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Abstract

In the article, I point out the weaknesses in the domestic social capital and at the same time
I emphasize its key role in creating pro-inclusive actions and solutions for people with dis-
abilities in all spheres or areas of their life activities. However, the subject of my special
reflection is the education system and the need to strengthen capital resources and social trust
in its space. It is the basis for the inclusion and support of these people and their families in
the cooperation with the local environment. It creates a climate for practicing civic skills;
readiness of all entities/participants of education for a mutual, based on trust and respect
cooperation that is open to the possibility of including others to a different extent and whom
are not only formally involved in their education.

Key words: social capital, people with disabilities, pro-inclusive education, strengthening
social capital at school

Introduction

Severely experienced by most citizens — nondisabled and those with disabilities
— market fundamentalism, being an inseparable part of the neoliberal politics
and economy carried out in Poland, impedes the creation of pro-inclusive ac-
tivities and solutions in both the social sphere and the system of education. The
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consumerism cult clearly restricts the domestic social capital whose historically
formed configuration, above all, is characterized by strong connections between
individuals and groups deriving from the same environments (bonding ties uni-
fying and reinforcing homogenous groups). At the same time, there occurs the
weakening of social trust towards institutions as well as reciprocal relationships
between people from formal and informal groups, thus, there are weak bridg-
ing ties connecting heterogeneous groups (Sowa, 2008, 2015; Dziatek, 2011,
Weziak-Biatowolska, 2010, Mikiewicz, 2014). Therefore, the feeling of social
solidarity as well as the civil engagement in the common welfare creation pro-
cess is rather low. The relationships are usually limited to strong emotional
bonds and contacts with family, friends or neighbours, somehow ‘blocking off”
the relationships and cooperation with others which are known to stimulate the
development and enhance the change of one’s life situation. As Janusz Czapinski
(2015) emphasizes, social capital, apart from influencing the economic devel-
opment of a country, has a considerable significance for integration and social
solidarity. It further counteracts exclusion and discrimination, serves to com-
plete and help out inefficient institutions of a country, controls the governmen-
tal sector (including the commercial one as well) and enforces the country’s
responsibility towards its citizens. The indicator of social capital, in my view
being particularly significant for the completion of diverse needs and expecta-
tions in the area of social inclusion and the support of children, teenagers and
adults with disabilities or with special needs, is the generalized interpersonal
trust. Unfortunately, in this aspect we are located in one of the last places among
countries included in the European Social Survey. Meanwhile, high generalized
trust inspires voluntary activities for the benefit of local community, including
wage-free work for those in need (voluntary work), active participation in elec-
tions and work for public or social benefit institutions (associations, founda-
tions, clubs) as well as a positive, accepting attitude towards others including
people with disabilities. Unfortunately, social capital stands at a low level in our
country. Therefore, if high level of social capital determines the nature of civil
society capable of joint development in a more and more competitive market
environment (Czapinski, 2015), thus, in such a situation — of social atomiza-
tion of individuals and groups — the perspectives or the chances for organizing
a highly dynamic, elastic and pro-inclusive support system for people with disa-
bilities are rather unsatisfactory. Therefore, it is necessary to intensify activities
for the creation of social bonding networks effectively including these people in
the social life, in a way enabling cooperation with others — the nondisabled, for
the common welfare of the whole society (Czapinski, 2015).
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The synergy effect, enhanced by both team work and cooperation between
nondisabled people and people with disabilities, based on positive interactions,
proper division/share of duties taking into account possibilities and limitations
or interests, shall create their real (not mock) social integration and inclusion in
the area of the system of education. The organization of personalized and pro-
inclusive support for people with disabilities, considering and appreciative, as
Eugenia Potulicka (2012) notices, ’possibilities to help oneself” — empowering
these people, their families and local communities by combing the individual re-
sponsibility, social support and the country’s activities, is definetely not a simple
task (cf. Potulicka, 2012). It further obliges to reflect on and eliminate or at
least limit these obstacles and weaknesses which in the system of education
make them problematic. Referring to the idea put forward by Robert D. Put-
nam (2008), stating that among social groups deserving special attention with
relation to the shaping of social capital, pupils and schools ought to be men-
tioned in the first place. I shall add here that other subjects engage themselves
to a varying degree in the process of domestic education as well. The knowl-
edge on public issues (including problems experienced by people with disabili-
ties) and the everyday implementation of civil skills are the initial conditions
for effective participation and readiness of every participant of education to
undertake assistance activities for the benefit of others, including people with
disabilities (cf. Potulicka, 2012). Indicating the significance of the matter for
inclusion and launch of assistance activities for the highly diverse in their ex-
pectations and needs group of people, further in the article I shall also refer to
another issue, in my view not less important for the creation of social capital,
namely — the underestimation of capabilities of parents and families of people
with disabilities. Undoubtedly, the family environment of pupils/people with
disabilities and the quality of the relationship with the school, create the space
for reciprocal cooperation based on trust and respect, open to the possibility of
including other subjects not only those officially engaged in their education.

Shortcomings in the social trust as an obstacle for inclusion and
support of people with disabilities in the system of education

Regardless of whether social capital is viewed as an individual (Bourdieu, Ca-
melon) or a public benefit (Putnam, Fukuyama, Sztompka, Czapinski), its basic
element is trust (Potulicka, 2012) being the ground for ‘relationships and bonds
at the level of both direct relationship among people as well as social macro-
structure [...] favouring the reduction of uncertainty and risk’ (Domanski, 2014,
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p. 8). Measurable benefits deriving from high trust are noticed in the economic,
political and everyday contacts spheres. Greater trust reduces e.g. ‘transaction
costs’- it shortens negotiation time, facilitates the parties agreement, stimulates
the performance and entrepreneurship of entities. In the political sphere, it fa-
vours the reinforcement of the stability of the social system as well as the le-
gitimatization of the ruling class. However, at the level of everyday contacts,
it provides people with the feeling of confidence deriving from the belief that
they are a part of a firm social structure. Trust provides the feeling of com-
fort, which is reflected in the results of research indicating the appearance of
strong dependence between the level of trust and the life satisfaction and also
the feeling of happiness. The belief that others shall not let us down is built into
being a part of a community and closeness to other people (Domanski, 2014,
p- 10). Meanwhile, as shown by the abovementioned ESS research (2014,
2016), Poland in respect of the level of generalized trust is located in one of
the last places, although the lowering level of interpersonal trust shall be re-
garded as particularly unfavorable, which may indicate the rising feeling of
social uncertainty, a process said to have begun after 2010 (Rychard, 2016). For
reference, the highest level of social trust is noticed in Scandinavian countries,
which can be explained by these countries’ way of functioning, based on the
model of a friendly, protective country, but also by possessing some qualities
favouring development of e.g. civil activity seen in the participation in various
social organizations, low inequalities in income ( the lowest in Gini coefficient),
the conviction of the chances for equality as well as high legitimization of poli-
ticians and government (Delhey and Newton 2005, Domanski, 2014). Lower
social stratification in these countries weakens social barriers and improves
communication among people from different classes, strata or professional
groups. The lack of such communication, as Henryk Domanski emphasizes,
‘not only impedes the breaking of mutual prejudice, stereotypes and ignorance
barriers creating distrust, but it also reduces direct relationships, replacing them
with those more formalized («officialy), reinforcing the feeling of alienness’
(Domanski, 2014, p. 14).

In this context it seems optimal to create or activate, in the social space
and in the system of education, such forms of organization, activities or initia-
tives mostly of bridging nature, which by incorporating the representatives of
various backgrounds, including children, teenagers and adults with disabilities,
by referring to universal values, shall favour the vanishing of social distance,
have a bonding effect, create the atmosphere of ‘inclusive’ trust and support.
(cf. Dziatek 2011).
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As the research by Kamil Hernik, Marek Solon-Lipinski and Jedrzej Sta-
siowski (2012) indicates, a considerable significance for this interpretation of
the development of social capital — being in my view a favourable ground for
inclusion and the creation of support network for students with disabilities in
the course of education (perceived as a lifetime process) — without a doubt, is
found in the institutional surrounding of schools, which cooperates with them to
avarying degree and range in the local environment. A model approach has been
adopted to view such cooperation, having carried out an empirical' data analysis.
The following types of cooperation have been distinguished; local, beyond-lo-
cal, thematic, incidental and symbiotic. Nevertheless, the suggested types, as the
authors indicate, do not exhaust the complexity of the reality in which schools
function, but they allow us to point to the basic problems connected with the
building and using of their social capital. The main prerequisite for these types
of distinction was to indicate some characteristic traits, which decided about the
specificity of the use of social capital built on the ground of a particular coop-
eration model. Leaving out the detailed analysis of the distinguished types, it is
worth noting that within each of them; schools may develop their institutional
resources of social capital, comprising more or less permanent relationships
with the partners of the cooperation. The binder of such relationships is recipro-
cal trust found not only in the personal relationships among the institutions em-
ployees, but also in the institutionalized norms of cooperation, which have their
source in legal regulations and former cooperation experiences (Hernik, Solon-
Lipinski, Stasiowski, 2012, p. 9). The resources of social capital anchored in the
networks of cooperation between schools and the local environment, facilitate
the development of the schools’ didactic potential by being the source of materi-
al and financial support. They further allow them to create attractive, stimulating
and pro-inclusive environment for children, teenagers and adults with disabili-
ties or with special needs. However, it is worth noting, referring to the quoted
authors, that ‘by the participation in the same cooperation networks, pupils are
being instrumentally used as a public relations resource of local politicians, and

' While analyzing the empirical data concerning the cooperation between school and envi-
ronment, the authors took into account ‘numerous factors e.g. the type of a partner and its location,
the frequency of contacts (made once or periodically), the contacts’ form (official, informal) the es-
sence (the type of exchanged resources and their direction ), the intensity as well as the evaluation
of the cooperation, the grounds (voluntary vs. obligatory) as well as the context of the beginning
of the cooperation. In practice, it turned out that not each of the abovementioned and analyzed
dimensions allowed for building interesting and accurately describing reality distinctions’ (Hernik,
Solon-Lipinski, Stasiowski 2012, p. 6).
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the school loses its worldview neutrality by engaging in the Church’s catechetic
mission’ (Hernik, Solon-Lipinski, Stasiowski, 2012, p. 9). However, informal
cooperation between schools and social control institutions — police and social
assistance has been observed, which might have violated the privacy of pupils
and their parents. This example, together with other weaknesses noticeable in
schools’ functioning with respect to their cooperation with the so called external
environment, are perceived as threatening to the development of their social
capital, should be eliminated or at least limited. The awareness of obstacles or
threats will enable schools to create optimal educational policy in cooperation
and with a reciprocal support provided by numerous institutions in local envi-
ronment and the pupils’ parents, including parents/caretakers of students with
disabilities (Hernik, Solon-Lipinski, Stasiowski, 2012).

Families of pupils/ people with disabilities and their relationships
with school as a space to build reciprocal social capital
and support.

Pupils’ families and their relationships with school are as important as the lo-
cal environment in the process of building social capital; their own and the
school’s. Pupils, regardless of the stage of education, do not function in two
distinct communities after all, but in both simultaneously being their full mem-
bers and the subjects of influence at the same time. (Malinowska, 2016). The
reciprocal relationships between all pupils’ families and school — often being
the centre of life of the local community, decide on the level of the use of the
school’s potential or its resources in the creation of the available and diverse
pro-inclusive network of support for them. Therefore, schools ought to foster the
creation of trust, inter — human communication culture, empathy and the feeling
of responsibility which shall not occur in relationships of insincerity, pretending
or lack of bonds between the school management and the educational process
as well as students and their parents. (Sliwerski, 2015, p. 610). Meanwhile, as
Aleksander Nalaskowski (2007) stated over a decade ago, the school still lacks
educational community or any community at all, which could provide the grounds
for a dialogue and the building of social capital®. Thus, there does not exist

2 Collective longitudinal studies, having the greatest diagnostic value on the role of school
and academic education in the development of social capital of the new, post-socialist generation
of young Poles being the first class of junior high school graduates, were carried out by Maria
Dudzikowa in Poland (Sliwerski, 2015, p. 165)
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a good ground for the development of the support network for pupils with disabili-
ties and their parents. It seems, though, that an interesting alternative for a school
functioning in this way, may be, as Jozef Kuzma (2013) suggests, the school’s
quality transformation, thus ‘a new school in terms of quality — open to changes,
supporting the children development, however, much more costly. It will be an
institution creating better conditions, more demanding, and children — friendly
at the same time’ (Kuzma, 2013, p. 16). I shall add ‘friendly’, because it is per-
ceived in the categories of public welfare, open to the pupils’ special education
needs, abilities and interests. Therefore, comprehensively supportive for both
children/students and their families in each possible dimension; psycho-emo-
tional, social, service, custodial, educational and finally rehabilitative (Maciarz,
1993). It is a school which is not being treated by its governing bodies in the
category of costs, but as an investment, including the development of social
trust in cooperation with the local environment.

The reactivation of trust enabling the educational dialogue being the
ground for the building of social capital and support network, should be taking
place at a few levels of relationship; pupil-pupil, pupil-teacher, pupil-parent,
teacher-parent, parent-parent, school-local environment (Malinowska, 2016, cf.
Mendel, 2013). As Joanna Malinowska (2016, p. 285) states ‘only then will
it be possible to exchange the cultural knowledge, make contacts, gain social
resources understood as key/life skills” and cross closed bonds de facto isolat-
ing and excluding students with disabilities and their families from the local
community. It means that the structural grounds for the bonds opening to the
surrounding reality is the mutual merging of different environments; the pupils’,
the teachers’ the parents’ and the locals’. The bridging bonds in question cre-
ate pro-inclusive trust and support, eliminate stereotypes, reluctance or social
distance among every education subjects. Accordingly, I mean a school of co-
operation, teaching civil activity. A national project run in the years 2013-2015
— A school of cooperation. Pupils and parents as social capital in a modern
school may serve as an example of such an activity. The project’s main aim
was to reinforce the emphasized in its title cooperation between pupils, parents,
teachers and representatives of local environments, taking place in kindergar-
tens and schools in Poland. The priority of the project was to inspire the school
environment to implement good practices in the context of reciprocal coopera-
tion as well as introduce permanent changes in the perception of the role of
pupils and their parents in the school activities. It is worth expanding, showing
the specific objectives as well, which were logically systematized and reflected
in the following activities carried out respectively:
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1. Diagnosing both the contemporary cooperation in schools (the project
included state kindergartens, primary schools, junior high schools and
high schools) and the expectations of parents, pupils and teachers/prin-
cipals in the matter;

2. Developing cooperation models adequate to Polish conditions and solu-
tions aiming at reinforcing the cooperation in question at every educa-
tional stage (not excluding kindergartens);

3. Reinforcing cooperation in over 1200 schools by the participation of
every indicated subject in trainings and workshops; the project partici-
pants (6600 people — parents, teachers/principals and pupils) organized
in their schools debates on the condition of cooperation between them
and the ways of its reinforcement. Afterwards, they planned and execu-
ted joint ventures engaging these three communities. It is worth noting
that in order to preserve the positive changes occurring at schools, 700
two-year school programmes for active cooperation (SPAW) were pre-
pared, which, as the organizers — The Ministry of Education together
with the Local Democracy Development Foundation, ensured, were to
be implemented following the project completion.

4. Developing and sharing the knowledge/information base concerning
the possibilities of the parents’ active participation or their activities in
schools and kindergartens;

5. Developing and sharing knowledge/ information resources concer-
ning active participation of pupils in the school life, with a particular
consideration drawn to the possibilities of undertaking such an acti-
vity in the pupils’ councils. (http://szkolawspolpracy.pl/o-projekcie/
[DOA:12.07.2018]).

Leaving out further, more detailed analyses of the assumptions and the
results of the project, which have been posted on the previously mentioned web-
page, I shall focus on a few obtained results from the carried out activities and
research (quantitative and qualitative), which are particularly significant for the
issues addressed by me. Thus, a vast majority of parents evaluate the school
activities (the atmosphere at school, the educational activity, the parents’ con-
tact with the teachers and the principals’ activities) as good and rather good
(given the lack of the ‘very good’ category). The majority expressed the opinion
on the need of their participation in the evaluation of teachers performance;
such a view was expressed more often by parents having a university degree.
Moreover, two thirds of people involved in the research admitted that in the
process of school education, the creation of conditions for independence and
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development is of great significance (which was positively connected with the
level of declared trust to others). Parents with low monthly income expected the
emphasis to be put on discipline and order. What’s important, the research par-
ticipants declared the acquaintance with the parents’ and the children’s rights,
however, they ‘used’ these rights mostly in situations of inadequate behaviors
of pupils noticed in their contacts with their peers (e.g. fights, conflicts, inappro-
priate treatment and disagreements between children and teachers). In this case,
the possible high level of superficiality of these declarations has been noted.
Another example is the evaluation of engagement in school life; the reasons
for the lack of such engagement were: lack of time and, what is important, the
assumption that every activity undertaken by schools should be carried out by
their employees. Most parents did not have a feeling of having an influence on
the school activities. It has also been determined that in many schools there did
not exist any effective mechanisms of cooperation between the school pupils’
councils and the representatives of parents, what is more, in the principals as-
sessment only in one third of schools, pupils had a real influence on the use of
funds from the parents’ council. Thus, the scope of power assigned to school
pupils was quite often limited or the power was of illusory nature. The con-
siderable role of teachers and the principal in the creation of the cooperation
environment process has also been stressed out. The school management style
has also turned out to play a significant role. If the style had been of traditional
nature, the relationships developed a hierarchical character, they had the nature
of dependence and subjection, there appeared a distance between the principal
and the teaching staff. The latter did not play an important role in initiating ac-
tivities, what is more, teachers were often excluded from the decision making
process concerning fundamental issues for the school functioning etc. In conse-
quence, initiatives pursuing consolidation of all the environments, including the
local one as well as those aiming at narrowing the cooperation between them,
were missing. Obviously, there were schools in which both the management and
teachers were open to a dialogue, cooperation, innovation. They strove for the
development of independence and self-government of pupils as well as inspired
parents’ activities offering them the role of equal participants of the school
community. There was a good atmosphere for cooperation, implementation of
democratic management mechanisms based on joint action, delegation of part
of authority, sharing duties and responsibility. The priority was to build recip-
rocal trust, partnership, the feeling of unity and shared responsibility for the
school. (http://szkolawspolpracy.pl/2015/attachments/article/13/2 Raport%20
upowszechniaj%C4%85cy.pdf [DOA: 12.07.2018]).
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I wish there were more such schools effectively building social capital
and support for the pupils and their parents. Within the project some remedial
actions have been initiated and proposals for cooperation models between in-
stitutions and parents and the local environment have been developed (http://
szkolawspolpracy.pl/2015/attachments/article/13/7 Prezentacja%200%20
modelach%20wsp%C3%B3%C5%82pracy dr%2001ga%20Napiontek.pdf
[DOA: 12.07.2018]).

The mentioned, although only a few chosen, results of the research carried
out within the project 4 school of cooperation. Students and parents as social
capital in a modern school, lead to two more afterthoughts. I connect them with
the necessity to view school as a learning organization as well as the need to
verify current training of educators/teachers by initiating a positive selection
of candidates for the profession as well as granting a higher rank to practical
education as it favours the development of soft skills in high school graduates.

Dynamic civilizational, economic and social changes faced by contem-
porary school assign new duties and requirements if the school wants to be
competitive against a vast offer from the Internet, TV and other mass media.
School functioning as the source of information for pupils and a place where
teachers transfer the information is no longer justified. (Senge et al. 2002). As
rightly, almost two decades ago, Senge et al. emphasized ‘in the coming years,
pupils will not have any reason to enter the school building to get information.
Nevertheless, they will have to go there to acquire some basic skills, including
the ability to evaluate processes and cooperation while learning — thus, to learn
how to consolidate the knowledge, reflect on it and put it into practice’ (Senge
et al. 2002, p. 566). Therefore, the transformation of school is necessary and
expected, it should amongst other things focus on the relationship between the
subjects of education, particularly those between the teachers and the pupils.
Nevertheless, the former, by acquiring the ways of thinking and acting arising
from experiences gained from the environments and institutions in which they
were functioning while their personalities were being shaped, quite often bring
those experiences to schools, which become their workplaces later in life. Such
teachers have a feeling of exclusiveness to set goals and tasks for the pupil to
obey; the pupil learns that he has achieved a success only when the teacher in-
forms him or her about that. Children/pupils quite quickly find out what to do in
order to achieve good results in learning and to satisfy the teachers. This knowl-
edge is being brought to the professional career ground, including the teacher
profession, in which, as adults, such people are able to effectively satisfy their
superiors, however they are unable to improve the system of education, increase
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the quality of cooperation with children, their parents and the local environment
(cf. Senge et al., 2002). They are not ‘social capitalists’- people who are open
and who create bonds, reinforce them and improve their range and strength (cf.
Kwiecinski, 2012). They are people who do not engage in the creation of social
capital of school, which is the ground for the support of pupils with special edu-
cation needs. That is why, there is a need for a constant dialogue and discussion
among every subject of education, thus, ‘the exchange of opinions, confronta-
tion, sharing doubts, posing and solving problems, sharing experiences, receiv-
ing feedback, comparing, receiving advice, looking for confirmation (denial) of
one’s views, discussing professional topics freely, sharing one’s own practical
solutions, analysing both successes and failures® (Fura, 2007, p. 218).
Undoubtedly, the abovementioned skills ought to be learnt by contempo-
rary teachers, whose identity is at present threatened by the far too frequently ap-
pearing feeling of alienness from the professional group and discomfort caused
by the low social status of the performed job. Reluctance to identify oneself with
one’s own professional group far too often results in the lack of openness for
cooperation with the teaching staff of one’s school; teachers hardly ever identify
with their school’s objectives, treating them as imposed on them, they do not
have a feeling of influence on the objectives setting or their realization. There-
fore, they create a group of socially atomized individuals more open to relation-
ships with colleagues from other schools instead of those who work with them
(cf. Kwiatkowska, 2005; Zytko, 2015). Moreover, the absence of feeling of be-
ing in control and the possibility of participation in creating the system of edu-
cation ‘lead to the acceptance of the fact that the existing situation is unchange-
able. Therefore, they lock themselves in local, school, classroom activities far
from noticing a wider socio-cultural perspective. They do not undertake ambi-
tious actions, independent initiatives since they fear failure. All these arouse
frustration and fear of responsibility, but also reluctance to introduce changes’
(Zytko, 2015, p. 2). Hence, the priority in the process of contemporary teachers’
education is the development of their skills and shaping attitudes, which favour
building at school a community of teachers, pupils, parents and local people in
order to achieve good quality education and provide support for every child/pu-
pil. Such skills and attitudes favor mobilization to act, release reciprocal, crea-
tive, unhampered and enterprising activity of educators/teachers. They addition-
ally reinforce bonds among people within the same professional group, favor
mutual help and readiness to support and work for the benefit of others (cf. Sz-
tompka, 2005). ‘By building social capital of teachers at school, we build social
capital of pupils/citizens-to-be in their adulthood’ (Wiktorzak, 2009, p. 261).
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The quality of relationship among pupils in a group/classroom creates each pu-
pil’s resources, but equally it creates the resources of the group as a whole and
the resources of the school the group is part of. At the same time, there occurs
a reciprocal exchange of the resources of social capital; the social capital con-
veyed from the school to the pupils creates the conditions for the group activity,
being the consequences of relationships observed between them and possibili-
ties created in the context by the school (Bochno, 2016).

A solution might be programme suggestions which develop such com-
petences in students of teacher training universities e.g workshops practically
teaching cooperation with parents, enabling to indicate particularly significant
for both parties difficulties they experience in relationship with the school and
the children, by means of a dialogue and discussion. (Zytko, 2015). Addition-
ally, a good quality of teaching practice during studies shall favor the develop-
ment of skills and competences of students connected with proper division and
assignment of tasks to pupils (adequate to their preferences and resources), us-
ing ‘collective wisdom’ of a team/group or a class with simultaneous openness
to diverse views of pupils, making use of the best developed solutions, avoiding
mistakes by sharing experiences, providing assistance or support to those pupils
(their parents as well) who need it at a certain point of time or while performing
a given task (applying the power of peer tutoring®) (cf. Elsner 2015). Another,
valuable form supporting the development of substantive and social competenc-
es of employed teachers as well as principals is e.g. mentoring. Its essence is
appreciating and using the richness of knowledge and experiences of educators
having many years of well-assessed pedagogical work, those who often engage
in the support process of pupils with disabilities and their parents (families) at
school and in the local environment.

Final afterthoughts

The system of domestic education, being in crisis for a while and therefore re-
quiring a thorough reorganization, has become my concern in connection with
a justified in the content of the article necessity to reinforce, within its space,
social capital which is, what I wish to emphasize, the ground for the creation
of personalized network of support for pupils/people with disabilities and their
families in view of the spread of social and educational inclusion. Social or en-

3 The advantages of peer tutoring with reference to pupils with intellectual disabilities have
been interestingly discussed by Anna Zamkowska (2009) in her monograph.
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vironmental context of schools functioning together with cultural and economic
factors are considerably significant for their organization and for the undertaken
tasks, which should focus on the process of shaping aware, creative and respon-
sible citizens prepared to cooperate while fulfilling social roles, tolerant and
open to the needs of others. In this process, acquiring and gathering knowledge
shall give way to the development of the ability to search for knowledge, select
it and reflect on it as well as to acquire competences essential to start a rela-
tionship and solve problems jointly (Juszczyk-Rygatto, 2017). Therefore, one
‘should undertake any action open to the creation of social bonds, which may
result in educating young people in the spirit of trust, unity, joint responsibility
and creative cooperation. The most productive economic and social approach is
said to be the concept of building non-material resource which is social capital
of school’ (Juszczyk-Rygatto, 2017, p. 54). However, it needs to be concluded
that such capital creation ‘requires both financial investments to e.g. reduce the
number of pupils in each class, reorganize the school space to match diverse
needs of teachers and pupils as well as release their various spontaneous be-
haviours, provide more extracurricular activities, appoint the tutors of science
circles, pupils organizations, associations etc. What is more, it requires substan-
tial amount of time and effort. I mean long standing interactions, contacts and
meetings which build traditions and the school atmosphere based on informal
bonds (Dudzikowa 2009, p. 21).

It obliges all subjects of education — teachers/principals, pupils, parents and
the representatives of the local environment to implement joint actions equally
beneficial for children, teenagers and adults with disabilities. Therefore, in the
content of the article, by emphasizing the significance of trust or social capital
for the creation of inclusive and assistance activities for the diverse group of
people, I indicted the considerable significance of parents and families of such
people as well as the quality of their relationship with school.
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