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Abstract 

Childhood trauma can affect a student’s trajectory in terms of physical, emotional, and academic  

development. Physically, trauma can affect brain development and hormonal responses. The  

hormonal responses can result in students being in a constant fight, flight, or freeze. These  

responses to trauma can affect emotional development in terms of self-regulation, self-esteem,  

relationships, and responsible decision-making. Students can not learn effectively if they are in a  

state of emotional dis-regulation and do not feel safe. Hence the need for trauma-informed  

practices that meet the needs of students that have experienced trauma and are unable to self- 

soothe. This project includes workshops defining childhood trauma and its impact on academic,  

social and emotional domains. Then a discussion of trauma-informed practices that can be  

incorporated in the classroom setting. 

 

 

Keywords: trauma, trauma-informed practices, adverse childhood experiences,   
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Chapter One 

Introduction 

All teachers need to be aware of Adverse Childhood Experiences (ACEs). ACEs can 

include emotional, sexual, physical abuse, neglect, parental psychopathology, parental 

incarceration, and parental separation or divorce. The correlation of childhood trauma with 

parental divorce and separation is alarming, given the high divorce rate and separation in 

Canadian society. A research study conducted by Statistics Canada (2011) reported that nearly 1 

in 5 Canadians (19%) stated that their parents are divorced or separated, roughly twice the share 

in 2001 (10%). ACEs can affect a child’s development in terms of their emotional wellness and 

academic success. Recent research indicates that the trajectory for learning across the 

developmental lifespan is radically affected by early childhood trauma (O’Neill et al., 2010). As 

exposure to ACEs increases, students are more likely to have poor school attendance and 

behavioural issues (Blodgett & Lanigan, 2018). This chapter begins with a description of the 

personal and professional context of this project. Next, I discuss ACEs and attachment theory 

and the link to childhood development and trauma. This is followed by examining the project’s 

overall guiding question: What effective trauma-informed practices can teachers incorporate in 

the classroom to help their students?  

Personal Context 

 In my work as a resource teacher in an inner-city school, I have grown to recognize that I 

need to understand and provide supports for students who become easily frustrated and 

dysregulated. I have learned to be aware of the students’ expressed and unexpressed needs, 

which can sometimes disrupt the learning environment. In understanding that some of my 

students may come from a background that involves trauma or neglect, I have concluded that I 
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need to respond to them with trauma-informed practices. I also know that some students may not 

have had the opportunity to deal with their trauma or develop self-regulation skills. Therefore, it 

is essential that as an educator, I provide supports and strategies to help students navigate 

through their emotions.  As a result of this understanding, I started to conduct a self-regulation 

group with students. I have observed how even minor setbacks in playing games can result in 

extreme responses such as kicking, throwing, and yelling. A typical student response is to throw 

the dice across the room, kick my cupboards forcefully, and yell if they miss a turn. From my 

experiences, I have learned that it is effective to allow them to have this moment. In response to 

the expressions of frustration on their faces, I calmly say, "I see you are frustrated, take time to 

work through your feelings. We will wait till you feel you are ready." We sit calmly, and I let the 

student feel what they are feeling in silence. We honor the frustration the student is feeling. 

Through this practice, the student develops skills to work through their emotions. We need to 

allow the student to identify and understand their emotions. For children who have experienced 

abuse, emotional arousal may be chronically activated, leaving them unable to self-soothe 

(Howe, 2006). This may explain my students’ extreme reactions when dealing with a situation 

that does not have the desired outcome. It is essential to understand that trauma-exposed children 

need additional supports and strategies to help them self-regulate their emotions. This is one 

strategy that has worked in my classroom. It is part of our classroom culture when a student 

needs to calm down and self-regulate. These experiences have led to my curiosity to better 

understand trauma-informed practices and to a desire to share my learnings with other classroom 

teachers.  

Adverse Childhood Experiences  
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Adverse Childhood Experiences (ACEs) is a term used to describe types of abuse, 

neglect, and other traumatic childhood experiences that impact later health and well-being 

(Sciaraffa et al., 2018). The response to and impact of ACEs can affect each child differently. 

While isolated traumatic incidences can produce short-term biological and behavioral responses, 

ACEs that are prolonged and repeated can impact multiple developmental domains (Streeck-

Fischer & Van Der Kolk, 2000). One domain that can be impacted relates to a child’s response to 

perceived stress by being in a constant state of survival mode. If subjected to prolonged, severe, 

unpredictable stress, a child in school may experience either hyperarousal or hypoarousal and 

maybe in constant fight, flight, or freeze mode, causing other higher order functions to become 

secondary in importance (Perry, 2007). The child’s body becomes primarily concerned with 

survival and self-preservation; learning, academic performance, and appropriate behavior will no 

longer be of the utmost importance (Perry, 2006). The intensity of these effects is explained in 

part by the brain becoming wired into survival mode, even when there is no actual danger 

present. Specifically, measures of increased cortisol, a hormone responsible for hyperarousal, 

have been noted in response to perceived stress (Tsigos & Chrousos, 2002).  

 It is essential to understand the brain’s functions and its biological components that are 

impacted by stress and its lasting effects. Trauma can affect a child’s ability to learn due to its 

impact on brain development. Carrion and Wong (2012) explained that trauma acts as a threat to 

an individual’s well-being, thereby activating a neurobiological stress response. Although 

necessary for survival, chronic and frequent physiological stress responses can alter brain 

development, leading to dysregulation of neural circuitry (Carrion & Wong, 2012). The brain’s 

reaction to trauma also involves changes to the brain's emotional processing areas in the 

ventromedial prefrontal cortex responsible for executive functioning (De Brito et al., 2013). 

https://www-sciencedirect-com.ezproxy.viu.ca/topics/medicine-and-dentistry/physiological-stress
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Executive functioning includes skills responsible for self-regulation and goal-directed behaviour. 

The primary auditory cortex, located in the brain's temporal lobe, tends to experience difficulty 

processing auditory information in maltreated children (Ge et al., 2011).  Children’s occipital 

lobes are also sensitive to trauma, often resulting in difficulties completing visual processing 

tasks (Mueller-Pfeiffer et al., 2013). Childhood trauma may decrease hippocampal activation, 

which assists verbal declarative memory (Anda et al., 2005).  Teachers need to be aware of 

visual processing, memory, self-regulatory, and auditory issues of students that have experienced 

trauma. Teachers need to remind themselves that children who have experienced trauma have 

difficulties self-regulating; they may struggle to act and behave appropriately compared to typical 

children. Therefore, teachers must adopt practices to support all children in overcoming their 

learning barriers.  

Attachment Theory 

 Understanding the by-product of complex trauma leads to an understanding of 

attachment theory. Attachment theory was developed by John Bowlby (1969) to understand an 

infant’s reaction to the short-term loss of their mother and how this loss effects the child’s 

personality and future relationships. Bowlby suggested that children are pre-programmed from 

birth to develop attachments and maintain proximity to their primary attachment figure, who was 

typically their mother but could be any person assuming the role of the mother-figure for that 

child.  Bowlby (1969) proposed that young children naturally sought out and needed a strong and 

secure attachment to their mother in their early years for normal emotional and cognitive 

development. The development of attachment theory is significant because it provides a way to 

understand how secure attachments in early childhood can support children’s future brain 

development (Siegel, 2012). An infant’s brain is shaped by their early experiences (McCain et 

https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
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al., 2007), and the quality of these experiences has a substantial effect on development. 

Attachment relationships play an important role in supporting children to develop to their 

potential (Colmer et al., 2011) and influence future physical and mental well-being (McCain et 

al., 2007). 

Neufeld and Maté (2004) summarized that there are six forms of attachment: (1) sensing 

the person to whom you attach; (2) being like others to whom you attach; (3) belonging and 

loyalty; (4) demonstrating emotional intimacy towards the person to whom you attach; (5) 

knowing that you matter to the person to whom you attach; and, (6) psychologically to the 

person to whom you attach. When children have a deficit in any of these domains, it can lead to 

dysregulated behaviours. Some students may not have a safe adult in their lives. This leads to the 

critical role a teacher plays in their students’ development. Buyse et al. (2010) discovered that 

closeness between child and teacher might compensate for more problematic mother-child 

relations. Teaching is now increasingly acknowledged as a profoundly complex relational 

activity that engages teachers with children’s emotional health and attachment needs (Day & 

Leitch, 2001). A teacher’s emotional investment in the 'caring' dimension of their role is 

perceived to influence children's learning and development, but most notably for those learners 

vulnerable through experiences of adversity (Zionts, 2005). In understanding attachment, 

educators are better equipped to provide best practices for the ‘caring’ dimensions of their role.  

Statement of the Problem 

Students who have experienced the consequences of trauma may be at risk for multiple 

academic and behavioural challenges in the school setting. Childhood trauma negatively impacts 

children's social and behavioral development as well as academic achievement (Bethell et 

al., 2014). In terms of deficits with self-regulation, students who have experienced trauma have 

https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
https://journals-sagepub-com.ezproxy.viu.ca/doi/full/10.1177/1836939119855214?utm_source=summon&utm_medium=discovery-provider
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been linked to the inability to cope, poor social relations, hypervigilance, and impulsivity 

(Hamoudi et al., 2015).  For learning to take place effectively, a student needs to be able to self-

regulate during academic tasks. Therefore, classroom pedagogies and student management are 

enhanced for trauma-affected students. Teachers seek to directly redress the disrupted capacities 

(e.g., regulatory abilities and relational attachment) that have been compromised by traumatic 

stressors and nurture learning experiences that allow students to identify and build upon their 

strengths (Brunzell et al., 2015). Educators have a fiduciary obligation to support students with 

their academic, social, and emotional issues to set them on a positive trajectory. The British 

Columbia (BC) Ministry of Education’s Special Education Services: A Manual of Policies, 

Procedures, and Guidelines (2016) defined behavioural disorders as follows: 

Students who require behaviour supports are students whose behaviours reflect 

dysfunctional interactions between the student and one or more environmental elements, 

including the classroom, school, family, peers, and community. This is referred to as 

behaviour disorders. Behaviour disorders vary in their severity and effect on learning, 

interpersonal relations, and personal adjustment. (p. 56) 

Students identified in this category are those most in need of the intensive intervention of 

trauma-informed practices. These students should have coordinated school and community 

interventions, which are based on inter-service and agency assessment processes that are 

required to manage, educate, and maintain the students in school and their community (BC 

Ministry of Education, 2016).  Teachers have a professional duty to learn and implement trauma-

informed practices for all students, especially those diagnosed with behavioural disorders. 

Trauma-affected students could experience ongoing difficulties in the classroom, such as new 
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learning, physical and cognitive delays, and behavioural expectations that trigger their already 

dysregulated arousal responses (Brunzell et al., 2019). 

Applied Project: Purpose and Guiding Questions 

The purpose of this applied project is to investigate and share evidence-based practices 

that support the effective implementation of trauma-informed practices in the classroom setting 

through a three-part workshop designed to educate classroom teachers. The overall question 

guiding my exploration asks:  What effective trauma-informed practices can teachers incorporate 

in their classroom to help their students? Students who have experienced trauma need adapted 

practices in the classroom to allow them to feel safe and be able to self-regulate. Once this 

environment has been created and nurtured, only then can academic learning take place. The 

following sub-questions also support the exploration of this project’s topic: What do teachers 

need to know about trauma? What trauma-informed practices do teachers need to know to 

support the students in their classrooms? Finally, how can teachers most effectively implement 

these trauma-informed practices in the classroom? 

Overview of Subsequent Chapters 

 Next, Chapter Two offers a review of the literature on: (1) How trauma affects children in 

terms of neurological, social and emotional, and academic domains; (2) effective examples of 

trauma-informed practices; and, finally, (3) strategies for effective implementation of these 

trauma-informed practices in the school setting to ensure these practices are effective. Chapter 

Three provides an overview of three workshops designed to inform on trauma and what trauma-

informed practices teachers can implement in their classrooms. The first workshop focused on 

what is trauma and how does trauma affect children? The second workshop focused on what 

trauma-informed practices teachers can implement in their classrooms. Lastly, the third 
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workshop examines what trauma-informed practices teachers implemented. This will allow 

teachers to share their learning with colleagues, and hopefully, create a strong teaching culture of 

trauma-informed practices. The final chapter offers a refection of my learnings from the 

completion of this project and the limitations I encountered. Lastly, a summary of implications 

and recommendations related to trauma and trauma-informed practices will be reviewed. 
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Chapter Two 

 Literature Review 

 Trauma-informed practice is a concept that has gained traction in the education system as 

educators adapt to meeting not only their students’ academic needs but also their emotional 

needs. The review of the literature begins with a discussion on the types of trauma and their 

impact on childhood development. Trauma will also be explored through John Bowlby’s 

attachment theory and its impact on childhood development. A review of how trauma can affect 

a student’s academic, social, and emotional domains will be critically examined. From these 

findings, trauma-informed practices will be researched in the classroom setting and how 

educators can effectively implement these recommendations.  

Definition of Trauma 

To understand trauma-informed practices, it is essential to understand what trauma is. 

Substance Abuse and Mental Health Services Administration (2014) defined individual trauma 

as: 

the result from an event, series of events, or set of circumstances that is experienced by 

an individual as physically or emotionally harmful or life-threatening and that has lasting 

adverse effects on the individuals’ functioning and mental, physical, social, emotional, or 

spiritual well-being. (p. 7) 

 How an individual processes trauma can vary from one person to another and can occur on 

multiple occasions. Trauma exposure encompasses uncomfortable emotional experiences paired 

with physiological and behavioural changes, which often occur over a prolonged period (Phifer 

& Hull, 2016). The results of trauma have been linked to an individual’s inability to cope, poor 

social relations, hypervigilance, and impulsivity (Hamoudi et al., 2015). Students may display 
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these behaviours in the classroom. Teachers may perceive these behaviours as intentional 

behaviours or misbehaviours which can be interpreted as openly defiant versus a result of 

trauma.  

Types of Trauma  

 Educators must understand the types of trauma and how trauma impacts a child’s 

development. There are two types of trauma children can experience: acute and complex 

(Kersevich et al., 2016). Riebschleger and Damasheck (2014) stated that acute trauma includes 

experiences of traumatic events that are particularly intense and recent. The National Child 

Traumatic Stress Network (n.d.) described traumatic events or incidents as:  

high-risk situations in which one’s physical or psychological integrity is threatened, such 

as school shootings, gang violence, terrorist attacks, natural disasters, and serious 

accidents, sudden or violent losses of loved ones, and physical and sexual assaults. (p. 1)  

Acute trauma is defined as a single event that occurs at a particular time and place and is usually 

short-lived (National Child Traumatic Stress Network, 2006). Complex trauma includes exposure 

to multiple (two or more) kinds of family trauma, such as physical abuse, sexual abuse, 

emotional abuse, neglect, and domestic violence (Riebschleger & Damasheck, 2014). Most 

ACEs are considered complex trauma (Kersevich et al., 2016). Van der Kolk (2005) described 

ACEs as child maltreatment in terms of verbal, physical, or sexual abuse. This includes: if a 

child has a family member that is mentally or physically ill, incarcerated or substance-abusing; 

the absence or loss of a parent because of death; divorce or separation; domestic violence; 

community violence; and, natural disasters.  

Impact of Trauma on Child Development 
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  In the early years, brain development is especially susceptible to toxic stress caused by 

ACEs (Sciaraffa et al., 2017). Toxic stress on children can be described as strong, frequent, or 

prolonged experiences of adversity without adequate adult support (Samara et al., 2020). 

According to epigenetics research, toxic stress can physically change a child's brain and become 

hardwired into the child's biology via genes in the DNA (Sciaraffa et al., 2018). These children 

would have, to some degree, a pre-existing barrier that may impact their ability to learn and 

regulate their behaviour to control emotions and abide by classroom social norms. On a positive 

note, if the child's stress is predictable, moderate, and controlled, the child will likely develop 

resilience (Perry, 2007).  

 Teachers may observe erratic behaviour with limited or no emotional control in the 

classroom setting. For example, teachers often deal with a student running out of the classroom, 

fighting with other students and teachers, throwing and breaking classroom objects, or 

screaming. To explain this behaviour, it can be the lack of ability to interpret social cues and 

language (Perry, 2007). The midbrain, a central part of the brainstem, develops between birth and 

age six (Perry, 2007). If complex trauma occurs during this stage, a child may have difficulty 

with motor function, coordination, and spatial awareness. Some students may have difficulty 

with simple physical tasks such as walking, running, holding pencils, and using scissors. The 

cerebral cortex, which controls higher brain function orders, can affect the child's ability to plan, 

problem-solve, use language, and develop higher-order thinking (Perry, 2006). This may be 

visible for teachers when a child struggles with basic math, grammar rules, spelling, and short 

essays. Early childhood development and the impact of trauma on the developing brain can 

significantly impact health, academics, social, and emotional domains. 

Hormonal Responses to Stress - Fight, Flight, or Freeze 
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 Students from a trauma background may resort to fight, flight, or freeze mode in the 

classroom setting. Cummings and Swindell (2019) described examples of the fight, flight, and 

freeze mode in the classroom setting as follows: 

A child who experiences physical abuse from her mother might avoid physical proximity 

(flight) to female teachers, show aggression toward peers (fight) due to perceived threat 

during play, and/or check out (freeze) if the environment becomes loud, fast-paced, or 

otherwise overwhelming. (pp. 141-142)  

Perry (2006) stated if subjected to prolonged, severe, unpredictable stress, a child in school may 

experience hyperarousal or hypoarousal and may be in a constant fight, flight, or freeze mode, 

causing other higher-order functions to become secondary in importance. The student’s body 

becomes primarily concerned with survival and self-preservation and stays in a hyperarousal 

state. A student in a state of hyperarousal can have difficulties with self-regulation, attention, 

impulse control, and higher-order thinking (Kersevich et al., 2016). Teachers may see these 

behaviours in their students often. Without knowledge or experience working with trauma 

exposed students, they may mistake them as intentional misbehaviours or having negative 

character traits. Trauma can cause a child’s brain to be in a constant state of survival mode. The 

child cannot discriminate between safe and unsafe environments due to the unpredictable nature 

of traumatizing events (Perry, 2007).   

Impact of Trauma on Academics 

Attachment issues impact multiple cognitive domains that are needed to complete 

academic tasks in the school setting. Sensory and emotional deprivation has the greatest impact 

on cognitive development, such as less creativity and flexibility in problem solving, significant 

delays in receptive and expressive language, deficits in abstract reasoning and executive 
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functioning skills (Cook et al., 2005). Neurobiological, epigenetic, and biosocial studies have 

shown that traumatic experiences and conditions in childhood can diminish comprehension, 

memory, trust, language abilities, and the ability to self‐regulate (De Bellis & Zisk, 

2012). Understanding practices that adapt to a child’s neurological deficits is essential to help 

support emergent readers. Segal and Collin-Vezina (2019) discussed that when children proceed 

to read, the ability to decode language (read) accurately and with comprehension involves the 

need to coordinate multi-executive functioning skills (attention, working memory, self-

regulation). Segal and Collin-Vezina (2019) explained: 

For example, students might confuse the word “not” and “nod,” which would affect the 

ability to comprehend the intended text. Working memory is needed to hold onto what 

was read while proceeding to read further. Finally, self-regulation facilitates the 

integration of emotions when completing what can be a daunting task; English written 

language is particularly difficult to master. (p. 319) 

Teachers need to be aware and adapt practices to meet the needs of students that may experience 

deficits in multi-executive functioning skills.  

Impact of Trauma on Social and Emotional Domains  

 School settings are no longer just academic settings where students learn solely academic 

skills. The school system has evolved into a model that assists students with academics, social 

and emotional needs, and a sense of belonging. According to Zins et al. (2007), “Schools are 

social places and learning is a social process” (p. 191).  When children and adolescents improve 

their social and emotional skills, they enjoy a greater sense of psychological well-being and 

academic performance (Durlak et al., 2011). Sparks (2011) identified that social and emotional 

skills can be categorized into five sets of competencies across a persons’ cognitive, affective, and 
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behavioural domains. These competencies include self-awareness, self-management, social 

awareness, relationship skills, and responsible decision-making. 

The British Columbia (B.C.) Curriculum has incorporated core competencies focused on 

intellectual, personal, and social and emotional proficiencies that all students need to engage in 

deep, lifelong learning: Communication, Thinking, and Personal and Social. The Communication 

core competency has two interrelated sub-competencies of communicating and collaborating. 

Building Student Success – B.C. Curriculum (n.d.) defines these competencies as follows:   

Communicating encompasses the set of abilities that people use to impart and exchange 

information, experiences, and ideas; to explore the world around them; and understand 

and effectively use communication forms, strategies, and technologies. Collaborating 

involves the skills, strategies, and dispositions people use to work together to pursue 

common purposes and accomplish common goals. (paras. 3-5) 

The second core competencies, Thinking focuses on creative thinking and critical and reflective 

thinking. Creative thinking involves generating of ideas and concepts that are novel and 

innovative, while critical and reflective thinking encompasses a set of abilities that students use 

to examine their thinking and that of others (Building Student Success – B.C. Curriculum, n.d). 

The third core competency, Personal and Social, focuses on personal identity. The three 

interrelated sub-competencies are: (1) personal awareness and responsibilities; (2) positive 

personal and cultural identity; and (3) social awareness and responsibility (Building Student 

Success – B.C. Curriculum, n,d). Teaching and building on these core competencies helps all 

learners build on their emotion domains, positively impacting their academic domains. Trauma-

affected students can present with a range of behaviours that include peer-bullying, school 

refusal, conduct and oppositional defiance disorders, distracted or aggressive behaviour, limited 
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attentional capabilities, poor emotional regulation, and hypervigilance (Bath, 2008). Teachers 

may often observe these type of behaviours inside their classroom and may look to activities to 

help students build on their social and emotional competencies. 

Trauma-Informed Practices in the Classroom  

Students who have experienced trauma or ACEs can have issues with self-regulation. 

Murray et al. (2016) stated that self-regulation is the act of managing one’s thoughts and feelings 

to engage in goal-directed actions such as organizing behaviour, controlling impulses, solving 

problems constructively, and the ability to soothe and calm oneself. Murray et al. (2016) 

discussed the importance of trauma-informed practices to recognize a child’s distress in a timely 

and sensitive manner, such as speaking calmly, providing soothing support and reassurance. 

Brunzell et al. (2019) summarized that trauma-informed models recommend that teachers focus 

on building self-regulatory abilities and then increasing relationship capabilities before 

integrating academics. Teachers must build on the student’s self-regulation strategies before 

incorporating a focus on academics. 

Students who have experienced ACEs can be in a behavioural and academic deficit 

compared to their peers, and the deficit can continue into adulthood. Studies of adults who 

experienced ACEs in their youth were two and a half times more likely than those who did not 

report ACEs to experience being at risk for language delays and difficulties, being suspended or 

expelled more often, being designated to special education, and dropping out of mainstream 

education (Anda et al., 2005). Therefore, teachers need to understand the importance of trauma-

informed practices and have a genuine desire to utilize such practices in their respective 

classrooms. Trauma-informed practices need to be implemented correctly to help students 

integrate and function effectively in the classroom setting.   
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Trauma-Informed Strategies 

 Understanding trauma and the implementation of trauma-informed practices has become 

essential in the school setting. Attention to childhood trauma and the need for trauma-informed 

care has contributed to the emerging discourse in schools related to teaching practices, school 

climate, and trauma-related in-service delivery (Perry & Daniels, 2016).  Addressing students’ 

needs that have been exposed to trauma in the school setting allows students to reach their 

educational goals better. Blodgett (2012) stated that research suggests that a trauma-informed 

educational approach is likely to address the students’ socioemotional needs. The students’ social 

and emotional needs need be satisfied before educational goals can be reached. For example, 

teachers must prioritize creating safe environments and develop non-judgmental supportive 

relationships that give students the flexibility to communicate verbally or non-verbally their 

thoughts, feelings, and needs to facilitate attention and behavioral modulation, academic 

engagement, and success (Márquez-Aponte, 2020).  

Trauma-Informed Positive Education  

Trauma-informed positive education (TIPE) integrates two practice paradigms: trauma-

informed education and positive education to facilitate educating vulnerable students who have 

difficulties with school due to trauma histories from abuse, neglect, or violence (Brunzell et al., 

2019). Brunzell et al. (2019) described the TIPE model as focusing on the developmental 

sequence of repairing self-regulatory abilities (stage 1), repairing disruptive attachment (stage 2), 

and increasing psychological resources for well-being (stage 3) to support effective integration 

into current teaching practice of positive education for students. A study conducted by Brunzell 

et al. (2019) uncovered three positive education topics. The topics of importance were character 

strength, growth mindset, and reaching goals through flow. When these topics were implemented 
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within the classroom, it strengthened the teacher's capacity to help students with classroom-based 

adversity and bolstered their learning. If a positive environment is combined with appropriate 

trauma-informed practices, trauma students have a greater opportunity to learn and succeed. 

 Character strengths. Character strengths are defined as positive traits demonstrated in 

thoughts and feelings (Park et al., 2004). The study conducted by Brunzell et al. (2019) had 

teachers: (1) validate the character strengths within each student; (2) provide opportunities to 

practice those strengths; and, (3) remind students of character strengths with follow-up one-on-

one conversations.  Teachers reported an increase in positive behaviour, particularly in student-

to-peer interventions. Teachers observed that the most vulnerable students were surprised to find 

that they had a unique set of character strengths within themselves. Additionally, character trait 

identification should be interwoven in the classroom environment to be significant and 

meaningful for long term social and emotional development. Spotting character strengths within 

the classroom context can be done through the identification in stories, curricular texts, personal 

narratives, and public recognition (Proctor et al., 2011). As a teacher, it is clear that recognizing 

a student's accomplishments, effort, kindness, ability to help classmates, artistic talent, athletic 

skills amongst peers builds self-esteem and creates a positive environment for more opportunities 

for success in the classroom.  

Growth mindset. A growth mindset is a concept that one's intelligence, personality, and 

character are malleable and can be improved over time with effort and by incorporating specific 

feedback (Dweck & Leggett, 1988). Schroder et al. (2014) stated that students with a growth 

mindset are likely to learn by the mastery approach, embrace challenges, and put in the effort to 

learn. A student with a fixed mindset, on the other hand, believes that their academic abilities are 

a given and therefore cannot be changed through experience or incremental learning (Aronson et 
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al., 2002). Robinson (2017) elaborated that teachers can help students develop growth mindsets 

by explicitly teaching about the brain and how it changes during learning. Students become more 

interested in learning when they find out they can get smarter by rewiring their brains through 

study and practice. Roediger et al. (2014) stated that teaching practices such as memory retrieval, 

elaboration and reflection are skills that build towards a growth mindset. As students get older, 

they become uncomfortable taking risks because they are afraid of the sense of failure that comes 

with being wrong. Teachers can promote a growth mindset by sharing their own mistakes with 

students (Roediger et al., 2014). In Brunzell et al. (2019)’s study teachers prioritized growth 

mindset as a goal, and collaboratively worked together to implement adaptive activities for their 

students. Teachers observed an increase in minutes on-task, increased positive language within 

the classroom, and an increase in time spent on academic aims versus managing student 

interactions. Teachers must provide specific positive feedback with a student who remains 

focussed, listens, and completes a task. This will build student confidence upon the completion 

of a specific task or learning something new. 

Reaching goals through flow. In the classroom, teachers' ability to facilitate full 

engagement in their students allows goals to be achieved through flow. Csikzentmihalya (1990) 

defined reaching goals through flow in the classroom when students have an energized focus and 

enjoyment, clear and motivating goals, ability matches task, and receive timely feedback. 

Brunzell et al. (2019) discussed that achieving goals through flow can support students when 

setting both micro-goals (i.e., seeking help with classroom assignment in a proactive way) and 

macro-goals (i.e., finishing required assignments in the school term). 

Mindfulness-Based Interventions. Mindfulness training has been incorporated in some 

schools to improve students' social and academic performance with their psychological well-
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being. Mindfulness can be defined as the psychological capacity to stay willfully present with 

one's experiences, with a non-judgemental or accepting attitude, engendering a warm and 

friendly openness and curiosity (Kabat-Zinn, 2005). Practices that utilize mindful-based 

interventions (MBI) can be incorporated for students at various developmental stages. For 

example, Bannirchelvam et al. (2017) conducted a study related to mindfulness interventions 

over six sessions for six weeks in a primary school setting. Except for the first session, which 

started with an introduction and relationship-building activities, the sessions began and finished 

with a guided mindfulness meditation. These meditations involved visualisations, scanning the 

different parts of the body, paying attention to sensory stimuli, focusing on breathing, observing 

thoughts, and noticing feelings. Each session also included activities, discussions, and story 

books related to weekly topics. These topics included awareness of feelings, mindfulness, 

noticing feelings in the body, noticing thoughts, and healthy friendships. Twenty students 

participated in the study ranging from grades three to six. All of the students reported 

experiencing and noticing changes in their emotional state after practicing mindfulness. Students 

enjoyed parts of the program in which they participated, rather than passively listening. A strong 

subtheme was the experience of returning to an emotional equilibrium after practicing 

mindfulness. Students were aware of feeling less “worried” after practicing mindfulness.  

Students in Bannirchelvam et al. (2007)’s study used mindfulness when experiencing 

anxiety or fear. Only a few students did so when experiencing sadness or anger. This may 

indicate the need for other self-regulation programs that specifically provide techniques that 

assist with students' feelings of anger or sadness. Thus, it may well be that studies investigating 

the impact of mindfulness on specific emotional and behavioural outcomes yield inconsistent 

findings. This may be because different children use mindfulness techniques to regulate different 

https://www.frontiersin.org/articles/10.3389/fpsyg.2014.00603/full#B44
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emotions, resulting in large interpersonal differences in specific emotional and behavioural 

outcome measures (Semple et al., 2005). The most common mindfulness technique remembered 

and utilised by students was focusing on breathing, emphasising the importance of incorporating 

breathing in mindfulness-based interventions for students (Bannirchelvam et al., 2007).  

Social and Emotional Learning. Social and Emotional Learning (SEL) can be defined 

as "the process through which we learn to recognize and manage emotions, care about others, 

make good decisions, behave ethically and responsibly, develop positive relationships, and avoid 

negative behaviours” (Zins et al., 2007, p. 192). Parker and Hodgson (2020) conducted a study to 

identify and describe the content of the experiences held by specialist teachers on the 

phenomenon of engaging students through SEL. The study conducted by Parker and Hodgson 

(2020) suggested five specific themes were needed for the effective engagement of students 

through SEL. The topics of importance were safety, relationship and connection, environmental 

changes, understanding of self, and understanding of the student. 

The first theme, safety, suggested that it was imperative that students felt the physical, 

personal, and psychological safety of staff and students. Parker and Hodgson (2020) stated that 

psychological safety comes with understanding the student and their background, knowing their 

triggers, and their ability or capacity to self-regulate. The students’ home life and family 

situation can significantly impact their attendance, ability to learn, and of feeling safe. For 

teachers, the ability to identify students who cannot self-regulate may take some time to 

ascertain. Some students may display problematic behaviour, while others cannot self-regulate. 

Sciaralla et al. (2018) stated that teachers need to recognize distress quickly and sensitively, 

provide soothing and calming when required, and use an individualized approach. Some 

techniques may be holding, rocking, distracting, gently talking, and reassuring, depending on the 

https://link-springer-com.ezproxy.viu.ca/article/10.1007/s40688-017-0141-2#ref-CR53
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student's needs.  Teachers should create scheduled routines and planned transitions between 

activities, such as a cleanup song between free play and snack (Sciaralla et al., 2018). It is 

common to observe teachers use a calm and reassuring voice to reassure students in distress or 

displaying emotional outbursts. It's a learned skill for many teachers, but it is crucial to managing 

an effective classroom.  

The second theme, relationships and connections help build community and trust within 

the school environment. Parker and Hodgson (2020) concluded that relationships are the number 

one factor that either inhibits or helps engagement. Relationships can be built through attunement 

(Parker & Hodgson, 2020). Bruce Perry (2000) describes attunement as follows: 

Attunement depends upon our capacity for nonverbal communication. The majority of 

our communication with others is nonverbal. A huge percentage of what our brains 

perceive in the communication we receive from others is focused (even without our being 

aware) on nonverbal signals, such as eye movements, facial gestures, tone of voice, the 

move of a hand, or a tip of the head. (p. 20) 

Attunement is essential for teachers to understand to have an awareness of the social roles and 

relationships of students and peer groups in the classroom and use this information to help guide 

instructional practices and classroom behaviour management (Hamm et al., 2011). Building 

relationships and connections can be facilitated by listening to the student patiently, avoiding 

criticism, or by not minimizing the student's feelings. Instead, it is important that teachers 

acknowledge the student's efforts to cope with difficult emotions (Sciaraffa et al., 2018).  

Teachers must demonstrate a sense of caring, kindness, and patience when building relationships 

with students and helping students cope with uncontrolled emotions.  
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The third theme, a teacher needs to understand the effects of trauma on a student’s 

learning environment to allow for effective learning and teaching. A teacher may need to 

evaluate the surroundings in a learning environment. This may include the physical layout of 

teaching spaces, people involved, relationship dynamics, sounds, smells, and visual stimuli 

students are exposed to (Parker & Hodgson, 2020).  Teachers need to be mindful of how their 

actions can impact a student’s well-being, especially if the student cannot verbalize their feelings 

in the classroom. 

 The fourth theme, teachers need to know their strengths and stretches. They need to 

acknowledge their biases, understanding of cultures, teaching experiences, and willingness to 

work with trauma-exposed students. According to Parker and Hodgson (2020), teachers’ 

knowledge of themselves and their ability to reflect on their practice and self-care to avoid 

burnout are essential.  Being self-aware of one's practice allows teachers to address any biases 

and prejudices. Furthermore, once teachers identify their own biases, they must be willing to 

modify their teaching practices to be more effective. 

 Finally, it helps if the teacher knows their students and tailors teaching and learning 

activities to meet their abilities. Parker and Hodgson (2020) stated a teacher's knowledge of the 

student, understanding of their background, experiences, capabilities, likes, and dislikes enables 

teachers to provide a tailored program that targets their specific needs and interests. Knowledge 

of the trauma-exposed students is the foundation for creating a positive and supportive 

environment for learning opportunities.  

Multi-Tiered System of Implementing Trauma-Informed Practices 

 While use of trauma-informed practices in the classroom is essential in supporting 

students, the effects are more pronounced when it is used as a school approach. School-wide 
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approaches may offer the best foundation for which to include mental health supports from a 

trauma-informed lens (Von Der Embse et al., 2019). One such school-wide approach to address 

trauma-informed practices is called multi-tiered systems of support (MTSS). The MTSS 

framework of service delivery is built on the foundation of involving the early identification of 

risk, varying levels of intervention support designed to teach skills and prevent more severe 

problems, and continual data-driven evaluation of response (Chafouleas et al., 2015). Sugai and 

Horner (2006) provided six defining features of MTSS. It encompasses the use of: (1) evidence-

based practices when providing support to students; (2) tiered organization of supports with 

increasing intensity; (3) a data-based problem-solving framework to support decisions; (4) 

decision rules for evaluating student response to support and subsequent modifications; (5) 

measuring and maintaining treatment fidelity; and, (6) identifying students who need support 

early. With the implementation of MTSS, it is essential to have an entire school supporting a 

culture that supports trauma-informed practices. Interventions delivered in isolation of relevant 

systems may lack sufficient buy-in and without a shared understanding of the problem being 

targeted (Evans et al., 2014).  

Implementation of Trauma-Informed Practices 

Children who experience trauma may have a severely compromised ability to regulate 

their body’s stress or arousal. Trauma-affected students could experience ongoing difficulties in 

the classroom, such as new learning, physical and cognitive delays, and behavioural expectations 

that trigger their already dysregulated arousal responses (Brunzell et al., 2019). The research 

question of value is, what do educators need to learn and what do they need to implement related 

to trauma-informed pedagogical approaches to serve the needs of trauma-effected students? 

Morgan et al. (2015) explored the critical strategies of trauma-informed practice in a network of 
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flexi schools. Flexi school settings are designed as a part-time school setting structured around 

more parental involvement in facilitating educational objectives. The study explored the research 

question of how did professional learning influence educator identity and development in five 

flexi schools. The research methodology was based on a design experiment, which consisted of 

three stages. These stages were exploration, enactment, and evaluation. The data gathered at 

stage one consisted of questionnaires and interviews.  Stage two, the participants documented 

their experience of co-facilitation of Reflective Practice Groups (RPG) sessions. The final data 

collection method used in stage three consisted of the participants’ written evaluation of their 

learnings.  Interview and questionnaire data analysis showed the significance of relationships and 

re-engagement strategies as impactful towards trauma-informed practices. Key findings of this 

study uncovered that respondents identified relation work priorities such as: nurturing students, 

building trust and rapport, patience, and building relationships as vital to help students that have 

experienced trauma (Morgan et al., 2015). The second finding of importance were re-

engagement strategies to help trauma-affected students. Re-engagement priorities included 

empowering students to learn, innovative curriculum, and teaching life skills (Morgan et al., 

2015).  The limitation of this study was that it took place in a flexi school setting in Australia. 

Flexi school settings are designed as a part-time school setting structured around more parental 

involvement in facilitating educational objectives. Therefore, whether some of the findings can 

be transferable and applicable to a mainstream school setting could be grounds for further 

research.  

Brunzell et al. (2019) explored how primary and secondary school teachers altered their 

teaching practice by completing training in trauma-informed education and positive education 

(TIPE). Two themes emerged from the qualitative data: (1) the importance of increasing 
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relational capacity; and, (2) the importance of increasing psychological resources. Brunzell et al. 

(2019) investigated how teachers first learned about, then implemented a new practice pedagogy 

model such as trauma-informed positive education (TIPE). The two research questions guided 

the study: In what ways did teachers shift their practice pedagogy after learning the intervention? 

and, How did these changes help them address the challenges within their practice? TIPE 

focused on three domains of trauma-informed practices: (1) increasing self-regulatory abilities; 

(2) increasing relational capabilities; and, (3) increasing psychological resources that support the 

students' well-being and academic performance. The study occurred over one year, where 18 

teachers co-designed and adapted TIPE through appreciative inquiry participatory action 

research. The teachers were from a school that consisted of grades six to nine. Data was collected 

through group interviews through self-reporting from the start to the end of the school year. Each 

term, teachers learned a new TIPE domain. They were asked to consider which TIPE 

interventions they felt were most applicable to their students and reported findings to the 

researcher. Also, they reflected upon which TIPE interventions were most feasible through semi-

structured group interviews. Lastly, they were asked to co-design their classroom curriculum 

objectives with peer teachers within the professional learning groups. Teachers then collected 

data on student achievement and behaviour and selected topics and actions most feasible to carry 

out for the following term. The study results have shown that participating teachers were able to 

shift their practice pedagogy when learning about TIPE. Secondly, two themes that most 

effectively helped teachers address challenges in their practice were nurturing classroom 

relationships and increasing students' psychological resources. Psychological resources included 

growth-mindset, character strengths, and reaching goals through flow. Results also suggested 

that TIPE and appreciative inquiry participatory action research may be a powerful means to 
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increase teacher efficacy (Brunzell et al., 2019). There were limitations noted by the participants. 

There were too many topics to learn and practices within the TIPE model within one calendar 

year. Some teachers believed that they could more effectively action TIPE over a 2-year study. 

This is a future area for researchers to pursue. Morgan et al. (2015) and Brunzell et al. (2019) 

offer insights into the school-based implementation of trauma-informed practices. The relational 

and ‘caring’ aspect of a teacher’s role emerged again. It’s a common theme with respect to 

trauma-informed practices. 

Von Der Embse et al. (2019) examined the processes and procedures needed to deliver 

trauma-informed practices across a tier one and tier two support model. Data suggests a 

significant reduction in suspensions, disciplinary infractions, and some improvements in teacher 

classroom management skills.  Von Der Embse et al. (2019) asked, “What processes and 

procedures were necessary to deliver effective school-based trauma-informed practices across a 

tier one and a tier two system of support?" (p. 272).  The study participants were from an 

elementary school, kindergarten to grade eight, with approximately 570 students over four-years. 

The research design consisted of teachers receiving in-service training on universal mental health 

screening and effective classroom management practices for tier one and tier two interventions. 

Tier one practices included universal supports for trauma-informed practices in the classroom 

and the implementation of relational pedagogies. Tier two strategies consisted of students 

attending sessions for one month during school time on self-regulation strategies. A group of 

coaches then conducted weekly observations of teachers and provided visual and written 

performance feedback to facilitate their development. Teachers completed two directed 

behavioural ratings per student per day. Direct behavioural ratings are a research-supported 

assessment that consists of quantifying internal or external behaviour at a given point in time. 
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With the data collected from coaches and teachers, supports for the tier one and two inventions 

were identified.  The study results indicated a downward trend in office discipline referrals, and 

teacher coaching results showed improvement in some classroom management skills. This 

study's limitations were that the project might not be generalized to other schools. The study 

received grant funding for resources of coaches that may not be available to other schools.  

The findings across all three studies emphasized teachers' importance in developing 

relationships with students who have experienced trauma. Teachers using relational pedagogies 

can help trauma-affected students with their emotional, social, and academic needs. These 

studies indicated that providing teachers training, coaching, and professional learning assisted 

with the development and implementation of trauma-informed practices. In addition to relational 

pedagogies, Brunzell et al. (2019) discussed the importance of teachers providing their students' 

strategies to increase their self-regulatory abilities and provide psychological resources. The 

availability of psychological resources is a complex issue which itself will require more research. 

The availability of psychological resources may vary from school district to school district. 

Morgan et al. (2015) identified the importance of relational pedagogies and the need to empower 

students to want to learn, provide an innovative curriculum, and teaching life skills. Future 

research will be necessary with all these studies to understand the long-term effect of practices 

and strategies put into place.  Molloy et al. (2013) stated that the literature has found that schools 

often take two to five years to implement positive behavioural intervention supports with fidelity. 

Only then can schools see the impacts of programming on disciplinary outcomes. This change 

will require long term commitment. 

Significance of Applied Project 
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 The understanding and implementation of trauma-informed practices has been a 

challenge in some educational settings. Von der Embse et al. (2019) stated that “schools endure 

challenges with identifying and implementing best practices for integrated services including 

those that serve students experiencing trauma, it is apparent that evidence is needed to delineate 

critical processes” (p. 276). The premise of the research reviewed in this chapter, along with 

teacher implementation of trauma-informed practices, will contribute to understandings of how 

to support teacher growth and learning related to trauma-informed practices.  

This project is significant as it will design a series of learning opportunities to  inform 

and support teachers related to trauma-informed practices. With teachers implementing 

trauma-informed practices, this may help students with their academic and behavioral goals. 

In my work as an educator, I felt there was a gap in my knowledge, and in the knowledge of my 

colleagues, on how to effectively support students who have experienced trauma. As a result, I 

felt compelled to investigate trauma-informed practices that I could use in my classroom. This 

project intends to educate on what trauma is, how trauma affects learning, and how best teachers 

can implement trauma-informed practices effectively in their classrooms.  

Conclusion 

 Trauma impairs learning by negatively impacting attention, memory, cognition, focus, 

and organization. Trauma impacts a student not only academically, but also socially and 

emotionally. Teachers who can recognize and help students with trauma-informed practices can 

help students navigate effectively when confronted with challenges. Teachers must gain a 

thorough understanding of their trauma-exposed students and their respective backgrounds to 

build positive and supportive relationships. Teachers must be prepared to adjust learning 

environments and activities with trauma-informed practices to help students from a trauma 
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background. Teachers need to display personal qualities to be effective with trauma-exposed 

students. This includes, but is not limited to, speaking calmly, being patient, listening, being 

positive, and showing kindness. There are several trauma-informed practices, such as 

mindfulness-based interventions, trauma-informed positive education, and social and emotional 

learning that can support all students. Along with the classroom strategies, implementing a 

school-wide trauma-informed approach is needed to help all students, not only those affected by 

trauma. Trauma-informed practices highlight the need for schools to create an environment that 

is inviting, safe, inclusive, and supportive of all and implement structures, so every student’s  

academic and personal development is guided by an adult advocate (National Middle School  

Association, 2010). As educators, it is our duty to understand and implement trauma-informed  

practices for our student’s well-being and safety.  

 

 

 

 

 

 

 

 

 

 

 

 

 



TRAUMA-INFORMED PRACTICES IN THE CLASSROOM                                            30 
 

 

Chapter Three 

Considerations for Implementation of Trauma-informed Practices in the Classroom 

workshops 

This chapter provides an overview of the project and its delivery method. This 

professional development project, trauma-informed practices in the classroom, will focus on 

understanding early childhood trauma and its impact on academic, social, and emotional 

domains. Secondly, a critical literature review of trauma-informed practices that can be 

implemented in the classroom setting will be discussed. Lastly, participants will be asked to 

implement trauma-informed practices and revisit as a group to discuss learnings, challenges, and 

seek feedback. The goal of this professional development is to have participants meet monthly to 

share trauma-informed practices they have implemented and provide support to one another as a 

community of learners.  

Rationale and Goals for Trauma-informed Practices in the Classroom 

In a study called the Alberta ACE Study, 55.8% of participants reported one or more 

ACEs, while 20% reported three or more ACEs (McDonald, 2015). Youth that have been 

assessed and receive a mental health diagnosis, are unable to access the necessary and timely 

mental health interventions as there is a shortage of youth mental health resources (Rodger et al., 

2019). There is now broad-based support for schools to enact policies and programs that support 

the delivery of school-based mental health (SBMH) services, either as resources to the schools or 

as part of the school curriculum to bridge the gap (Rodger et al., 2019). Trauma-informed 

practices address mental health issues that can be implemented for all students in the classroom 

setting. When teachers utilize trauma-informed practices, they may help reach those students 

who have not been assisted for their mental health issues through other channels of support.  The 
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Mental Health Commission of Canada (2012) promoted SBMH in their report “Changing 

directions, changing lives” called on the schools to provide mental health services to young 

people. Classroom teachers play an important role in the success of SBMH in their schools. 

Classroom teachers are on the front line of the mental health service delivery system, with 

classroom teachers often being the most likely person to identify a young person in distress 

(Rodger et al., 2019). The mental health status of students has a significant impact on their 

learning potential and academic outcomes and as a result requires educators to be aware of such 

programs (Durlak, 2011). It is important for teachers to know their role in helping a student who 

may be suffering from mental health issues. Therefore, trauma-informed practice is an effective 

tool for teachers to assist in the classroom. 

Effective Professional Development 

 Effective professional development activities optimally build on teachers’ knowledge, 

beliefs, perceived problems, and classroom practices (Opfer & Pedder, 2011). The workshop 

seminars have participants identify observable behaviours in their students that may be hindering 

classroom learning. By identifying these behaviours, participants share their observations with 

colleagues to solicit feedback and advice. Learning with colleagues is a critical factor in helping 

teachers to develop their classroom practices (Van Veen et al., 2012). Having three workshops 

with the same participants has the potential to create a community of learning. When participants 

share their learning from implementing trauma-informed practices in the third workshop, this 

will allow feedback, constructive criticism, modifications, and problem-solving discussion 

among colleagues.  

 The presentation of workshops consists of a PowerPoint slideshow and group 

discussions. Instructors report using PowerPoint as it adds clarity to their lessons and helps to 
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pace the lecture (Hill et al., 2012). A study conducted by Bolkan (2019) examined students’ 

ability to select and pay attention to learning material. The study was conducted with a total of 

169 students ranging in age from 18 to 67. The students were randomly assigned to watch a 

multimedia presentation that included either animated information or information presented in 

full. Animated information refers to the “entrance, exit, and emphasis of text and figures to guide 

concept development by incrementally introducing concepts” (Mahar et al., 2009, p. 3). 

Afterward, the students were asked to respond to measures assessing their ability to select the 

appropriate material and its perceived task value. After the information was presented, students 

took a multiple-choice test related to the lesson. The results of the study indicated that students in 

the animated PowerPoint presentation scored one fifth to one half of a letter grade higher than 

those that had the information presented without a PowerPoint format.  The results of the study 

suggest that by segmenting information into small chunks and by animating their lessons, 

instructors might find that helps students to process visual and spoken information in a manner 

that links to the two sources of materials (Bolkan, 2019).  

 It is important to consider what information is being presented in a PowerPoint 

presentation format. Nowak et al. (2016) noted that PowerPoint presentations are only as 

effective as the presenter who designed the slides. Levasseau and Kanan (2006) described the 

importance of cognitive load in PowerPoint presentations: too much information on a slide can 

overwhelm the students’ ability to process instruction content. Researchers have found that 

students appreciate the information presented point by point (Szabo & Hastings, 2000), and felt 

animated slides to be more engaging and more effective for learning compared to non-animated 

slides (Miller & James, 2011). When completing a PowerPoint presentation is it is important to 

take into consideration the modality principle. The modality principle is based on the idea that 
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more processing capacity helps learners if the instructional material uses multiple information 

modes (auditory and visual) instead of single-mode formats (Jeung et al., 1997).  

Leahy and Sweller (2016) stated that the modality effect leads to better learning because visual 

information can be offloaded in the auditory processor (or vice versa), which can lead to 

students’ effectively being able to manage incoming information.  

Overview of Trauma-informed Practices in the Classroom  

The focus of the professional development workshops will be on understanding the 

impact of trauma on child development and how to effectively implement trauma-informed 

practices in the classroom setting. SAMHSA (2014) stated that a trauma-informed system is one 

that: 

(A) understands the widespread impact of trauma and potential paths to recovery; (B) 

recognizes signs and symptoms of trauma from a systems perspective; and (C) integrates 

trauma knowledge into policies, procedures, and practices to create a supportive 

environment that is intent on not re-traumatizing its members. (p. 9)  

Educators must provide targeted interventions for those students exposed to trauma. Perry (2002) 

stated that to achieve academic success, school systems serving children who have been exposed 

to trauma must deal with the unique challenge that comes with resultant activation of the brain’s 

stress response. Schools struggle to adequately support students experiencing trauma, adversely 

impacting students’ learning and social success. The participants in the workshops are teachers 

from kindergarten to grade five. Participants are asked to analyze specific behaviours of their 

students during the workshop and identify whether these behaviours could be the result of 

trauma. There will be three professional development workshops that will be three hours each.  

First Workshop 
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 The overall goal of the first workshop is to discuss what is trauma and how does it affect 

students related to their academics, social and emotional domains. Youth exposed to traumatic 

events are at higher risk for negative developmental outcomes, including low academic 

performance, poor social skills, and mental health concerns (Yohannan & Carlson, 2019). Every 

workshop will begin with the acknowledgment of the local First Nations territory on which this 

workshop takes place. Many Canadian institutions, ranging from governments to school boards, 

now make a public acknowledgment of Indigenous peoples, lands, and treaties (Wilkes et al., 

2017).  The reason we acknowledge local First Nations territory is that few treaties were signed 

with local First Nations during the European colonization of British Columbia. Several First 

Nations have entered negotiations as part of the modern B.C. Treaty Commission process. 

However, the majority of the land in British Columbia remains unceded, which is territory that 

was not surrendered through a treaty or war. Most importantly, the treaty acknowledgment 

honors indigenous peoples’ land rights on which we live and meet. After the territorial 

acknowledgment, the participants will complete an activity to learn about one another. The 

purpose for this activity is for participants to start to build relationships with one another so that 

they can form a sense of community and a feeling of safety. Building community and safety is 

needed in classrooms to create proper attachments and relationships to build trauma-sensitive 

classrooms (Brunzell et al., 2015).  

The next part of the workshop will review the definition of trauma and the different types 

of trauma a child can experience. Specifically, it will examine the situation of acute, chronic, and 

complex trauma. Often the first symptoms of exposure to trauma are acting out behaviors and 

defiance due to the inability of traumatized students to regulate emotions and trust others (Phifer 

& Hull, 2016). Schools have emerged as a primary setting for and provider of mental health 
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services (Bruhn et al., 2014). Despite the substantial number of students in need, few will receive 

adequate school-based mental health services in a timely manner (Merikangas et al., 2011). For 

example, the delay from the first indication of an academic problem to service delivery is one to 

three years on average; this delay extends to five to seven years for emotional and behavioral 

problems (Severson et al., 2007). If teachers do not understand the effects of trauma on students, 

this could have negative implications on their emotional development.  Phifer and Hull (2016) 

stated in the typical school setting, behaviors lead to discipline that can be impact self-worth, 

lead to social isolation, and can be retraumatizing to students.  Being aware of how trauma 

occurs allows participants to understand the need for trauma-informed practices in the classroom. 

Subsequently, the workshop examines children’s mental health statistics in Canada and how 80% 

of children felt their mental health needs were not met at school (Mental Health Commission of 

Canada, 2016).  The need for mental health training by an educator in the classroom setting is 

needed for the delivery of mental health services for children and youth to address the distressing 

levels of mental health disorders (Rodger et al., 2019). A review of ACEs and its link to mental 

health disorders will be discussed. Student responses to trauma can include flight, fight, and 

freeze which can be connected to a hormonal response from ACEs. Additionally, attachment 

theory by John Bowlby is discussed to understand an infant’s reaction to the short-term loss of 

their mother and how this loss affects the child’s personality and future relationships (Bowlby, 

1969). Childhood trauma can explain some adverse behaviours in the classroom where the 

teacher will need to include trauma-informed practices that repair disrupted attachment. A 

teachers’ knowledge and understanding of the impact of the trauma on academic, social, and 

emotional domains will be reviewed which is a critical piece of trauma-informed practices. 

Lastly, participants will be asked to collect behavioural data about their students to share at the 
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second workshop. The goal behind teachers collecting behavioural data is to assess their 

students’ needs in the classroom. Attention to childhood trauma and the need for trauma-

informed care has contributed to the emerging discourse in schools related to teaching practices, 

school climate, and the delivery of trauma-related in-service and preservice teacher education 

(Crosby et al., 2015). Using this data, teachers will select and implement trauma-informed 

practices after the second workshop that address student and classroom needs. Trauma-informed 

practices require trauma-sensitive classroom practices, positive and restorative responses to 

behaviour, policy and procedure changes, teacher and staff professional development (Oehlberg, 

2008). 

Second Workshop 

 The overall goal of the second workshop is to review trauma-informed practices that 

teachers could incorporate in their classroom setting.  This builds on the knowledge of how 

trauma affects students’ academic, social, and emotional domains in the first workshop. Teachers 

understanding the impacts of trauma leads towards learning on what trauma-informed  

practices could be incorporated to meet the needs of their students. Phifer and Hull (2016) stated 

that when school systems approach students with a trauma lens, they are better equipped to 

provide educational, social, and emotional supports needed to help students reach their potential 

and enter schools ready to learn. The second workshop will begin by asking participants to list 

five words that describe themselves as an educator. The purpose of this exercise is that teachers’ 

professional identity is “formed and reformed constantly over the course of a career and 

mediated by complex interplay of personal, professional, and political dimensions of teachers 

lives” (Mockler, 2011, p. 518). Teachers need to understand their teacher identity to learn and 

grow within their environment. Teachers’ meaning about their work including their perceptions 
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of and responses to professional learning is filtered through the prism of their own experiences 

and beliefs (Noonan, 2019). This activity allows teachers to reflect on their beliefs and 

experiences as an educator. The next part of the workshop will entail sharing with a partner the 

observations of students by participants which were collected between the workshops. 

Participants will then be asked to examine whether they feel there are any connections between 

the behaviours and trauma with students in their classrooms. In terms of the delivery of 

professional development, the research findings indicated that teachers prefer more interaction 

and participatory professional development initiatives compared to a formal, lecture-styled 

presentation (Solomon & Levine-Rasky, 2003). This activity will lead to understanding trauma-

informed practices and trauma-informed positive education (TIPE). Brunzell et al., (2019) stated 

that TIPE focuses on repairing self-regulatory abilities (stage 1), repairing disruptive attachment 

(stage 2), and increasing psychological resources (stage 3). Evidence-based practices such as 

Zones of Regulation and mindfulness-based interventions will be discussed related to repairing 

self-regulatory abilities. To address repairing disruptive attachment, character strengths will be 

discussed. Character strengths will be linked to the B.C. curriculum of Core Competencies and 

First Peoples Principles of Learning. This will be demonstrated through the teachings of the “Six 

Cedars Tree Animals”, where different animals symbolize and represent human traits, values, 

and characteristics. A classroom that embeds the teaching and daily reinforcement of character 

strengths provide opportunities for students to identify the strengths within themselves and to 

live into their own values enactment (Seligman, 2011). Psychological resources such as growth 

mindset and reaching goals through flow will be introduced. Dweck (2006) stated that when 

students learn about a growth mindset, they learn an incremental theory of intelligence. Students 

who hold this incremental view of intelligence have higher academic attainment than those who 

https://www-tandfonline-com.ezproxy.viu.ca/doi/full/10.1080/15595692.2011.606010
https://link-springer-com.ezproxy.viu.ca/article/10.1007/s12310-018-09308-8#ref-CR85
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do not (Blackwell et al., 2007). Flow is conceptualized as a heightened state of engagement 

characterized by the following phenomenological aspects: (a) a merging of action and awareness 

(i.e., all attention is on relevant stimuli), (b) intense concentration and absorption, (c) the 

perception of being in control, d) loss of self-consciousness, and (e) transformation of time 

(Strati et al., 2012). The last activity during the workshop will be a group discussion where 

participants will identify one trauma-informed practice they will utilize before the next workshop 

in one month. During the next workshop, the participants will be asked to discuss their 

experience on implementation and any learnings they uncovered.  

Third Workshop 

 The third workshop allows participants to share learning from the behavioural data 

collected of their students and reflection on trauma-informed practices they have implemented. 

Participants will share in small groups their findings, challenges, successes, failures, and next 

steps. The idea is to build a community of teachers that support one another through their 

journey of understanding and implementation of trauma-informed practices. The last activity will 

have the group share what they learned about trauma-informed practices during the three 

workshops. The last part of the workshop will look at future planning for participants to meet 

monthly to discuss one additional trauma-informed practice they will implement and share 

findings with the group. Wilson and Berne (1999) stated that professional development must be 

driven by communities of learners that are redefining teacher practice and committed to 

encouraging teachers to both support and critique each other's work. Having participants meeting 

monthly will continue to build community, accountability for implementing trauma-informed 

practices, and support to provide feedback and share best practices.  

 

https://link-springer-com.ezproxy.viu.ca/article/10.1007/s12310-018-09308-8#ref-CR5
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC5471299/#B101
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Chapter Four 

Reflection 

 This project explored the following questions: What effective trauma-informed practices 

can teachers incorporate in their classroom to help their students? What do teachers need to 

know about trauma? How can teachers most effectively implement these trauma-informed 

practices in the classroom? As I explored these questions, there was an imperative link between 

repairing disrupted attachment and incorporating psychological resources to meet the students’ 

social and emotional needs. Only when the students’ social and emotional needs have been met 

can effective self-regulation occur. Effective self-regulation allows students to use skills vital for 

executive functioning and positive academic learning experiences. Relationships building, trust, 

and empathy are the pillars in the classroom environment that teachers need to create and foster.  

Main Findings  

 Understanding trauma and the impact on child development is an extremely complex 

issue that I deal with every day at my school. Having gone through the journey of researching the 

impacts of trauma, has led me to have more empathy and compassion for those affected. 

Through my research, I appreciate how trauma affects the brain’s neurological wiring which can 

negatively impact executive functioning. Some examples of how executive functioning can be 

affected are visual processing, memory, self-regulatory, and auditory issues of students who have 

experienced trauma. These skills are so vital to learning and especially with reading acquisition. I 

work at an inner-city school where many of our students have experienced early childhood 

trauma. A significant number of our students are at risk in terms of literacy.  Having completed 

this project allows me to better understand why students struggle with reading acquisition and 

the behaviours attributed to childhood trauma. Another key finding on the effects of trauma on 

the brain is the fight, flight, and freeze responses of students impacted by trauma. When students 
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have these responses, they are in survival, self-preservation, or a hyperarousal state. A student in 

a state of hyperarousal can have difficulties with self-regulation, attention, impulse control, and 

higher-order thinking. Understanding the effects of trauma on executive functioning has allowed 

me to create adaptions and modifications for my learners.  

Through the research, I found that repairing disrupted attachment is the first step in 

implementing trauma-informed practices. Disrupted attachment can be the result of childhood 

trauma or neglect. Some of these students may not have an adult at home to whom they feel safe 

and cared for emotionally and physically. The teacher then plays a critical role in providing an 

attachment support system for that student to feel safe and supported. Such supports include 

character strengths where students are provided opportunities to identify strengths within 

themselves and build on their self-esteem. Once the student feels safe in a classroom setting, 

only then can evidence-based practices be utilized, such as Zones of Regulation, social and 

emotional learning, and mindfulness-based interventions. These interventions build on helping 

students to be able to self-regulate, which is critical towards completing academic tasks in the 

classroom and positive peer interactions.  

Limitations 

 Throughout my research on trauma-informed practices, there were discussions on a 

school-wide approach. Teachers need to understand that trauma-affected students need multiple 

interventions and people to support them.  The culture of the school must have a shared 

understanding and language that supports trauma-informed practices. This is an area of the 

research I would need to investigate further to apply trauma-informed practices most effectively. 

This is a complex endeavour to have trauma-informed education and support for teachers due to 

cost constraints in implementing the training and coaching to make it meaningful and useful. The 
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other limitation noted in the studies for a school-wide approach for trauma-informed practices 

was that most studies took place over one year due to teaching staff changes from one year to 

another. The research indicated that for trauma-informed practices to be effective in a school-

wide setting, there needs to be a minimum of two to five years of implementation.  

 The other limitation I felt through this study is that each student is so different in how 

they experience trauma and its effects on their academic, social and emotional domains. At my 

school, most of our students have experienced trauma. We continue to provide meals and 

emotional support to offset the daily trauma in the home environment. This is our challenge. 

How does an educator begin to meet all students’ needs as they can vary in terms of the practices 

we need to implement? It is difficult as a classroom teacher to continually repair disrupted 

attachment and meet their psychological needs, and at the same time, provide learning to other 

students in the classroom. It can be a daunting task not to take home the feelings of trauma our 

students and parents experience. Some parents are dealing with racial inequality, low social-

economic status, generation trauma, and food insecurity in my school community. At times, we 

are assisting parents by navigating and providing resources to our parents that will benefit the 

students.  

Learning and Implications 

 The implication of researching trauma-informed practices has profoundly changed my 

teaching pedagogy and relationship building with my students. I now understand why behaviours 

can be occurring due to previous trauma. I make every effort to ensure there is no retraumatizing 

of the student. There is always a reason why a student displays a particular behaviour. When it is 

an undesired behaviour, we can automatically blame the student versus saying “why” is the 

student exhibiting this behaviour? When we understand the “why” we can then listen and help 
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the student through trauma-informed practices. Trauma-informed practices can be incorporated 

into the classroom to benefit all students. Incorporating mindfulness practices allows students to 

self-regulate. This is essential for effective executive function skills such as attention and 

working memory. Other strategies include having students identify their emotions and to 

providing them coping strategies to regulate their emotions. This will effectively help to build 

students’ resiliency and self-worth. Teaching students to apply a growth mindset allows students 

to build on their emotional intelligence and self-awareness, which is critical towards dealing with 

the by-product of trauma in multiple settings. Incorporating trauma-informed practices creates a 

culture that fosters safety, healthy relationships, and community which is essential to repair 

disrupted attachment.  

 My review of the research indicated that providing teachers training, coaching, and 

professional learning help develop and implement trauma-informed practices. It is vital to have 

administration and district support to allow for coaching and training. This is key to having 

effective trauma-informed practices, and it will allow for the longevity of implementation and for 

creating a school-wide approach. I have participated in multiple professional development 

seminars. Afterwards I am energized and excited to incorporate new pedagogy and ideas. It is 

still a challenge because the day-to-day nuances of teaching are demanding, and sometimes I 

lose the focus and motivation to implement new learnings. Therefore, to keep engagement and 

support for trauma-informed practices, it is critical to have a community of teachers who meet 

regularly. Along with district trauma-informed experts to meet with teachers to help support their 

implementation of trauma-informed practices. 

Conclusion 
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 My journey over the last year of understanding trauma-informed practices has led me to 

appreciate how adverse childhood experiences can change a students’ health, academic ability, 

and emotional wellbeing. The fascinating aspect of trauma was understanding the neurological 

effects of trauma and chemical responses in the body that affect students’ learning in the 

classroom. Before this research, I would sometimes feel the student was choosing to be defiant 

and had trouble understanding why these behaviours were occurring. Now I am beginning to 

recognize that some of these behaviours result from trauma, and I now feel better equipped to 

help these students with trauma-informed practices. I believe the biggest challenge is 

understanding that trauma affects each student differently. It takes time, education, and patience 

to uncover best practices to help one student while still meeting all other students’ needs in the 

classroom. Adopting trauma-informed practices is crucial for all learners. It is the key to helping 

all students, teachers, and school staff become compassionate and caring learners in the 

classroom and society.  
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Appendix A 

PowerPoint Presentation 
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Workshop #1: Topics discussed during the workshop will be the different types of trauma, 

mental health, adverse childhood experiences, hormonal response to stress, and attachment 

theory. The reason these topics are discussed is that they impact student learning in terms of 

academics, social, and emotional domains. Once teachers can identify symptoms of trauma in 

their students, they can then adapt trauma-informed practices in the classroom.  

Workshop #2: Trauma-informed practices will be discussed during the second workshop. First, 

general trauma-informed practices in the classroom will be reviewed that can benefit all learners. 

Trauma-informed strategies focused on self-regulation will be examined such as mindfulness 

techniques, social and emotional learning, and Zones of Regulation. Lastly, trauma-informed 

practices related to building self-esteem such as character strengths and growth mindset will be 

analyzed. The purpose of this workshop is to provide participants with trauma-informed 

practices they can implement in their classroom setting.  

Workshop #3: The last workshop has participants sharing the one or two trauma-informed 

practices they implemented in their classroom. The purpose of sharing is to allow other 

participants to learn and share ideas to build a community of trauma-informed educators. The 

hope is that this community of learners would meet again to build on knowledge and the 

implementation of trauma-informed practices.   

Activity – Getting to Know You 

Use die to encourage conversation. Give everyone a die and a list of questions associated with a 

number from one to six. The participants roll the die and asks the question that matches the 

number and share their answers. Play as an entire group 
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Trauma exposure encompasses uncomfortable emotional experiences paired with physiological 

and behavioural changes that can occur over a prolonged period of time.  

How an individual processes trauma can vary from one person to another and can occur on 

multiple occasions. 
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ACEs can affect multiples domains. Learning difficulties, attention deficits, language deficits, 

difficulties with problem-solving, difficulties acquiring new skills or taking in new information, 

and problems with consequential reasoning can be the result of ACEs. 

Behavioural issues found with children who have experienced ACEs: Struggle with self-

regulation, lack impulse control, oppositional, volatile, extreme reactions, defensive, aggressive, 

and self-harm. 

Health issues found with children who have experienced ACEs: Physical injuries, poor health, 

and alternations in immune functions. 
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Acute trauma: Involves an experience of an event that is life-threatening or threatens to cause 

serious harm or injury. Simple trauma is often a one-time, short occurrence. Examples of simple 

trauma may include accidents, house fires, or natural disasters. 

Complex trauma: Complex trauma refers to exposure to chronic trauma, generally by the 

child's primary caregivers, and the impact of such exposure over time. Involves multiple 

incidents, maybe longer in duration and involves personal threat, violence, and violation (e.g., 

child abuse, bullying, sexual violence, and domestic violence). Further, this pain becomes 

manifest in continuing states of grief and loss, abandonment and neglect, persistent anxiety, fear 

or terror of the future, depression, or physical self-mutilation. 
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When the body senses a dangerous situation, its autonomic nervous system releases hormones 

called epinephrine and norepinephrine.  This results in increased heart rate, increased blood 

supply to muscles and brain, and releases of glucose for the energy which can create a flight or 

fight response. 

A child who experiences physical abuse from her mother might avoid physical proximity (flight) 

to female teachers, show aggression toward peers (fight) due to perceived threat during play, 

and/or check out (freeze) if the environment becomes loud, fast-paced, or otherwise 

overwhelming.  
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Attachment theory was developed by John Bowlby to understand an infant’s reaction to the 

short-term loss of their mother and how this loss affects the child’s personality and future 

relationships (Bowlby, 1969). Bowlby suggested that children are pre-programmed from birth to 

develop attachments and maintain proximity to their primary attachment figure. Bowlby 

proposed that young children naturally sought out and needed a strong and secure attachment to 

their mother in their early years for normal emotional and cognitive development. 
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Reactive attachment disorder (RAD) is characterized by a situation and developmentally 

inappropriate social relatedness in a majority of situations, beginning before the age of 5. A key 

component of RAD is extreme disregard for the child’s basic needs by the caregiver. This can 

include lack of stimulation, comfort, or basic physical needs; or frequent changes in the primary 

caregiver, thus preventing a stable attachment.  

Disinhibited social engagement disorder (DSED) involves behaviours such as wandering away 

from a caregiver, willingness to leave with a stranger, and engagement in overly familiar 

physical behaviours. 

Posttraumatic stress disorder occurs when individuals are exposed to traumatic events. 

Symptoms include problems with self-regulation, aggression to both self and others, attention 

deficits, dissociation, physical problems, and inability to maintain interpersonal relationships. 

Adjustment disorder is a debilitating reaction to a stressful event or situation, with symptoms 

lasting longer than six months. Symptoms include depressed mood, anxiety, and disturbance of 

conduct. 
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Students proceed to read, the ability to decode language (read) accurately and with 

comprehension involves the need to coordinate multi-executive functioning skills (attention, 

working memory, self-regulation). 

Trauma effects self-regulation which is needed to work through some academic tasks such as 

managing one’s thoughts and feelings to engage in goal-directed actions such as organizing 

behaviour, controlling impulses, solving problems constructively, and the ability to soothe and 

calm oneself. 
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• Behaviours from trauma effected students: 

  -peer-bullying 

  -conduct and oppositional defiance disorders 

  -distracted or aggressive behaviour 

  -limited attentional capabilities 

  -poor emotional regulation  

  -hypervigilance  

 

 

 

 

 

 

 

 

 

 

Parker, R., & Hodgson, D. (2020). ‘One size does not fill all’: Engaging students who have experienced trauma. Issues in  

 Education Research, 30(1), 245. 
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• School-based Mental Health and Substance Abuse Project involved 117 Canadian school 

districts with 643 respondents.  

• Key finding:  

• 80% of respondents indicated that their student mental health needs in 

schools were not met. 

• Need for enhanced system coordination and leadership, educator mental 

health literacy, and protocols to service students in need. 

• Lack of school mental health professionals that could deliver high quality  

            preventative services 

 

 

 

 

 

 

 

 

Mental Health Commissions of Canada. School based mental health and substance abuse project. 

http://www.mentalhealthcommission.ca/sites/files/2016-06/SubstanceAbuse_SBMSA_Summary_ENG_1_0.pdf 

             

                                                                  

                                                                    

                                                                                            

                                                                                                 

http://www.mentalhealthcommission.ca/sites/files/2016-
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Provide participants with Appendix B titled “Observable Behaviours and Possible Causes” to 

record data in preparation for second workshop.  
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In groups of three, each person in the group shares out the words that describe themselves as an 

educator and why these traits are important.  

Teachers need to understand their teacher identity to learn and grow within their environment. 

Teachers’ meaning about their work including their perceptions of and responses to professional 

learning is filtered through the prism of their own experiences and beliefs. This activity allows 

teachers to reflect on their beliefs and experiences as an educator. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Mockler, N. (2011). Beyond ‘what works’: Understanding teacher identity as a practical and  

 political tool. Teachers and Teaching, 17, 517-528. doi: 10.1080/13540602.2011.602059 

 
Noonan, J. (2019). An affinity for learning: Teacher identity and powerful professional development. Journal of Teacher  

 Education, 70,(5), 526-537. doi: 10.1177/0022487118788838 
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Other behaviours include school refusal, limited attention capabilities, hypervigilance, troubles 

coping with stress, feelings of worthlessness, and poor social skills.  
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Trauma‐informed practices are characterized by:  

(a) a realization that trauma has widespread impact and that there are various paths to 

recovery  

(b) a recognition that one's experience of trauma may be accompanied by specific signs and 

symptoms of trauma,  

(c) a response from individuals, programs, organizations, and systems to the person 

experiencing trauma that is comprehensive and integrative, and 

(d) an attempt to prevent re‐traumatization  

 

 

 

 

 

 

 

SAMHSA (Substance Abuse and Mental Health Services Administration) (2014a). SAMHSA's concept of trauma and guidance  

for a trauma‐informed approach (HHS Publication No. SMA 14‐4884). Rockville, MD: Substance Abuse and Mental 

Health Services Administration.  
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Critical that students feel safe: 

-Students have to feel secure and connected, both to adults and to peers, to learn 

-Create a space in the room for students that need some time or space 

 

Build relationships and connections within the classroom: 

- Children who have been affected by trauma, strong connections are vital. Rich relationships 

with teachers help children form the foundations of resilience. 

 

Meet students where they are academically and emotionally 

 

Be predictable in the routine and expectations: 

- Feeling out of control is one of the hallmarks of traumatic experiences, so adhering to a clear, 

predictable routine in your classroom provides students with a sense of stability.  

-Be firm, but caring in approach to classroom management 

-Model both verbal and non-verbal communication that you expect from your students 

 

Look beyond the behaviour: 

-Rather than jumping to the conclusion that they are a problem, ask yourself, ‘What happened to 

this child and why are they behaving this way”? 

 

 

https://resilienteducator.com/classroom-resources/trauma-informed-strategies/ 
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Mindfulness is the practice of becoming aware of one’s present-moment experience with 

compassion and openness as a basis for wise action. 

Social and Emotional Learning: The process through which we learn to recognize and manage 

emotions, care about others, make good decisions, behave ethically and responsibly, develop 

positive relationships, and avoid negative behaviours. 

The Zones of regulation is a systematic, cognitive behavioral approach used to teach self-

regulation by categorizing all the different ways we feel and states of alertness we experience 

into four concrete colored zones.  

 

 

 

 

 

  

   

https://learning2breathe.org/ 

 

Zins, J. E., Bloodworth, M. R., Weissberg, R. P. & Walberg, H. J. (2007). The scientific base linking social and emotional  

 learning to school success. Journal of Educational and Psychological Consultation, 17(2-3), 191-210. 

doi:10.1080/10474410701413145  

 

https://learning2breathe.org/
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Watch Video  

Link: 

https://www.bing.com/videos/search?q=utube+and+mindup+lesson&docid=6080235655384304

92&mid=8F4F728ED3B0718678728F4F728ED3B071867872&view=detail&FORM=VIRE 
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Safety: Parker and Hodgson (2020) stated that psychological safety comes with understanding 

the student and their background, knowing their triggers, and their ability or capacity to self-

regulate. Some techniques may be holding, rocking, distracting, gently talking, and reassuring, 

depending on the students’ needs.  Teachers should create scheduled routines and planned 

transitions between activities. It is common to observe teachers use a calm and reassuring voice 

to reassure students in distress or displaying emotional outbursts. 

 

Relationship and Connection: Understanding of attunement and adopting skills used to engage 

students. Attunement is when teachers have an awareness of social roles and relationships of 

students and peer groups in the classroom and use this information to help guide instructional 

practices and classroom behaviour management (Hamm et al., 2011). Building relationships and 

connections can be facilitated by listening to the student patiently, avoiding criticism, or not 

minimizing the students’ feelings. 

 

Environmental Changes: A teacher may need to evaluate the surroundings in a learning 

environment. This may include the physical layout of teaching spaces, people involved, 

relationship dynamics, sounds, smells, and visual stimuli students are exposed to (Parker & 

Hodgson, 2020). 

 

Understanding of Self: According to Parker and Hodgson (2020), teachers’ knowledge of 

themselves and their ability to reflect on their practice and self-care to avoid burnout is essential. 

 

Understanding of Student: Parker and Hodgson (2020) stated a teachers’ knowledge of the 

student, understanding of their background, experiences, capabilities, likes, and dislikes enables 

teachers to provide a tailored program that targets their specific needs and interests. 

 
Hamm, J.V., Farmer, T.W., Dadisman, K., Gravelle, M., & Murray, R.A. (2011). Teachers attunement to students’ peer group  

 affiliations as a source of improved student experiences of the school social-affective context following the middle 
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school transition. Journal of Applied Developmental Psychology, 32(5), 267-277.  

 

Parker, R., & Hodgson, D. (2020). ‘One size does not fill all’: Engaging students who have experienced trauma. Issues in  

 Education Research, 30(1), 245. 

 

 

 
 

 

 

The story “Don’t Think about Purple Elephants by Susanne Merritt” is an example of a social 

story picture book. The story discusses how people of all ages, both young and old, worry.  Some 

fret just a little, while others have heart-pounding anxiety, even in their earliest years of 

school.  Sophie, the main character, is one such student until her mother comes up with a strategy 

to help Sophie calm herself.  

 

This example of a social story can then be applied to situations that come up within the 

classroom setting. Teachers can they help students come up with strategies they can use when 

they become worried.  
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The Zones framework provides strategies to teach students to become more aware of and 

independent in controlling their emotions and impulses, manage their sensory needs, and 

improve their ability to problem solve conflicts.   
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An example of character strengths is called “Six Cedars Tree Animals”.  

Animal symbolism and connection to the land guide how many Indigenous people have lived 

with this land for thousands of years. 

The core competencies guide teachers in the importance of social and emotional learning with 

our students and connect directly to the First Peoples Principles of Learning. 

 

Video Link 

https://www.youtube.com/watch?v=ebJGrDMxMao 
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Lessons and self-assessments can be completed to incorporate the six cedars tree animals. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://thesixcedars.wordpress.com/getting-started/lesson-1-what-lessons-can-we-learn-from-our-coast-salish-animals/ 

https://thesixcedars.wordpress.com/getting-started/lesson-1-what-lessons-can-we-learn-from-our-coast-salish-animals/
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A fixed mindset is the belief that the quality in question is set at a certain level and cannot be 

altered.  

Carol Dweck, a researcher on growth mindset, has found that students, with a fixed mindset are 

less likely to challenge themselves and are more helpless in the face of mistakes. Rather than 

striving to grow, they want to demonstrate how smart they are, and fear that failure will “reveal” 

a lower level of (unchangeable) smartness.  

 

 

 

 

 

 

 

 

 

 

Shaw, C. (2020, March 06). Growth Mindset for Students.  

https://ggie.berkley.edu/student-well-being/growth-mindset-for-students/ 
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Language Arts Example 

 

While reading aloud to students, the teacher helps students become emotionally transported into 

stories by encouraging them to imagine what characters are seeing, hearing, and touching. After 

reading, the teacher discusses social-emotional questions that have arisen in the story, such as 

how characters are feeling and why the characters are behaving in a certain way, or how a 

character’s actions affect others.  

 

At the beginning of the school year, a teacher asks their students to write about their most 

important values. As the year goes by, for each text they read, their teacher asks them to write a 

response identifying the character’s values, how these values influence the character’s actions, 

and how these values are like and different from their own.  

 

Science Examples 

 

Teachers have students work in cooperative project groups for labs, where each team member 

has an important role. The groups investigate issues in their community, such as air pollution or 

soil degradation, and report on ways that science could be used to address it.   

 

 

 

 

 

 
Shaw, C. (2020, March 06). Growth Mindset for Students.  

 https://ggie.berkley.edu/student-well-being/growth-mindset-for-stu 
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Along with practices that assist attachment, academics, and self-regulation, a multi-tiered system 

of support (MTSS) is essential related to trauma-informed practices in the school environment. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

                              

                                                     

                                

                                                                                  

               

                                             

                                                                                       

                                                              

                                                                                                                                                                        

                                        

                                                                                                                                                                                        



TRAUMA-INFORMED PRACTICES IN THE CLASSROOM                                            95 
 

 

 
 

 

 

Participants are provided document titled “Trauma-Informed Practices – Resource Links”. This 

document is in Appendix C.   
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Watch “Mindful Minute – Beach” 

 

Link:  https://www.youtube.com/watch?v=9mopikvt114 
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Discuss with participants if they would like to meet monthly to discuss trauma-informed 

practices and build a learning community around trauma-informed educators.  
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Discuss with the group if they would like to meet on a monthly basis to share how their journey 

with the implementation of trauma informed practices. Having participants meeting monthly will 

continue to build community, accountability for implementing trauma-informed practices, and 

support to provide feedback and share best practices.  
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Appendix B 

Observable Behaviours and Possible Causes 

 

 

1. Record observable behaviours that are occurring in your classroom with specific students.  
 

 

 

 

 

 

 

 

 

 

2. With these specific students, are there certain reasons why they are exhibiting these 

behaviours? 
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Appendix C 

Trauma-Informed Practices – Resource Links 

 

General Trauma-Informed Classroom Practices 

Trauma-Informed Strategies to Use in Your Classroom  

https://resilienteducator.com/classroom-resources/trauma-informed-strategies/ 

 

Tips on Creating a Trauma-Informed Classroom 

https://www.mentalhealthednys.org/wp-content/uploads/2019/01/trauma-sensitive-classroom.pdf 

  

Trauma-Informed Practices Targeted Towards Self-Regulation 

Mindfulness Techniques 

MindUp  

https://mindup.org/ 

 

51 Mindfulness Activities for Kids in the Classroom 

https://www.waterford.org/resources/mindfulnes-activities-for-kids/#:~:text=51 Activities and 

Techniques for Teaching Mindfulness to,muscles in our body? ... More items... 

 

Mindfulness Activities for the Classroom 

https://optimistminds.com/mindfulness-activities-for-the-classroom/ 

 

Social and Emotional Learning Picture Books 

List of Picture Books 

https://www.goodreads.com/list/show/115264.Children_s_Picture_Books_For_Social_Emotiona

l_Learning#:~:text=Children's Picture Books For Social-Emotional Learning  ,Grodzicki (Go ...  

14 more rows 

 

Trauma-Informed Practices Targeted Towards Self-Esteem 

Character Strengths 

Six Cedar Trees 

https://thesixcedars.wordpress.com/ 

 

Growth Mindset 

15 Growth Mindset Strategies to Teach Your Students 

https://soeonline.american.edu/blog/growth-mindset-in-the-classroom 

 

  

 

https://www.mentalhealthednys.org/wp-content/uploads/2019/01/trauma-sensitive-classroom.pdf
https://mindup.org/
https://thesixcedars.wordpress.com/

