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Teachers’ perceptions of rejection
sensitivity in inclusive primary
schools: qualitative case study

Khaled Elballah® and Abdulrahman Alsayed ®*

Special Education Department, College of Education, King Faisal University, Al-Ahsa, Saudi Arabia

Rejection sensitivity (RS) among primary school students is a serious problem that
often has multiple negative consequences including poor academic performance
and mental health problems. The current study used a qualitative methodology to
determine the role of teachers’ psychological awareness in preventing RS allergy in
the school environment through stakeholder intervention and RS allergy prevention
programs. When teachers notice students with disabilities being rejected, they can
take steps to reduce it. The researcher conducted semi-structured interviews with
18 teachers working in public primary inclusive schools in Al-Ahsa, Saudi Arabia,
with deaf, hard of hearing (DHH), and learning disabilities programs. The findings
provide an initial step in identifying the forms and types of RS in the school context,
helping administrators, teachers, parents, and students reduce the phenomenon
of RS and develop long-term plans to address it. Taking teachers’ perceptions into
account may enable the development and implementation of new programs to
address RS directed toward individuals with disabilities in primary schools. The
discussion highlights future research directions and limitations of current research.

KEYWORDS

rejection sensitivity, teacher’s awareness, inclusive schools, deaf, hard of hearing,
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1 Introduction

The school environment is a new context for learning and the development of behavioral,
cognitive, and social experiences for students. Due to the developmental and cognitive
differences between general education students and their peers with disabilities, problems of
Rejection Sensitivity (RS), exclusion, and marginalization appear, and bullying, violence, and
refusal to participate and interact with them may appear. For individuals who belong to
marginalized such as deaf and hard of hearing (DHH), and learning disabilities (LD), RS is a
common life experience. RS makes people react in ways that effect their relationships and
prevent them from reaching their goals (Garthe et al., 2020). Poor academic performance leads
to feelings of helplessness, reduced effort in school, fewer social interactions with peers,
behavioral problems due to poor language skills and difficulty managing emotions, and poor
problem-solving skills in social contexts (Beaudoin et al., 2024; Metsala et al., 2016).

In the current study, we examine RS based on teacher’s perceptions to the extent to which
the child is disliked, teased, or have difficulty getting with peers. Research shows that RS
causes problems like aggression, loneliness, violence, and mental health issues (McLachlan
et al., 2010). RS affects the student’s future relationships, especially those who experience
anxiety and expected rejection from others in social situations. The source of rejection may
be the parents due to the low level of parental warmth, which results in either a feeling of
satisfaction or a feeling of social anxiety and exclusion. Downey and Feldman (1996) view
RS as the tendency to anticipate anxiety or anger, easily perceive, and overreact to overt or
covert interpersonal rejection. RS research has focused on the negative effects of RS, which
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increases with cases of aggression, psychological loneliness, violence,
disruption of social relationships, and mental health (McLachlan
et al., 2010).

Downey and Feldman view RS as the tendency to anticipate
anxiety or anger, easily perceive, and overreact to overt or covert
interpersonal rejection (Downey and Feldman, 1996). Social
anxiety is associated with increased symptoms of depression, while
anger is a response to rejection, peer blaming, and seeking revenge,
both of anxiety and anger are associated with different behavioral
responses (Zimmer-Gembeck et al., 2016). Much previous research
confirms the assumption of Downey et al. (1997), indicating that
anxious and angry expectations of social rejection promote
different behavioral responses to the perceived rejection in a
rejection-sensitive person (Gao et al., 2021). Previous research,
suggesting that anxious expectations of rejection are uniquely
predictive of increased social anxiety and withdrawal, whereas
angry expectations of RS are uniquely predictive of increased
aggression (London et al., 2007).

Students who do not have friends often do poorly in school
because they miss out on information and struggle in class
(Juvonen et al., 2019). Social inclusion does not guarantee
academic success, but experiences of exclusion can compromise
engagement and performance. Understanding why some students
are marginalized or isolated is crucial. Environment mental
conditions contribute to marginalization and isolation of
stigmatized attributes or identities. Social inclusion means more
than sharing spaces with others; it includes being accepted by
peers and building good relationships. Social acceptance is the
construct that represents the group’s point of view toward an
individual. There is no doubt that social acceptance makes them
feel positive connections with their peers, which reduces feelings
of loneliness, emotional social difficulties and academic problems
(Broomhead, 2019). Although some view the education of
children with disabilities in inclusive classroom as the ideal model,
others see the opposite, as psychological and behavioral problems
may increase within integration classes (Shaw, 2017; Waddington
and Reed, 2017). Peer rejection in classrooms is a low social status,
often resulting in dislike and avoidance of a peer, leading to lower
participation, avoidance, and lower grades in elementary school.
Peer rejection can indicate behavioral or psychological problems,
such as aggression or emotional regulation difficulties. Rejected
youth often display disruptive behaviors and are academically
disengaged. Rejection may amplify the risks associated with
difficulties
disengagement, such as emotional dysregulation and low self-

behavioral or emotional affecting academic
esteem (Juvonen et al., 2019). Most children with disabilities have
at least one friend, but their friends also have disabilities. This
suggests that the anticipated impacts of inclusion in mainstream
settings on social and emotional development, as hoped by
parents, may not occur; instead, children with disabilities may
be separated from their mainstream classmates (Broomhead,
2019). Children with disabilities are less accepted than their peers,
to a lesser extent than average. Their friendships are few and are
often from the same group to achieve similarity. Many of the
previous research have focused on academic outcomes in
integration rather than the social-emotional aspects in
mainstream schools. The literature also supports a lower level of

social acceptance than their peers.
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2 Literature review

(RS) is a state of anxious anticipation and perception of the actions
of others as a sign of rejection. The RS model posits that individuals
with past experiences of rejection become more sensitive to future
experiences of rejection toward others, and are exposed to the
maladjustment associated with RS (Stephen, ford., 2012). The concept
of RS is a dynamic, affective-cognitive process that is exposed to
anxious expectation, realistic perception, and exaggerated reaction to
the causes of rejection in the behavior of others toward the individual.
RS basically describes the frame of reference for the individuals
emotional-cognitive processes and information processing. RS affects
the individual’s perception of reality social through expectations and
cognitive biases in interpersonal contexts. In general, individuals with
high RS have an orientation in social situations toward anxious
expectations of rejection, which makes them more motivated to
interpret cues indicating potential rejection when interpreting
environmental or interpersonal clues in favor of rejection. Those with
a high degree of rejection actually report feelings of rejection, which
make them, feel hate, avoidance, and depression (Downey et al., 2004).

According to Downey et al. (1998) individuals with high RS often
struggle in relationships because they fear of rejection, which leads to
behaviors that cause real rejection. To rejection, they find ambiguity
in perceiving clues and social signals more than individuals with low
RS. For example, when people do not show love and acceptance, it can
make others feel hopeless and depressed. Individuals who report high
levels of RS have high feelings of stress emotionality which contributes
to depression (Ayduk et al., 2001).

Individuals who are classified as popular belong to the popular
category, those with high levels of hatred and low acceptance are
classified in the outcast category, while controversial individuals
receive ratings ranging between love and hate from their peers, and
the “average” category receive average ratings in nominations from
their peers. It includes love and hate, and those who receive fewer
nominations in general are classified as “neglected” Through studies,
outcast children and adolescents feel more lonely than others and
receive high scores indicating aggression and anti-social behavior
patterns (Jobe, 2003).

Rosenbach and Renneberg (2011) believe that RS affects the
psychological health of individuals, especially those with anxious
expectations, which they perceive more sensitively. Previous studies
that addressed the relationship between RS and psychological health
using the RS Questionnaire in clinical samples Normal samples show
a relationship between RS, depressive symptoms, social anxiety, and
aggressive behavior, especially among borderline personalities (Ayduk
et al., 2001; Elballah, 2021; Preti et al., 2020; Rowe et al., 2015;
Rosenbach and Renneberg, 2014). Individuals with a high RS are more
likely to experience interpersonal sensitivity and ambiguity in
interactions with others. Some studies have examined the
contributions of personal factors to RS, which have confirmed that
people with a high RS resort to negative and ambiguous
interpretations, and lack the organization of cognitive control
mechanisms in response to rejection (e.g., Preti et al., 2020; Rosenbach
and Renneberg, 2011). (RS) is significantly associated with
neuroticism and high anxiety, which are behaviors that characterize
individuals with high sensitivity (Weinstock and Whisman, 2006).

Individuals seek to achieve approval and acceptance from others,
with the aim of achieving satisfaction as a basic human need, such as

frontiersin.org


https://doi.org/10.3389/feduc.2025.1511176
https://www.frontiersin.org/journals/education
https://www.frontiersin.org

Elballah and Alsayed

belonging to the group, but what happens if that person does not
achieve that satisfaction? What are the reasons why some people
perceive rejection from others very quickly, while others do not feel
this and are warmer in their interpersonal interactions? Every
individual goes through the experience of being rejected in his life by
his classmates at school, and this is evident from the unwillingness of
some to sit next to him, and his failure in his search for a group to play
with, so his classmates leave him and do not welcome his invitation to
their activities, and he feels deep sadness because of the other’s neglect
or his frowning on his face and his feeling of pain from rejection by
others. Through the model of interpersonal interactions and
experiences of rejection Smart Richman and Leary (2009) divided the
interactions and their consequences in social aspects into short-term
and long-term consequences. They also assumed that exclusion from
the social group leads to emotional stress and psychological troubles.
The results of long-term distancing, according to what they
mentioned, are determined by the extent of the individuals
appreciation of rejection, such as estimating the individual’s position
in the relationship, possible alternatives, the duration and severity of
rejection, perception of costs, current mood, and appreciation of the
individual’s position in the relationship, self-esteem. Low trait self-
esteem is developed in similar ways to RS: repeated exposure to
rejection experiences, and feelings of being ignored by important
people in one’s life (Tsirgielis, 2015).

Based on a person’s need for acceptance and approval, he can
be exposed to positive or negative psychological and behavioral
consequences, and one of the factors that facilitate an individual’s
awareness and response to expected signals of rejection is that some
people resist social rejection and tend to react and respond to it in a
calm manner, while others respond quickly and sharply to rejection,
even if it is situations are simple (Downey and Feldman, 1996).
Rejection-sensitive youth are often described as shy and anxious, and
become “invisible” to teachers. RS can therefore have negative
implications on youth’s academic and social success, particularly in
terms of receiving support for both academic and social challenges in
school. In line with this, rejection-sensitive youth also lack positive
peer interactions and thus lack feelings of competency in their social
skills and peer relationships (Marston et al., 2010; Sandstrom
etal., 2003).

Experimental research that has addressed the impact of high RS
has focused primarily on psychosocial issues, especially those related
to family and relationship problems, and inappropriate behaviors.
Through the (RS) Model of Downey et al. (2004) and the Smart,
Richman and Leary model (2009), individuals with high sensitivity
are aware of their reactions to rejection, coupled with withdrawal and
anxiety, avoidance of social situations, aggressive and victimization,
and antisocial behavior (Rowe et al., 2015; Zimmer-Gembeck et al.,
2016). However, the results indicated difficulties in social interactions,
actual rejection from others, and increased psychological stress. In
contrast, fulfilling the need for belonging and acceptance leads to
improved psychological health for individuals who are sensitive to
rejection. When a person is deprived of feelings of contentment for a
long period, this leads to disorders. Severe emotionality and it is
assumed that high RS represents a risk factor and a cause of mental
health disorders (Rosenbach and Renneberg, 2011). RS is an
important concept that precedes behavioral reactions to social groups
and institutions that can be maladaptive and pathological over time
(Levy et al., 2001). It can cause individuals to react with actions that
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can undermine the success of the relationship in question, interrupt
the individuals pursuit of life goals, and even result in psychological
and physical distress (Downey and Feldman, 1996; Zimmer-Gembeck
et al,, 2016). There is a positive correlation between RS-Anxiety and
social anxiety, and emotional symptoms significantly mediated that
relationship, social anxiety. Also significantly predicted peer problems
in RS-Anxious youth (Tsirgielis, 2015). Downey et al. (1998) found
that the two most common types of RS affective reactions to potential
rejection reported were anxiety and anger. Thus, adolescents with
angry expectations of rejection are more likely to respond with anger
and hostility to a perceived rejection. Youth characterized by anxious
expectations of rejection are more likely to internalize the perceived
rejection, feel socially hopeless, become depressed, and eventually
withdraw from social interaction. Research suggests that RS becomes
automatically activated in response to rejection related cues in the
environment in order to prepare youth to defend against the threat of
rejection. Thus, these angry and anxious emotions are defensively
oriented, and allow the early adolescents to protect him or herself
from the possible threat of rejection (Tsirgiclis, 2015; Gao et al., 2021).

2.1 Causes of sensitivity to rejection

When we look at the reasons for high RS, we find many
suggestions and empirical results, especially when it occurs in an early
period and exposure to experiences of rejection by parents, teachers,
friends, and others who are important to the individual. Therefore,
many caregivers were responsible for shaping a high level of RS in
children and adolescents. Repeated hate and rejection behavior by
parents and peers also causes individuals to be exposed to hatred and
rejection in social interactions. According to Downey and Feldman
(1996), high RS represents an internal consequence of early rejection.
For example: physical and verbal violence, as well as covert rejection
(emotional neglect), make people with high RS tend to report family
problems, parental pressures, and aggressive behaviors within the
family. Jealousy in childhood and rejection by peers are identified
among the social causes of high RS. Among the reasons that lead to
RS are the style of parental and negative treatment and ignoring peers.
RS is understood from the characteristics that grow through repetition
and long experience of rejection, in addition to perception and
behavior in situations. Without a doubt, these characteristics are
supposed to be characterized by relative stability, especially in
threatening situations (Rosenbach and Renneberg, 2011).

2.2 (RS) among deaf and hard of hearing
(DHH) children

The primary school environment is an important initial
environment in education, because it includes the developmental stage
during which personality traits emerge. It is a stage that affects
personality stability and balance, and thus feelings of RS can lead to
negative social and psychological effects on students such as
withdrawal, isolation, anxiety in communicating with others, and low
self-esteem. Research conducted in general education settings, has
linked peer rejection, negative social emotional outcomes (Tetzner
etal., 2017; Mulvey et al., 2017) including bulling decreased levels of
classroom participation, and conduct problems (Tung and Lee, 2018).
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Stigma affects the mental health of deaf people, especially symptoms
of anxiety and depression, high rates of impulsivity, and psychological
loneliness, there is no doubt that social stigma leads to self-identity
disorder. Stigma among the deaf is considered one of the social
repercussions that exclude them from the hearing community as a
marginalized minority subject to discrimination (Chapman and
Dammeyer, 2017; Foss, 2014; Mousley and Chaudoir, 2018). Many
deaf people study in hearing classes and use sign language to
communicate, resulting in poor communication and interaction
between them, with increased chances of social isolation and fewer
opportunities to form friendships (Batten et al., 2013; Erdil and
Ertosun, 2011; Kushalnagar et al., 2010). Many deaf people are more
likely to be sensitive to rejection from hearing peers due to poor
communication, low social skills, violation of social rules, social
emotional difficulties, ridicule and teasing, loss and misinterpretation
of information, social isolation and rejection, stereotypes about deaf
people, and withdrawal and frustration in communication (Foster,
1998). According to Kouwenberg et al. (2012) Parents who are
sensitive toward their DHH children and challenge them to become
competent in the practical, emotional, cognitive and social domain
decrease their children’s chance to be victimized.

2.3 (RS) among learning disabilities (LD)
children

One cognitive-behavioral factor related to social maladjustment
is (RS), the tendency to “anxiously anticipate rejection, perceive it
easily, and overreact to it” (Downey et al., 1997). Children with
Attention deficit hyperactivity disorder (ADHD) also face rejection
from peers and negative interactions in their homes. Recent research
has linked childhood ADHD (Clarke et al., 2002) to oppositional
behavior and negative attachment. Negative outcomes seen in children
and adolescents with high RS include increased conflict with peers at
school and with staff as well as decreased social competence as rated
by teachers. Extended developmentally, young adult with ADHD may
continue to underestimate the likelihood of rejection in social
situations and, as a consequence, not feel anxious enough about
others’ reactions to register higher RS (Canu and Carlson, 2007). Peer
status is important for children and adolescents with learning
disabilities because students who are ostracized by their peers are at
risk for many childhood and adolescent disorders. Peer neglect of
students with learning disabilities is common in special education
classrooms, and peer acceptance is lower for students who received
special assistance in the resource room than for those who received
special education instruction from a general education teacher
(Wiener, 2004). Students with learning difficulties who are low in
status and peer acceptance suffer from social withdrawal from the
circle of peer and teacher relationships, are not chosen by peers to play
with, tend to engage in anti-social activities, and are less likely to
interact with teachers and classmates. Weak interpersonal
relationships lead to a lack of opportunities for social interaction with
teachers and peers, communication difficulties, low self-esteem and
self-concept, locus of control, and learned helplessness (Chan, 2000).
Research on students with learning difficulties in the school context
has indicated that they are often outcasts and ignored by their peers.
It has also been shown that they have low social adaptive skills, which
leads them to be ostracized by their peers. It has been shown that 8 out
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of 10 students are outcasts by their peers, and 7 out of 10 are not
considered friends by their peers, due to their low popularity and
sociability compared to their classmates.

2.4 Saudi Arabia’s education system
overview

Saudi Arabia’s public education system is supervised by the
Ministry of Education. The Kingdom offers free education for both
citizens and residents. The education system has three levels, which
are 6 years of elementary school for ages 6-12, 3 years of middle
school for ages 12-15, and 3 years of high school for ages 15-18
(Education, 2014). The education system is categorized by the
separation of schools for male and female students, which reflects
cultural norms. This distinction is maintained at all educational levels,
except during the early childhood stage. According to Article (16),
females’ schools are independent of males’ schools, with specific
provisions outlined in regulations approved by the Ministry of
Education. Additionally, Article (25) highlights the procedures for the
inclusion of students with disabilities into general education schools.
The placement of students with disabilities in general education
schools should follow methods by providing appropriate educational,
and instructional tools and evaluating students’ performance focusing
on students with disabilities characteristics, needs, and abilities
(Ministry of Education, 2024).

3 Aims of the study

The current study aimed to determine the significance of
awareness and preventing RS among teachers of students with
disabilities in inclusive schools. We provide a brief review of several
studies and models explaining RS, and we conclude with a discussion
of the main findings of the current study. As well as trying to answer
the following questions, guided by previous reviews and studies:

How do teachers perceive the causes and types of RS among
with  disabilities their
without disabilities?

students compared to peers

What are the psychological, social, and academic impacts of RS
on students with disabilities, and how do schools address
these challenges?

4 Methods
4.1 Design

The current study used a qualitative design methodology. The
specific method used to collect data was a semi-structured interview,
where participants shared their views on relevant issues in narrative
detail. Each interview lasted approximately 30 min. All interviews
were conducted in early 2024 and in Arabic. After obtaining
participants’ consent to audio recording, the interviews were
conducted via Zoom and then transcribed verbatim. Respondents
were asked to provide comments on the transcript, including clarifying
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or adding points when needed. This qualitative methodology was
chosen because of its ability to collect rich, personal, and detailed
responses. Questions were formulated to allow teachers to express
their perceptions of rejection sensitivity in inclusive primary schools.
The specific interview questions were: (1) what is rejection sensitivity?
(2) What are the causes of RS and what are its types? (3) Why do levels
of sensitivity to rejection differ according to the type of disability or
difficulty (learning disabilities, D/deaf and hard of hearing) between
students with disabilities and their peers without disabilities? (4) What
are the effects of RS on the child psychologically and socially and on
his academic achievement and interaction in the classroom? (5) What
is the role of the school in detecting, confronting, and reducing RS? (6)
Why are social, emotional, and sports activities programs important
in raising awareness about strategies to reduce RS in inclusive schools,
and how can teachers and parents intervene to promote inclusivity
between students with disabilities and their peers without disabilities?

4.2 Participants

The sample comprised 18 men teaching in inclusive government
primary schools in Saudi Arabia in Al-Ahasa. The participants taught
children between 6 and 12 years of age in inclusive programs. Six men
teaching Deaf children who communicate in sign language and finger
spelling, and 6 men teaching with hard of hearing children who
communicate with spoken language, 6 men teaching with learning
disabilities children who have difficulties in reading, writing, and math.

Each group of those teaching Deaf children, hard of hearing
children, and children with learning disabilities represented (33.33%)
of the total participant sample. The data presented in Table 1 highlights
the years of teaching experience for 18 participants (T1-T18). The
range of experience crosses from 5 to 30 years, with an average M of
15.39 years and a standard deviation SD of 7.44 years, indicating some
variability in the teaching experience of the participants. This
distribution includes teachers with a broad variety of experiences,
from early career of professionals to highly experienced educators. For
a detailed breakdown of each participant’s years of experience, please
refer to Table 1. For educational background, 14 (77.78%) participants
had completed a Bachelor’s degree and 4 (22.22%) participants had
completed a Master’s degree in special education. The researcher
initially approached potential respondents through their head teachers
after the approval of the educational administration. The Participants
were not offered any rewards.

4.3 Data analysis

This study followed Braun and Clarke’s (2006) six-step framework
for thematic analysis: familiarization, coding, searching for themes,
reviewing themes, defining and naming themes, and producing a
report. Due to the unique context of this research, an additional
translation step was incorporated.

4.4 Data collection

All interviews were conducted in Arabic, the native and preferred
language of the participants. The findings were reported in English
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TABLE 1 Number of participating teachers by their years of experience.

Teachers ‘ Years of experience
T1 5
T2 8
T3 7
T4 6
TS5 9
T6 10
T7 10
T8 15
T9 11
T10 13
T11 14
T12 19
T13 21
T14 20
T15 23
T16 25
T17 28
T18 30
M=15.22
Range = 30-5
SD =7.80

which is the language for publication and translation process were
explained in detail below. The researchers used Zoom as the medium
for convenience, and the interviews were recorded using the
application’s built-in recording feature. The participants in the study
were teachers from different areas in Al-Ahsa.

4.5 Translation process

To ensure accuracy and fidelity, the data underwent a thorough
translation process:

1. All interviews were transcribed in Arabic.

2. The transcripts were translated verbatim into English by the
researchers during data preparation and before analyzing the
data. This process has been mentioned by (Santos et al., 2015;
Lopez et al., 2008).

3. Abilingual peer reviewer, who was a university faculty member
proficient in both Arabic and English and experienced in
qualitative research methods, reviewed all English transcripts
to confirm they had the same meaning as the Arabic originals.
This step ensured the translation process met the
necessary standards.

4.6 Initial coding

Researchers independently coded the first four transcripts to
identify key ideas and then collaborated to finalize the initial coding
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list. The remaining transcripts were coded by the researcher, with no
major themes added after the initial round of coding. However, some
subthemes and categories were introduced to clarify the data and
enrich the thematic framework. These were discussed by researchers
to ensure credibility and trustworthiness (Brantlinger et al., 2005). A
table was created to organize similar statements and connect them to
the corresponding codes. Journal notes written during and after the
interviews also played an important role, as they helped the researcher
become familiar with participants’ words, improved translation
accuracy, and minimized potential bias (Ortlipp, 2008).

4.7 Finalizing themes

Following the initial coding, themes were finalized. Researchers
grouped related codes into broader thematic categories, aligning them
with the research questions. Subthemes were integrated into
overarching themes. The final step involved defining and naming the
themes to ensure they addressed the study’s purpose and objectives.
Specific participant quotes identified during earlier phases supported
the main themes, providing a rich, nuanced understanding of the data.
Supported by NVivo software, rigorous translation, and peer-review
processes, this structured and collaborative approach ensured the
depth, integrity, and methodological rigor of the analysis. By
systematically addressing the data, the study effectively captured the
participants’ experiences and perspectives, providing a nuanced
understanding of the phenomenon.

5 Results

This section presents five themes of the results regarding
participants’ perspectives on RS among students with disabilities.
Teachers shared insights into various aspects of RS, including its
definition, causes, manifestation across different types of disabilities,
its impact on students, and the role of the school climate in addressing
these challenges. The findings highlight the significant psychological
and emotional impacts of RS on students with disabilities, and the
critical role that schools and educators play in mitigating these effects.
For more information, please refer to Table 2, which provides a
detailed summary of participants’ contributions across these themes.
The following sub-sections explore these themes in greater detail,
drawing upon the experiences and views of the participating teachers.

5.1 Defining rejection sensitivity

The broad definition of rejection includes overt or covert, active
or passive, or physical or emotional acts that communicate rejection.
The participants agreed that RS is a type of psychological harm that
the student feels due to the expected anxiety of rejection and the
feeling of not being accepted. They also agreed with the research
definition that the behaviors of RS include social rejection and
isolation, whether perceived or realistic, between the student with
disabilities and his peers without disabilities. For example, according
to the teacher T3, T8 withdrawal behavior, the desire not to directly
or indirectly share on€’s activities with others, are frequent rejection-
sensitive behaviors.
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T5, T7, also commented: “The student who suffers from RS is
usually an introverted person. He deals with peers with some
apprehension, suspicion, and doubt, and feels that he is less than his
peers and that he is a victim of helplessness and sensory or physical
weakness” As for T11’s point of view, there is no child” He was not
sensitive to rejection, whether on an imaginary or realistic level”

5.2 Causes of rejection sensitivity

RS among children is a feeling of anger, marginalization, or
rejection. RS takes one of two forms: anxious rejection, which appears
in social anxiety, and angry rejection, which appears in withdrawal
and aggression. The child who becomes rejected may have been
neglected by his or her parents because of behavioral, cognitive, or
social problems that the child with disabilities exhibits. It may also
be due to feelings of inferiority compared to his siblings, and the
educational level of the parents plays an important role in establishing
feelings of inferiority. Many teachers see feelings of rejection and
neglect as a reaction to a lack of self-esteem and self-confidence. This
is a view that T3, T10, and T11, T15, T17, T18 where they said: “RS
can be evident by comparing the child to other peers without
disabilities who enjoy social acceptance and popularity” This applies
especially to children with disabilities according to the type of
disability, especially those with DHH, and LD, because these children
are increasingly at risk of psychological and social problems.

One of the most important reasons for RS, as mentioned by many
teachers, is the weak ability to develop friendship formation skills
between students with disabilities and their peers without disabilities.
Friendships may be from the same category due to the similarity in
disability and place of study. T8 commented that “RS may be due to
the family’s isolation in raising the child with disabilities, perhaps due
to social stigma.

A number of teachers agreed on “the importance of the positive
opportunities provided by the school environment to reduce feelings
of rejection and replace them with feelings of acceptance and social
affection. This is done by educating students about the importance of
accepting a colleague with disabilities, and sharing his activities and
practices that are acceptable at school. Encouraging him to play in
groups, listening to him, caring for him, and helping him” There is a
great deal of agreement among teachers T2,T6,19,T14,1T9,T12,15
about the types of rejection, especially since it is internal feelings
characterized by anxiety, hesitation, and fear of confrontation in
interactive situations, but it appears in withdrawal behavior in social
situations with\peers without disabilities.

5.3 Rejection sensitivity by types of
disabilities (DHH, LD)

Deaf and hard of hearing suffer from the risk of marginalization
and exclusion from social interactions in the school context, due to
differences between them and hearing individuals in communication
skills, social skills, emotional aspects, and differences in cognitive and
social emotional characteristics. This situation of rejection and low
social status occurs during interactions in play, the classroom, and
academic situations, and teachers can observe this in the classroom
and with peers. There is a great deal of agreement among teachers T3,
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TABLE 2 Participants’ contributions by themes related to RS.

10.3389/feduc.2025.1511176

Research questions  Interview questions Themes Percentage = Quote
How do teachers perceive the | What is rejection sensitivity? Defining 5 participants “The student who suffers from RS is usually an
causes and types of RS Rejection contributed to this | introverted person. He deals with peers with some
among students with Sensitivity theme, which is apprehension, suspicion, and doubt, and feels that he is
disabilities compared to their 27.78% of the total | less than his peers and that he is a victim of
peers without disabilities? participants helplessness and sensory or physical weakness.”
What are the psychological, What are the causes of RS and what are | Causes of 10 participants “RS can be evident by comparing the child to other
social, and academic impacts | its types? Rejection contributed to this | peers without disabilities who enjoy social acceptance
of RS on students with Sensitivity theme, which is and popularity”
special educational needs, 55.56% of the total
and how do schools address participants.
these challenges?
Why do levels of sensitivity to rejection | Rejection 10 participants Summary of quotes for teachers who teach students
differ according to the type of disability | Sensitivity by contributed to this | who are DHH (This situation of rejection and low
or difficulty (learning disabilities, D/ Types of theme, which is social status occurs during interactions in play, the
deaf and hard of hearing) between Disabilities: 55.56% of the total | classroom, and academic situations, and teachers can
students with disabilities and their peers participants. observe this in the classroom and with peers. There is a
without disabilities? great deal of agreement among teachers).
Summary of quotes for teachers who teach students
with LD (Students with learning difficulties also show
social difficulties, high rates of social isolation, fewer
friends, and a greater sense of psychological loneliness
than students without disabilities, as well as low self-
concept and poor social competence in general
education schools).
What are the effects of RS on the child Impact of 5 participants Summary of quotes (RS among children seems to
psychologically and socially and on his Rejection contributed to this | be increasing and expressed concern that if
academic achievement and interaction Sensitivity on theme, which is psychological intervention is not provided, they may
in the classroom? Children 27.78% of the total | become victims of greater psychological
participants. complications).
What is the role of the school in Role of School 7 participants “It is necessary for the school to provide a safe
detecting, confronting, and reducing Climate in contributed to this | environment for the student in which strategies to
RS? Addressing theme, which is reduce sensitivity to rejection can be activated,
Rejection 38.89% of the total = whether therapeutically or preventively.”
Sensitivity participants.
Why are social, emotional, and sports
activities programs important in raising
awareness about strategies to reduce RS
in inclusive schools, and how can
teachers and parents intervene to
promote inclusivity between students
with disabilities and their peers without
disabilities?

T6, T8, T10, T11, T12. On the other hand, studies provide a different
and positive view of social interactions between students with
disabilities and their peers in public schools, and that the level of
acceptance, participation, interaction and increasing number of
friends improves over time. Students with learning difficulties also
show social difficulties, high rates of social isolation, fewer friends,
and a greater sense of psychological loneliness than students without
disabilities, as well as low self-concept and poor social competence in
general education schools. There is a great deal of agreement among
teachers T13, T5, T16, T17.

Frontiers in Education

5.4 The impact of rejection sensitivity on
children

All participating teachers agreed that students who are sensitive
to rejection can suffer from long-term behavioral or emotional
problems. Specific problems observed by teachers included
isolation, shyness, low self-esteem, anxiety, depression, loneliness,
and introversion. Many teachers also indicated that these students
are prone to psychological and social problems. Many teachers
noted that students with RS often withdraw from social activities,
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do not interact with their peers, and refrain from participating in
any activities. According to T9, T5, T11 stated that RS among
children seems to be increasing and expressed concern that if
psychological intervention is not provided, they may become
victims of greater psychological complications. This view was
supported by T10, who suggested that the effects of RS are
manifested in students as signs of introversion and difficulty in
establishing social relationships with other peers. T12 suggested
that these children often suffer from a lack of confidence, which
leads to poor academic performance. They often show clear signs of
isolation, stress, anxiety, and depression.

5.5 Role of the school climate in addressing
rejection sensitivity

Teachers said it is hard to notice RS because it only shows
through behaviors in social interactions. This requires the
development of training or guidance programs for teachers,
specialists, and school administrators to raise awareness of the
manifestations of RS, its forms, and strategies to reduce it. Although
many special education teachers are specialized and qualified
academically and educationally, they do not have sufficient awareness
of their RS. T6 believes that “it is necessary for the school to provide
a safe environment for the student in which strategies to reduce RS
can be activated, whether therapeutically or preventively” T1
indicated that teachers should monitor and record children’s
behaviors that indicate feelings of RS and thus conduct case studies.
T13 suggested that the school develop a systematic method to
identify cases that may be the result of rejection. When the school
detects symptoms of rejection, participants agree that it should
be addressed quickly and that parents should be contacted to discuss
the readiness to provide psychological services, either within the
school through the social worker and student counselor or referral to
a specialized hospital. T2 stated that it is important for parents to
protect their children from manifestations of rejection and those
parents and teachers should facilitate the development of self-
confidence in students, in addition to educating them about the
harms of rejection. According to T2, the information they need to
take appropriate action to address the symptoms of rejection can
be provided. T18 advocated that school administration should host
workshops and meetings with students with disabilities and their
peers at the beginning of the school year and at other times during
the year during which stigmatization sensitivity is directly discussed.
In such meetings, students should be told how to recognize feelings
of stigmatization. T6, T16 argued that the school should involve
parents in these initiatives. This is because addressing stigmatizing
behaviors requires the integrated involvement of the community,
home, and school. T10 suggested that when the community, home,
and school work together, the occurrence of stigmatization symptoms
and their negative consequences can be mitigated. Participants
agreed that signs of RS are high among deaf and hard of hearing
students and those with learning difficulties. Therefore, these students
need effective intervention strategies to address RS. There is no doubt
that activating these strategies through training or guidance programs
in integration programs contributes to enhancing social interactions
with confidence between them and their peers and teachers in the
school context.
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6 Discussion
6.1 Defining rejection sensitivity

According to many researchers RS individuals are thought to
be especially attentive to social rejection cues and to have a lower
threshold for reacting to them, which jointly lead to more intense
emotional reactions (Romero-Canyas et al., 2010). RS is defined as a
personality disposition characterized by oversensitivity to social
rejection; individuals who are sensitive to social rejection tend to
anxiously or angrily expect, readily perceive, and intensely react to it
(Downey and Feldman, 1996; Downey et al., 1997). So, resulting in a
lower sense of belonging and lower perceived control over social
interactions (Khoshkam et al., 2012). All participants emphasized that
RS as a concept of related to expresses anxious anticipation of others’
actions. RS is a dynamic cognitive behavioral emotional state, In
addition, affects the individual’s perception of social reality through
negative expectations, and may take the form of perceived rejection
or actual rejection. So, may lead the individual to psychological
loneliness and internal disorders such as anxiety.

6.2 Causes of rejection sensitivity

The idea of integrating students with disabilities into public
schools came with the aim of developing the psychosocial and
academic aspects, but they were ostracized by their peers (Gamboa
etal, 2024). In addition, lack of opportunities for communication and
familiarity with classmates is a reason for not choosing peers, whether
in playing or walking during recess (Freire et al., 2019). So, due to
poor intellectual performance, they were more rude than their peers,
and this is linked to low social skills. Therefore, it is important for
teachers to play an important role in managing classes in a way that
supports student interaction and provides an environment in which
rejection disappears. The important factor that contributes to
increasing rejection and learning difficulties. A high percentage of
rejected students with learning difficulties are due to weak social skills
and social competence (Monjas et al., 2014). Weak communication
skills and lack of interaction with peers may be a reason for the lack
of acceptance, in addition to the lack of familiarity with the classmate
(Rose et al., 2016). Also, behavioral characteristics are associated with
peer rejection, as rejected students tend to show aggressive or
introverted behaviors, both of which are associated with rejection,
especially in the primary stage (Gamboa et al., 2024). Because students
with disabilities have some unacceptable behaviors or a lack of
similarities and common interests due to their educational needs.

6.3 The impact of rejection sensitivity on
children

RS negatively impacts students’ personalities by creating cognitive-
emotional schemas for misinterpreting social interactions, implied or
real. Some previous studies have confirmed that those with higher levels
of RS experience signs of maladaptive behavior, including withdrawal
from social interactions, anxiety, and depressive symptom (Zimmer-
Gembeck et al,, 2014). Numerous studies have shown that RS is an
indicator of the knowledge and diagnosis of mental health issues in
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students such as anxiety, anger, depressive symptoms, social withdrawal,
avoidance of social interaction with peers and others, and feelings of
psychological loneliness (Schaan et al., 2020; Zimmer-Gembeck et al.,
2016). Downey and Feldman (1996) argue that RS is a product of early
and long-term experiences of rejection in childhood RS is also elevated
in individuals with borderline personality (Rosenbach and Renneberg,
2014). The previous research emphasizes the importance of cognitive-
affective information processing elements, such as RS, in the association
between rejection experiences and borderline features. It discovered that
peer rejection is inextricably connected to borderline features, probably
due to dysfunctional interaction patterns, perhaps due to parental
rejection in early childhood. Peer rejection refers to low acceptance and
social status in the classroom, reaching the point of hating someone,
avoiding interaction with them, and excluding them from participating
in group activities. Peer rejection is associated with the emergence of
aggressive behaviors, and difficulties in emotional regulation. In
contrast, integration refers to the degree of social acceptance by peers,
the presence of important friends, and the presence of a school climate
that provides positive relationships that contribute to harmony among
peers (Juvonen et al., 2019).

6.4 Rejection sensitivity by types of
disabilities (DHH, LD)

The literature review carried out reveals that, despite extensive
research on RS for students with disabilities have not received enough
attention (Monjas et al., 2014). So, some researchers have noted that
RS increased among individuals with Deaf and hard of hearing due to
communication disorders, social maladjustment, and emotional
disorders (e.g., Broomhead, 2019; Batten et al., 2013; Mousley and
Chaudoir, 2018). The results of some research have shown that
students with disabilities in general education classes are accepted to
a lesser extent and rejected to a greater extent than their peers (Baydik
and Bakkaloglu, 2009; Frederickson, 2010; Nowicki, 2003). In the
Kingdom of Saudi Arabia in particular and the Arab environment in
general, the issue of RS between students with disabilities and their
peers in public schools has not been addressed. Therefore, we will take
into account the contributions of researchers in other environments,
noting the existence of differences in educational and cultural systems.

Many researchers have noted that increased RS among individuals
with ADHD traits (Babinski et al., 2019; Jaisle et al., 2023), some view
RS as a core aspect of emotional disorders (Faraone et al., 2019).
Research findings confirm the association between childhood ADHD
and oppositional behavior associated with negative attachment,
meaning that rejection by parents can in some cases be an ongoing
problem, and they find it difficult to maintain relationships (Kwon
etal, 2018), and modify behavior in line with social norms (Schreuer
and Dorot, 2017). Individuals with ADHD often avoid others and feel
stressed when they face rejection. RS is associated with lower quality
of life and social support, lower psychological well-being, and a
positive association with depressive symptoms (Ayduk et al., 2000; De
Rubeis et al., 2017; Ng and Johnson, 2013).

There is no doubt that psychological resilience enhances the
ability to cope with RS and stress in stressful situations, including
social rejection (Verdolini et al., 2021). The strategy of pausing, then
thinking and assessing the situation calmly and responding more
effectively allows for a reduction in sensitivity to perceived rejection.
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Creative thinking contributes to solving social problems, as
hyperactive individuals can develop strategies to confront potential
rejection and reduce its psychological impact (Miiller et al., 2024).
There is no doubt that positive social interactions contribute to
changing individuals’ perception of social cues and perception of
rejection. Hussain (2024) found a direct predictive relationship
between ADHD symptoms and RS, as it is due to prior rejection,
perhaps from parents or peers (Gardner et al., 2020).

When the degrees of parental rejection of children with learning
difficulties are high, they will face more problems in their academic
and social lives, and there is no doubt that the level of acceptance will
affect emotional, behavioral and social development.

There is no doubt that learning difficulties are a complex condition
in which many personal, behavioral and educational factors affect
them, but with the change of the medical paradigm to the social
environmental paradigm, the focus was on the important role of social
environmental factors due to their comprehensive impact on the child’s
life. The results of previous studies (e.g., Ayar et al., 2024) showed that
parents of children with learning difficulties have high degrees of
perceived rejection and higher rejection than mothers. This rejection
is common in families with low income and low socioeconomic status.

The recent studies indicated that relationship between the severity
of learning difficulties and the degrees of parental acceptance and
rejection, and the higher the degrees of rejection, the less acceptable
social behaviors (Ayar et al., 2024).

Studies by (e.g., Cheshire and Campbell, 1997; McLachlan et al.,
2010) indicate that students with learning disabilities are more
susceptible to rejection, due to their low sense of social status and
self-esteem, and perhaps to their exposure to peer, home and teacher
pressure due to their slow understanding of social cues in interactions
with others. This feeling of inferiority increases their RS and
misinterpretation of others’ behaviors toward them. Peer relationships
in children and adolescents with learning disabilities are certainly
important for behavioral adjustment. Researchers focus on peer
status, friendship, and psychological well-being. Although these areas
are interrelated, it is important to distinguish between them because
they relate to behavioral adjustment in multiple ways. Peer status
indicates how well individuals are liked or disliked by peer groups
with which they interact on a regular basis, such as classmates.

6.5 Role of the school climate in
addressing rejection sensitivity

The school climate with inclusive seeks to dissolve the differences
between exceptional students and their peers. Naturally, sensory
deficits whether complete or partial deafness, affect the personality of
students and make them more hypersensitive, which is reflected in
their interactions with peers. Therefore, rejection may be perceived
due to deaf and hard of hearing students misinterpreting social
interactions in the school context, or due to people avoiding
interacting with them. Due to the deaf and hard of hearing, and
Learning disabilities feeling of inferiority, low social acceptance, and
weak effective communication skills, they are vulnerable to feelings
of rejection.

School climate may contribute to moderating peer relationships
and reducing RS. A high-quality school climate provides more
opportunities for social support for teacher-student interactions.
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School climate may improve negative perceptions of perceived or
actual RS. Previous evidence suggests that a positive school climate can
mitigate the negative consequences of daily obstacles, thereby
enhancing subjective well-being (Hatzichristou et al, 2020). In
addition, quality of friendship mitigates the detrimental effect of RS on
mental health (Efeoglu and Sen, 2022). No doubt that a pleasant school
climate encourages students with disabilities to interacting with others
(Yang et al., 2019). Students with disabilities are accepted with their
peers in general education schools, but placing them in small groups
for individual instruction in resource rooms and isolating them for part
of the school day highlights their disabilities in ways that are likely to
hinder their acceptance and the development of friendships (Juvonen
etal., 2019). This makes individuals feel more stigma, helplessness, and
discrimination, which decrease their performance.

One of the major aims for the inclusion of pupils with disabilities
within the mainstream classroom is to reduce prejudice and increase
social interaction among children. Nevertheless, research has shown
that pupils with disabilities remain less accepted by and may experience
greater loneliness, and few children with disabilities achieved even
average social acceptance (Broomhead, 2019; Caballero, 2024). Previous
studies (e.g., Beaudoin et al., 2024; Gamboa et al., 2024) indicated that
teachers of students with learning difficulties confirmed that schools
could activate multiple methods that help outcasts integrate into their
peer group. Such students join less critical, more homogeneous and
accepting groups. Also, encourage gradual integration by providing
opportunities for the student to work in a small group so that
he gradually feels comfortable. Teachers focusing on students’ special
abilities and involving them in activities that they like will give them
self-confidence and achieve status among their peers, and provide
opportunities for discussion. Identifying teachers” perceptions about
some strategies such as self-regulation, cognitive reorganization,
motivation and encouragement, realistic thinking about problems and
social support are all factors that help protect against RS.

Therefore, deaf and hard-of-hearing students, as well as those with
learning difficulties, need affirmative education programs because they
strengthen the student’s sense of his personality, prevent him from being
defeated, and bear personal responsibility with courage. Also, treating
shyness and introversion and correcting unbelievable thoughts through
family counseling, which is what modern trends in family psychological
counseling, to confront the risks of learned helplessness, behavioral
problems, and social withdrawal. Some strategies to cope with RS, such
as problem solving, cognitive restructuring, social support, emotional
expression, dialog and discussion to support the expression of opinions
and ideas, and self-monitoring, help the individual understand ways of
dealing to reduce RS (Elballah, 2021).

7 Limitations and conclusions

The perceptions provided by teachers during the interviews may
be limited to their views and experiences in the educational context. The
questions may be limited because only a few studies have been conducted
on teachers’ perceptions of RS, and appropriate interventions to reduce it,
the study included a small sample, and all interviewees were men.
Certainly, future research could include data from larger samples of
participants, however, and the insights from this study may help schools
develop effective training programs to reduce feelings of rejection among
people with disabilities in mainstream schools.
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Perceptions of what teachers observe can play a critical role in
determining what actions can be taken to prevent or reduce RS. Based
on the results of the current study, the importance of the role of
teachers and schools in developing and adopting methods of
preventing or reducing RS in integration schools at the primary level
becomes clear. Reducing RS requires providing a safe, psychologically
and socially supportive educational environment, and working
within an environment characterized by harmony, understanding
and mutual respect between teachers and students with disabilities at
school and within the classroom. To prevent RS, schools need to
apply an integrated therapeutic approach that involves teachers,
administrators, and social support networks, in addition to the
student with disabilities affected by RS, to address the problem in a
manner consistent with the school’s orientations and the social and
cultural environment.

The current study focused on teachers’ perceptions of RS among
deaf, hard of hearing and learning disabled students. The results
showed the need for integrated strategies to address RS among
students and their peers. The level of these students in communication
skills, social interaction and academic achievement contribute to
increasing RS, whether perceived or perceived. Therefore, it is
necessary to focus on coping strategies such as cognitive
restructuring, emotional regulation, improving communication
skills, acceptance and commitment therapy and dialectical
behavior therapy.

Future research might also secure data from female teachers, to
investigate gender differences and similarities among teachers in
feelings of RS. It is also clear that teachers agree that RS is a problem
in schools. It is useful for teachers to pay attention to behaviors that
indicate the presence of feelings of RS and thus use coping strategies
appropriate to reducing feelings of RS among students with
disabilities. The current study aimed to report teachers” perceptions
of RS, as well as to reveal the negative consequences of RS such as
anxiety, stigma, low self-esteem, and poor personal and social
adjustment. There is a need for training programs based on coping
strategies to address SR among students with disabilities in
inclusive schools.

Data availability statement

The datasets presented in this article are not readily available
because the researcher guaranteed the privacy and confidentiality of
all responses at every phase of the data collection process. The
researcher audio-recorded each interview using a digital device. The
interviews were transcribed verbatim. Thematic analysis was
conducted using mixed descriptive and inductive methods based on
a computer software program available with NVivo software. Requests
to access the datasets should be directed to AA, abdulrahman.
alsayedd@gmail.com.

Ethics statement

This study was conducted in accordance with the Declaration of
Helsinki, and approved by the Scientific Research Ethics Committee
at King Faisal University (protocol code: 4527929; date of approval: 10
March 2024). The studies were conducted in accordance with the local

frontiersin.org


https://doi.org/10.3389/feduc.2025.1511176
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
mailto:abdulrahman.alsayedd@gmail.com
mailto:abdulrahman.alsayedd@gmail.com

Elballah and Alsayed

legislation and institutional requirements. The participants provided
their written informed consent to participate in this study. Written
informed consent was obtained from the individual(s) for the
publication of any potentially identifiable images or data included in
this article.

Author contributions

KE: Writing - original draft, Writing - review & editing. AA:
Writing - original draft, Writing - review & editing.
Funding

The author(s) that
received for the research, authorship, and/or publication of this

declare financial support was

article. The authors acknowledge the Dean of Scientific Research
at King Faisal University for providing financial support for this
research under grant number KFU250024.

References

Ayduk, O., Mendoza-Denton, R., Mischel, W,, Downey, G., Peake, P, and
Rodriguez, M. (2000). Regulating the interpersonal self: strategic self-regulation for
coping with rejection sensitivity. J. Pers. Soc. Psychol. 79, 776-792. doi: 10.1037/0022-
3514.79.5.776

Ayduk, O., Downey, G., and Kim, M. (2001). Rejection sensitivity and depressive
symptoms in women. Personal. Soc. Psychol. Bull. 27, 868-877. doi: 10.1177/0146
167201277009

Ayar, G., Yalgin, S., Artan, O., Kahveci, A., and Cép, E. (2024). Which factors
accompany maternal acceptance-rejection in children with specific learning disabilities?
BMC Psychiatry 24:119. doi: 10.1186/s12888-024-05584-8

Babinski, D., Kujawa, A., Kessel, E., Arfer, K., and Klein, D. (2019). Sensitivity to peer
feedback in young adolescents with symptoms of ADHD: examination of
neurophysiological and self-report measures. ] Abnormal Child Psychol. 47, 605-617.
doi: 10.1007/s10802-018-0470-2

Batten, G., Oakes, P,, and Alexander, T. (2013). Factors associated with social
interactions between deaf children and their hearing peers: systematic literature review.
J. Deaf. Stud. Deaf. Educ. 19, 285-302. doi: 10.1093/deafed/ent052

Baydik, B., and Bakkaloglu, H. (2009). Predictors of sociometric status for low
socioeconomic status elementary mainstreamed students with and without special
needs. Kuram Ve Uygulamada Egitim Bilimleri 9, 435-445.

Beaudoin, E., Blackburn, S., Hove, I, and Sladeczek, I. (2024). Interventions targeting
anxiety in individuals with learning disabilities: a scoping review. Learn. Disabil. Res.
Pract. 5:9388982241295772. doi: 10.1177/09388982241295772

Brantlinger, E., Jimenez, R., Klingner, J., Pugach, M., and Richardson, V. (2005).
Qualitative studies in special education. Except. Child. 71, 195-207. doi:
10.1177/001440290507100205

Braun, V., and Clarke, V. (2006). Using thematic analysis in psychology. Qual. Res.
Psychol. 3, 77-101. doi: 10.1191/1478088706qp0630a

Broomhead, K. (2019). Acceptance or rejection? The social experiences of children
with special educational needs and disabilities within a mainstream primary school.
Education 47, 877-888. doi: 10.1080/03004279.2018.1535610

Caballero, C. M. (2024). From specialized classrooms to mainstream classrooms: a
study on the inclusion of students with special educational needs from the voices of their
mainstream peers. Educ. Sci. 14:452. doi: 10.3390/educscil4050452

Canu, W, and Carlson, C. (2007). Rejection sensitivity and social outcomes of
young adult men with ADHD. J. Atten. Disord. 10, 261-275. doi: 10.1177/10870547
06288106

Chan, S. (2000). Peer relationships of elementary school students with learning
disabilities in Taiwan. Madison, W1: The University of Wisconsin-Madison.

Chapman, M., and Dammeyer, J. (2017). The significance of deaf identity for
psychological well-being. J. Deaf. Stud. Deaf. Educ. 22, 187-194. doi: 10.1093/
deafed/enw073

Cheshire, G., and Campbell, M. (1997). Adolescent coping: Differences in the styles
and strategies used by learning disabled compared to non learning disabled adolescents.
J Psychol Counsell Schools. 7, 65-74. Available at: http://eprints.qut.edu.au/
archive/00004324

Frontiers in Education

11

10.3389/feduc.2025.1511176

Conflict of interest

The authors declare that the research was conducted in the
absence of any commercial or financial relationships that could
be construed as a potential conflict of interest.

Generative Al statement

The author(s) declare that no Generative AI was used in the
creation of this manuscript.

Publisher’'s note

All claims expressed in this article are solely those of the authors
and do not necessarily represent those of their affiliated organizations,
or those of the publisher, the editors and the reviewers. Any product
that may be evaluated in this article, or claim that may be made by its
manufacturer, is not guaranteed or endorsed by the publisher.

Clarke, L., Ungerer, J., Chahoud, K., Johnson, S., and Stiefel, I. (2002). Attention deficit
hyperactivity disorder is associated with attachment insecurity. Clin. Child Psychol.
Psychiatry 7, 179-198. doi: 10.1177/1359104502007002006

De Rubeis, J., Lugo, R., Witthoft, M., Siitterlin, S., Pawelzik, M., and Vogele, C. (2017).
Rejection sensitivity as a vulnerability marker for depressive symptom deterioration in
men. PLoS One 12:e0185802. doi: 10.1371/journal.pone.0185802

Downey, G., and Feldman, S. I. (1996). Implications of rejection sensitivity for
intimate relationships. J. Pers. Soc. Psychol. 70, 1327-1343. doi: 10.1037/0022-3514.
70.6.1327

Downey, G., Khouri, H., and Feldman, S. (1997). “Early interpersonal trauma and later
adjustment: the meditational role of rejection sensitivity” in Developmental perspectives
on trauma: Theory, research, and intervention. eds. D. Cicchetti and S. L. Toth
(Rochester, NY: University of Rochester Press), 85-114.

Downey, G., Lebolt, A., Rincén, C., and Freitas, A. (1998). Rejection sensitivity and
children’s interpersonal difficulties. Child Dev. 69, 1074-1091. doi: 10.1111/j.1467-8624.
1998.tb06161.x

Downey, G., Mougios, V., Ayduk, O., London, B., and Shoda, Y. (2004). Rejection sensitivity
and the defensive motivational system: insights from the startle response to rejection cues.
Psychol. Sci. 15, 668-673. doi: 10.1111/1.0956-7976.2004.00738.x

Education. (2014). The embassy of the Kingdom of Saudi Arabia. Available at: https://
www.saudiembassy.net/education (Accessed December 19, 2024).

Efeoglu, B., and Sen, C. (2022). Rejection sensitivity and mental well-being: the
positive role of friendship quality. Pers. Relat. 29, 4-23. doi: 10.1111/pere.12403

Elballah, K. (2021). Effectiveness of coping strategies program in reducing the
rejection sensitivity and social anxiety with college students. Univ. J. Educ. Res. 9,
901-910. doi: 10.13189/ujer.2021.090502

Erdil, O., and Ertosun, O. (2011). The relationship between social climate and
loneliness in the workplace and effects on employee well-being. Procedia. Soc. Behav. Sci.
24, 505-525. doi: 10.1016/j.sbspro.2011.09.091

Faraone S., Rostain A., Blader J., Busch B., Childress A., Connor D, et al. (2019).
Practitioner review: emotional dysregulation in attention-deficit/hyperactivity disorder
- implications for clinical recognition and intervention. J Child Psychol Psychi. 60,
133-50. doi: 10.1111/jcpp.12899

Foster, S. (1998). Communication as social engagement: implication for interaction
between deaf and hearing persons. Scand. Audiol. 27, 116-124. doi: 10.1080/01050
3998420748

Foss, K. (2014). (De) stigmatizing the silent epidemic: representations of hearing loss
in entertainment television. Health Commun. 29, 888-900. doi: 10.1080/10410236.
2013.814079

Frederickson, N. (2010). THE GULLIFORD LECTURE: Bullying or befriending?
Children’s responses to classmates with special needs. British ] Spec Edu. 37, 4-12. doi:
10.1111/j.1467-8578.2009.00452.x

Freire, S., Gamboa, P, and Garcia Bacete, Y. (2019). Razones de Desagrado en las
Chicas de Cuarto, Sexto y Octavo Curso en Portugal” [Reasons for Rejecting a Classmate
Expressed by 4th, 6th and 8th Grade Girls, in Portugal]. Intern. J. Develop. Educa.
Psychol. 1, 161-172. doi: 10.17060/ijodaep.2019.n1.v2.1424

frontiersin.org


https://doi.org/10.3389/feduc.2025.1511176
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
https://doi.org/10.1037/0022-3514.79.5.776
https://doi.org/10.1037/0022-3514.79.5.776
https://doi.org/10.1177/0146167201277009
https://doi.org/10.1177/0146167201277009
https://doi.org/10.1186/s12888-024-05584-8
https://doi.org/10.1007/s10802-018-0470-2
https://doi.org/10.1093/deafed/ent052
https://doi.org/10.1177/09388982241295772
https://doi.org/10.1177/001440290507100205
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/03004279.2018.1535610
https://doi.org/10.3390/educsci14050452
https://doi.org/10.1177/1087054706288106
https://doi.org/10.1177/1087054706288106
https://doi.org/10.1093/deafed/enw073
https://doi.org/10.1093/deafed/enw073
http://eprints.qut.edu.au/archive/00004324
http://eprints.qut.edu.au/archive/00004324
https://doi.org/10.1177/1359104502007002006
https://doi.org/10.1371/journal.pone.0185802
https://doi.org/10.1037/0022-3514.70.6.1327
https://doi.org/10.1037/0022-3514.70.6.1327
https://doi.org/10.1111/j.1467-8624.1998.tb06161.x
https://doi.org/10.1111/j.1467-8624.1998.tb06161.x
https://doi.org/10.1111/j.0956-7976.2004.00738.x
https://www.saudiembassy.net/education
https://www.saudiembassy.net/education
https://doi.org/10.1111/pere.12403
https://doi.org/10.13189/ujer.2021.090502
https://doi.org/10.1016/j.sbspro.2011.09.091
https://doi.org/10.1111/jcpp.12899
https://doi.org/10.1080/010503998420748
https://doi.org/10.1080/010503998420748
https://doi.org/10.1080/10410236.2013.814079
https://doi.org/10.1080/10410236.2013.814079
https://doi.org/10.1111/j.1467-8578.2009.00452.x
https://doi.org/10.17060/ijodaep.2019.n1.v2.1424

Elballah and Alsayed

Garthe, K., Dingley, C. E., and Johnson, M. (2020). A historical and contemporary
literature review of rejection sensitivity in marginalized populations. J. Health Disp. Res.
Prac. 13, 1-28.

Gao, S., Assink, M, Liu, T., Chan, K., and Ip, P. (2021). Associations between rejection
sensitivity, aggression, and victimization: a meta-analytic review. Trauma Violence Abuse
22, 125-135. doi: 10.1177/1524838019833005

Gardner, A., Zimmer-Gembeck, M., and Modecki, K. (2020). A longitudinal model
of rejection sensitivity and internalizing symptoms: testing emotion regulation deficits
as a mechanism and outcome of symptoms. J. Pers. 88, 1045-1057. doi: 10.1111/
jopy.12549

Gamboa, P, Freire, S., Anica, A., Joao Mogarro, M., Fatima Moreira, M., and Vaz da
Silva, F. (2024). Correlates of rejection by the peer group: a study comparing students
with and without SEN. Int. J. Incl. Educ. 28, 381-401. doi: 10.1080/13603116.
2021.1941314

Hatzichristou, C., Lianos, P, Lampropoulou, A., and Stasinou, V. (2020). Individual
and systemic factors related to safety and relationships in schools as moderators of
adolescents’ subjective well-being during unsettling times. Contemp. Sch. Psychol. 24,
252-265. doi: 10.1007/s40688-020-00298-6

Hussain, A. (2024). Social-emotional outcomes in emerging adults with ADHD: the
influence of self-compassion on peer rejection, rejection sensitivity, and psychological
distress. Theses and Dissertations (Comprehensive) 2628 [Master's thesis]. Waterloo,
ON: Wilfrid Laurier University. Available at: https://scholars.wlu.ca/etd/2628

Jaisle, E., Groves, N., Black, K., and Kofler, M. (2023). Linking ADHD and ASD
symptomatology with social impairment: the role of emotion dysregulation. Res. Child
Adoles. Psychopathol. 51, 3-16. doi: 10.1007/s10802-022-00982-6

Jobe, R. (2003). Emotional and physiological reactions to social rejection: The
development and validation of the tendency to expect rejection scale and the relationship
between rejection expectancy and responses to exclusion. Knoxville, TN: The University
of Tennessee.

Juvonen, J., Lessard, L., Rastogi, R., Schacter, H., and Smith, D. (2019). Promoting
social inclusion in educational settings: challenges and opportunities. Educ. Psychol. 54,
250-270. doi: 10.1080/00461520.2019.1655645

Khoshkam, S., Bahrami, F, Ahmadi, S., Fatehizade, M., and Etemadi, O. (2012).
Attachment style and rejection sensitivity: the mediating effect of self-esteem and worry
among Iranian college students. Eur. J. Psychol. 8, 363-374. doi: 10.5964/ejop.v8i3.463

Kouwenberg, M., Rieffe, C., Theunissen, S., and de Rooij, M. (2012). Peer victimization
experienced by children and adolescents who are deaf or hard of hearing. PLoS One
7:€52174. doi: 10.1371/journal.pone.0052174

Kushalnagar, P, Topolski, T., Schick, B., Edwards, T., Skalicky, A., and Patrick, D.
(2010). Mode of communication, perceived level of understanding, and perceived
quality of life in youth who are deaf or hard-of-hearing. J. Deaf. Stud. Deaf. Educ. 16,
512-523. doi: 10.1093/deafed/enr015

Kwon, S., Kim, Y., and Kwak, Y. (2018). Difficulties faced by university students with
self-reported symptoms of attention-deficit hyperactivity disorder: a qualitative study.
Child Adolesc. Psychiatry Ment. Health 12:12. doi: 10.1186/s13034-018-0218-3

Levy, S., Ayduk, O., and Downey, G. (2001). “The role of rejection sensitivity in
people’s relationships with significant others and valued social groups” in Interpersonal
rejection. ed. M. R. Leary (New York, NY: Oxford University Press), 251-289.

London, B., Downey, G., Bonica, C., and Paltin, I. (2007). Social causes and
consequences of rejection sensitivity. J. Res. Adolesc. 17, 481-506. doi:
10.1111/j.1532-7795.2007.00531.x

Lopez, G. I, Figueroa, M., Connor, S. E., and Maliski, S. L. (2008). Translation barriers
in conducting qualitative research with Spanish speakers. Qual. Health Res. 18,
1729-1737. doi: 10.1177/1049732308325857

Marston, E., Hare, A., and Allen, J. (2010). Rejection sensitivity in late adolescence:
social and emotional sequelae. ] Res. Adolesc. 20, 959-982. doi:
10.1111/j.1532-7795.2010.00675.x

Metsala, J., Galway, T., Ishaik, G., and Barton, V. (2016). Emotion knowledge, emotion
regulation, and psychosocial adjustment in children with nonverbal learning disabilities.
Child Neuropsychol. 23, 609-629. doi: 10.1080/09297049.2016.1205012

McLachlan, J., Zimmer-Gembeck, M., and McGregor, L. (2010). Rejection sensitivity
in childhood and early adolescence: peer rejection and protective effects of parents and
friends. J. Relationships Res. 1, 31-40. doi: 10.1375/jrr.1.1.31

Ministry of Education. (2024). Ministry of education. Available at: https://moe.gov.
sa/en/Pages/default.aspx (Accessed December 19, 2024).

Mousley, V., and Chaudoir, S. (2018). Deaf stigma: Links between stigma and well-
being among deaf emerging adults. J. Deaf Stu. Deaf Educ. 23, 341-350. doi: 10.1093/
deafed/eny018

Mulvey, L., Boswell, C., and Zheng, J. (2017). Causes and consequences of social

exclusion and peer rejection among children and adolescents. Rep. Emot. Behav.
Disorders Youth 17, 71-75.

Miiller, V., Mellor, D., and Piké, B. (2024). Associations between ADHD symptoms and
rejection sensitivity in college students: exploring a path model with indicators of mental
well-being. Learn. Disabil. Res. Pract. 39, 223-236. doi: 10.1177/09388982241271511

Monjas, M., Martin-Anton, L., Garcia-Bacete, E, and Sanchiz, M. (2014). Rejection
and victimization of students with special educational needs in first grade of primary
education. Anales Psicol. 30, 499-511. doi: 10.6018/analesps.30.2.158211

Frontiers in Education

12

10.3389/feduc.2025.1511176

Ng, T., and Johnson, S. (2013). Rejection sensitivity is associated with quality of life,
psychosocial outcome, and the course of depression in euthymic patients with bipolar
I disorder. Cogn. Ther. Res. 37, 1169-1178. doi: 10.1007/s10608-013-9552-1

Nowicki, E. (2003). A meta-analysis of the social competence of children with learning
disabilities compared to classmates of low and average to high achievement. Learn.
Disabil. Q. 26, 171-188. doi: 10.2307/1593650

Ortlipp, M. (2008). Keeping and using reflective journals in the qualitative research
process. Qual. Rep. 13, 695-705. doi: 10.46743/2160-3715/2008.1579

Preti, E., Casini, E., Richetin, J., De Panfilis, C., and Fontana, A. (2020). Cognitive and
emotional components of rejection sensitivity: independent contributions to adolescent
self-and interpersonal functioning. Assessment 27, 1230-1241. doi: 10.1177/107319
1118817866

Romero-Canyas, R., Downey, G., Berenson, K., Ayduk, O., and Kang, N. (2010).
Rejection sensitivity and the rejection-hostility link in romantic relationships. J. Pers.
78, 119-148. doi: 10.1111/j.1467-6494.2009.00611.x

Rose, K., Barahona, D., and Muro, J. (2016). Peer perceptions of students receiving
pull-out services in elementary school: a multi-age study. Int. J. Incl. Educ. 21, 376-388.
doi: 10.1080/13603116.2016.1197323

Rowe, S., Gembeck, M., Rudolph, J., and Nesdale, D. (2015). A longitudinal study of
rejecting and autonomy-restrictive parenting, rejection sensitivity, and socioemotional
symptoms in early adolescents. J. Abnorm. Child Psychol. 43, 1107-1118. doi: 10.1007/
$10802-014-9966-6

Rosenbach, C., and Renneberg, B. (2014). Rejection sensitivity as a mediator of the
relationship between experienced rejection and borderline characteristics. Personal.
Individ. Differ. 69, 176-181. doi: 10.1016/j.paid.2014.05.032

Rosenbach, C., and Renneberg, B. (2011). Rejected, excluded, ignored: the perception
of social rejection and mental disorders-a review. Verhaltenstherapie 21, 87-98. doi:
10.1159/000328839

Sandstrom, M., Cillessen, A., and Eisenhower, A. (2003). Children's appraisal of peer
rejection experiences: impact on social and emotional adjustment. Soc. Dev. 12,
530-550. doi: 10.1111/1467-9507.00247

Santos, H. P. O, Black, A. M., and Sandelowski, M. (2015). Timing of translation in
cross-language qualitative research. Qual. Health Res. 25, 134-144. doi:
10.1177/1049732314549603

Schaan, V., Schulz, A., Bernstein, M., Schachinger, H., and Vogele, C. (2020). Effects
of rejection intensity and rejection sensitivity on social approach behavior in women.
PLoS One 15, 1-17. doi: 10.1371/journal.pone.0227799

Schreuer, N., and Dorot, R. (2017). Experiences of employed women with attention
deficit hyperactive disorder: a phenomenological study. Work 56, 429-441. doi: 10.3233/
WOR-172509

Shaw, A. (2017). Inclusion: the role of special and mainstream schools. Br. J. Special
Educ. 44:292 312. doi: 10.1111/1467-8578.12181

Smart Richman, L., and Leary, M. (2009). Reactions to discrimination, stigmatization,
ostracism, and other forms of interpersonal rejection: a multimotive model. Psychol. Rev.
116, 365-383. doi: 10.1037/a0015250

Stephen, E (2012). Appearance -based sensitivity among college freshmen. [Degree
of doctoral]. Columbus, OH: Ohio State University.

Tetzner, J., Becker, M., and Maaz, K. (2017). Development in multiple areas of life in
adolescence: interrelations between academic achievement, perceived peer acceptance,
and self-esteem. Int. J. Behav. Dev. 41, 704-713. doi: 10.1177/0165025416664432

Tsirgielis, C. (2015). Rejection sensitivity in early adolescents. [master degree] the faculty of
graduate and postdoctoral studies. Vancouver, BC: The University of British Columbia.

Tung, L, and Lee, S. (2018). Context-specific associations between harsh parenting
and peer rejection on child conduct problems at home and school. J. Clin. Child Adolesc.
Psychol. 47, 642-654. doi: 10.1080/15374416.2015.1102071

Verdolini N., Amoretti S., Montejo L., Garcia-Rizo C., Hogg B., Mezquida G., et al.
(2021). Resilience and mental health during the COVID-19 pandemic. ] Affective Dis.
283, 156-64. doi: 10.1016/j.jad.2021.01.055

Waddington, E., and Reed, P. (2017). Comparison of the effects of the mainstream and
special school on national curriculum outcomes in children with autism spectrum
disorder: an archive-based analysis. J. Res. Spec. Educ. Needs 17, 132-142. doi:
10.1111/1471-3802.12368

Weinstock, L., and Whisman, M. (2006). Neuroticism as a common feature of the
depressive and anxiety disorders: a test of the revised integrative hierarchical model in
a national sample. J. Abnorm. Psychol. 115, 68-74. doi: 10.1037/0021-843X.115.1.68

Wiener, J. (2004). Do peer relationships foster behavioral adjustment in children with
learning disabilities? Learn. Disabil. Q. 27, 21-30. doi: 10.2307/1593629

Yang, E, Li, X, and Zhu, H. (2019). School climate and adolescent’ social adjustment:
a moderated mediation model. Chin. J. Clin. Psych. 27, 396-400. doi: 10.16128/j.
cnki.1005-3611.2019.02.038

Zimmer-Gembeck, M., Trevaskis, S., Nesdale, D., and Downey, G. (2014). Relational
victimization, loneliness and depressive symptoms: indirect associations via self and
peer reports of rejection sensitivity. J. Youth Adolesc. 43, 568-582. doi: 10.1007/
510964-013-9993-6

Zimmer-Gembeck, M., Nesdale, D., Webb, H., Khatibi, M., and Downey, G. (2016).
A longitudinal rejection sensitivity model of depression and aggression: unique roles of
anxiety, anger, blame, withdrawal and retribution. J. Abnorm. Child Psychol. 44,
1291-1307. doi: 10.1007/s10802-016-0127-y

frontiersin.org


https://doi.org/10.3389/feduc.2025.1511176
https://www.frontiersin.org/journals/education
https://www.frontiersin.org
https://doi.org/10.1177/1524838019833005
https://doi.org/10.1111/jopy.12549
https://doi.org/10.1111/jopy.12549
https://doi.org/10.1080/13603116.2021.1941314
https://doi.org/10.1080/13603116.2021.1941314
https://doi.org/10.1007/s40688-020-00298-6
https://scholars.wlu.ca/etd/2628
https://doi.org/10.1007/s10802-022-00982-6
https://doi.org/10.1080/00461520.2019.1655645
https://doi.org/10.5964/ejop.v8i3.463
https://doi.org/10.1371/journal.pone.0052174
https://doi.org/10.1093/deafed/enr015
https://doi.org/10.1186/s13034-018-0218-3
https://doi.org/10.1111/j.1532-7795.2007.00531.x
https://doi.org/10.1177/1049732308325857
https://doi.org/10.1111/j.1532-7795.2010.00675.x
https://doi.org/10.1080/09297049.2016.1205012
https://doi.org/10.1375/jrr.1.1.31
https://moe.gov.sa/en/Pages/default.aspx
https://moe.gov.sa/en/Pages/default.aspx
https://doi.org/10.1093/deafed/eny018
https://doi.org/10.1093/deafed/eny018
https://doi.org/10.1177/09388982241271511
https://doi.org/10.6018/analesps.30.2.158211
https://doi.org/10.1007/s10608-013-9552-1
https://doi.org/10.2307/1593650
https://doi.org/10.46743/2160-3715/2008.1579
https://doi.org/10.1177/1073191118817866
https://doi.org/10.1177/1073191118817866
https://doi.org/10.1111/j.1467-6494.2009.00611.x
https://doi.org/10.1080/13603116.2016.1197323
https://doi.org/10.1007/s10802-014-9966-6
https://doi.org/10.1007/s10802-014-9966-6
https://doi.org/10.1016/j.paid.2014.05.032
https://doi.org/10.1159/000328839
https://doi.org/10.1111/1467-9507.00247
https://doi.org/10.1177/1049732314549603
https://doi.org/10.1371/journal.pone.0227799
https://doi.org/10.3233/WOR-172509
https://doi.org/10.3233/WOR-172509
https://doi.org/10.1111/1467-8578.12181
https://doi.org/10.1037/a0015250
https://doi.org/10.1177/0165025416664432
https://doi.org/10.1080/15374416.2015.1102071
https://doi.org/10.1016/j.jad.2021.01.055
https://doi.org/10.1111/1471-3802.12368
https://doi.org/10.1037/0021-843X.115.1.68
https://doi.org/10.2307/1593629
https://doi.org/10.16128/j.cnki.1005-3611.2019.02.038
https://doi.org/10.16128/j.cnki.1005-3611.2019.02.038
https://doi.org/10.1007/s10964-013-9993-6
https://doi.org/10.1007/s10964-013-9993-6
https://doi.org/10.1007/s10802-016-0127-y

	Teachers’ perceptions of rejection sensitivity in inclusive primary schools: qualitative case study
	1 Introduction
	2 Literature review
	2.1 Causes of sensitivity to rejection
	2.2 (RS) among deaf and hard of hearing (DHH) children
	2.3 (RS) among learning disabilities (LD) children
	2.4 Saudi Arabia’s education system overview

	3 Aims of the study
	4 Methods
	4.1 Design
	4.2 Participants
	4.3 Data analysis
	4.4 Data collection
	4.5 Translation process
	4.6 Initial coding
	4.7 Finalizing themes

	5 Results
	5.1 Defining rejection sensitivity
	5.2 Causes of rejection sensitivity
	5.3 Rejection sensitivity by types of disabilities (DHH, LD)
	5.4 The impact of rejection sensitivity on children
	5.5 Role of the school climate in addressing rejection sensitivity

	6 Discussion
	6.1 Defining rejection sensitivity
	6.2 Causes of rejection sensitivity
	6.3 The impact of rejection sensitivity on children
	6.4 Rejection sensitivity by types of disabilities (DHH, LD)
	6.5 Role of the school climate in addressing rejection sensitivity

	7 Limitations and conclusions

	References

