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Abstract
The success of the inclusion of students with disabilities substantially depends on the collaboration of various social
agents, including non-disabled peers, who play a substantial role in the lives of students with disabilities. Peers, as
social agent, are responsible for the creation of a favourable social environment, in which one of the key factors is
a positive acceptance. This research examined the reality of interactions between non-disabled students and their
acceptance to peers with disabilities. A qualitative research approach was employed using interviews with nine special
education teachers. An overall positive attitudes were reported with non-disabled peers being reported as positive and
welcoming to including students with disabilities in the same schools and classrooms. The teachers’ responses also
indicated that interactions between both student groups are generally positive and teachers believed that this has helped
in facilitating the inclusion of students with disabilities.
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Introduction

The success of the inclusion of students with
disabilities substantially depends on the collab-
oration of various social agents, including non-
disabled peers, who play a substantial role in
the lives of students with disabilities. Peers, as
social agents, are responsible for the creation
of a favourable social environment, in which
one of the key factors is a positive acceptance.
There has been a large body of research that
found that peers played an important role as
personal facilitators for the engagement of stu-
dents with disabilities in educational and re-
lated activities s (Olaleye et al., 2012; Bossaert
et al., 2011; Rosenbaum et al., 1988; Vignes et
al., 2009). A number of earlier studies have re-
ported the benefits of this interaction, which in-
cludes supporting the development of commu-
nication skills (Fisher & Meyer 2002), academic
outcomes (Hunt et al. 2003), social skills and
social interaction (Cole & Meyer 1991) as well
as contributing to the students’ emotional well-
being (Carter, 2010). Equally, in a more recent
study in Spain, Reina and Alvaro-Ruiz (2016)
argued that among the variety of obstacles that
affect inclusion is the social environment, in
particular the absence of acceptance and inter-
actions from non-disabled peers form an envi-
ronmental barrier for students with disabilities.
This is because if the students with disabilities
are segregated from their peers and their op-
portunities for social interaction become lim-
ited, they are unlikely to observe appropriate
social behaviours in social settings and there-
fore their social skills are less likely to develop;
these skills are essential for them, both when
learning in school and later in life (Holahan &
Costenbader, 2000; Peters, 2004). Hence, reg-
ular and sustained interaction should be a pri-
ority in inclusive education, which should pro-
vide students with disabilities with opportuni-

ties to cultivate their social skills through ob-
serving others in social situations and general-
izing these to all the situations of life they come
across (Strain, McGee, & Kohler, 2001). The
research undertaken here, therefore, focuses on
the current situation in mainstream Saudi girls’
schools in terms of interaction between non-
disabled peers and students with disabilities as
an important aspect that could promote or hin-
der inclusion, as perceived by special educa-
tion teachers. It also considers what obsta-
cles special education teachers face in encour-
aging the students’ interaction, which eventu-
ally hinder inclusion, as well as what has been
done to encourage this interaction and promote
their inclusion. Within this research, peers’ in-
teraction refers to the engagement of students
with disabilities and non-disabled peers in the
school’s activities or events, either inside or out-
side classroom. This interaction includes peer
acceptance, interaction and possibilities for friend-
ships (de Boer et al., 2013).

As this research focuses on female teachers in
girls’ schools in KSA, Nowicki and Sandieson
(2002) found that the gender of respondents is
a significant factor in the development of rela-
tionships between non-disabled peers and stu-
dents with disabilities. They reported that girls
had more positive attitudes than boys toward
peers with disabilities. Bebetsos et al. (2014),
however, found that female students and their
male peers were equally responsive and collabo-
rative towards students with disabilities. Simi-
lar comparison studies between genders are lim-
ited in the context of KSA. This is due to the
cultural restrictions in terms of gender, where
schools in KSA are separated according to gen-
der. Being a female researcher limits the ability
to reach boys’ schools and involve male special
education teacher s in this research. Therefore,
this research focused only on girls’ schools and
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involved only female teachers. This, however,
has created an opportunity for further research
with a similar focus but on male teachers and
therefore allowing for comparison between both
genders.

Student interaction needs a supportive environ-
ment in which both students are interacting.
According to Walker (2008), a supportive envi-
ronment is paramount for successful social en-
gagement because it offers students with dis-
abilities the opportunity to interact with their
peers. Indeed, a supportive environment that
encourages meaningful participation of students
with disabilities through social interaction with
other non-disabled students is important to de-
velop their emotional and social as well as in-
tellectual skills. Despite the fact that the en-
vironment where the students interact is essen-
tial for the enhancement of their positive in-
teraction, it is not enough by itself. The envi-
ronment only offers physical access to students
with disabilities, but their interaction should be
encouraged and facilitated, either by an adult
or the non-disabled students. This is because
students with disabilities do not usually initi-
ate social interactions (Guralnick et al., 2007;
Kwon et al., 2011). This, therefore, raises the
question about where the teacher is and what
his/her role is. In fact, the role of the teacher
is so central to this interaction and could be
anything from monitoring the interaction to in-
tervening when there is a need for adult inter-
vention.

According to Mitchell (2014), the role of the
teacher is extremely vital to the development of
the child as they should be able to create a con-
ducive, comfortable, educative and challenging
atmosphere for these children, for the purpose
of both learning and socialisation. Previously,
Harper et al., (2008) had argued that teachers
play a vital role in facilitating healthy and safe

interactions between students by teaching the
play skills necessary for the interaction, whilst
their job is also to set up a proper playing en-
vironment that supports efficient socialisation
which eventually promotes inclusion. Accord-
ing to an earlier UK based research on the im-
pact of various forms of school interaction on
the attitude of non-disabled peers toward their
counterparts with disabilities, Maras and Brown
(2000), emphasised that the need for teachers to
abolish stereotypical assumptions is key to fos-
tering positive relationships between non-disabled
peers and students with disabilities. This is be-
cause they found that one of the primary chal-
lenges that are facing the inclusion of students
with disabilities is the stereotypes held by non-
disabled peers which are generalised and at-
tributed to their peers with disabilities. It is of
great significance for teachers, therefore, to ed-
ucate and raise awareness among non-disabled
students regarding these stereotypes. This is
because eliminating these generalised stereotypes
is the right place to start progressing towards
more inclusive schools’ environment.

In a later study in Georgia, by Javakhishvili
(2012), it was reported that, teachers are vi-
tal in facilitating children interactions by cre-
ating situations that allow students to inter-
act with each other, where they learn to ex-
change ideas, model positive behaviours and
solve problems. Similar view was reported in
a more recently in the United States, in which
Vivanti et al., (2017), argued that, in order for
positive interaction to take place between non-
disabled students and students with disabili-
ties, the teacher must act as a facilitator in
the activities in order for learning and social-
isation to take place for education and partici-
pation. Hence, the importance of this research
under taken here, is that it focuses on teachers’
perspectives as the ones who are responsible
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for encouraging and facilitating their students’
positive interaction. In fostering the interac-
tion between non-disabled peers and students
with disabilities and promoting inclusion, Jol-
liffe (2007) argued that, in establishing and fos-
tering positive interactions between both non-
disabled students and students with disabilities,
teachers’ skills and knowledge are of a partic-
ular importance in fostering the relationships
between students. This involves the knowledge
and skills for planning collaborative opportuni-
ties, choosing the type of tasks required; expec-
tations for student behaviour; individual and
group responsibilities. The lack of skilled teach-
ers is, therefore, forming an obstacle to effec-
tive inclusion (Jolliffe, 2007). This is confirmed
by a study by Beacham and Rouse (2012), in
Aberdeen, where he reported that, one of the
greatest barriers to the development of students’
interaction and eventually to the inclusion of
students with disabilities, is the lack of the nec-
essary knowledge, skills and attitudes to do so.
This, in fact, further confirms the need for pro-
fessional development for teachers in prompting
inclusion of students with disabilities in main-
stream schools.

Encouraging the positive interactions between
students should start as early as possible. Re-
search evidences from different contexts, includ-
ing the UK (Blackburn, 2016; Dyson, 2005)
Turkey (Diken et al., 2016), Hong Kong (Lee
at al., 2015) and the Middle East (A-Darab’h
et al., 2015) suggest that, non-disabled children
who were provided with inclusive education in
their early years of life are more open to learn-
ing and change and are more likely to develop
tolerance, understanding and positive attitudes
towards peers with disabilities. Similarly, Ogel-
man and Secer (2012, p. 173) argued that, ‘chil-
dren become open to learning and change, and
with their flexible point of view they are able to

empathize with their peers have special educa-
tional needs, they develop tolerance and under-
standing towards their peers with special edu-
cational needs during inclusion”. Therefore, it
is important for teachers to introduce students
with disabilities to their non-disabled peers in
this early stage in life by creating contact op-
portunities and conducting events or activities
in which both students with disabilities and
non-disabled peers participate, allowing them
to interact and form friendships (Dyson, 2005).
Since this research is conducted in primary schools
in which students at an early age are included,
the extent to which positive interaction between
students at this age is encouraged is also im-
portant. This is because the benefits of their
interaction are not only limited to the school
context, but could also be generalised and ex-
tended outside the school (Jolliffe, 2007).

Research Questions and Aims

This research aims at examining the reality of
interactions between non-disabled students and
their acceptance to peers with disabilities in
the inclusive school. It also aims at investigat-
ing the barriers to positive interactions between
both students. In order to achieve the study
aims, the following questions were proposed;
what is the reality of disabled and non-disabled
students’ interactions in inclusive schools? As
well as what are the barriers to disabled and
non-disabled students’ interactions in inclusive
schools?

Context of the Study

This study took place in the Kingdom of Saudi
Arabia (KSA) which is located in the Arabian
Peninsula, and forms the meeting place of Asia,
Europe and Africa and is. The approximate
population of the state is 35,000,000 as calcu-
lated in 2021 (Ministry of Economy and Plan-
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ning, 2021). Educational policies in KSA a are
largely controlled by the government and the
administration of education is controlled by the
Ministry of Education. The Ministry of Educa-
tion was established in 1954, and it is the re-
sponsible body for the education of all children,
including those with special educational needs
(Ministry of Education, 2008). In addition to
a central Ministry of Education, local educa-
tional authorities across the country act as links
between the local schools and the central gov-
ernment. The Ministry is responsible for the
provision of school buildings, equipment, ma-
terials, maintenance and supplies of textbooks.
It is also responsible for providing special edu-
cation services for students with special educa-
tional needs in such a way that they are able to
practise their activities in the least restrictive
environment possible, independently and safely
(Ministry of Education, 2008). The Ministry of
Education also consists of a number of differ-
ent administrations, such as the Administration
of Management and Finance, the Administra-
tion of Planning, the Administration of Gen-
eral Education and the Administration of Spe-
cial Education (Ministry of Education, 2008).
Education in KSA is divided into three stages:
The primary stage, which lasts 6 years and pro-
vides education for children between the ages
of six and twelve, the secondary stage, which is
three years in duration, focus on adolescents
between the ages of twelve and fifteen, high
school, which is three years in duration and pro-
vides education for age of fifteen and eighteen
and higher education, which caters for students
aged 18 and above, includes undergraduate uni-
versity level (Bachelor) and postgraduate uni-
versity level (Masters and PhD) (Ministry of
Education, 2008).

Methodology

Qualitative research approach was adopted in
this research using interviews as main tools of
collecting the data. This approach was used
to explore the views, experiences, beliefs and
motivations of individual participants in more
open way (Gill et al., 2008; Sandy & Dumay,
2011; Thomas, 2017). Interviews are useful in
that they provide deep insights of the research
problem and provide information that are con-
textually particular to the participant (Flick,
2014).

Method

Semi-structured interviews were utilised in this
research as they allow for more flexibility in
obtaining information by adding, omitting or
modifying the interview questions based upon
what the interviewer perceives as appropriate
for the research as well as based on the re-
sponses of the interviewees (Robson & McCar-
tan, 2016; Thomas, 2017). Semi-structured in-
terviews also allow for the discovery or elabora-
tion of information that is important to partici-
pants but may not have previously been thought
of by the researcher (Gill et al., 2008; Robson
& McCartan, 2016; Thomas, 2017).

Participants

Nine special education teachers from five main-
stream schools, that are running inclusive pro-
grams, were involved in this study. They were
asked about the reality and extent of students
with disabilities interaction with their peers with-
out disabilities in schools. The teachers were
considered to be the closest individuals to the
situation who can see and feel the situation.
These teachers work in the environments most
pertinent to the research questions, namely main-
stream schools with students with disabilities,
and so are best placed to speak about the prac-
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Table 1: : Demographic information of the participants.

Participant Qualification Years of experience
T1 Bachelor 12 years
T2 Bachelor 10 years
T3 Masters 15 years
T4 Bachelor 10 years
T5 Bachelor 17 years
T6 Bachelor 10 years
T7 Bachelor 14 years
T8 Bachelor 15 years
T9 Bachelor 10 years

ticalities and specificities of inclusion. Prior
to conduct the research, consent was obtained
from all participant. The demographic infor-
mation of the participants are presented in the
table above:

Data collection

The researcher visited the participating teach-
ers in their schools and interviewed them face
to face, usually during a break in the meeting
room in their schools and each interview lasts
for 40-45 minutes. Prior to recording the inter-
views, consent was provided from each of the
teachers participating, with full knowledge of
the procedures and recording equipment being
used. In this regard, the researcher tried to
encourage all the interviewees to be support-
ive and ensured that they understand the re-
search being undertaken, and clearly confirmed
that they wanted to participate whilst knowing
that the interview process would be relatively
lengthy. A uniform interview protocol was fol-
lowed with all interviewees (see Appendix 1).
However, during the interview, explanations were
given to the respondents as required. During
the interview, if a respondent’s answer was par-
ticularly interesting, ambiguous or prompted
further enquiry, supplementary questions were
asked in order to gain further information. Data
was then transcribed and sent to the partic-
ipants for accuracy confirmation, in order to

be ready for analysis at a later stage. In this
regard, special education teachers were asked,
how they see the acceptance and interactions
between non-disabled students and their peers
with disabilities, how this interaction facilitates
or hinders inclusion of students with disabili-
ties, to what extent do schools encourage and
facilitate peers’ interaction and what difficulties
hinder the interaction between students and ul-
timately may hinder the success of inclusion?

Data Analysis

In analysing the qualitative data (in this case
the interview transcripts), theoretical thematic
analysis was undertaken, following the six guid-
ing steps in conducting thematic analysis as
outlined by Braun & Clarke (2013). I started
by getting familiar with the data obtained. In
this regard, the responses of each interviewee
were read and reread in order to ensure famil-
iarity with all aspects of the data and to gener-
ate overall meanings from them (Cohen et al.,
2017). In the first stage, I began taking notes,
categorising and summarising the participant
responses and marking ideas for coding using
printed copies and a notebook. I highlighted re-
sponses with different colours in order to assign
them to a code and grouped them by colours as
suggested by Braun & Clarke (2013), to form an
initial outline. The second stage was the gener-
ation of initial themes, in which I began to com-
pile a list of codes outlining the content of the
data and anything interesting observed about
them. In the third stage, I re-focused the anal-
ysis towards the broader level of themes, rather
than codes. This was achieved by sorting the
different codes into the themes, and collating all
the relevant coded data extracts to form themes
and sub-themes. Sub-themes were useful for
giving structure to the larger and more com-
plex themes, and helped in demonstrating the
hierarchy of meaning within the data (Braun &
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Clarke, 2013). It was helpful in this phase to
use a table to organize the themes, codes and
sub-themes visually for further analysis. Table
2 shows the themes and codes obtained from
the qualitative data set of the research.

Table 2: Themes and codes obtained from the qualitative
data

The fourth stage involved reviewing the themes.
During this phase, I made sure that the data
within the themes was coherent and that the
coded data extracts fitted into the themes. This
was achieved by reading and re-reading the en-
tirety of the data to ascertaining whether the
themes worked in relation to the data set, as
well as to code any additional data that had
been missed in earlier coding stages (Braun &
Clarke, 2013). The fifth and final stage of the-
matic analysis is defining and naming themes.
Once these steps were performed, producing the
final report was the sixth step, in which the ana-
lytic narrative and data extracts are coherently
written.

Findings

Overall, the teachers’ responses indicated that
interactions between both student groups are
generally positive and teachers believed that
this has helped in facilitating the inclusion of
students with disabilities. According to 6 out of
8 teachers, non-disabled students accept their
peers with disabilities and are making friend-
ships with them. The teachers’ positive re-
sponses in this regard were seen in that non-
disabled students often helped, made friends
and played with peers with disabilities. Many

of the interviewed teachers gave positive ac-
counts of how inclusion in mainstream schools
and the positive interaction between non-disabled
students and students with disabilities have a
high impact upon the wellbeing and education
experience of the students with disabilities.

Fostering social relationships in schools and build-
ing a supportive school network, which includes
other students, was seen as key to promoting
inclusion. This was clear from the benefit that
the teachers noticed in both groups of students.
Evidence regarding this is contained in the fol-
lowing example, where: “they are not only in-
teracting, but also they learn a lot from each
other” (Teacher 3). Teachers, therefore, were
asked in what ways students benefit from the
interactions with each other and from inclu-
sion as a whole. Responses on the benefits of
inclusion are reported under three main head-
ings: psychological, social, and academic ben-
efits. Psychological benefits identified by spe-
cial education teachers included developing self-
esteem and self-confidence, something which was
highlighted by the majority of the interviewed
teachers. For example, ”students with disabil-
ities developed a self-esteem and became more
confident” (Teacher 5) which is an opinion re-
ported by all teachers.

The key social benefits identified, however, were
the development of social skills and the abil-
ity for making friendships, as well as learning
through the modelling of appropriate behaviours,
as highlighted by the interviewed teachers: “they
used to be quiet and isolated, whereas now al-
most every student has a friend from general
education” (Teacher 5). This was attributed by
the teacher to the activities, such as “Friends
of Students with disabilities Club” (Teacher 5),
which teachers implement in order to get both
students with disabilities and non-disabled stu-
dents to interact.
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The opportunity for social interaction as a part
of inclusion was also fundamental, according to
interviewees, in improving the speech of stu-
dents with disabilities. In giving students with
disabilities more opportunities to communicate,
“their speech improved a lot” (Teacher1), and:
“one of the students never talked when she came
to the school but now she can say a full coherent
sentence” (Teacher 3). Hence, increased inter-
action improved both speech and the confidence
of students with disabilities.

In addition, some academic benefits were also
reported by several teachers, for example, “. . .
their academic performance is gradually improv-
ing even though they couldn’t master some skills”
(Teacher 2). A similar response was given by
a teacher 5 where she stated : “they are gain-
ing education skills from non-disabled peers and
they are making relatively good academic progress”.
The benefits of collaboration and interaction
were not only noticed for students with disabil-
ities, but also for non-disabled students; “non-
disabled students also improve in their interac-
tions with the students with disabilities through
collaboration” (Teacher 4). Whilst this was the
point of view of the majority of the intervie-
wees, negative exceptions were reported by two
teachers. Given the above, teachers were then
asked what underlying factors that they think
contribute to, facilitate, or otherwise obstruct
the students’ interactions and relationships. A
number of factors were mentioned by the inter-
viewed teachers and are discussed in the follow-
ing sub-theme.

Factors influencing peers’ interactions

An important factor that teachers think influ-
ences the attitudes and interactions of non-
disabled students towards those with disabili-
ties is that of the surrounding culture and the
community. This mainly includes parents, in-

sofar as family plays an important role in en-
hancing and promoting positive or negative at-
titudes of their children. Another factor re-
ported is having previous experience or contact
with an individual with disabilities. This was
clear when one of the interviewed teachers dis-
cussed a case of a student who had a very posi-
tive attitude towards students with disabilities
in the school, which was seen by the teacher to
be based on her experiences at home: one of the
students has two deaf brothers and therefore
she knows sign language, which she uses with
the deaf peers in the school (Teacher 3). Thus,
according to the teacher, having prior experi-
ence with individuals with disabilities played an
important role in forming positive attitudes and
acceptance of others with disabilities. From
this example, knowing how to communicate with
students with disabilities, using sign language
in this case, facilitated both students’ interac-
tion. Other teachers, however, believe that this
positive interaction comes spontaneously with
time and they ultimately accept each other.
Some other interviewees believed that the in-
clusive activities and communities they created
and in which both had the opportunity to com-
municate, were an effective way to foster accep-
tance and positive interaction.

Discussion

Peers, as social agents, are responsible for the
creation of a favourable social environment, in
which one of the key factors is a positive and
receptive attitude (Reina & Alvaro-Ruiz, 2016).
As stated previously, the participants were over-
all positive regarding the aspect of non-disabled
peers’ interactions with students with disabili-
ties in mainstream schools. This can be ex-
plained by the argument presented by the Cen-
tre of Studies in Inclusive Education (2008) that,
inclusion is the form of education that allows
the development of respect, understanding and
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friendships between non-disabled students and
their peers with disabilities. This is because
they meet and interact daily and thus learning
about each other is an integral part of their ed-
ucation for life.

The attitudes and behaviour of families of non-
disabled children and how that might influence
their children’s perceptions and therefore be-
haviours, either positively or negatively, was
one of the main factors reported by the par-
ticipants in this research.This finding is con-
sistent with previous research by Soodak & Er-
win (2001) who argued that parents’ have a real
power in shaping their children’s attitudes to-
wards individual with disabilities, which are vi-
tal for the ultimate success of inclusion. In ad-
dition, another factor reported is that some stu-
dents are positive and are interacting with their
peers with disabilities more easily because of
previous experience or contact with individual
with disabilities. This finding corresponds with
other previous studies such as McDougall et al.,
(2004), who discussed how students who have
had previously a direct contact with an individ-
ual with disabilities, either through their family
or a friend, were better able to communicate
with them. In such a case, the teacher could
take advantage of this situation when attempt-
ing to get students working together. For ex-
ample, a peer tutoring strategy or group activ-
ities could be used, in which both non-disabled
students and students with disabilities work to-
gether and in which such a student could facil-
itate interaction between the group members
(Garrote, 2017).

Positive interactions between non-disabled stu-
dents and students with disabilities, as argued
by Walker, (2008) requires a supportive envi-
ronment that encourages meaningful participa-
tion of students with disabilities through social
interaction with other non-disabled students is

important to develop them emotionally and so-
cially. Teachers in this research reported bet-
ter efforts made to encourage this positive re-
lationship between students, compared to the
previous aspect. According to Mitchell (2014),
the role of the teacher is extremely vital to the
development of the students as they should be
able to create a conducive, comfortable, educa-
tive and challenging atmosphere for these stu-
dents both for the purpose of learning and so-
cialization. The findings of this research con-
firm those of Mitchell (2014) in that participat-
ing teachers in this research reflected an aware-
ness of the importance of their role and be-
lieved that the efforts they make to encourage
students’ positive interaction is an important
factor that facilitates the students’ interactions
and acceptance as they have shown noticeable
result.

Bruce & Hansson (2011), argued that positive
social interactions among students are essential
for the students’ cognitive, social, and language
development. The findings of this research fur-
ther confirmed the argument of Bruce & Hans-
son (2011), where teachers also saw the oppor-
tunity for social interaction as a part of inclu-
sion as fundamental in improving the speech
of students with disabilities, improving their
self-esteem and self-confidence as well as learn-
ing through the modelling of appropriate be-
haviours. Such positive behaviours that the
students acquired are important and, therefore,
should be maintained and encouraged. This is
because most of positive social behaviours are
of limited use unless they can be shown to gen-
eralise to appropriate situations (Pierangelo &
Giuliani, 2008). According to the social model,
the removal of barriers to inclusivity requires
a change of approach and thinking in the way
how these barriers can be removed (Smith et
al., 2014). Therefore, enhancing such positive
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behaviours and encouraging its generalisation
will help in promoting not only inclusive school
but also inclusive society. Teachers might do
so through using generalisation of positive be-
haviour by which teachers need to train stu-
dents to transfer their positive behaviour not
only within the school context but also outside
the school context. Teachers might ask parents
to help in monitoring the students’ generalisa-
tion outside the school context by acknowledg-
ing positive behaviours of their children, so that
they too help in maintaining these behaviours
(Pierangelo & Giuliani, 2008).

Based on the finding of this research and the
previously mentioned studies, it can be sug-
gested that, the positive interactions reported
by special education teaches are more likely to
be enhanced if general education teachers as
well as schools’ head teachers activate their roles
and facilitate positive peers’ interactions, thus
encouraging both groups of students to under-
stand and accept one another. Through this,
a better and more inclusive school culture may
be created. A potential means of encouraging
schools’ staff to work collaboratively in enhanc-
ing students’ positive interactions is by the Lo-
cal Education Authorities (LEAs) to establish
inclusive evaluative criteria for schools, one of
which is the extent to which schools’ staff col-
laborate and participate in planning and con-
ducting activities, encouraging positive inter-
actions of students, as well as working towards
enhancing acceptance of all students.

Conclusion

Overall, as can be seen from the above, analysing
the interviews of special education teachers re-
vealed generally positive findings. It was gen-
erally felt that there were very positive effects
from inclusion on both non-disabled students
and students with disabilities, except some neg-

ative findings such as; learning inappropriate
words and inappropriate behaviours. Special
education teachers reported some efforts in terms
of facilitating students’ interactions and friend-
ships, which has shown positive results and has
benefitted non-disabled students and students
with disabilities alike. Analysis of the inter-
views also showed that the wider community,
and especially parents, have an impact up on
how non-disabled students and students with
disabilities interacted. It was also felt by the
interviewees that various positive reinforcement
strategies were helpful. Previous experience with
individual with disabilities, time and the avail-
ability of shared activities were all reported to
be contributing to the enhancement of students’
positive interaction and helped in overcoming
initial concerns of ‘difference’. Some intervie-
wees were frustrated by the lack of support from
other staff in this aspect and has reported the
importance of the role played by head teachers
in promoting inclusion of students with disabil-
ities in mainstream schools.
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Appendix A: Interview

Participant perceptions about memorable ac-
tivities during the summer DES session.
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