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Responsibilities of Special Education Teachers

in Inclusive Education

Zadania pedagoga specjalnego w edukacji wigczajacej —
wybrane zagadnienia

ABSTRACT

RESEARCH OBJECTIVE: The purpose of this study is to look at the responsibilities of special
education teachers within Poland’s mainstream education system, while situating them within
a broader comparative framework — specifically by examining the established role of Special Edu-
cational Needs Coordinators (SENCo) in the British educational context.

THE RESEARCH PROBLEM AND METHODS: The study deals with the issue of identifying the
optimal range of responsibilities for the newly created role of special education teachers in Polish
mainstream schools and preschools. These tasks are designed to meet the diverse needs of all
children and students within these inclusive environments. To investigate this issue, the research
employs a content analysis of relevant legal documents and conducts a comprehensive review of
existing studies on the subject.

THE PROCESS OF ARGUMENTATION: At the heart of this study is a comparative analysis of
the duties of special education teachers in Poland’s mainstream education system, as codified in
legal statutes, and those of their counterparts in the British system, particularly the SENCo role.
Moreover, the study examines the responsibilities envisioned for the role of Inclusive Education
Coordinators as outlined in the Model of Education for All framework.

RESEARCH RESULTS: The findings indicate that the duties assigned to special education teach-
ers in Polish mainstream institutions are significantly broader in scope than those associated with
SENCo in the British system.

CONCLUSIONS, RECOMMENDATIONS, AND APPLICABLE VALUE OF RESEARCH: Given
that the role of special education teachers was only introduced in the previous academic year, there
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remains a significant gap in research on the actual implementation and efficacy of this position. One
of the primary recommendations is to undertake more in-depth studies, with the potential to draw
on the typologies of SENCo roles outlined in this paper to inform future research on the subject.

— KEYWORDS: INCLUSIVE EDUCATION, SPECIAL EDUCATION TEACHER,
SPECIAL EDUCATION TEACHER ROLE IN MAINSTREAM SCHOOLS,
SPECIAL EDUCATIONAL NEEDS COORDINATOR (SENCO),
INCLUSIVE EDUCATION COORDINATOR (KEW)

STRESZCZENIE

CEL NAUKOWY: Celem opracowania jest rozpoznanie zatozonych zadan pedagogoéw specjal-
nych funkcjonujgcych w polskim systemie edukacji ogéinodostepnej i rozpatrzenie ich w szerszym
kontekscie — doswiadczen ukonstytuowanych na funkcjonowaniu koordynatoréw edukacji wigcza-
jacej w brytyjskim systemie edukacyjnym.

PROBLEM | METODY BADAWCZE: Problem badawczy obejmuje zagadnienie optymalnego
dobru zadan dla pedagoga pracujgcego na (nowym w polskim systemie edukacji) stanowisku pe-
dagoga specjalnego w placéwce ogolnodostepnej, formutowanych w aspekcie zréznicowanych po-
trzeb wszystkich dzieci w przedszkolu lub uczniéw w szkole ogdlnodostepnej. W zbieraniu informacji
zostata wykorzystana metoda analizy tresci aktéw prawnych oraz przeglad badan.

PROCES WYWODU: Meritum stanowi poréwnanie zadan pedagogéw zatrudnionych na stanowi-
skach pedagogéw specjalnych w placéwce ogdlnodostepnej zapisanych w akcie prawnym z zada-
niami sformutowanymi dla 0s6b pracujgcych na stanowiskach pokrewnych w brytyjskim systemie
edukacji: Special Educational Needs Coordinator (SENCo) oraz projektowanych w modelu edukac;ji
dla wszystkich: koordynatoréw edukacji wigczajgcej (KEW).

WYNIKI ANALIZY NAUKOWEJ: Zatozone zadania wpisane w przydziat czynnosci stanowiska
pedagoga specjalnego w placéwce ogolnodostepnej sg szersze od zadan projektowanych dla ko-
ordynatoréw specjalnych potrzeb edukacyjnych.

WNIOSKI, REKOMENDACJE | APLIKACYJNE ZNACZENIE WPLYWU BADAN: Poniewaz
stanowisko pedagoga specjalnego zostato wdrozone w ubiegtym roku szkolnym, brakuje jeszcze
obszernych i rzetelnych doniesien badawczych o jego rzeczywistej roli. Jednag z rekomendac;ji jest
wskazanie potrzeby takich badan z mozliwoscig wykorzystania typologii rol SENCo zaprezento-
wanych w opracowaniu.

— SLOWA KLUCZOWE: EDUKACJA WLACZAJACA, PEDAGOG SPECJALNY,
STANOWISKO PEDAGOGA SPECJALNEGO W SZKOLE
OGOLNODOSTEPNEJ, SPECIAL EDUCATIONAL NEEDS
COORDINATOR (SENCO), KOORDYNATOR EDUKACJI
WLACZAJACEJ (KEW)
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Responsibilities of Special Education Teachers in Inclusive Education

Introduction

While inclusive education — often referred to as “education for all” — is a priority in the
educational policies of many countries, the practical implementation of these policies
does not always match their stated goals. One key reason for this gap is the inherent
complexity of inclusive education itself (Allan, 2007; Gajdzica, 2020). Moreover, politi-
cal trends frequently deprioritize inclusive education, pushing it further down the policy
agenda (Engsig & Johnstone, 2014; Ydesen & Daniels, 2024), and the introduction of in-
clusive practices often encounters resistance within school communities (Guillemot et al.,
2022). As a result, the successful and sustained implementation of inclusive education
in mainstream schooling systems requires continuous institutional support from both
central and local government agencies, community institutions, and all elements of the
educational system (Haug, 2017).

One of many practical approaches to providing this institutional backing is the inte-
gration of special education teachers into mainstream schools. These educators fulfill
a range of roles, and their tasks vary depending on the specific frameworks in place.
However, the duties assigned to them are often a source of debate and controversy (e.g.,
Mackenzie, 2007; Gajdzica, 2011). The purpose of this study is to examine the roles and
responsibilities of special education teachers in Poland’s mainstream education system.
Additionally, this analysis places their roles in a broader context by comparing their ex-
periences with those of inclusion coordinators in the British education system, thereby
offering an international perspective on inclusive education.

The Role of the Special Education Teacher in Mainstream Education

In Poland, much like in many other countries, special education teachers play a cru-
cial role in organizing educational processes, especially for students requiring addition-
al support. These educators often work as co-teachers in both general and inclusive
classrooms, facilitating the learning process for all students, with a focus on those with
special needs (Friend et al., 2010; Fitzell, 2018; Gajdzica, 2013). They also hold po-
sitions as Special Educational Needs Coordinators (SENCo) (Fisher, 2012; Gajdzica,
2022). While the co-teaching aspect of their role falls beyond the scope of this paper,
we center on their responsibilities as SENCos, or broadly speaking, in the area of inclu-
sive education coordination.

In Poland, the position of a Special Educational Needs Coordinator has not yet been
formally recognized by law. However, the role of Inclusive Education Coordinator (koor-
dynator edukacji wigczajgcej, or KEW) has been mentioned in two key documents de-
veloped under the auspices of the Ministry of National Education. An initial reference to
the KEW appeared in a working document titled Supporting the Improvement of Inclu-
sive Education Quality in Poland (MEN, 2020b, p. 18), while more detailed information,
outlining the coordinator’s duties, was included in the project Model of Education for All
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(2020a, pp. 159-160). Additionally, as per the Ministry’s Regulation of July 22, 2022
(Rozporzgdzenie..., 2022), mainstream schools are now required to employ a special
education teacher starting from September of that year. This new mandate brings both
hope and uncertainty regarding the scope and execution of the assigned responsibilities
(Bartu$, 2023; Majewicz & Sikorski, 2024). Given the significance of this role, it is worth-
while to examine the tasks outlined in relevant legal frameworks and compare them to
the duties proposed for SENCos and KEWSs.

Tasks of Special Education Teachers' in the Context
of Responsibilities Designed for Special Educational Needs
Coordinators and Inclusive Education Coordinators

Below, we present a comparison of the tasks assigned to special education teachers,
drawn from the aforementioned regulation, with those proposed for Inclusive Education
Coordinators (KEW) in the Model of Education for All (2020a), as well as for Special
Educational Needs Coordinators (SENCo) planned within the British school system (see
Table 1). The choice to focus on the British model of SENCo is deliberate. While SENCo
roles are present in mainstream schools across various educational systems, the British
context has seen particularly vibrant discussions, supported by extensive research, on
the role, tasks, and competencies of these coordinators. In Polish literature, there has
been limited attention paid to coordinators, with most accounts of their duties based on
British experiences (Zamkowska, 2005; Befza, 2015; Zamkowska, 2016; Adamiak et al.,
2017; Antonik, 2019; Lewandowska-Kidon, 2019; Gajdzica, 2022). This is unsurprising
given the lack of domestic experience in this area.

A preliminary analysis suggests that the roles of special education teachers differ
considerably from those assigned to Special Educational Needs Coordinators (SENCo)
and Inclusive Education Coordinators (KEW). This distinction is not unexpected, as
the position of a special education teacher in a mainstream school or preschool is not
merely a duplication of the concept of a Special Educational Needs Coordinator. Nev-
ertheless, a closer examination of their responsibilities reveals that many tasks are
broadly defined within the framework of special education teachers’ duties. To provide
a structured framework for the ensuing comparative analysis, we will draw upon a met-
aphorical model proposed by Hugh Kearns (2005), which illustrates the various roles of
SENCo. Based on narrative research, Kearns identified four distinct roles for SENCo:
the arbiter, the rescuer, the auditor, and the collaborator (as cited in Mackenzie, 2007,
pp. 214-215).

" To maintain clarity in the discussion, the term “special education teacher” in this article refers
to individuals working in the role of special education teachers within mainstream preschools and
schools. Additionally, when referring to school-based special education teachers, we also include
those working in preschools.
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The most expansive area of responsibility for special education teachers in main-
stream schools is characterized as collaboration with fellow educators, which is further
delineated by four specific points (Rozporzadzenie..., 2022, § 23a). Collaboration with
teachers is central to virtually all of Kearns’ identified roles (2005, pp. 214-215), which
makes it imperative to clarify the particular aspects of this cooperation. The first aspect
involves the recommendations made by the special education teacher to the school
principal regarding actions that promote enhanced participation of students — especial-
ly those with special educational needs — in the school community (Rozporzadzenie...,
2022, § 23a). This stipulation introduces a comprehensive array of tasks related to iden-
tifying physical and social barriers as well as adapting the school environment to accom-
modate the needs and capabilities of all students, particularly those with special educa-
tional needs. This broad scope of tasks encompasses adjustments to physical spaces,
the delivery of information, diagnostic processes, and educational strategies.

The second area of responsibility involves identifying and describing the teaching
materials necessary for the educational process. This task is rooted in the methodologi-
cal expertise of the educator, as well as a deep understanding of the students’ needs
within the institution. Naturally, a list of essential or helpful teaching materials may also
be compiled by classroom teachers, particularly those engaged in co-teaching. In such
cases, the role of the special education teacher transitions to verification and coordina-
tion. Notably, these responsibilities correspond closely with typical functions of a SENCo,
particularly fitting within the role of the arbitrator. In Kearns’ typology, this role primarily
entails monitoring and optimizing resources utilized for special educational needs, as
well as being responsible for personnel development and effective resource manage-
ment (as cited in Mackenzie, 2007, p. 214).

The subsequent two groups of tasks outlined under collaboration with teachers entail
conducting diagnostic assessments and addressing students’ educational and behav-
ioral problems (Rozporzadzenie..., 2022, § 23a). These responsibilities are linked to
working with students directly. In Hugh Kearns’ typology, coordinators who undertake
these tasks are referred to as experts and rescuers. Experts provide support to teachers
in situations requiring specialized knowledge — particularly in special education — while
rescuers engage directly with students, often assisting in challenging circumstances en-
countered by classroom teachers (as cited in Mackenzie, 2007, pp. 214-215).

Another significant duty of special education teachers is collaborating with a team
of educators and specialists to develop and implement individualized educational and
therapeutic programs for students with officially recognized special educational needs
(Rozporzgdzenie..., 2022, § 23a). These responsibilities correlate closely with the role
described by Kearns as the auditor. Within this framework, SENCo assist teachers in
fulfilling their administrative duties, which include creating educational curricula and
managing individual plans for students, particularly those with disabilities (as cited in
Mackenzie, 2007, pp. 214-215).

The final two tasks pertain to the special education teacher’s collaboration with ex-
ternal entities that can support the school, such as the Specialized Center for Supporting
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Inclusive Education and Psychological-Pedagogical Counseling Centers, and identifying
and implementing professional development training for teachers (Rozporzadzenie...,
2022, § 23a). Prominently featured in the typologies of SENCo tasks, these areas of
responsibility, though seemingly distinct, are often interrelated in practice. Organizing
inter-institutional and inter-sectoral collaboration typically involves networking services
and competencies, and participation in support networks requires ongoing professional
development. Involvement in such collaborations often facilitates the acquisition of new
skills (Widawska et al., 2023). In Kearns’ typology, these responsibilities are embodied
in the metaphor of the collaborator, where special education teachers engaged in meet-
ings with educators and students from other schools — aimed at sharing best practices —
are classified as coordinator-collaborators (as cited in Mackenzie, 2007, p. 215).

Final Conclusions

Despite the apparent emphasis in legal provisions on the responsibilities of special ed-
ucation teachers, particularly regarding direct support for students and teachers, many
of their designated tasks involve coordination and organization, which brings their role
closer to that of the Special Educational Needs Coordinator (SENCo). The specified
range of responsibilities for special education teachers is coherent and complementary;
however, it raises questions about the feasibility of these duties.

Athorough comparative analysis reveals that, although there is a focus on providing
direct assistance to students and teachers, as well as conducting diagnostic and thera-
peutic tasks, the responsibilities of special education teachers extend to a wide array
of activities typical of SENCo roles. It is important to note that, at least in theoretical
terms, the duties of SENCo do not include therapeutic and diagnostic responsibilities.
Consequently, the conceptual framework for the roles of special education teachers in
Poland is broader than what is typically associated with SENCo positions in many other
countries. This discrepancy raises concerns about the practicality of the responsibilities
assigned to this group of educators.

This inquiry is especially pertinent given the criticisms of unrealistic expectations sur-
rounding SENCo duties (Farrell, 1998), significant bureaucratic burdens (Frankl, 2005),
their insufficient standing within the school hierarchy in relation to coordinating and
decision-making roles typical of leadership positions (Pearson & Ralph, 2007; Tissot,
2013), and the lack of coherence in the proposed roles (Mackenzie, 2007). The analysis
of these conclusions suggests that the SENCo role is perceived as excessively burden-
some, highly complex, inconsistent, and undervalued within the professional status of
school personnel. Consequently, the Polish model of a special education teacher, which
combines SENCo responsibilities with additional duties, may also be seen as difficult to
implement in practice.

This likelihood is further underscored by preliminary research findings that illus-
trate the actual responsibilities of individuals working as special education teachers in
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mainstream settings, which include emergency interventions (Bartus, 2023; Majewicz
& Sikorski, 2024). These tasks primarily involve covering for teachers, but also extend
to various actions aimed at providing immediate support to both teachers and students.
Such activities often go beyond the mandates established in the regulations that define
the functions of special education teachers in mainstream institutions. Another significant
issue — though not explored in depth due to the limited scope of this study — is the rela-
tionship between the responsibilities of special education teachers and those of school
counselors, psychologists, and other specialists employed in mainstream settings. Ar-
guably, some of these duties may be interchangeable, while others should involve close
collaboration. A broader delineation of the responsibilities of specialists in mainstream
schools could present an opportunity for flexible cooperation, which represents a prom-
ising avenue for future research.

REFERENCES

Adamiak, B., Boryszewska, J., & Malenko, A. (2017). Organizacja i udzielanie pomocy psycholo-
giczno-pedagogicznej uczniom ze specjalnymi potrzebami edukacyjnymi w systemie edukacji
polskiej i brytyjskiej [Organization and provision of psychological and pedagogical assistance to
students with special educational needs in the Polish and British education systems]. Oficyna
Wydawnicza “Impuls”.

Allan, J. (2007). Rethinking inclusive education: The philosophers of difference in practice. Springer
Science & Business Media.

Antonik, A. (2019). Edukacja witgczajaca — poréwnanie sytuacji w Polsce i wybranych krajach eu-
ropejskich [Inclusive education: Comparison of the situation in Poland and selected European
countries]. Studia Edukacyjne, 39, 291-305. https://repozytorium.amu.edu.pl/server/api/core/
bitstreams/5f636e9e-9ec6-44d5-b204-e717eb3df2ec/content

Bartus, E. (2023). Pedagog specjalny jako wspotorganizator edukacji wigczajacej w narracjach na-
uczycieli [The special educator as a co-organizer of inclusive education in teachers’ narratives].
Colloquium, 15(4/52), 209-229. https://doi.org/10.34813/48coll2023

Belza, M. (2015). Systemy edukacji oséb umiarkowanie i znacznie oraz gteboko niepetnospraw-
nych intelektualnie (na przyktadzie rozwigzan w Anglii, Republice Czeskiej i Polsce) [Education
systems for moderately, severely, and profoundly intellectually disabled individuals (examples
from England, the Czech Republic, and Poland)]. Wydawnictwo Uniwersytetu Slgskiego.

Department for Education. (2001). Special educational needs code of practice. Department for
Education and Skills.

Department for Education. (2015). Special educational needs and disability code of practice: 0 to
25 years. Department for Education.

Engsig, T.T., & Johnstone, C.J. (2014). Is there something rotten in the state of Denmark? The
paradoxical policies of inclusive education — lessons from Denmark. International Journal of
Inclusive Education, 19(5), 469—486. https://doi.org/10.1080/13603116.2014.940068

Farrell, M. (1998). The role of the special educational needs co-ordinator: Looking forward. Support
for Learning, 13(2), 82—86. https://doi.org/10.1111/1467-9604.00063

Fisher, H. (2012). Progressing towards a model of intrinsic inclusion in a mainstream primary school:
A SENCO’s experience. International Journal of Inclusive Education, 16(12), 1273-1293. https://
doi.org/10.1080/13603116.2011.557449

30 Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 23-32


https://doi.org/10.34813/48coll2023
https://doi.org/10.1080/13603116.2014.940068
https://doi.org/10.1080/13603116.2011.557449
https://doi.org/10.1080/13603116.2011.557449

Responsibilities of Special Education Teachers in Inclusive Education

Fitzell, S.G. (2018). Best practices in co-teaching and collaboration: The how of co-teaching — im-
plementing the models. Cogent Catalyst Publications.

Frankl, C. (2005). Managing individual education plans: Reducing the load of the spe-
cial educational needs coordinator. Support for Learning, 20(2), 77—-82. https://doi.
org/10.1111/j.0268-2141.2005.00365.x

Friend, M., Cook, L., Hurley-Chamberlain, A., & Shamberger, C. (2010). Co-teaching: An illustration
of the complexity of collaboration in special education. Journal of Educational and Psychological
Consultation, 20(1), 9-27. https://doi.org/10.1080/10474410903535380

Gajdzica, Z. (2011). Sytuacje trudne w opinii nauczycieli klas integracyjnych [Difficult situations in
the opinion of teachers of inclusive classes]. Oficyna Wydawnicza “Impuls”, Uniwersytet Slgski.

Gajdzica, Z. (2013). Kategorie sukcesow w opiniach nauczycieli klas integracyjnych jako przyczy-
nek do poszukiwania koncepcji edukacji integracyjnej [Categories of success in the opinions
of inclusive class teachers as a contribution to the search for an inclusive education concept].
Oficyna Wydawnicza “Impuls”.

Gajdzica, Z. (2020). Uczen z lekkg niepetnosprawnoscig intelektualng w szkole ogélnodostepne;:
nauczyciele o (nie)zmienianej sytuacji w kontekscie kultury szkoty inkluzyjnej [Students with
mild intellectual disabilities in mainstream schools: Teachers on the (un)changed situation in
the context of inclusive school culture]. Wydawnictwo Naukowe PWN.

Gajdzica, Z. (2022). Projektowane zadania koordynatora ds. specjalnych potrzeb edukacyjnych
w polskim systemie edukacyjnym w kontekscie brytyjskich doswiadczenh SENCo [Planned
tasks of the Coordinator for Special Educational Needs in the Polish educational system in
the context of British SENCo experience]. Forum Pedagogiczne, 12(1), 109-121. https://doi.
org/10.21697/fp.2022.1.08

Guillemot, F., Lacroix, F., & Nocus, I. (2022). Teachers’ attitude towards inclusive education from
2000 to 2020: An extended meta-analysis. International Journal of Educational Research Open,
3, 100175. https://doi.org/10.1016/j.ijedro.2022.100175

Haug, P. (2017). Understanding inclusive education: Ideals and reality. Scandinavian Journal of Di-
sability Research, 19(3), 206-217. https://doi.org/10.1080/15017419.2016.1224778

Kearns, H. (2005). Exploring the experiential learning of special educational needs coordina-
tors. Journal of In-Service Education, 31(1), 131-150. https://www.tandfonline.com/doi/
abs/10.1080/13674580500200364

Lewandowska-Kidon, T. (2019). Pomoc psychologiczno-pedagogiczna w szkole jako szansa na
przeciwdziatanie zjawisku wykluczenia spotecznego [Psychological and pedagogical assistance
in schools as a chance to counteract social exclusion]. Annales Universitatis Mariae Curie-
-Sktodowska, 32(2), 69-81. https://doi.org/10.17951/j.2019.32.2.69-81

Mackenzie, S. (2007). A review of recent developments in the role of the SENCo in the UK. British
Journal of Special Education, 34(4), 212-218. https://doi.org/10.1111/j.1467-8578.2007.00481.x

Majewicz, P., & Sikorski, J. (2024). Pedagog specjalny w publicznych przedszkolach, szkotach
i placéwkach — nowe stanowisko specjalisty w polskim systemie edukacji w opinii nauczycieli
[Special educator in public kindergartens, schools, and institutions — A new specialist position
in the Polish education system in the opinion of teachers]. Journal of Modern Science, 55(1),
582-596. https://doi.org/10.13166/jms/183984

MEN. (2020a). Model edukacji dla wszystkich. Rozwigzania systemowe ukierunkowane na za-
pewnienie wysokiej jakosSci ksztafcenia, wychowania i opieki z uwzglednieniem zréZznicowa-
nia potrzeb rozwojowych i edukacyjnych dzieciom, uczniom i dorostym osobom uczgcym sie
[Education model for all. Systemic solutions aimed at ensuring high-quality education and care,
considering the diverse developmental and educational needs of children, students, and adults].
Ministerstwo Edukacji Narodowe;.

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 23-32 31


https://doi.org/10.1080/10474410903535380
https://doi.org/10.1016/j.ijedro.2022.100175
https://doi.org/10.1080/15017419.2016.1224778
https://doi.org/10.1111/j.1467-8578.2007.00481.x
https://doi.org/10.13166/jms/183984

%719;&‘] /fﬂ‘ﬁﬁ/ﬂu&_ Zenon Gajdzica, Edyta Widawska
1 / 7

MEN. (2020b). Wspieranie podnoszenia jakoSci edukacji wtgczajgcej w Polsce [Suppor-
ting the improvement of inclusive education in Poland]. https://www.gov.pl/web/edukacja/
wspieranie-podnoszenia-jakosci-edukacji-wlaczajacej-w-polsce2

Pearson, S., & Ralph, S. (2007). The identity of SENCos: Insights through images. Journal of Research
in Special Educational Needs, 7(1), 36-45. https://doi.org/10.1111/j.1471-3802.2007.00079.x

Rozporzadzenie Ministra Edukacji i Nauki z dnia 22 lipca 2022 r. zmieniajace rozporzgdzenie
w sprawie zasad udzielania i organizacji pomocy psychologiczno-pedagogicznej w publicznych
szkotach i placéwkach [Regulation of the Minister of Science and Education of July 22, 2022,
amending the regulation on the rules of providing and organizing psychological and pedago-
gical assistance in public schools and institutions]. (2022). Dz. U. 2022 poz. 1593 [Journal of
Laws of July 29, 2022, item 1593].

Tissot, C. (2013). The role of SENCos as leaders. British Journal of Special Education, 1(40), 33-40.
https://doi.org/10.1111/1467-8578.12014

Widawska, E., Jachimczak, B., & Gajdzica, Z. (2023). Budowanie modelowych rozwigzan wsparcia
miedzysektorowego na poziomie lokalnym [Building model solutions for cross-sectoral support at
the local level]. In M. Walkiewicz-Krutak (Ed.), Wczesne wspomaganie rozwoju dzieci i wsparcie
rodzin (pp. 40-52). Wydawnictwo Akademii Pedagogiki Specjalne;j.

Ydesen, C., & Daniels, H. (2024). Inclusive education in complex landscapes of stakeholders,
agendas and priorities. International Journal of Inclusive Education, 1-8. https://doi.org/10.10
80/13603116.2024.2368685

Zamkowska, A. (2005). Podstawowe uwarunkowania prawne i ich praktyczne konsekwencje w an-
gielskim modelu edukacji integracyjnej [Basic legal conditions and their practical consequen-
ces in the English model of inclusive education]. In J. Wyczesany & Z. Gajdzica (Eds.), Edu-
kacja i wsparcie spoteczne osob z niepetnosprawnoscig w wybranych krajach europejskich
(pp. 62-79). Oficyna Wydawnicza “Impuls”.

Zamkowska, A. (2016). Egzemplifikacje modeli wsparcia edukacji wigczajacej na podstawie roz-
wigzan przyjetych w réznych krajach [Examples of inclusive education support models based
on solutions adopted in different countries]. Problemy Edukacji, Rehabilitacji, Socjalizacji Oséb
Niepeinosprawnych, 1(22), 35-44.

Copyright and License

This article is published under the terms of the Creative Commons
@ ®® Attribution — NoDerivs (CC BY- ND 4.0) License
BY ND http://creativecommons.org/licenses/by-nd/4.0/

Source of funding
Lack of funding sources.

Disclosure statement
No potential conflict of interest was reported by the author(s).

Horyzonty Wychowania/Horizons of Education, 2024, Vol. 23, No. 68, 23-32


https://doi.org/10.1111/1467-8578.12014
https://doi.org/10.1080/13603116.2024.2368685
https://doi.org/10.1080/13603116.2024.2368685

