people with disabilities can include providing current, accurate,
non-stereotypic information through classroom materials (i.e., bulletin boards and
displays, books, videos), exposure to different modes of communicating (i.e., sign
language, visual supports, Braille), and exposure to toys and tools (i.e., wheelchair,
walker, communication board, hearing aid, service animals) (Bigler & Liben, 2006;
Favazza, 1998; Ostrosky et al., 2015; Yu et al., 2016). Materials such as these can be
used to start conversations about people with disabilities, especially with young
children whose knowledge about this topic might be minimal or inaccurate.

Influence of Direct Experiences

A second step to promoting a positive classroom climate is to create positive social
opportunities for all children, sometimes referred to as direct experiences or
contact. Consistent with previous research (de Boer et al., 2012; Favazza &
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Ostrosky, 2019; Pettigrew & Tropp, 2006), Freer (2021) found that carefully
planned experiences between children with and without disabilities could posi-
tively contribute to peers’ attitudes. This positive influence of contact can be
explained using Allport’s Contact Theory (1954) and the conceptualization of the
attitude construct described by Triandis and colleagues (1984). Results from stu-
dies of attitudes toward children with disabilities indicate that positive peer
experiences can benefit all children, promoting both accepting attitudes and social
relationships (Armstrong et al., 2017; Brown & Hewstone, 2005; Favazza &
Ostrosky, 2019). Positive outcomes are likely to result when students have equal
status, such as working together to achieve a common goal (e.g., cooperative
learning groups), and when teachers employ environmental arrangement strate-
gies to support interactions (i.e., limiting materials so children need to take turns
and share, strategically arranging how children are seated during activities) and
universal design for learning (UDL) strategies to support access for all children.

Influence of the Child’s Primary Social Group

The family is a young child’s first social group and one that plays a key role in
shaping the child’s values, beliefs, and attitudes (Triandis et al., 1984). As a child
ages, their world extends to school settings where teachers and peers become a
part of their social group and thus, influence the child as well. Both parents and
teachers have opportunities to expose children to materials reflecting persons with
disabilities (i.e., books, videos, toys, tools), facilitate conversations, and arrange
social opportunities and interactions with peers. In essence, parents and teachers
organize and activate those direct and indirect experiences about persons with
disabilities. Because of their key role in shaping caring and accepting learning
communities, it is critical that school-based initiatives to promote peer acceptance
and friendships include training for teachers and parents to maximize student
outcomes.

What to Do

Research suggests that teachers should implement evidence-based strategies to
support social interactions and friendships among students. To that end, a variety
of strategies to promote acceptance of children with disabilities includes awareness
programs (Lloyd, 2017), storytelling (Law et al., 2016), and puppets (Dunst,
2012). In the next section, we highlight the components of a program that
incorporates the three inter-related factors that influence the development of
accepting attitudes and subsequent friendships with children with disabilities
(indirect experiences, direct experience, child’s social group) (Favazza & Ostrosky,
2019; Rademaker et al., 2020). Then we provide suggestions for evaluating
classroom environments, a checklist for selecting children’s books with characters
who have disabilities, recommendations for guided discussion content when
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reading books about children with disabilities, and suggestions for selecting
materials that promote social interaction among children. These strategies are
based on the research and development of the Making Friends program (Favazza &
Ostrosky, 2019; Ostrosky et al., 2015).

Key Components of the Making Friends Program

Making Friends (Favazza et al., 2016) is one example of an affective intervention
designed to help teachers create caring inclusive learning communities. Imple-
menting a class-wide program involving peers and parents such as this could be a
first step to take when confronted with a situation such as Mark’s scenario
described earlier. As noted in Table 6.1, the program consists of three compo-
nents (school literacy, cooperative learning groups, home literacy) that directly
correspond to the three influencing factors of attitude formation. The program is
appropriate for children, ages 5–7 (kindergarten to grade 2), but it also could be
used as a template when designing programs for older children.

Prior to beginning an affective program like Making Friends, teachers should
carefully and critically examine their classrooms and school to determine if items
representing individuals with disabilities are needed to ensure that all children are
reflected in their surroundings. The Inventory of Disability Representation (IDR)
(Favazza et al., 2017) is a simple tool that can be used to self-assess representation
in the classroom and school.

TABLE 6.1 Correspondence of Attitude Influencers to the Making Friends Program

Influences on Components of
Attitude Development Making Friends

Indirect Experiences
Children learn about peers with
disabilities through books, videos, toys,
conversations, materials, and tools
(adaptive devices, communication
systems such as sign language).

School Literacy
Provide carefully selected books, guided discus-
sion, toys, tools, and classroom materials
reflecting or used by individuals with disabilities.

Direct Experiences
Children learn about peers with
disabilities through interactions such as
inclusive play/learning groups.

Cooperative Learning Groups (CLG)
Provide carefully structured cooperative
learning groups using materials depicting
individuals with disabilities, UDL supports and
environmental arrangement strategies to sup-
port interactions.

Primary Social Group
Children first learn about peers with
disabilities from their family. In the
family context, a child learns values,
beliefs, and attitudes. As a child ages,
teachers and peers become an influential
part of their social group.

Home Literacy
In addition to involving teachers and peers in
affective programs, include families (parents,
grandparents, siblings) in home literacy activ-
ities, replicating school literacy (books and
guided discussions reflecting individuals with
disabilities).
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The next step after examining the school and classroom environment is to care-
fully select children’s books and create guided discussions that can lead to greater
understanding of oneself and others (Favazza et al., 2016; Price et al., 2016a, 2016b;
Yu et al., 2016). Sample items to consider when selecting books are found in Figure
6.3. A sample of a guided discussion is provided in Figure 6.4. Reading selected
children’s books followed by guided discussions with children are strategies that
could be used to convey the message that we all belong, to dispel misconceptions
and stereotypes, and highlight strengths and similarities (e.g., how we are all more
similar than different) (Leigers & Myers, 2015; Ostrosky et al., 2015). Additionally,
selecting materials for use in cooperative learning groups or center time that support
positive social interactions, as opposed to solitary or parallel play, necessitates that
adults pay close attention to both the type and quantity of materials that are available
to children. Some considerations when selecting materials are noted in Figure 6.5.

Other Practical Implications

There are many things that can be done to improve practice related to peer accep-
tance interventions and in support of children’s friendships. Given the growing
diversity in schools and the prevalence of inclusive practices, school districts need to
consider adopting ongoing (long-term) programs and practices that create a sense of
belonging for all children. This type of initiative would be in direct response to the
tenets of the United Nation’s Convention on the Rights of Persons with Disabilities
(CRPD, 2006), and UNESCO’s Salamanca Statement (2016) and is particularly
critical as research indicates that positive attitudes towards and acceptance of children
with disabilities does not happen without intentional programming.

Additionally, more resources are needed for teacher training related to the
social inclusion of children with diverse abilities, along with research related to
the efficacy of these trainings. Such training would support teachers’ under-
standing of attitude development toward children with disabilities and other
human differences as well as enhance social inclusion efforts and positively impact
children’s social emotional development.

—– The story and illustrations respectfully depict people with disabilities while not pro-
moting stereotypes (i.e., someone who is pitied or is always a hero).

—– Characters are portrayed realistically, having similar experiences as people without
disabilities.

—– The story depicts characters who have various roles, balancing leadership roles and
supporting roles of characters with and without disabilities

—– The story uses current people first terminology, avoiding offensive terms when
speaking about individuals with a disability or the disability itself.

FIGURE 6.3 Criteria for Selecting Children’s Books That Portray Persons with Disabilities.
Source: Adapted from Nasatir & Horn (2003).
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Also, we know that all children need to see reflections of themselves and
others in their world to gain an understanding of self and others; yet we have
a long history of little or no representation of children with disabilities in
classroom environments (i.e., books, toys, displays, curriculum). Simply put, it

Can You Hear A Rainbow?

Author: Jamee Riggio Heelan, OTR/L Disability: Deafness/Hearing impairment

Content of Story (select 1-2 questions if time allows; optional)

� What was the name of the boy in the story? (Chris).
� Can you name some of the people who helped Chris hear better, and learn to

communicate using sign language and lip reading? (speech therapist, audiologist, his
mom and dad).

� How does Chris know when it’s time for dinner? (using his nose, Chris can smell
the food).

� How did the audience applaud Chris after his play performance? Can you show me?
(hands raised high in the air).

Explanation of Disability or Related Vocabulary

� A person who is deaf is a person who has difficulty hearing the sounds around him or her.
� Note to teacher: If a student asks about a peer with a particular disability, reply with a comment

such as, “Thank you for being concerned about your friend. As friends, we don't need to ask a
person if he has a certain disability (use the child's word autism, Down syndrome, etc.). We all
need help with certain things, and you can be a good friend by helping all of your classmates
when they need it.”

Highlight Similarities

� Even though Chris could not hear, he could do many things with his friends. What
are some things that Chris does that you do with your friends? (play soccer, act in
children’s theater).

� Chris teaches his friend, who can hear, some words in sign language. What are some
things you teach your friends?

� Chris’s mom helps him be his best at playing soccer. How does your family help you
be your best?

Equipment Related to Story Content: hearing aids, sign language, and lip reading

� Hearing Aids: A hearing aid is a tiny microphone that a deaf person can wear. The
hearing aid makes sounds louder and easier to hear.

� Sign Language: Some people who are deaf have difficulty talking. Instead of talking,
people can communicate using sign language (speaking with their hands).

� Lip Reading: Some deaf individuals watch other people’s mouths as they talk in
order to see the words that are spoken.

FIGURE 6.4 Sample Guided Discussion.
Source: Adapted from Favazza et al. (2016).
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is difficult to feel like you belong in a school or classroom if there are no
images of you in the environment. Moreover, it is challenging for children
without disabilities to gain an understanding of and acceptance towards chil-
dren with disabilities without carefully selected materials that create opportu-
nities for guided conversations that can lead to increased understanding and
send the message that we all belong here. Multiple factors appear to influence
the lack of such important materials in school settings such as competing
initiatives with limited funding for classrooms, limited knowledge of and
access to affordable materials, and variance in values and beliefs about the
importance of materials depicting children with disabilities.

Moreover, it is clear that children’s values and beliefs which undergird attitudes
originate within their first social group, their family. As children age, their social
group expands to include the influence of teachers and peers. Therefore, it is
important that efforts to support positive attitudes toward others and friendships
should include all three social groups—parents, teachers, and peers. In doing so,
school personnel and families can partner to build inclusive learning communities
that support multiple friendship opportunities and ensure a sense of belonging for
all children.

Finally, for some children, intervening with Tier 1, or universal, strategies such
as a peer acceptance curriculum will not be of sufficient intensity or individua-
lized enough to impact their social emotional development. It is then necessary
for teachers to implement evidence-based strategies that are included in Tier 2.
These might involve teaching children how to take turns, enter an ongoing peer
interaction, or solve problems that arise between classmates. Lastly, even with
Tier 1 and Tier 2 strategies in place, a small number of children may need a
much more intensive social emotional intervention that begins with a functional
behavior assessment and includes an individualized approach to skill promotion,
the prevention of challenging behavior, and intervention. Information on Tier 2
and Tier 3 interventions can be found in Hemmeter et al. (2021) and Sugai and
Horner (2009). Taken together, these implications for practice should all be
considered to robustly support inclusive practices in schools. Appendix 1 at the
end of this chapter includes additional resources that might be useful when
focusing on Tiers 2 and 3.

Use toys and materials that…

___ are appropriate for children with different abilities

___ depict a variety of abilities, races/ethnicities, languages, and family structures

___ encourage children to seek information or assistance from one another

___ promote mutual use by two or more students as opposed to solitary play

___ maintain students’ attention for the entire length of the activity

FIGURE 6.5 Considerations When Selecting Materials to Promote Social Interaction.
Source: Adapted from Favazza et al. (2016).
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Evidence

Several studies have been undertaken to investigate the efficacy of theMaking Friends
program. Across all studies, pre-intervention results on the Inventory of Disability
Representation revealed that children with disabilities were rarely represented in school
or classroom materials. In other words, they were not reflected in the books, curri-
cula, communication modes, toys, and tools in the settings that were investigated
(Favazza et al., 2017). In addition, across several studies, the results on a global mea-
sure of acceptance attitudes, the Acceptance Scale for Kindergartners (now called the
Acceptance Scale for Kindergartners–Revised) yielded somewhat similar findings (Favazza
& Odom, 1996, 1997b; Favazza et al., 2000; Favazza & Ostrosky, 2019; Nikolaraizi
et al., 2005). Increased levels of acceptance replaced low pre-intervention levels of
acceptance when the Making Friends program was administered as a six- and nine-
week intervention. Increases in positive attitudes toward individuals with disabilities
were evident in both six- and nine-week programs implemented to small groups of
children and in a class-wide format. Also, results revealed that the implementation of
the whole intervention (all three components) was more effective in improving
attitudes than implementation of any singular component of the program. Finally,
results showed that children who had little or no prior experience with peers with
disabilities had the lowest levels of acceptance. Collectively, these results indicate that
without an intervention in place to promote the acceptance of peers with disabilities,
acceptance of children with disabilities is not automatic. However, the findings also
reveal that children’s attitudes are malleable and can change for the better in a rela-
tively short amount of time. Thus, the effort spent intervening is critically important
and worth the investment of time. This peer acceptance intervention has been
adapted and studied in other countries, yielding similar positive and promising find-
ings (de Boer et al., 2014).

Future Directions

There are several directions in which research could focus to better inform the field
related to the topics of peer acceptance interventions and friendship formation.
Examining friendship patterns and measuring underlying attitudes is challenging and
labor intensive under the best of circumstances. Not surprising, in many communities
around the world where there is high prevalence of exclusion and stigma, research is
lacking. Many factors contribute to this dilemma such as limited funds for research,
variances in cultural responses to people with disabilities, and competing initiatives for
basic educational needs in resource poor settings. The expansion of inclusive practices
informed by culturally relevant research in these community settings could go a long
way in advancing inclusive practices on the global level. In addition, an accelerated
response to needed research-informed strategies in targeted regions of the world
might be possible if funding agencies emphasized collaborative efforts in which part-
nerships between seasoned researchers and junior researchers are encouraged.
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Also, research focused on measuring attitudes could be improved by imple-
menting more mixed methods studies. For example, combining global measures
of attitudes with behavioral observations, sociometric measures, and qualitative
interview data would strengthen existing research and perhaps provide a more
robust understanding of children’s attitudes and friendships. By mixing methods,
researchers might better understand the reasons behind children’s self-reported
verbal responses and behavioral responses within naturally occurring social situa-
tions. This is an area of study that could be strengthened.

Examining if attitudes toward children with disabilities are correlated with other
influential variables could extend the existing research. For example, we do not
know if children have more accepting attitudes towards peers with disabilities when a
class, school, or community is highly diverse (heterogeneous versus homogeneous
contexts). Additionally, the impact of private schools versus public schools or the
impact of being in a community with strong representation, friendships, and positive
attitudes toward minority populations (i.e., race, ethnicity, LGBTQ) are unknown.
Finally, it is unclear if greater acceptance of children with disabilities and friendships
are more prevalent in classes and schools with more resources for inclusive practices,
compared to schools and classes that have access to fewer resources.

Research and practice could be improved by identifying funding sources to
develop research-informed children’s books depicting children with disabilities to
fill the global void. Grants are needed to support researchers in working with
authors and illustrators to generate culturally relevant, research-informed chil-
dren’s books with story lines in geographic areas that have limited materials
depicting children with disabilities.

It is clear that children’s values and beliefs, which undergird attitudes, originate
within their first social group, their family. As children age, their social group
expands to include the influence of teachers and peers. Therefore, it is important that
research to support friendships and positive attitudes toward others should include all
three social groups (parents, teachers, peers). In doing so, school personnel and
families can partner to build inclusive learning communities that ensure a sense of
belonging for all children and support the development of friendships.

Appendix 1.Additional Resources When Focusing on Tier 2 and 3

Topic Resource

Positive
Behavioral
Interventions
and Supports

Positive Behavioral Interventions and Supports (PBIS) and Early
Childhood
(2 Webinars): https://challengingbehavior.cbcs.usf.edu/training/
webinar/archive/2012/08-24/2012-08-24_PBIS-Preschool-to-High-
School.html;
https://www.aucd.org/itac/detail/event.cfm?event_id=7737&pa
rent=655&parenttitle
PBIS Materials: https://www.pbis.org/resource-type/materials
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https://challengingbehavior.cbcs.usf.edu/
https://www.aucd.org/
https://www.pbis.org/
https://challengingbehavior.cbcs.usf.edu/
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https://www.aucd.org/


Topic Resource

Social Emo-
tional Skills

Tier 2 Checklist: Teaching Social Emotional Teaching Strategies:
https://challengingbehavior.cbcs.usf.edu/docs/Implementation_pra
ctice_social.pdf
left on Social Emotional Foundations for Early Learning: http://
csefel.vanderbilt.edu
Promoting Social Emotional Competence Using Pyramid Model
(Video): https://www.youtube.com/watch?v=zTl7rfcIhvM
Teaching Social Skills (Video): https://www.youtube.com/watch?v=
jVqjF7BDsnw
Checklist of Early Childhood Practices: Supporting Social Emotional
Development and Trauma Informed Care: https://challengingbeha
vior.cbcs.usf.edu/docs/Informed-Care-Checklist.pdf
Teaching Peer Mediated Skills (English and Spanish): https://challen
gingbehavior.cbcs.usf.edu/docs/Peer-Mediated-Skills_SP.pdf

Conversations
About Human
Differences

Talking about Disabilities: https://lab.vanderbilt.edu/barton-lab/
inclusion-diversity-and-acceptance/;
https://products.brookespublishing.com/The-Making-
Friends-Program-P884.aspx;
https://files.eric.ed.gov/fulltext/ED544659.pdf
Talking about Race: https://challengingbehavior.cbcs.usf.edu/docs/
Talking-to-children-race.pdf;
https://www.embracerace.org/resources/16-ways-to-help-children-
become-thoughtful-informed-and-brave-about-race (English and
Spanish)

Friendships You Have Got to Have Friends: https://challengingbehavior.cbcs.usf.
edu/docs/Youve-got-to-have-friends_article.pdf
National Inclusion Project: Power in Friendship: https://www.inclu
sionproject.org/friendship/

Functional
Behavioral
Assessment

Overview of Functional Behavioral Assessment (FBA): https://iris.pea
body.vanderbilt.edu/module/fba/cresource/q2/p04/
Individualized Interventions Checklist: https://challengingbehavior.
cbcs.usf.edu/docs/Implementation_practice_interventions.pdf
Conducting FBA From IRIS Center Video Collection: https://
www.youtube.com/watch?v=Sxf9GPH5A-8
FBA Sample Form: https://challengingbehavior.cbcs.usf.edu/docs/Ca
seStudy_Brendan_funct-assess-interview.pdf
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