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Abstract 
This paper draws on findings from the From Adversity to University project, a unique widening participation initiative developed by one university to support a diverse range of people into Higher Education through engagement with a 12-week bridging module. This small-scale case study presents an in-depth exploration of how learning space shaped students’ experience of a bridging module during the COVID-19 pandemic. Space is conceptualised through a theory of embodied cognition which recognises the complexity of social, cultural, and cognitive inter-relations between space and students’ learning experience. An interpretative narrative methodological approach was taken, drawing on Brown and Gilligan’s (1991) Listening Guide. Semi-structured interviews were carried out with five students who completed the bridging module during the start of the COVID-19 pandemic. All had been affected by homelessness and most were in recovery from alcohol and/or drug addiction.  For all participants there was a complex and dynamic interconnectivity between learning spaces and their experience of the bridging module. The findings demonstrate for the five students how learning spaces (including the flexibility of the space) contributed to participants’ sense of belonging, recovery from drugs and alcohol addiction, mental health and well-being. Implications of the study point towards the need for further research into the connection between learning space and the creation of a sense of belonging particularly for students from marginalised groups.  

Introduction 
The connection between learning spaces and students’ learning experience in Higher Education is an under-researched area (Temple 2010; Ellis and Goodyear 2017; Chattaraj and Vijayaraghavan  2021). However, innovations in technology (Ellis and Goodyear 2017) and the increased use of online learning has sparked a renewed interest in this area (WHO 2022). For those affected by homelessness, past experiences of learning space are often complex and negative creating barriers to accessing Higher Education (Authors 2021). During the COVID-19 pandemic and subsequent lock downs the emergency switch to remote online learning presented new challenges for students, educators, and institutions (WHO 2020; Chattaraj and Vijayaraghavan 2021; Abdullah et al. 2022; Aschenberger et al. 2022). The pandemic had a particular impact for those affected by homelessness both nationally and globally, making homelessness more visible as well as increasing numbers of those who were experiencing homelessness for the first time (Boobis and Albanese 2020). In March 2020 at the beginning of the pandemic the England government introduced the highly successful ‘Everyone In’ initiative providing short term funding for local authorities to provide emergency accommodation for rough sleepers and for those in shelters and assessment centres to protect them from the risks of Covid-19 (MHCLG and Hall, 2020; HCHCLGC, 2021). As a result, by January 2021 11,263 people were in emergency accommodation (such as hotels, BnBs and student accommodation) and 26,167 were in settled accommodation (for example, social housing or private rentals) or supported housing (Cromarty, 2021). Despite the initial success of the initiative, by February 2021 25% of those supported by the scheme were no longer being accommodated and only 23% were living in settled accommodation (i.e. somewhere they could stay for at least 6 months) by February 2021 (Shelter 2021; UK Parliament 2021). In 2022 the government published a refreshed strategy ‘Ending Rough Sleeping for Good’, to be achieved by 2024. (Department for Levelling Up, Housing and communities [DLUHC], 2022). However, it has been questioned whether the funding (£2 billion up to 2025) is sufficient to end rough sleeping, particularly in the light of increased cost of living pressures and need for more affordable accommodation (Wilson and Barton, 2023). This paper draws on findings from the From Adversity to University project, a unique widening participation initiative developed by one university to support those affected by homelessness into Higher Education through engagement with a 12-week bridging module (Authors 2021; Authors 2021). It reports on how learning space shaped five students’ experience of Higher Education during the COVI-19 pandemic. 

Literature Review
Conceptualisation of space 
There are different understandings of what constitutes ‘space’ and how it shapes students’ learning experiences in Higher Education. According to Ellis and Goodyear (2017) conceptualisations of space in Higher Education are fractured into two views. One view relates to the quantifiable and observable uses of space for example, counting how many times students might visit a learning space. The other view is subjective and qualitative relating to how students’ experience of space shapes their learning experience. In this paper learning space is understood as a subjective concept, based on how the space is experienced. Drawing on Vygotksy’s (1978) theory of social constructivism, students’ understanding of learning space is constructed through their interaction with the social and cultural aspects of the learning space, for example, interactions with other students and teachers; and the physical learning environment (Deed and Alterator, 2017). There is a substantive evidence base about how social interaction can negatively or positively affect students’ learning in Higher Education (Temple  2008; Beery et al. 2013; Lee 2017; Cook et al. 2020; Daly-Lynn 2022). Theories of embodiment build on theories of social constructivism acknowledging that cognitive processes, how ideas are constructed by the individual to have a personal meaning, are also part of how space is experienced (Bligh and Crook 2017). A theory of embodied cognition recognises ‘the interconnection among the mind, the body and [how] the body is embedded in the environment and dynamically interacts with the environment’ (Chattaraj and Vijayaraghavan, 2021, 3). For those who have experienced homelessness events and places can form a ‘body memory’ (Robinson, 2011), for example a traumatic event can become inscribed in the body in a way that it is enduring and can be reexperienced at any time. Therefore, it is argued that for those who have experienced homelessness, learning space is more than a particular location or place where learning occurs (for example, a physical location such as the classroom; or virtual location such as online), it is about the dynamic interrelationships between the place, environment, body and mind of the person (including embodied experiences such as past memories) and how that meaning is socially and cognitively constructed and experienced by the individual. Employing a concept of ‘learning space’ which draws on theories of social constructivism and embodied cognition affords a more flexible and broader understanding (than a narrow focus on ‘place’ i.e., the location of the learning) through which students’ experiences of studying at university during the covid-19 pandemic can be explored.  In summary space is conceptualised through a theory of embodied cognition which recognises the complexity of social, cultural and cognitive inter-relations between learning space and students’ experience in Higher Education.  

Learning Spaces in Higher Education
In recent years the nature of learning spaces in Higher Education has changed, with universities offering physical (onsite learning and teaching), virtual (online learning and teaching) and hybrid (a mixture of physical and virtual) environments (Beery et al. 2013; Chattaraj and Vijayaraghavan, 2021; Yu 2021). The boundaries between physical spaces and virtual spaces have become increasingly blurred with the flexibility afforded by advances in technology (Thomas 2010; Beery et al. 2013; Caskurlu et al. 2021; Yu 2021). The flexibility and cost effectiveness of online learning has made this particularly attractive to students and HEIs (Kattoua et al. 2016). However, research demonstrates that students and educators also experience challenges with online learning, for example, limited interaction with others; and more autonomous learning (Wood et al. 2022). Emerging research recognises the interconnectivity between the physical and technological aspects of learning with many students increasingly experiencing a complex mix of physical and digital tools and spaces, often referred to ‘hybrid’ or ‘blended’ learning (Temple 2008; Lee 2017; Ellis and Goodyear 2017; Chattaraj and Vijayaraghavan 2021; Aschenberger et al. 2022). 

The start of the COVID-19 pandemic in March 2020 had a major global impact on the delivery of Higher Education (World Health Organisation [WHO] 2020). HEIs in almost all countries switched to emergency remote learning due to social distancing restrictions (WHO  2020; Chattaraj and Vijayaraghavan 2021; Abdullah et al. 2022; Aschenberger et al. 2022). A major concern to emerge from the impact of the COVID-19 pandemic is the widening ‘digital divide’ and exclusion of those with little or no access to technology, lack of technical skills, technical issues, and internet connectivity (Abdullah et al. 2021; Aschenberger et al. 2022; Daly-Lynn et al. 2022; Wood et al. 2022). For those affected by homelessness and on low incomes, technical skills, accessibility and affordability of computers, and access to the internet are a particular issue (Authors, 2021). 

There are multiple factors which can affect students experience of online learning, including: teaching effectiveness, online interaction, technical support, access to internet or software (Abdullah et al. 2021).  However, a less explored area is how student’s well-being and the physical space where online learning is accessed impacts on their experience (Abdullah et al. 2021; Aschenberger et al. 2021). Research undertaken during the pandemic found that students’ learning and wellbeing were affected in many ways, for example changes in sleep patterns and eating habits; difficulty in concentrating; technology fatigue; and a decrease in social interaction (Son et al. 2020; Daly-Lynn et al. 2022; Wood et al. 2022).   Other studies found that the physical space students used to access online learning also had an impact on wellbeing (Kapasia et al. 2020; Aschenberger et al. 202; Baticulon et al. 2021; Lister et al. 2021; Daly-Lynn et al. 2022; Wood et al. 2022). For example, a limited workspace, not having a separate room to study, and having a lower socioeconomic status were associated with increased stress and anxiety. Chattaraj and Vijayaraghavan (2021) found that students who experienced a hybrid environment during the pandemic (being ‘online’ whilst others were face to face) was particularly challenging. This was experienced as ‘being inbetween’ (for example, not being a real or actual student) or ‘disembodiment’ of self or others (for example, talking to a computer which is ‘not alive’). Despite emerging research in this area, research about students who have been affected by homelessness and their experience of Higher Education is rare (Mulrenan et al. 2107, 2018; Authors 2021; Authors 2022). To date there is no published peer reviewed research about how students affected by homelessness experienced learning space within the context of the Covid-19 pandemic. This study contributes to this gap in knowledge. 

Context 
The From Adversity to University project was developed by one university and is the first of its type in the UK (Authors, 2021). The aim of the project is to provide non-traditional access to Higher Education for students who have had to overcome adversity in its various forms. The project started in 2018, in collaboration with a homelessness charity, working with a small group of individuals who had been affected by homelessness and were in recovery from addiction.   Over the last five years the project has expanded to support a diverse range of individuals including refugees, asylum seekers, former prisoners, care experienced young people, carers, people who are unemployed, and mature students wishing to retrain. In total more than 149 students have taken part in the project. 33 out of the 149 students have been affected by homelessness (and for most in recovery from addiction) have taken part in the project.  Nine of these have progressed to study at degree level, one has completed a degree in Fine Art (and is currently studying a law conversion course at Masters level), and one has completed a PGCE and is employed as a teacher in a school. For those who have experienced homelessness, the module is run in collaboration with local charities and many of the students live in hostels or ‘move on’ houses.   The project is based on the premise that education and ability are not synonymous, that while ability is universally distributed, opportunity is not and that the level of acumen, knowledge and ‘quick wittedness,’ necessary to survive on the streets, can also be used to develop academic and critical thinking skills (Authors 2021). 

As part of the project students complete a bridging module. This takes place on the university campus and consists of an initial 12 weeks, allowing students to become familiar with an academic environment (space) and academic expectations. This is followed by a 12-week accredited course, taught at Level 4, culminating in the submission of two essays. Successful passing of the module is accredited with non-traditional access to degree courses at the hosting university. As a result of government-imposed restrictions due to the COVID-19 pandemic, the module moved from in-person learning to remote learning during part way through the course.  As soon as restrictions were lifted university in-person teaching was resumed and students returned to the university lectures, tutorial and informal group working for the last four weeks of the module.  


Methodology
To evaluate the effectiveness of the From Adversity to University project, all students who have been affected by homelessness are invited to take part in a five-year qualitative longitudinal pilot study (there are plans to upscale the evaluation to include other groups who have taken part in the project).  Each year students (affected by homelessness) who have engaged with the bridging module are invited to take part in a one-hour individual semi-structured interview (for up to a period of 5 years). To date 15 students have taken part in the research. This paper draws on data from a cohort of five students who completed the bridging module during October 2020 and May 2021 with a focus on how space contributed to students’ learning experience in Higher Education during the Covid-19 pandemic. Data was collected in May 2021. The participants were white British; four were male and one was female; their ages ranged from 21 to 33 years old. They had all experienced homelessness, and most were in recovery from alcohol and/or drug addiction. 

An interpretative narrative methodological approach was taken, drawing on Brown and Gilligan’s (1991) Listening Guide. The Listening Guide afforded a way of exploring the ‘self’ as well as how participants positioned themselves in relation to discourses of homelessness and Higher Education. Both researchers interviewed each participant together. The interview was a collaborative process where the narrative was co-constructed between the two researchers and the participant (Riessman 2008). The use of two researchers facilitated an openness to different interpretations and multiple meanings (Bakhtin 1981). To allow participants to construct narratives which were meaningful to them, a small number of open-ended interview questions were asked which related to their experiences during the module.  Each interview was digitally recorded (audio only) and fully transcribed.

[bookmark: _Int_EGLbN77y]In contrast to more traditional qualitative approaches which focus on thematic analysis, the Listening Guide accesses ‘meaning in relation to self’ by attending to the whole of the narrative through multiple listenings (Edwards and Weller 2012, 204). During the analysis each participant’s narrative was listened to four times by both researchers. Initial listenings focused on phrases or words which were considered to be particularly significant. Later listenings involved the creation of I-poems formed by ‘separating each I phrase (subject and verb) from the narrative and listing it in the order of its appearance’ (Gilligan and Eddy 2017, 78). Listening to the first person voice afforded attention to the different ways participants spoke about themselves. Paying attention to the participants’ multiple voices enabled an exploration of how learning space had affected their experience over the course of the bridging module. 

Ethical approval for the study was obtained from the university at which the researchers were employed and all participants gave full written consent before data was collected. Careful consideration was given to the vulnerability of the students and how reflecting on past events might trigger traumatic memories. To support participants with any issues which might arise, university support services were made available and signposting to further services and information was provided. To protect participants’ identity pseudonyms have been used. 

Findings
The findings demonstrate how there was a complex and dynamic interconnectivity between participants’ experience of the bridging module and learning spaces. Although each participant’s experience was unique, there were narrative threads which were common to all (Authors, 2021). From the data analysis narrative threads were identified in connection with participants’ experiences of virtual, hybrid and physical spaces. The findings are organised into three sections. The first explores participants’ experience of virtual learning spaces and how this created a sense of belonging and provided a ‘stepping stone’ to transitioning back to in person learning. The second explores hybrid learning spaces and the challenges for one particular participant. The final section explores the multiple affordances (and challenges) of physical learning spaces. 

The participants are referred to as Paula, Graham, Richard, Colin and Maurice, and all had experienced some form of homelessness including rough sleeping. At the time of the interview all participants were in temporary accommodation offered by a local homelessness and charity and all but one was in recovery from drug and alcohol use.  All had experienced a negative time at school and/or college (including bullying; disengaging with education) and most had experienced challenges with their mental health.  

Virtual spaces and belonging 
Whilst identity is created through social interactions (Stryker and Burke 2000), our previous research suggests that for those who have experienced homelessness, self-identifying as a student depends on a sense of belonging both to a group and as an accepted part of a higher education institution (HEI) (Authors, 2021).  During the COVID-19 lock down opportunities for spontaneous social interactions were limited when teaching was accessed online:
We had to mute our thing and unmute as you wanted to talk … so it wasn’t like in the class where you can talk together (Paula). 
For Richard and Paula this was exacerbated by not having access to the right equipment or software which created barriers to participating in discussions, for example:  
I didn’t have a mic for the first couple of sessions, so I had to type everything […] 	 it 	was a bit of a barrier (Richard)
Another factor which contributed to a sense of belonging and engagement was the physical space in which the participants accessed their online learning. All of the participants were living in hostels or “move on” houses which made it difficult to find a quiet place to access online teaching sessions and study without distractions: 
Especially as you were saying, if you're in a common area, people walking past, it can be a bit of disconnect, I think online (Richard).
I live in a shared house constantly having people knock on the door and things like that when you're trying to do a lesson, just get in the way (Colin).
I would’ve just sat there, and I would’ve been distracted by everybody where I live (Paula). 

Despite barriers, for some of the participants there was a sense of virtual belonging, where they found the virtual space a safe place to engage with others who shared similar past experiences and shared hopes for their future but also experienced social anxiety: 
I liked the online … people that are a bit more reclused or anxious or worried about Covid or whatever it is you know … it’s .. it’s a good tool you know? (Graham). 
Although students were studying online, Paula used the collective “we” to describe the experience:
	I think we all did quite well regarding that it was online (Paula). 
Graham and Paula experienced social anxiety and found face to face learning stressful. For this reason Graham preferred online learning: 
I mean, I would say me personally, I gained more in a way. I know that is probably a bit of a strange answer but the reason I say that is because, you know, I suffer from a lot of anxiety and things like that. 
When teaching returned to in-person at the university, this initial virtually spaced sense of tacit belonging was enhanced and embedded. Colin reported a heightened sense of ‘being part’ of a group, for example: 
I think it’s a lot cooler… more enjoyable actually coming in and being part of something (Colin). 
In this way the virtual space could be perceived as a steppingstone to a sense of physical belonging. 

Hybrid learning and space
When restrictions were lifted in person teaching resumed and students returned to access their learning on campus. This was also the case for the participants in the study, apart for Paula who relocated several miles away to live with her Father.  The only way she could continue her studies was to access the teaching sessions online.   This led to a sense of exclusion as a member of the group, replacing the word ‘we’ with ‘they’: 
They all went back to class … I was still online and I couldn’t see the board and everybody else could .. that’s when I struggled … that’s when online became difficult [Paula]. 
In addition to not being able to see the board Paula also had difficulties with her WIFI connection and access to software: 
It was really difficult to see what was going on and everybody because of the connection .. and I was just not getting what I could’ve got if I was there […]
I didn’t have the right software on my laptop to be able to do what I wanted to do [Paula]. 
While the whole group was online, the virtual experience was shared, and everyone belonged.  Once most of the group returned to the physical space of the university, the virtual space became devalued as a shared learning space, creating a sense of ex-belonging particularly for Paula who continued to experience a virtual learning space. 

Physical spaces and belonging
Whilst online the sense of belonging was tacit, with participants feeling that they were part of an amorphous group that was joined by past experience and a shared desire to learn.   For Maurice, when teaching returned to in person, university provided a physical space where this abstract sense of belonging was concretised and embedded as a feeling of belonging to the rest of the group and to the university: 
I feel like a university student when I’m turning up for uni … I feel part of .. part of the team as it were .. and I feel it’s a good thing (Maurice); 
and belonging to the university: 
It’s going to university and it’s really .. it’s nice and its .. its .. its warming … obviously a huge factor is … it makes you feel part of the university (Maurice). 
For Colin feeling that he ‘belonged,’ to the university, legitimised his self-perception as a learner and created not just a sense of current belonging, but also of a future belonging to a wider student community
	I saw it when I was like.. yeah .. this is really cool … this is where I want to be (Colin). 
In addition, the physical classroom environment for Richard afforded a more dynamic and interactive learning experience compared with online learning: 
That’s what I like about classroom stuff, is that if you did come across a topic that was either maybe a little bit controversial or people had differing ideas, it was a case of, you know, we were bouncing back ideas with people and getting to like, the crucial point of what we were talking about (Richard). 

The computer room – a ‘safe’ space
The heightened sense of belonging engendered greater confidence in participants’ ability to complete the course and a sense that ‘we are all in this together’ which was absent from the virtual learning space. The computer room in which they completed the course became their ‘safe space’,  a space where they could relax and support each other, a ‘belonging’ space with a positive ambience (Freeman et al. 2007) within the less familiar, wider academic space of the university as a whole. For Colin it was a positive space where people had fun but also helped each other: 
More like a fun, jokey environment than a study environment … someone would be like .. oh .. what am I doing there and someone else will pipe up … I’ll just do that and do that … and everyone was helping each other (Colin). 
For Richard it was also a space where they could form social connections, a space where ‘I’ became ‘we’: 
Well, I found that as the module went on, we’ll sit in the computer room talking, getting to know each other. Yeah, we were all very similar, I think. And the fact that we’re all there trying to better ourselves as well, because then it was a case of, oh, I'm struggling with this. And we would all help each other. 
Overall for the participants in the study the computer room had multiple affordances in terms of facilitating mutual support as well as connectivity, fun and friendship between students.  

Physical space and well-being and recovery
All the participants (apart from one) talked about their negative experiences of previous educational spaces such as school and college and how this had affected their well-being. Paula had an anxiety of speaking in front of others, which started when she was made to stand up in assembly in primary school, an experience she describes as ‘absolutely horrible’: 
I remember when I was in school and I was naughty, I was in year five or six, if you’re naughty you have to stand up in assembly in front of everyone. I remember really sweating, going red, from that age, so I’ve always had a form of it [anxiety], but been very conscious of it throughout school and college (Paula Interview). 
For Paula experiencing a more positive physical learning space and the unexpected affordance of being required to wear a mask due to COVID-19 regulations helped to overcome this anxiety: 
I pushed myself to give answers from the start actually, as soon as I was in there. My first lesson there, I was putting my hand up. And if you remember correctly, I told you that was why I liked wearing a mask (Paula). 
When mask wearing was no longer required, Paula recalls how she continued to speak in front of the class and felt less anxious. 

Graham had disengaged with learning during sixth form college partly due to the teacher directed learning approach and involvement with a new social group and illicit drug use: 
But then I was doing all the lessons and it just seemed, I don’t know sort of being rammed down your throat almost […] I just didn’t engage too well […]
I’d found a new social group, I actually started smoking weed as well, which was probably the majority of the reason why I was disengaged with sixth form.
Graham talked about how being at University afforded a more positive  experience and  engaging teaching approach: 
Whereas this [the bridging module], you are left to your own devices.
He reflected on how physically meeting new people at university supported recovery: 
I think a lot of people who are living in hostels and still using or whatever is more healthy for them to go to other places and get out of the house, so to speak, so, and meet other people and integrate and socialise more. 
In summary the opportunity for interaction and interconnectivity afforded by a positive physical learning space and learning approach supported students well-being and recovery for those who had negative experiences of education in the past. 

Physical space and dissonance
For some members of the group, returning to a physical learning space created a sense of dissonance that had been less evident when everyone was in a separate, virtual space. Being physically present, sitting in a room with others, created an internal struggle caused  by the realisation that they were enjoying belonging to a group that they did not want to admit they belonged to. This created a sense of dis-belonging, an internal battle to disassociate themselves from the shared past experiences of homelessness and addiction. This was particularly true for Paula, who struggled with the sense of exclusion when joining online, yet did not want to perceive herself as part of that group:  
So the group that we had, which was people who have been homeless for a little while .. or addicted to drugs or recovering … I personally would have put myself in the other group .. not the group that I was in (Paula). 
While Graham admitted he liked being in the university space with others from the group, he continued to disassociate himself from the shared experience of homelessness and addiction that was integral to the identity of the group: 
I think in an ideal world obviously classroom is better .. you know .. and it’s .. it is more person centred … if you have a problem .. you can raise your hand .. you can talk to your peers […] I felt like I could only get so much from that just due to my peers and I felt very different to some of the other characters (Graham). 

Discussion
Common to all participants’ narratives was the complex interconnection between students’ experience of the bridging module and learning spaces. The following discussions explores how learning spaces including the flexibility of the space, contributed to participants’ sense of belonging, recovery from drugs and alcohol addiction, mental health and well-being. 

Effective learning spaces 
Space is more than just a physical or virtual dimension, it also includes the meaning that individuals attach to spaces and how this may or may not contribute to a sense of belonging (Judson 2006). For those who are affected by homelessness, social exclusion and lacking a sense of belonging are common experiences (Wilcock 1998; Van Straaten et al. 2018). For all but one of the participants in the study, while a sense of belonging was initiated through the virtual learning space, it was only when they could become part of a physical learning space that the sense of belonging was concretised and embedded the group’s capacity to visualise themselves as students.  ‘Flexible’ spaces, those that provide opportunities for students to both study as well as interact and connect are particularly successful at creating effective learning opportunities as well as a ‘sense of belonging’ (Temple 2008; Morieson et al 2018). For four out of the five participants the computer room, provided a physical ‘flexible’ place where they could build friendships, connect and have fun as well as helping and supporting each other with their assignments. In addition to providing a ‘safe’ physical place where they could socialise and study, it also helped to create a sense of belonging both as a group and to the university. Therefore coming into university for these students was a positive experience. 

The physical space for online learning
In a similar way to physical ‘flexible’ spaces, online learning also provides flexibility in terms of how teaching and learning are delivered. During the pandemic many students studying at HEIs worldwide experienced an emergency switch to remote learning (WHO  2020; Chattaraj and Vijayaraghavan 2021; Abdullah et al. 2022; Aschenberger et al.  2022). Despite research which suggests that the affordances and flexibility offered by online learning are particularly attractive to students (Kattoua et al. 2016), this was not the experience for all who took part in the study. One of the impacts of the COVID-19 pandemic was the widening ‘digital divide’ and exclusion of those with little or no access to technology, lack of technical skills, technical issues, and internet connectivity (Abdullah et al. 2021; Aschenberger et al. 2022; Daly-Lynn et al. 2022; Wood et al. 2022). For students who took part in the study similar difficulties were experienced. Lack of access to the right software, connection to Wifi, and being able to see what was going on in the classroom presented barriers to learning and a sense of (dis)belonging for students. The physical space within which online learning is accessed can contribute to negative learning experiences, for those on lower incomes (Kapasia et al. 2020; Aschenberger et al. 2021; Baticulon et al. 2021; Lister et al. 2021; Wood et al. 2022; Daly-Lynn et al. 2022). For those who have experienced homelessness these issues can be exacerbated by lack of access to a permanent home or adequate housing and can result in being relocated to another area, sometimes this can be miles away from where they grew up (Cooper and Weaver 2022).  The five student participants at the time of the study were living in temporary accommodation (including hostels and ‘move on’ houses), which made it difficult to find a quiet place to access online learning without distractions. For one student who had to move out of the area during the bridging module this created a particular sense of dis-belonging when experiencing an online learning space when everyone else was in a physical space. These findings contribute to emerging research, about how technology and connectivity issues can create barriers to learning online for those on low incomes (Abdullah et al.  2021; Aschenberger et al. 2022; Daly-Lynn et al. 2022; Wood et al. 2022) and a sense of ‘inbetween’ or not belonging for those online in hybrid learning spaces (Chattaraj and Vijayaraghavan 2021). 

Social perceptions of homelessness and social exclusion
A response to the psychological and emotional consequences of social exclusion is often an increased risk of drug and alcohol addiction which in turn can exacerbate negative perceptions (Bowden-Jones et al. 2019). Initial findings of the  From Adversity to University project suggested that holding the bridging module at the University campus contributed to students’ recovery from alcohol and/or drug addiction and was perceived as a way to ‘re-enter society’ (Authors, 2021). In the current study, although participants spoke less about their personal recovery from alcohol and drug addiction, participants identified that being in a different physical space and meeting new people helped to support recovery.   For some participants, a sense of dissonance was experienced when they were able to return to physical learning spaces at the university. For one student this was created by an internal struggle for some between enjoying being part of the group and wanting to dissociate from the identity and shared experience of homelessness and addiction, a disassociation which was easier when learning autonomously online. This finding contrasts with experiences of students’ who completed the bridging module pre-pandemic, where a sense of connection and friendship was created by being part of a group who have shared similar life experiences (Authors, 2021). One possible explanation for the lack of group identity experienced by some participants is the limited opportunities for building social connections for all when learning was online. 

Effects of COVID-19 restrictions
Research undertaken during the pandemic found that restrictions imposed by the COVID-19 regulations (including imposed online learning and the space where online learning was accessed) negatively affected students’ mental health and well-being (Kapasia et al. 2020; Son et al. 2020; Aschenberger et al. 2021; Baticulon et al. 2021; Lister et al. 2021; Daly-Lynn et al. 2022; Wood et al. 2022). However, for those affected by homelessness the corporeal and psychological embodiment of memories relating to negative past experiences can affect future experiences (Robinson 2011). Many who have experienced homelessness are likely to be more vulnerable to having anxiety and depression (Shelter 2017) and anxiety about  participating in a group can be a particular barrier to learning  (St Mungo’s Broadway 2014). For those who took part in the study their experience of learning spaces and how this affected their anxiety was complex. Several of the participants spoke about how their anxiety was negatively affected by using public transport; being in a group of people or speaking in front of others. For these participants online learning during the pandemic was a less stressful way to learn. In addition, for one participant the unexpected affordance of wearing a mask in a physical classroom enabled her to overcome negative embodied experiences of past learning spaces. 

Conclusion 
The aim of this case study was to provide an in-depth investigation of how learning space shaped five students’ experience of a Higher Education bridging module during the COVID-19 pandemic.   All students had been affected by homelessness and were part of one university’s From Adversity to University project. Although it is not possible to generalise from a small study, to our knowledge this is the first study of its kind and makes a contribution to existing and emerging research about physical and virtual learning spaces. The findings indicate that participants’ experience of learning spaces was complex, dynamic and individual. Common to many of their experiences was how space either engendered or inhibited a sense of belonging. A sense of belonging was dependent on a myriad of intersecting factors which were to a large extent shaped by participants’ experiences of homelessness. Although virtual learning spaces were important in creating a way of accessing learning during the COVID-19 pandemic and helped to ameliorate anxiety for some students; the often interrupted nature of the spaces also presented challenges in terms of connectivity and a developing a sense of belonging.   Perhaps most importantly virtual learning spaces provided a way for students to transition physical learning spaces when restrictions were lifted. Physical learning spaces presented challenges in triggering memories of negative past experiences of learning spaces and anxiety, however, overall these were preferred by students and had multiple affordances including creating a more ‘concrete’ sense of belonging and identity, supporting recovery from addiction, increasing wellbeing, and replacing negative experiences with new and more positive memories of learning. To more fully explore these issues further research about how learning space shapes students’ experience of Higher Education for those who have been affected by homelessness is needed. It is proposed that inter-university research with other universities who are willing to pilot the From Adversity to University project would be a way to achieve this. 

References: 
Abduallah, S., Arokiyasamy, K., Goh, S., Culas, A. and Manaf, N. 2022. University students’ satisfaction and future outlook towards forced remote learning during a global pandemic. Smart learning environments, 9(5): 1-21
 
Aschenberger, F., Radinger, G., Brachti, S., Ipser, C. and Oppi, S.  2022. Physical home learning environments for digitally supported learning in academic continuing education during COVID-19 pandemic. Learning environments research, https://doi.org/10.1007/s10984-022-09406-0

Authors (2021) Published article

Authors (2022) Published article

Bakhtin, M. 1981. The Dialogic Imagination: Four Essays. [Edited by Michael Holquest]. Austin: University of Texas Press.
 
Baker, C., Hutton, G., Christie, L. and Wright, S. 2020. Rapid response: COVID-19 and the digital divide.  UK Parliament. Available at: https://post.parliament.uk/covid-19-and-the-digital-divide/ (accessed 3.1.23). 
 
Baticulon, R., Sy, J., Alberto, N., Baron, M., Mabulary, R., Rizada, L., Tiu, C., Clarion, C. and Reyes, J. 2021. Barriers to Online Learning in the Time of COVID-19: A National Survey of Medical Students in the Philippines. Medical Science Educator 31, 615–626 (2021). https://doi.org/10.1007/s40670-021-01231-z
 
Beery, T., Shell, D., Gillespie, G. and Werdman, E. 2013. The impact of learning space on teaching behaviour. Nurse Education in Practice, 13(5): 382-387
 
Bligh, B. and Crook, C. 2017. Chapter 7: Learning Spaces in E. Duval, M. Sharples and R. Sutherland (eds) Technology Enhanced Learning: research themes.  
 
Boobis, S. and Albanese, F. 2020. The impact of COVID-19 on people facing homelessness and service provision across Great Britain. London: Crisis

Bowden-Jones, O., Finch, E. and Campbell, S. 2019. Advisory Council on the Misuse of Drugs [ACMD] report: drug related harms in homeless populations and how they can be reduced. [online] Available at:  https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/810284/Drug-related_harms_in_homeless_populations.pdf (accessed 29.1.23). 

Brown, L. and Gilligan, C. 1991. Listening for voice in narratives of relationship. New Directions for Child and Adolescent Development 1991(54): 43–62.
 
Caskurlu, S., Richardson, J., Maeda, Y. and Kozan, K. 2020. The qualitative evidence behind the factors impacting online learning experiences as informed by the community of inquiry framework: a thematic synthesis. Computers and Education, 165: 1-19
 
Chattaraj, D. and Vijayaraghavan, A.  2021. The mobility paradigm in higher education: a phenomenological study on the shift in learning space. Smart Learning Environments, 8(15): 1-24. 
 
Cook, J., Mor, Y. and Santos, P. 2020. Three cases of hybridity in learning spaces: towards a design for a zone of possibility. British journal of educational technology, 51(4): 1155-1167. 
 
Cooper, K. and Weaver, M. 2022. Hundreds more homeless families rehoused outside local area in England. The Guardian. Available at: https://www.theguardian.com/society/2022/oct/24/hundreds-more-homeless-families-rehoused-outside-local-area-in-england (accessed 3.1.23). 

Cromarty, H. 2021. Coronavirus: Support for rough sleepers (England). Available at: https://researchbriefings.files.parliament.uk/documents/CBP-9057/CBP-9057.pdf (accessed 29.5.23). 
 
Daly-Lynn, J., Ramsey, L., Marley, J., Rohde, J., McGuigan, T., Reaney, A., O’Neill, B., Jones, A., Kerr, D., Hughes, C. and McFadden, S. 2022. Participatory peer research exploring the experience of learning during Covid-19 for allied health and healthcare science students. PLoS ONE, 17(10): 1-17. 
 
Deed, C. and Alterator, S. 2017. Informal learning spaces and their impact on learning in higher education: framing new narratives of participation. Journal of learning spaces, 6(3): 54- 58 

Department for Levelling Up, Housing and Communities [DLUHC] 2021. Ending rough sleeping for good, policy paper. Available at:  https://www.gov.uk/government/publications/ending-rough-sleeping-for-good (accessed 29.5.23). 

Edwards, R. and Weller, S. 2012. Shifting analytic ontology: using I-poems in qualitative longitudi-nal research. Qualitative Research 12(2): 202–217.
 
Ellis, R. and Goodyear, P. 2017. Models of learning space: integrating research on space, place and learning in higher education, Review of Education, 4(2): 149-191. 

Freeman, T., Anderman, L. and Jensen, J. 2007.  Sense of belonging in college freshman at the classroom and campus levels. The journal of experimental education, 75(3): 203-220. 
 
Gilligan, C. and Eddy, J. 2017.  Listening as a path to psychological discovery: an introduction to the listening guide. Perspectives on Medical Education 6(2): 76–81.

Hodgetts, D., Hodgetts, A. and Radley, A. 2006. Life in the shadow of the media: imaging street homelessness in London. European journal of cultural studies, 9(4): 497-516. 

House of Commons Housing, Communities and Local Government Committee [HCHCLGC] 2021.  Protecting the homeless and the private rented sector: MHCLG’s response to Covid-19, Sixth Report of Session 2019-2021, HC 1329. Available at: https://committees.parliament.uk/publications/5342/documents/53217/default/ (accessed 29.5.23). 
Judson, G. 2006. Curriculum spaces: situation educational research, theory and practice. The journal of educational thought, 40(3): 229-245. 
 
Kapasia, N., Paul, P., Roy, A., Saha, J., Zaveri, A., Mallick, R., Barman, B., Das, P., and Chouham, P. 2020. Impact of lockdown on learning status of undergraduate and postgraduate students during COVID-19 pandenic in West Bengal India. Children and Youth Services Review, 116, 105194. 
 
Kattoua, T., Al-Lozi, M., and Alrowwad, A. 2016. A review of literature on e-learnng systems in Higher Education. International Journal of Business Management and Economic Research, 7(5): 754-762. 
 
Lee, J. 2017. Learning spaces around the university: factors that affect the preferences for a space, Conference Paper. 3rd International conference on higher education advances, HEAd’17. University Polytechnic of Valencia. 
 
Lister, K., Seale, J., and Douce, C. 2021. Mental health in distance learning: a taxonomy of barriers and enablers to student mental wellbeing. Open learning: the journal of open, distance and e-learning. DOI: 10.1080/02680513.2021.1899907
 

Ministry of Housing, Communities and Local Government [MHCLG] and Hall, L. 2020. Letter from Minister Hall to local authorities on plans to protect rough sleepers. Available at: https://www.gov.uk/government/publications/letter-from-minister-hall-to-local-authorities (accessed 29.5.23). 

Morieson, L., Murray, G., Wilson, R., Clarke, B. and Lukas, K. 2018. Belonging in space: informal learning spaces and the student experience. Journal of learning spaces, 7(2): 12-22. 

Mulrenan, P., Atkins, J. and Cox, S. 2017. ‘I didn’t know what strong was until it was required’: factors that promote retention among homeless students in higher education. Journal of further and higher education, 44(2): 273-284. 
 
Mulrenan, P., Atkins, J. and Cox, S. 2018. ‘I get up in the night to cry: The impact of homelessness on higher education students in London, UK’, Critical Social Policy, 38(1): 143–154
 
Riessman, C. 2008. Narrative Methods for the Human Sciences. London: Sage Publications.
 
Robinson, C. 2011. Homelessness: beside one’s self felt and lived. London: Sage. 
 
Shelter 2017. The impact of housing problems on Mental Health. https://england.shelter.org.uk/professional_resources/housing_and_mental_health (accessed 21.12.22). 

Shelter 2021. 1 in 4 people helped off the streets under the government’s Everyone In schme are no longer being accommodated, Press Release. Available at: https://england.shelter.org.uk/media/press_release/1_in_4_people_helped_off_the_streets_under_the_governments_everyone_in_scheme_are_no_longer_being_accommodated_ (accessed 29.5.23). 
 
Son, C., Hedge, S., Smith, A., Wang, X., and Sasangohar, F. 2020. Effects of COVID-19 on college students’ mental health in the United States: Interview survey study. Journal of Medial internet Research, 22(9), e21279. 

St Mungo’s Broadway 2014. Reading counts: why English and maths skills matter in tackling homelessness. [Online] Available at: https://www.mungos.org/publication/reading-counts-english-maths-skills-matter-tackling-homelessness/ (Accessed 30.1.23) 

Styker, S. and Burke, P. 2000. The past, present and future of an identity theory. Social Psychology Quarterly, 63(4): 284-297.  

Van Straaten, B. Rodenburg, G. Van der Laan, J., Boersa, S., Wolf, J. and Van de Mheen, D. 2018. Changes in exclusion indictoars and psychological stress among homeless people over a 2.5 year period. Social indicators Research, 135(1): 291-311.
 
Temple, P.  2008. Learning spaces in higher education: an under-researched topic. London review of education, 6(3): 229-241. 
 
Thomas, H. 2010. Learning spaces, learning environments and the dis’placement’ of learning. British Journal of Educational Technology, 41(3): 502-511. 
 
UK Parliament 2021. Coronarvirus: Support for rough sleepers (England). Available at: https://commonslibrary.parliament.uk/research-briefings/cbp-9057/ (accessed 19.12.22). 
 
Vygotsky, L. 1978. Mind in Society: the development of higher psychological processes. London: Harvard University Press 

Watts, B., Bramley, G., Pawson, H., Young, G., Fitzpatrick, S. and McMordie, L. 2022. The homelessness monitor: England 2022. Available at:  https://www.crisis.org.uk/ending-homelessness/homelessness-knowledge-hub/homelessness-monitor/england/the-homelessness-monitor-england-2022/ (accessed 20.12.22). 

Wilcock, A. 1998. Reflections on doing, being and becoming. Canadian Journal of Occupational Therapy, 65(5): 248-256. 

Wilson, W. and Barton, C. 2023. Rough Sleeping (England), Research Briefing. Available at: https://researchbriefings.files.parliament.uk/documents/SN02007/SN02007.pdf (accessed 29.5.23). 
 
World Health Organisation [WHO] 2020. WHO director-general’s opening remarks at the media briefing on COVID-19 – 11 March 2020. Available at: https://www.who.int/director-general/speeches/detail/who-director-general-s-opening-remarks-at-the-media-briefing-on-covid-19---11-march-2020  (accessed 5.1.23). 
 
Wood, E., Collins, S., Hechavarria, M., Foti, S. and Hack, G.  2022. The shortfalls of online learning catalyzed by COVID-19: pre-health students’ perspective. Pedagogical research, 7(3): 1-12. 

Yu, J. 2021. Exploring the relationships between learning space and student learning in higher education: a comparative case study in China in I. Wesley and K. Thomas T. (eds) Teacher Transition into Innovative learning environments. Springer https://library.oapen.org/handle/20.500.12657/43304 
 








1

