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Abstract: The concept of space and place is currently experiencing its re-
naissance in the discourse of social sciences and humanities. Their under-
standing, interdependence, and importance for the processes of individual
and social (group) development of students, especially in the social and
cultural dimension of space, seem to be invaluable in planning changes in the
educational space of an inclusive school. The assumption of inclusive educa-
tion in Poland is education of the highest quality for all students, regardless
of the resources and potentials they have. The aim of the reflection under-
taken in the text is to show the theoretical foundations and justifications for
recognizing the importance of place and space in building educational space
in inclusive education, taking into account its relational and community
character. Understanding the meaning of the concepts of space and place,
conditions and regularities that are related to the location of individuals and
groups in space are the basis for all activities aimed at shaping space in such
a way that it enables the development of people and social groups. People
value space and determine the ways in which they use it. Space determines
their behavior through the quantity, quality and availability of places where
they can satisfy their needs, including the need to act. However, it should
be remembered that the “production” of space depends on the habitus as-
signed to a human being, structurally fixed in inclusion or exclusion (Low,
2018). In this context, it seems important to reflect on increasing the role
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of students with developmental disorders in building a common educational
space, which may indirectly change their social position.

Keywords: space and place, inclusive education.

Introduction

Inclusive education is an important area of consideration in pedagogy
and special education. The very idea of inclusive education has a history, both
in terms of scientific research and legislative activities undertaken on the
international arena. Already in the 60s-70s of the twentieth century, activities
were undertaken around the world to promote the idea of inclusion (Wizner
and Mazurek, 2000). Initially, the focus was on preparing education open to
the admission of children/pupils with disabilities (Loreman, Deppeler and
Harvey, 2005, 2010; Lechta, 2010). Over time, it was decided that its essence
should be to notice the diverse needs of all students, not only those with
serious developmental deficits. According to David Mitchell (2005, p. 1), the
concept of inclusive education goes beyond the specific needs resulting from
disability and includes considerations relating to the sources of disadvan-
taged situation and human marginalization. The beginning of all activities
related to inclusive education should be the recognition of the phenomenon
of exclusion (Walton, 2015, p. 10). This will only be possible if the reflection
covers a broad social context, not only educational, phenomena. This should
mainly concern the issue of social inequalities, marginalization or exclusion,
but also the redefinition of the sources of learning and behavior, taking action,
the formation of a system of values and, finally, the cultural contexts of social
life (Mitchell, 2005, p. 4). Identifying the causes of the determinants of the
phenomenon of educational exclusion, understanding them, can contribute
to creating the possibility of implementing the assumptions of inclusive
education with its flagship slogans of full participation and participation in
education of the highest quality (Walton, 2015, p. 13).

Inclusive education is not only intended to enable full participation in
the learning process for all students, but also to equip them with the compe-
tences necessary to create an inclusive society in the future. A society in which
people, regardless of the differences m.in. in health, fitness, origin, religion,
are full members of the community and constitute a valuable resource for
the development of civilization. An inclusive community culture is based
on ensuring equality and fairness for all learners. Diversity is treated here
as social capital that stimulates development, forces to confront beliefs and
attitudes, increases the adaptive potential of the subject, including openness
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to new experiences and readiness for change. It is these qualities that are
crucial in the process of finding oneself in a dynamically changing reality
(MEN, 2020, p. 19).

The assumptions of inclusive education (education for all) in Poland

“are not a complete novelty under Polish law. Every person stud-
ying in Poland, including every child, has the right to education in
accordance with individual predispositions and abilities, carried out
together with peers as close to their place of residence as possible.
The regulations guarantee the right to social inclusion and the right
to freely express views on matters concerning one’s own education
and to treat them with due attention, according to age and level of
maturity” (MEN, 2020, p. 13).

The concept of an inclusive school emphasizes the importance
of creating an educational environment where every student has an equal
opportunity to succeed. An important issue for considerations in relation
to inclusive education is the reflection undertaken by Mel Aiscow, Tony
Booth and Alan Dyson on how schools should change in order to meet
the postulates of inclusive education as education for all. The authors point
out that in most countries the path to achieving the goal was similar. At
the beginning, inclusive activities focused on people with disabilities or
people with special needs in the area of education, and through subsequent
activities it will lead to a moment when it will become important to iden-
tify the conditions of education and prepare the school to accept students
with various needs (not only related to disability), which can be identified
with the slogan - school for everyone - and further - education for all. In
education for all, we focus on the needs of all students regardless of their
resources or potentials (Aiscow, Booth and Dyson, 2006). This approach
clearly indicates the educational environment and its important role in the
inclusion process. It is necessary to change the organizational culture, the
way of functioning and school practice so that they take into account the
diverse needs of students in a given community (Booth and Aiscow, 2011,
p. 5). In this context, the reflections of Zenon Gajdzica are similar, as he
refers to the perspective of creating a community in his reflections on the
concept of inclusive education in Poland (Gajdzica, 2022). However, it can
be understood in different ways, depending on the stage of development
and implementation of the concept of joint education of students. Gajdzica
thus points to the stage of: the common space of education and education
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(understood as physical presence in space); focusing primarily on the needs
of pupils requiring specialist support; focus on the needs of all students.
The current Polish experience of inclusive education places us somewhere
between focusing primarily on the needs of students requiring specialist
support and focusing on the needs of all students (2022, p. 15).

The issue of space should be looked at from many perspectives, and
its conceptualization as a concept should take into account a broad inter-
disciplinary context (Gajdzica, 2018, p. 57).

Yi-Fu Tuan, the precursor of humanistic geography, points to the
reciprocity of the concepts of space and place. A place is what gives a sense
of security and stability, while space gives freedom, opens you up to new
experiences. By its nature, space is more abstract than a place, but it becomes
so when it is known and given value. As Tuan points out, a space perceived
as well-known becomes a place (1987, p. 99), and the meaning given to it
by man makes it a place that is known, permanent and safe (1987, p. 121).
In experience, the meaning of space is often superimposed on the meaning
of place (Tuan, 197, p.16). Places are phenomena born out of the encounter
between man and space. “A place is always someone else’s, it arises as a result
of the overlapping of topography and biography”, is “(...) “ humanized space”
that people try to know, understand and give it a personal, but also social
meaning” (Wrdébel, 2022, p. 55).

Understanding the meaning of the concepts of space and place, con-
ditions and regularities that are related to the location of individuals and
groups in space and the resulting consequences for their functioning, are
the basis for all activities aimed at shaping space in such a way that it enables
development, is safe, friendly, activating, gives a sense of belonging, or at
least is not restrictive.

Adapting the space, in this case educational, to the needs of a diverse
group of students may seem a difficult or even utopian task, because expe-
rience tells us that the greater the diversity of needs or potentials, the more
challenges and requirements to meet. Usually, however, as experience tells
us, the barriers are actually in our minds. Becoming aware of how space
and places affect the processes of individual and social (group) development
seems to be crucial for overcoming the limitations inherent in ourselves.
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Space and place as a subject of consideration in various scientific
disciplines and their importance for inclusive education

The concepts of space and place and reflections on them, as well as
the relationship and importance of these concepts for human functioning
and development, are present in the interests of numerous disciplines and
scientific fields. As Maria Mendel (2006) points out, they can be found in
philosophy, which provides theoretical foundations for meanings and con-
cepts (space and place) based on the obvious existential relationship between
man and his environment.

We can talk about four main philosophical concepts of understanding
or perceiving space. In the ontological concept, it has an absolutist character
(the metaphor of the box). Space (and time) is the place where things are, at
most it is the place where there are places for things. In the epistemological
concept, space is subjectivist (the metaphor of glasses). It is a category of the
human mind, a way of looking at reality, a kind of matrix each time imposed
on reality. The physical concept of space refers to its relativistic-attrivivist
understanding (the metaphor of the coordinate system). According to it,
space (and time) are attributes of matter itself, they are a coordinate system
for relations between things. The anthropocentric (anthropological) concept
of space, or as Hanna Buczynska-Garewicz points out, the hermeneutic
concept of space (the metaphor “stone - lizard — man”), perceives it (space)
as a creation of man, his way of experiencing the world. Only in this sense
is space not associated with time. It can be recognized regardless of the
existence of temporal relations. Space “is perceived through the relations
between things”, which results in the “de-absolutization of space” (Buczyns-
ka-Garewicz, 2006, pp. 52, 69).

In sociology, on the other hand, it is assumed that man cannot exist
outside of time and space (Low, 2018, p. 25). However, space was often treated
here as a material object (Giddens, 2003; Parsons, 1977), which reduced it
more to the environmental conditioning of human functioning and develop-
ment than to an important category to be recognized, both in the theoretical
and empirical scientific dimensions. Over time, however, as Martina Léw
points out, the importance of space also began to be appreciated in the field
of sociology.

Florian Znaniecki points to the humanistic meaning of space. People
value space and determine the ways in which they use it. Thus, the recognition
of the meanings of space is possible in its individual (human) experiences. But
the experiences of space are qualitatively diverse, indivisible, and changeable,
just as people are different and their experiences changeable. Therefore, the
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experience of space can be assessed by them in various ways - positively
or negatively (Znaniecki, 1938, p. 91). Znaniecki points out that space has
not only a material dimension, but also a symbolic one, and through social
marking it acquires an intrinsic value (1938, pp. 91-94).

In this respect, the position of Bohdan Jatowiecki is similar, as he
points to at least the duality of space. On the one hand, it is an abstract idea,
but also a property of matter, a natural environment created in the course
of evolution, as well as a human, cultural and social creation, created by
a man, a group or a human community (2010, p. 19). As Jalowiecki points
out, space determines human behavior through the quantity, quality and
availability of places where man can satisfy his needs, including the need
for human action. Thus, it also becomes a carrier of emotions and is marked
by values (2010, pp. 23-24).

Henri Lefebvre also points to the social dimension of space. He recog-
nizes that space is a socially produced product. There are three dimensions
of it, which are at the same time the dimensions and areas of its production.
These include: spatial practice — relating to everyday activities, relations
between people in space and objects in space; representation of space - it is
related to the conceptualization and perception of space, it is a physical space
depicted by means of specific solutions, it is a dominant space, and at the same
time it creates the possibility of domination; space of representation - in turn,
it includes the sphere of symbols, cultural codes, ideas about space (Lefebvre,
1991). Therefore, people not only live and act in space, or produce it, but also
give it meaning and assign values. The space in which people live is thus not
passive and neutral, but created and recreated thanks to human activity. As
Lefebvre points out, this means that space can be the subject of struggle
for dominance and conflicts (1991). This issue is also referred to by Edward
T. Hall, who, pointing to the existence of non-verbal and purely cultural
forms of spatial communication, was convinced of the existence of a “hid-
den culture” (1984, p. 34) operating its own codes, among which the main
one is the spatial code, called the “hidden dimension” or “silent language”
(1987, pp. 105-111). In this way, Hall points to the culturally relativized nature
of human space, in which hidden cultural codes can be the cause of conflicts
and misunderstandings between representatives of different cultures (1984).
This - silent language - in Hall's concept is culture, and hidden cultural codes
are non-verbal means of communication, characteristic of every society. They
can be found in three cultural layers: communication as culture, culture as
a specific space, and in unnoticed levels of culture (Hall, 1987).

288



Space and place...

Space can therefore certainly be considered complex and multifaceted,
but also closely related to the general mechanisms of social development
(Lefebvre, 1994). In this context, according toLow, it is necessary to refor-
mulate the sociological concept of space as actively produced by people. It
is also important in this context that the creation of space depends on many
factors, including the functioning habitus, “structurally fixed inclusions and
exclusions” (2018, p. 258).

Jatowiecki points to certain parameters of the mutual location of indi-
viduals and groups in space, such as: location, direction and accessibility. In
relation to location, one can speak of a central or peripheral location of people
and social groups in space. The central location gives a sense of influence,
the possibility of using goods. This is where the exchange of information
takes place to the greatest extent, it is here that it is cuamulated. The people
or social groups in the centre decide to a large extent which information
will be considered important, which problems will be important for consid-
eration and solution. Being in the center is therefore a sign of the strength
of a person, a social group (Jatowiecki, 2010, p. 30), it is a privileged position.

If this category were to be applied to the educational situation
of students, e.g. with disabilities, then their participation in segregated forms
of education in particular seems to be the one that exemplifies the peripheral
position. Over the years, this has resulted in the fact that educating students
with disabilities has not been an important topic of consideration in the area
of education. It can be said that this group, or its representatives, were not
able to introduce information about the educational situation, possibilities
and limitations and the effects that resulted from it, as important or worth
learning.

The concept of inclusive education is therefore an attempt to change
the peripheral position of both the issue of disability, diverse developmental
and educational needs, and the education of these people. It is not a matter
of making these issues dominate the theory or practice of education, or
of giving them a central importance, but of attracting researchers and prac-
titioners as much as those relating to the education of students without
developmental and educational disabilities. That is why, among other things,
nowadays the term “inclusive education” is used more and more often, but
rather education for all. It is important to change the school in such a way
that it better meets the needs of all students by including a group of students
with disabilities in the mainstream of education.

The second parameter of the mutual location of individuals and groups
in space is - direction. It can be referred to, for example, the categories: front
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- rear, right side - left. Front - is identified with rank, importance, privilege.
Similarly, evaluative connotations are associated with the terms right/left,
where the first of them is associated, in most languages of the world, with
righteousness, honesty, as opposed to synonyms associated with the second
of them - unsuccessful, harmful.

The third category is related to the availability of space (Jatowiecki,
2010, pp. 30-31). In the field of sociology, this category is referred to the
boundaries of territories and areas. Some are formal in nature, others are
conventional. The important thing is that we have openness at one pole and
closure at the other. Closely related to this category is another one - the
category of transition. Jalowiecki describes it as “all kinds of doors, gates,
gates, thresholds and bridges” and indicates that they determine the scope
of interiority and exteriority, they are the basis for controlling exchange with
the environment (Jalowiecki, 2010, p. 32).

With regard to the issue of inclusive/for all education addressed in the
text, the category of transition can be symbolically understood as building
understanding and understanding for the perception of value in diversi-
ty. Opportunities for students to function in a common space, regardless
of what their capabilities, resources, potentials are and to what extent they
are limited for various reasons. This will make it possible to share a common
space and function in it on an equal footing.

All these categories, as Jalowiecki emphasizes, “play an important role
in the process of perceiving, producing, marking and assimilating space.
They are so deeply encoded in our psyche and experience that we perceive
them in a subconscious way, treating them as natural components of space”
(2010, p. 33). If any of these elements are missing, a person feels lost and
anxious (Jatowiecki, 2010, p. 33).

This understanding can be related to the specific need for the stabil-
ity of the environment, its unambiguity and predictability. In the concept
of social comparisons, social psychologist Leon Festinger points out that
the need to maintain a sense of normality, predictability and unambigu-
ity of one’s own life is one of the basic human needs. When one of these
needs is frustrated, i.e. there is difficulty in understanding oneself and the
surrounding world, affiliative tendencies appear in people. People want to
be together to understand what is happening by observing each other and
restore a sense of normality. Affiliative tendencies lead people to compare
themselves to others, but this can lead to an even greater sense of abnormal-
ity in themselves, which can result in a shift in attitude from approaching
people to wanting to distance oneself from them. This can occur especially
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when the comparison results in shame and a sense of being inferior. Such
a comparison effect can effectively block affiliate tendencies (Festinger, 1954).
This way of understanding could become an argument for maintaining the
homogeneity of groups, e.g. school groups, because it would potentially result
in alower chance of feeling inferior, for example in comparing students, e.g.
with disabilities, with non-disabled students. Nevertheless, the continuators
of Festinger’s thought came to less deterministic conclusions over time. It
was pointed out that it is important in this process with whom we will com-
pare ourselves and that both the comparison - up - and - down - can bring
pessimistic and optimistic results. To describe the comparison in a nutshell,
upwards - that is: others are better than me - can result in the feeling of being
inferior, but at the same time give hope that if someone succeeded, then I can
succeed as well. Comparison — downwards - gives a sense of satisfaction,
but also anxiety - that is: if they failed, I may not succeed one day (Yberma
and Buunk, 1995). In this context, Stanistaw Kowalik points to the need to
arouse affiliative tendencies in the case of educating people with disabilities
in inclusive forms of education (2001, p. 51). Instilling affiliative tendencies
in students is not only about nurturing the diversity of experiences, but also
about equipping the person with coping mechanisms for dealing with the
emotions that arise in connection with it. There is no doubt that the imple-
mentation of the postulates resulting from Festinger’s concept in relation to
some students of inclusive schools, e.g. students with ASD, will require the
transformation of the educational space and the introduction of adaptations
to it, which are still not the reality of most Polish schools. In this case, for
example, creating places where the student can calm down, where the access
of external stimuli is limited. This can be achieved through a well-designed
space for joint learning, including a space in its social dimension, where di-
verse experiences of meeting and sharing by people with different resources
and potentials, with the presence of effective support, can serve to build
affiliative tendencies in each student.

However, it is important to remember what Jatowiecki points out,
that “a person in a space devoid of cultural archetypes [patterns of reacting
and perceiving the world] feels bad” (2020, p. 33). One of them is the hier-
archical nature of space and places, which Pierre Bourdieu draws attention
to. As Bourdieu claims, space is always hierarchical in the sense of social
meanings, and the place of an object (a person, a social group) in the space
determined by the surrounding space determines the social hierarchy. Lo-
cation in physical space is therefore a reflection of social position, just like
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occupying specific places in the space of rooms or halls (Bourdieu, 1996 after
Pachura, 2021, p. 20).

In this context, in relation to inclusive education, it seems very im-
portant to take care of changing unfavourable social positions, e.g. people
with disabilities or with various developmental and educational difficulties.
Numerous studies from recent decades have indicated an unfavorable situ-
ation in this area of students with developmental disorders and educational
difficulties (e.g. Janion, 2001; Chodkowska, 2001; Babka, 2003; Wigcek, 2005).

Isolation, rejection and exclusion were common experiences of a large
percentage of students, e.g. with disabilities (e.g. Mahler, 1993; Silver 1995;
Chodkowska, 2004; Musialska, 2011; Jaskulska and Poleszak, 2015). Nowa-
days, we can still observe diverse forecasts regarding the acceptance of stu-
dents with particular types of disabilities as peers. Teachers in mainstream
institutions indicate that at the stage of preschool education, the most vul-
nerable to peer isolation are students with hearing impairment, chronically
ill students, and moderate and severe intellectual disabilities. At the stage
of early education (grades I-III) and in the older grades of primary school,
pupils with motor disabilities, multiple disabilities and moderate and severe
intellectual disabilities (Chrzanowska, 2019, pp. 167-174).

Past experience of integration forms of education (special classes in
mainstream schools, classes, integrated schools) has also clearly shown that
in many cases of school practice, pupils with disabilities in an integration
class were physically separated (a separate place in the classroom space for
a group of pupils and their support teacher). It was then that attention was
drawn to a specific form of integration, which was defined as locational in-
tegration (Hulek, 1987), formal integration (Maciarz, 1987) or institutional
integration (Krause, 2003). It meant the presence of students, e.g. with disa-
bilities, in the space of mainstream institutions, but it was not associated with
its (space) adaptation to the needs and abilities of students and did not have
a positive impact on building a community. It was rather pointed out as the
lowest dimension of integration with a simultaneous lack of interpersonal
and intrapsychic integration (Krause, 2003). It is difficult to talk about such
a space in the context of a common place, the feature of which, as Mendel
points out, is precisely commonality (2017, p. 284).

We get attached to places and this is one of the primary human traits
(Copik, 2014, p. 180). Man distinguishes his own and safe (closest) area from
space, and behind him there is always a smaller or larger area of familiarity
that determines belonging to a specific community. The community shares
the same values, and its members cooperate with each other (Tonnies, 2008,

292



Space and place...

p- 39) and these activities are interrelated, aimed at achieving a common goal,
good for everyone. In contrast, there is an ordinary community (association
or association after: Tonniesem, 2008), i.e. a group of people who share
the same space, time and situations. They act in a community, sometimes
even in a similar way, but in a sense next to each other. In a community, the
common good is more important than the person, the community cares
about the good of the person. A community can educate, support a person
in shaping himself (Lendzion, 2010, p. 18). Nowadays, however, the dis-
appearance of communities is pointed out because, as Zygmunt Bauman
claims, their formation is a difficult task to accomplish due to the increasing
fragmentation of human identity (2008, pp. 10-11). Despite the fact that man
is aware of the value of community, at the same time he has a strong need
for individualism. The attitudes that build the community are: solidarity
and opposition (as the need to seek oness place in the community, and thus
fuller participation in it). On the other hand, the attitudes of conformism
and avoidance pose a threat to the community. An alienated person, deprived
of authentic participation in the community, can only seemingly participate
in it, adapt without conviction, which leads to resignation from oneself in
acting together with others (Wojtyla, 1994, pp. 326-329). In these different
dimensions of space: personal, life and ecological (Jalowiecki, 2010, p. 34),
or public, private and intimate (Nalaskowski, 2001, pp. 33-34), people try to
participate and at the same time reconcile them. It is more difficult the more
they are divided, the more they differ.

The importance of space and place for the effective implementation
of the idea of education for all

In the pedagogical reflection on the space and place in education, one
can refer to the views of Maria Mendel, who points out that education always
takes place “somewhere” and has “its place”. Places are what people make
them and therefore should be understood primarily as a cultural artifact
of a basic (primary) character. From the pedagogical point of view, this
constitutes the need to form closer links between education and the places
where it takes place (2006, p. 23). Mendel, in his reflections on the pedago-
gy of place and the very concept of place, indicates that it is “pedagogical”
(2006, p. 32). The process of education and the place where it takes place
are characterized by the reciprocity of relations. Such a place thus becomes
a “place of education” (Mendel, 2006, p. 23). Such an approach is charac-
teristic of Martin Heidegger’s (1977) phenomenological ontology. The hu-
man-place relationship is not only about physical being in a specific place,
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but about constructive reflection related to it. This leads to the perception
of place as a phenomenon thanks to which man constantly becomes himself,
joining in the participation of building meanings (Heidegger, 1977, Buczyns-
ka-Garewicz, 2006). The constructivist perspective of perceiving place thus
allows us to conclude that “places are not what they are, but are what people
take them to be. Above all, their meanings are important” (Mendel, 2006,
p-29). Place, as Mendel points out, is relational and dialogical (2006, p. 32). The
essence of the human-place system is not passive belonging, but the mutual
relationship between them. We must be aware that we can change places so
that they are what we want, but at the same time they will change us (Mendel,
2006, p. 32). Man shapes the environment and it depends to a large extent on
him what it will be like. Noticing the needs of different groups of people and
taking into account the maximum possible spectrum of criteria for these needs
gives a chance to create an environment, including an educational one, that is
friendly to people, regardless of the potentials and resources at their disposal.
The experience gained in the process of eliminating architectural barriers
related to international declarations accepted by Poland (e.g. the Salamanca
Declaration, 1994) or ratified conventions (e.g. the Convention on the Rights
of Persons with Disabilities, United Nations, 2006) turned out to have a su-
pra-individual dimension (supra-group, in the sense of one group to which
it was originally dedicated). The abolition of architectural barriers has made
it easier for many groups of people to function in the social space, not to say
for all of us. Certainly, their introduction did not hinder anyone’s functioning.
A similar approach should accompany changes in education. Many researchers
are looking for an answer to the question of what the educational space should
be like to foster the development of students regardless of their resources and
potentials, and thus fit into the idea of education for all. Referring to just a few
of the numerous research results, it can be pointed out that, for example: greater
access to natural light is conducive to higher achievements in mathematical
tests (Schneider, 2002); poor technical condition and neglected appearance
of the school results in more frequent occurrence of undesirable behaviors
and worse learning results (Evans, Yoo and Sipple, 2010), and renovation
of the school’s external environment by introducing, for example, more green-
ery reduces students’ stress and improves their well-being (Kelz, Evans and
Roderer, 2013). On the other hand, separating students, e.g. with disabilities
in the classroom space, is not conducive to their integration with their peers
(Gajdzica, 2008), makes it difficult for them to cooperate with others, establish
positive relationships or achieve common goals (Wojtas-Rudch, 2020). The
presence of students with disabilities in a common educational space makes
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it clear the need to “implement into the everyday school life of students with
disabilities all available assistive devices adapted to their abilities and needs,
enabling them to overcome barriers and engaging them” (Chimicz, 2020,
p- 178). Failure to adapt the physical conditions of the building and the school
environment to the needs of, for example, a person with a visual disability,
may result in the loss of a sense of independence and self-esteem as a person
and a member of the school community. Fear and uncertainty about moving
independently can lead to dependence on others (teacher, peers), and often
also social isolation of a person with a visual disability (Czerwinska, 2014).
With regard to inclusive education and the issues of space and place
taken up here, one of the key issues is the need to orient educational practice
towards shaping its full accessibility, so that it responds to the diverse needs
of participants in the educational process. The concept of universal design in
education fits into this thesis. David H. Rose and Anna Meyer, the creators of
the concept, already in the 90s of the twentieth century pointed to the need
to make the education system more flexible (Meyer, Rose and Gordon, 2014,
pp- 4-5). Universal design in education is “an approach to the organization
of inclusive education constructed on the basis of clearly perceived inclusive
values: recognizing the diversity of all students, cultivating equal rights for
all students, creating conditions for full participation, ensuring equal rights
and creating community relationships” (Galkiené, 2021, p. 7). Meyer and Rose
recognized that in the traditional education system, students face obstacles
that limit their access to the curriculum and the ability to implement their
knowledge. They are even stigmatized by the educational environment, which
is beyond their control and which becomes an obstacle to their effective
learning (Meyer, Rose and Gordon, 2014). Universal design in education
is intended to improve and optimize learning and teaching for all students
and should be based on scientific evidence of how people learn (2014, p. 3),
including in relation to neurological processes, but also programs, methods
or forms of teaching. In the context of socio-cultural theory and the zones
of Wygodski’s (1978) proximity to development, Meyer, Rose and Gordon
(2014) believe that the subject of differentiation should not be so much the
satisfaction of separate educational needs of the student, but the creation
of a flexible and universal educational environment. This refers to optimis-
ing and increasing accessibility, but also to ensuring the conditions for full
participation for all learners. The importance of educational space also res-
onates in the views of Zenon Gajdzica, who points to a triad of assumptions,
enumerating among them: the learning environment, the accessibility and
accessibility of the educational environment, and rights and opportunities
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(2020). In inclusive education, the student becomes the real subject of the
teaching-learning process, as opposed to the behaviorist or transmission
model. Unfortunately, education in Poland is still focused on:

the certainty of one’s own assumptions and proposed solutions,
progress as a vision of individual and societal development, and ad-
aptation. Certainty, progress, and adaptation are characteristics of
education suited to a world that no longer exists, a reality that no
longer exists (Nowak-Dziemianowicz, 2014, p. 31).

It is important to remember that “a person becomes themselves with
the educational help of place” (Mendel, 2006, p. 27). The search for the
meaning of place in situations where a person experiences developmental
or educational difficulties cannot be schematic or ignored. It must consider
the need to recognize it. This should be based

on social solidarity and the sense of community, expressing the
conviction about one’s own contribution to what we create together
with others, the conviction that we are needed, that others see and
understand how we participate in the collective effort of the whole
community (Nowak-Dziemianowicz, 2020, p. 85).

This builds a sense of usefulness to others and self-worth
(Nowak-Dziemianowicz, 2020, p. 134).

Conclusion

In the initial phase of the development of inclusive education in Po-
land (the 1990s), individualisation was considered to be the key principle of
working with pupils as an expression of the necessary focus on the needs and
abilities of pupils, e.g. with disabilities. This was due to the fear that without
focusing on their difficulties and limitations, it would not be possible to
achieve the goals assumed in education. Individualisation has acquired, over
time, the status of an obligatory approach, which has so far cast a shadow
over the changing concepts of joint education. Nowadays, however, in the
reflection on how to change schools to respond to the challenges of the
21st century, there is an increasingly frequent criticism of the school model
focusing on individual successes and dealing with failures alone. This also
applies to a student with a disability. Nowadays, it is indicated that instead
of focusing on individual support for a pupil with special educational needs,
it is necessary to plan the interactions, the curriculum and the means of its
implementation in such a way that they allow to cover a wide range of needs
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and abilities of the entire group of pupils. Create a learning environment
that enables all students to reduce barriers to learning (Sanger, 2020). There
should be a shift from a focus on recognising individual needs to recognising
the diversity of all learners and thus to creating a barrier-free learning en-
vironment that responds to the individual needs of all learners. In addition,
a school focused mainly on individualization is more conducive to compar-
ing oneself with others and competition than teamwork or building a sense
of responsibility for common goals. This will be possible when, becoming
aware of the relational nature of the educational space, we focus on shaping
students’ competences that will be conducive to building a community.
Among them, we can mention communication, which gives the opportunity
to build peer relationships and effectively communicate with others. It is also
the already mentioned cooperation in achieving common goals and respon-
sibility for them. If the relationality of space means that space influences us,
but we also influence it, then other competences logically come to mind:
creativity and critical thinking. All of them are part of the key competences
for education of the 21st century. If inclusive education, education for all, is
to achieve the goal of the highest quality education, then it must focus on
these competences. They can be implemented in a conducive educational
space, one that is co-created by students, students who trust their teachers
and are not afraid to communicate it to them.

References:

Ainscow, M., Booth, T., Dyson, A. (2006). Improving Schools: Developing
Inclusion. London: Routledge.

Babka, J. (2003). Psychologiczne aspekty efektywnosci edukacji dzieci w sys-
temie integracyjnym. W: Z. Kazanowski, D. Osik-Chudowolska (red.),
Integracja 0s6b niepetnosprawnych w edukacji i interakcjach spotecznych
(s. 251-260). Lublin: Wydawnictwo UMCS.

Buczynska-Garewicz, H. (2006). Miejsca, strony, okolice. Przyczynek do
fenomenologii przestrzeni. Krakéw: Wydawnictwo Universitas.
Callaghan, K. (2013). The environment is a teacher. Queen’s Printer of On-
tario. Pobrane z: http://www.edu.gov.on.ca/childcare/Callaghan.pdf

(dostep: 4.09.2024).

Cook-Sather, A. (2002). Authorizing Student’s Perspectives: Toward Trust,
Dialogue, and Change in Education. Educational researcher, 31(4),
3-14. Pobrane z: https://doi.org/10.3102/0013189X031004003 (dostep:
12.08.2024).

297



Iwona Chrzanowska

Chimicz, D. (2020). The use of assistive technologies for students with dis-
abilities in inclusive education. Special School, 3, 175-187. Retrieved
from: http://www.szkolaspecjalna.aps.edu.pl/media/2394583/sz-s_3-
20_druk.pdf (accessed: 25.05.2025).

Chrzanowska, I. (2019). Nauczyciele o szansach i barierach edukacji wlgcza-
jgcej. Warszawa: WN PWN.

Chodkowska, M. (2001). Socjopedagogiczne aspekty edukacji integracyjnej
- nadzieje i realia w warunkach reformy systemu o$wiaty. W: Z. Palak
(red.), Pedagogika specjalna w reformowanym ustroju edukacyjnym
(s. 85-94). Lublin: Wydawnictwo UMCS.

Chodkowska, M. (2004). Problemy pedagogicznego wsparcia uczniéw z nie-
pelnosprawnoscia intelektualng w zakresie spolecznego funkcjono-
wania w klasie szkolnej. W: Z Palak, Z. Bartkowicz (red.), Wsparcie
spoteczne w rehabilitacji i resocjalizacji (s. 63-73). Lublin: Wydawnictwo
UMCS.

Copik, I. (2014). Pedagogika miejsca: kultura lokalna a ksztaltowanie si¢
tozsamosci wspolczesnego cztowieka. Prace Naukowe Akademii im.
Jana Dtugosza w Czestochowie. Pedagogika. T. 22(2014), 179-189.

Czerwinska, K. (2014). Space in the education of visually impaired stu-
dents. Special School, vol. LXXV;, no. 4(275), 262-269. Retrieved from:
http://www.szkolaspecjalna.aps.edu.pl/media/678966/sz-s-4-14.pdf
(accessed: 10.10.2024).

Development of Education and Participation in School Life. Editing and
preparation for CSIE Mark Vaughan. Warsaw: Publisher of Special
Olympics Poland. Pobrano z: https://mwm.us.edu.pl/wp-content/
uploads/2023/12/INclusion-Index-pol.pdf (accessed: 30.05.2025).

Evans, G. W.,, Yoo, M. ], Sipple, J. (2010). The ecological context of student
achievement: School building quality effects are exacerbated by high
levels of student mobility. Journal of Environmental Psychology, 30(2),
239-244. Retrieved from: https://doi.org/10.1016/j.jenvp.2010.01.001
(10.11.2024).

Festinger, L. (1954). A Theory of Social Comparison Processes.
Human Relations. 7. Retrieved from: https://journals.sagepub.com/
doi/10.1177/001872675400700202 (accessed: 12.11.2024).

Gajdzica, Z. (2008). Classroom space as a place of integration. In: T. Zétkow-
ska, M. Wlazlo (eds.), Contexts of Special Pedagogy, vol.3, Sociological
aspects of rehabilitation of people with disabilities. Szczecin: University
of Szczecin.

298



Space and place...

Gajdzica, Z. (2018). Perspektywa rozwoju pedagogiki specjalnej w tyglu jej
dualnego i dwoistego charakteru. Nauki o Wychowaniu. Studia Inter-
dyscyplinarne, 6(1), 51-63.

Gajdzica, Z. (2020). Uczeri z lekkg niepetnosprawnoscig intelektualng w szkole
ogélnodostepnej. Nauczyciele o (nie)zmienianej sytuacji w kontekscie
kultury szkoty inkluzyjnej. Warszawa: Wydawnictwo Naukowe PWN.

Gajdzica, Z. (2022). Nieobecne lub zaniedbane w polskiej edukacji for-
my wspierania nauczycieli w edukacji wlaczajacej. Studia z Teorii
Wychowania, XIII, 3(40), 13-27. Pobrano z: https://cejsh.icm.edu.pl/
cejsh/element/bwmetal.element.ojs-doi-10_5604_01_3001_0016_1122
(dostep: 23.10.2024).

Galkiené, A. (ed.) (2021). Universal Design in Education. Teachers’ experi-
ences: Austria, Lithuania, Poland, Finland. Retrieved from: https://
sp128.krakow.pl/wp-content/uploads/2021/10/Uniwersalne-Pro-
jektowanie-w-Edukacji.pdf#:~:text=R0se%20i%20Anna%20
Meyer%2C%20tw%C3%B3rcy%20podej%C5%9Bcia%20Univer-
sal,for%20Learning%20%2D%20Uniwersalnego%20Projektowan-
ia%20w%20Edukacji.&text=UDL%20t0%20podej%C5%9Bcie%20
d0%20wdra%C5%BCania%20edukacji%20w%C5%82%C4%85cza-
j%C4%85c€j%2C,51%C4%99%20na%20eliminowaniu%20barier%20
w%20uczeniu%20si%C4%99 (accessed: 5.06.2025).

Giddens, A. (2003). Constituting a society. Outline of the Theory of Structuring.
Crowd. S. Amsterdamski. Poznan: Zysk i S-ka.

Hall, E. T. (1984). Poza kulturg. Ttum. A. Gozdziak. Warszawa: PWN.

Hall, E. T. (1987). Bezglosny jezyk. Tlum. R. Zimand, A. Skarbinska.
Warszawa: PIW.

Heidegger, M. (2004). Bycie i czas. Warszawa: PWN.

Hulek, A. (1987). Cztowiek niepelnosprawny a system integracyjny (wspot-
czesne tendencje). W: A. Hulek (red.), Integracja spoteczna ludzi nie-
petnosprawnych - zadania pedagoga (s. 9-27). Wroctaw: Ossolineum.

Jaskulska, S., Poleszak, W. (2015). Wykluczenie réwies$nicze. W: J. Pyzalski
(red.), Wychowawcze i spoteczno-kulturowe kompetencje wspétczesnych
nauczycieli. Wybrane konteksty (s. 155-175). £.6dz: theQ studio.

Kelz, Ch., Evans, W. G., Roderer, K. (2013). The Restorative Effects of Rede-
signing the Schoolyard: A Multi-Methodological, Quasi-Experimental
Study in Rual Austrian Middle School. Environment and Behavior,
47(2),119-139. Retrieved from: https://doi.org/10.1177/0013916513510528
(accessed: 10.11.2024).

299



Iwona Chrzanowska

Kowalik, S. (2001). Pomiedzy dyskryminacja a integracja osob niepetno-
sprawnych. W: B. Kaja (red), Wspomaganie rozwoju psychostymulacja
i psychokorekcja. Tom 3 (s. 36-58). Bydgoszcz: WU AB im. Kazimierza
Wielkiego.

Krause, A. (2003). Wielo$¢ poziomoéw integracji — konsekwencje dla teorii
i praktyki. W: M. Chodkowska (red.), Wielowymiarowos¢ integracji
w teorii i praktyce edukacyjnej (s. 55-66). Lublin: Wydawnictwo
UMCS 2003.

Kwiatkowska, H. (2001). Czas, miejsce, przestrzen - zaniedbane kategorie
pedagogiczne. W: A. Nalaskowski, K. Rubacha (red.), Pedagogika
u progu trzeciego tysigclecia. Materialy pokonferencyjne (s. 22-28).
Torun: Wydawnictwo UMK.

Lechta, V. (2010). Inclusive pedagogy. In: B. Sliwerski (ed.), Pedagogy,
academic textbook, vol. 4, Subdisciplines and fields of knowledge
about education, trans. B. Sliwerski, Gdansk, GWP Pedagogika, pp.
321\u2012336.

Lefebvre, H. (1994). The Production of Space. Oxford: Blackwell.

Lendzion, A. (2010). Koncepcja podmiotu osobowego w personalizmie
Jacques'a Maritaina. Roczniki Pedagogiczne, 2, 5-20.

Loreman, T., Deppeler, J., Harvey, D. (2005). Inclusive Education: A practical
guide to supporting diversity in the classroom. London: Routledge.

Loreman T., Deppeler J., Harvey D. (2010). Inclusive Education: Supporting
Diversity in the Classroom. London: Routledge.

Low, M. (2018). Socjologia przestrzeni. Ttum. I. Drozdowska-Broering.
Warszawa: Wydawnictwa UW.

Maciarz, A. (1987). Integracja spoleczna dzieci niepetnosprawnych. War-
szawa: WSiP.

Mabhler, E (1993). Marginality and Maldevelopment. W: J. Danecki (red.),
Insights into Maldevelopment. Warszawa: Wydawnictwa UW.

Mendel, M. (2006). Pedagogika miejsca. Wroclaw: Wydawnictwo Naukowe
Dolnoslaskiej szkoly Wyzszej.

Mitchell D. (ed.) (2005). Contextualizing Inclusive Education. Evaluation Old
and New International Perspectives. London-New York: Routledge.

Model edukacji dla wszystkich (2020). Warszawa MEN. Pobrano z: https://
www.gov.pl/web/edukacja-i-nauka/model-edukacji-dla-wszystkich
(dostep: 10.09.2024).

Musialska, K. (2011). Odrzucenie réwiesnicze w klasie szkolnej. Krakow:
Oficyna Wydawnicza Impuls.

300



Space and place...

Nalaskowski, A. (2001). Przestrzenie i miejsca szkoly. Krakéw: Oficyna
Wydawnicza Impuls.

Nowak-Dziemianowicz, M. (2014). Oblicza edukacji. Migdzy pozorami a re-
fleksyjng zmiang. Wroctaw: Wyd. DSW.

Nowak-Dziemianowicz, M. (2020). Szkota jako przestrzer uznania. Warsza-
wa: Wydawnictwo Naukowe PWN.

Parsons, T. (1977). Social Systems and the Evolution of Social Action. New
York and London: The Free Press.

Salamanca Declaration (1994). Guidelines for activities in the field of Special
Educational Needs, publication of the Ministry of National Education.
UNESCO.

Sanger, C. S. (2020). Inclusive pedagogy and Universal Design Approaches
for Diverse Learning Environments. In: Diversity and Inclusion in
Global Higher Education (s. 31-71). Singapore: Palgrave Macmillan.

Schneider, M. (2002). Do School facilities Affect Academic Outcomes? Wa-
shington: National Clearinghouse of educational Facilities.

Silver, H. (1995). Reconceptualizing social disadvantage: Three paradigms of
social exclusion. W: G. Rogers, Ch. Gore, J. B. Figueiredo (red.), Social
Exclusion: Rhetoric Reality Responses (s. 57-80). Genewa: International
Institute for Labour Studies, International Labour Organization.

Tonnies, E. (2008). Wspélnota i stowarzyszenie. Rozprawa o komunizmie i so-
cjalizmie jako empirycznych formach kultury. Ttum. M. Lukasiewicz.
Warszawa: WN PWN.

Tuan, Y. E (1987). Przestrzen i miejsce. Ttum. A. Morawinska. Warszawa: PiW.

United Nations. (2006). Convention on the Rights of People with Disabilities.
Retrieved from: online: http://www.un.org/disabilities/convention/
conventionfull.shtml (accessed: 10.11.2024).

Wiacek, G. (2005). Measuring the effectiveness of inclusive education for
children with special educational needs. W: Cz. Kosakowski, A. Kause
(eds.), Normalization of the living environments of people with disabil-
ities (s. 313-319). Olsztyn: Wyd. UWM.

Walton, E. (2015). Dismantling the Empire of Educational Exclusion. In: E. Wal-
ton, S. Moonsamy (eds.), Making Education Inclusive, Cambridge. Scholars
Publishing, pp.10\u201227.

Wizner, M. A., Mazurek, K. (eds.) (2000). Special Education in the 21st Cen-
tury. Issues of Inclusion and Reform. Washington, Gallaudet University
Press.

301



Iwona Chrzanowska

Wojtas-Rudch, A. (2020). Integrated education — Spatial Organization of
Classes. Pedagogical Contexts, 2(15), 299-314. Retrieved from: https://
doi.org/10.19265/kp.2020.2.15.283 (accessed: 10.11.2024).

Wojtyta, K. (1994). Osoba i czyn oraz inne studia antropologiczne. Lublin:
TN KUL.

Wrébel, A. (2022). Przestrzen czy miejsce? O znaczeniu kategorii w bada-
niach biograficznych. Biografistyka Pedagogiczna. Rok 7, nr 2, 45-56.
Pobrano z: https://czaz.akademiazamojska.edu.pl/index.php/bp/ar-
ticle/view/2011 (dostep: 10.11.2024).

Yberma, J. E, Buunk, B. P. (1995). Affective responses to Social Compari-
son: A Study Among Disabled Individuals. British Journal of Social
Psychology, 34. Pobrano z: https://pubmed.ncbi.nlm.nih.gov/7551772/
(dostep: 15.10.2024).

302



