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This practitioner brief is one in a series highlighting concrete ways that leaders can increase educational
equity by building supportive learning environments that meet all students’ social and emotional needs.
The introductory brief to this series suggests that changes at three levels of the educational system are
needed to promote students’ social and emotional well-being: (1) the structural and policy level; (2) the
level of educators’ well-being and capabilities; and (3) the level of specific strategies that strengthen students’ social and emotional well-being.1 This brief focuses on the first and second levels: how school districts can become healing spaces for all by reevaluating system-wide policies and structures and building
educators’ capabilities and supporting their well-being.

Introduction
School systems throughout the United States need collective healing. The COVID-19 pandemic sent a
shock through the nation resulting in many families experiencing job loss, food insecurity, increased
financial and emotional stress, and mental health issues for the first time, while exacerbating such
issues for many other families who already experienced them.2 And as schools reopened after extended
closures, teachers reported being more stressed than they were before the pandemic,3 highlighting the
cumulative effects of a year of remote and hybrid instruction, COVID-19 variants upending in-person
instruction, the need to address students’ unfinished learning while also attending to their social and
emotional needs,4 and severe staffing shortages burdening an already taxed workforce. The pandemic
also revealed systemic inadequacies that meant many districts did not have the resources necessary to
appropriately deal with chronic stress and trauma in their schools.5
This brief describes the experiences of three educational systems that are striving to address the adversity that affects their school communities. It begins by describing how adversity alters human development and learning and the opportunity schools have to mitigate those effects for students of all
backgrounds. It then describes how these educational systems are recognizing the presence of chronic
stress and trauma in their staff members and students, and in response adopting system-wide policies
and practices that promote healing from harmful experiences. These policies and practices can include:
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■
■
■
■

Revising student codes of conduct so that they not only acknowledge the root
causes of behavior but also provide healing resources to help students address them
Providing professional development to educators that emphasizes the science of
learning and human development
Providing staff members with resources for their social and emotional well-being
Engaging in classroom-based practices that help children regulate their emotions
and behavior

The brief is based on lessons learned from conversations with the state and district leaders described
in Box 1.

BOX 1 State and District Leaders Consulted for This Brief
Alaska

•

SHARON FISHEL, Education Specialist II, Alaska Department of Education and Early

•

PATRICK SIDMORE, Healthy Schools Specialist, Alaska Department of Health and

•

Development

Social Services

HEATHER COULEHAN, Social and Emotional Learning Coordinator, Alaska Initiative

for Community Engagement, Association of Alaska School Boards

District of Columbia Public Schools

•

MICHAEL LAMB, Deputy Chief, Learning and Development Sciences

Chicago Public Schools

•
•
•

MAURICE SWINNEY, former Chief Equity Officer
HELLEN ANTONOPOULOS, former Executive Director, Office of Social Emotional Learning
BRIAN THOMPSON, Lead Title IX Field Specialist, Office of Social Emotional Learning

The Science of Adversity and Resilience
Stress is an aspect of everyday functioning, activating the body’s stress-response system in a healthy,
positive way by mildly increasing heart rate, blood pressure, and stress hormones. Yet when people
experience acute or chronically toxic and stressful environments, their bodies can overactivate their
stress-response systems, meaning that they become hypervigilant to their surroundings. Though
the stress response is an adaptive process, over time, being in a frequent “fight, flight, or freeze”
2
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state—the body’s toxic-stress response—can have a cumulative toll on a person’s physical and mental health that diminishes the person’s ability to regulate thoughts, emotions, and behavior.6
Many people in the United States experience adverse circumstances or events in their childhoods.
Adverse childhood experiences (ACEs) include sources of stress such as witnessing domestic violence, physical or emotional abuse and neglect, or caregiver mental illness.7 More recently, the
definition of ACEs has also been expanded by some practitioners and national data initiatives to
recognize that ACEs can arise from lived social conditions such as witnessing community violence
or experiencing overt racism, bullying, or microaggressions.8 ACEs can be experienced as traumas when children are exposed to situations that overwhelm their ability to cope with what they
have experienced and activate their bodies’ toxic-stress responses. An ACE that a child perceives as
traumatic may be a single event, a series of events, or a chronic source of stress. Whether an ACE is
traumatic or causes traumatic stress to a child is highly dependent on the individual.9
Research on the effects of ACEs is especially relevant to schooling. Empirical literature finds that in
addition to ACEs posing a serious threat to individuals’ long-term well-being,10 children who experience ACEs may also have difficulty regulating their behavior, engage in aggressive acts,11 or experience language delays, learning disabilities, and low executive functioning skills (the skills that
allow people to concentrate, plan, remember and complete assignments, and learn from past experiences).12 Exposure to adverse events has been linked to poor academic performance as demonstrated by grades and standardized assessment scores.13
ACEs were already widespread before the pandemic; in 2017-2018, approximately one in three U.S.
children were reported to have experienced one ACE in their lifetimes, and about 14 percent had
experienced two or more.14 Yet ACEs are not equally prevalent among children from different racial
or ethnic groups. Some are more vulnerable to experiencing ACEs due to economic inequality,
systemic racism and discrimination, or community violence: 51 percent of Hispanic children and
61 percent of non-Hispanic Black children had experienced at least one ACE in their lifetimes,
compared with 40 percent of non-Hispanic White and 23 percent of non-Hispanic Asian children.15
ACEs are also more common among children living in poverty, those living in rural areas, older
children, and those with special needs.16 Experiencing multiple ACEs has a compounding effect: It
is estimated that children with four or more ACEs are 32 times more likely to be identified as having learning or behavior problems than children with no ACEs,17 increasing their chances of being
classified for special education. The disproportionate experience of ACEs is one factor that contributes to unequal outcomes observed across students within schools. And when students returned
to classrooms after the extended school closures of the COVID-19 pandemic, they returned with
greater mental health needs, behavior problems, and increased displays of and exposure to violence,18 signaling that ACEs had grown more prevalent during the pandemic.19

Adversity and the Role of Schools
Experiencing adversity in childhood does not always result in negative outcomes. How a child
responds to an adverse experience depends on whether that child’s internal competencies (for
example, self-confidence and self-regulation) and external resources (for example, supportive rela3
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tionships) are adequate for coping.20 The single most common factor for children who demonstrate
resilience in the face of adversity is having at least one stable and committed relationship with
a parent, caregiver, or other adult.21 Strong, supportive relationships can buffer against harmful
effects of trauma or toxic environments by restoring children’s stress-response systems to a steady
state.22 Schools have the opportunity to be a buffering context for the adversity that children face
outside of school in their homes and communities when schools are filled with caring adults who
help children process their stress and trauma, nurture trusting relationships, and cultivate a sense
of safety and respect for children of all backgrounds.23 When the conditions at school are optimal
and children feel physically and emotionally safe, all are capable to flourish and engage in academic
learning.
One challenge to schools becoming such spaces is that some school systems assume that only external stress and trauma influence how students show up to school, without acknowledging that some
students are treated negatively by some of their peers and the adults at school because of differences
such as those based on race, income, gender, sexual identity, home language, immigration status,
religion, and ability, among others.24 As a result, these students experience school cultures and climates where they feel unheard, unseen, excluded, or unsupported by peers, school staff members,
and policies.25 While school should be joyful, full of new experiences, friendships, and learning,
some students experience school as an emotionally cold place of bullying and disrespect, with inequitable policies and practices that result in adults being overly punitive with discipline and exhibiting low expectations of students. These experiences can erode students’ trust in the adults at school
and ultimately affect their ability to learn.26

A Shift to Healing-Centered,
Trauma-Engaged Systems
“When we talk about wellness, healing, and social-emotional learning, we’re really
going back to what should have never been removed in the first place. Which is around
human connection, empathy, relational trust, play, fun. What has happened ... is that
the academic-progress framing has been used to say that we just need to fill kids’
minds with information. And then they’re supposed to do well on a test, then graduate, and then we hope that they go to college. Then we see that they don’t persist. We
know that outcomes are racialized, which means that there is something that we’re
missing about people’s cultures, backgrounds, and experiences that need to be part
of the fabric of what it means to provide young people with a high-quality educational
experience.”
Maurice Swinney, Chicago Public Schools

The pervasive nature of academic disparities between groups of students has long been documented.27 To address these disparities, educational systems have spent much of the past 60 years on
reforms to increase academic standards, increase instructional time, promote student-level aca4
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demic programs, and add greater academic accountability to teacher-evaluation systems—all with
the aim of closing academic achievement gaps between groups of students, but largely with modest
success.28 This brief posits that for educational systems to address the disparities in students’ academic achievement, they must address disparities in social and emotional well-being while maintaining a strong focus on high academic standards. And addressing disparities in students’ social
and emotional well-being means understanding that inequities in school policies and structures
and in students’ experiences with the adults within the system are also at fault.29
Drawing on the science of learning and human development, educational leaders are seeking ways
to integrate approaches that develop the whole child, elevating the child’s social and emotional
development and well-being so they are considered as important as academic development.30 In
particular, they are increasingly aiming to put in place policies and practices that provide students affected by adversity with the support they need from educators once they walk into the
school building.31 Doing so requires not only understanding how stress and trauma affect behavior
and learning (being “trauma-informed”), but changing school policies, procedures, practices, and
support services so that they actively acknowledge trauma as a possible root cause and promote
collective healing (being “trauma-engaged”).32 Examples of trauma-engaged practices that promote healing can include student-created classroom norms, calming areas with soothing materials
where students can deescalate big emotions, activities that promote mindfulness such as meditation or art, restorative circles that can be used when conflict arises,33 or revisions of zero-tolerance
disciplinary policies that resort to suspensions and expulsions.
“Staff need to be engaged in what they are doing. You can know everything, you can
be informed, you can be sensitive to trauma, but unless you are actually changing your
practice, it’s not going to make a difference.”
Sharon Fishel, Alaska Department of Education and Early Development

Several innovative program models have worked to implement whole-school approaches to trauma
and chronic stress in schools. Some have been locally initiated and defined, though they draw on
existing models for their frameworks and principles (for example, Compassionate Schools or the
Trauma and Learning Policy Initiative’s Trauma-Sensitive Schools).34 Others have used structured, whole-school, multitiered models such as Healthy Environments and Response to Trauma
in Schools (HEARTS), which provides external, standardized professional development, coaching,
and guided support.35
Most examples incorporating trauma-engaged practices are observed in single schools or small
clusters of them, however, not whole districts. A challenge with implementing these practices in a
small cluster of schools is that they then may not achieve enough depth or breadth to address the
level of need across an entire district. And as mentioned above, the need for supportive strategies
has increased since the start of the COVID-19 pandemic.36 Recognizing this increasing need, some
districts are shifting away from reactive, student-level interventions and exclusion in response to
challenging student behavior, and toward whole-system approaches focused on healing, prevention, and cultivating psychologically safe and supportive environments for all.
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Specifically, a whole-system healing-centered, trauma-engaged approach moves beyond viewing
trauma as an individual experience and recognizes that there is collective trauma affecting the
entire school community, and thus, a need for collective healing. As described above, schools have
historically been and often continue to be places that do not buffer the stress students bring to
school from the outside but instead, compound or cause chronic stress and trauma for some students. Districts making these kinds of changes are also aiming to make schools into places that
promote resilience by building up students’ strengths and assets, so they are viewed as more than
children who have experienced adversity and trauma. In the words of Shawn Ginwright, the pioneer of healing-centered engagement, the goal of healing-centered, trauma-engaged systems is to
shift educators’ mindsets to ask children not, “What’s wrong with you?” or “What happened to
you?” but rather, “What’s right with you?”37
As described by leaders in Alaska, a healing-centered, trauma-engaged approach is a system-level
orientation that: (1) has policies, procedures, and support services that take into account how
trauma may be manifested; (2) builds the capabilities of adults in the system; (3) requires that every
adult in the school building has the same understanding of how trauma affects others and learning,
and gives them the same tools and strategies to address trauma; (4) is reflective and collaborative;
(5) promotes a culture of learning; (6) makes meaning out of the past; (7) aims to prevent problems
rather than solely reacting to them; and (8) has relational leaders (leaders who are attuned to the
web of relationships in the system).38 Those leaders view it as a culture shift created in partnership
with district staff members, teachers, students, parents and caregivers, and community members.39
They believe that when the educational system makes a priority of supportive relationships among
staff members and between staff members and students, schools can become places where students
can feel psychologically safe to struggle socially and academically and see others struggle, because
those relationships with adults help them build their resilience and coping skills.
“A system that takes on a truly healing-centered approach is aware of how its past
impact has enabled or prevented healing. It builds trust by not shying away from past
challenges and owning its role. Further, a system designed for healing integrates the
continuous interrogation of its current policies and practices to determine who is hurt
by the status quo, and who is healed or privileged, so that every student can meet their
full potential.”
Michael Lamb, District of Columbia Public Schools

The Structural and Policy Level
The leaders consulted for this brief recognized that a shift to healing and trauma-engaged work
needed to begin with the system. They needed to garner the backing of multiple stakeholders,
reevaluate policies and structures, appropriately allocate resources, and track whether new practices were implemented. Their insights align with recommendations from other district leaders on
how to develop new district visions that promote equity, the subject of an earlier brief in this series.40
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Initiatives or Frameworks to Guide System-Level Change
All three state- and district-level systems featured in this brief developed integrated, system-wide
initiatives or frameworks to guide the development of healing-centered, trauma-engaged policies,
processes, and practices.

■

In 2019, Transforming Schools: A Framework for Trauma-Engaged Practice in
Alaska was released as a collaborative project of the Alaska Department of Education and Early Development (DEED), the Association of Alaska School Boards,
First Alaskans Institute, the Alaska Afterschool Network, the Alaska Mental
Health Board, the Council on Domestic Violence and Sexual Assault, and the
Alaska Child Trauma Center (see Box 2).41 The framework brings together perspectives from Alaskan educators and community members on how to use traumaengaged approaches to improve social and emotional well-being and academic
outcomes for all students. The project not only focuses on adverse childhood and
community experiences, but also on the collective strengths and resilience that
have shaped the lives of multiple generations of Alaskans.42

BOX 2 Alaska’s Transforming Schools Framework
Transforming Schools: A Framework for Trauma-Engaged Practice in
Alaska and its accompanying toolkit provide insight into policies, practices, and shared understandings. They are organized into 11 chapters,
titled:
1. Deconstructing Trauma
2. Relationship Building
3. Policy Considerations
4. Planning and Coordination of Schoolwide Efforts
5. Professional Learning
6. Schoolwide Practices and Climate
7. Skill Instruction
8. Support Services
9. Cultural Integration and Community Co-creation
10. Family Partnership
11. Self-Care
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■

In December of 2020, in partnership with Turnaround for Children and the DC
Education Fund, District of Columbia Public Schools (DCPS) launched DCPS
Becoming, a five-year transformation effort to become a whole-child-centered,
antiracist school system (see Box 3). The focus is on redesigning policies and practices to address the impact of adversity on student development, building “system
capacity” based on the science of learning and human development, and developing strong and resilient student identities, including a sense of belonging and a
readiness to face life.43

BOX 3 The DCPS Becoming Initiative
The DCPS Becoming initiative features several priority programs:

•
•
•
•
•
•
•

■

Training in the science of learning and human development
Revision of systems, policies, and practices
Becoming school and classroom practice tool and video library
High school redesign
System champions to shift district-level practices
School champions to shift school-level practices
Trauma prevention and recovery teams

In March 2021, in partnership with Chicago Beyond and the Children First Fund,
Chicago Public Schools released its Healing-Centered Framework (see Box 4).
There was a common understanding that the district needed to work toward collective healing and wellness, emphasizing how all stakeholders—students, teachers, staff members, administrators and district leaders, families and caregivers,
and community partners—have roles to play in their own healing and the healing
of others.44

To learn more about how two of these systems engaged numerous stakeholders to develop their
healing-centered and trauma-engaged frameworks, see a forthcoming brief featuring interviews
with state and district leaders from Alaska and Chicago Public Schools.45
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BOX 4 Chicago Public Schools’ Healing-Centered Framework
The Chicago Public Schools Healing-Centered Framework identifies four major groups of
stakeholders in the district community—“students,” “all staff,” “schools and school staff,”
and “families, caregivers, and communities”—as being essential healers and agents in
their own healing. The framework describes five core dimensions of healing that apply to
each stakeholder group:
1. Education and awareness
2. Skills and strategies
3. Culture and climate
4. Resources
5. Crisis support
To implement the framework, Chicago Public Schools created dedicated working groups to
build out 10 healing-centered initiatives, called:
1. Comprehensive healing training sequence
2. Healing environments
3. The community-partner network
4. Trauma-engaged teacher leaders
5. Parent and caregiver support
6. Staff wellness
7. Healing-centered measurement
8. Policies and protocols
9. Targeted interventions
10. Mental health framework
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“We have a lot of academic visions, but we haven’t had one that’s really anchored in
relational trust in a way that the healing-centered framework is laying out for us. We’re
now using the framework to course-correct.... And we need to make sure that the
framework has a policy to match it because if not, people will look at this framework
and say, aww, that’s cute, but not do the necessary work as to what happens with
students in [school] buildings. If the policy still says to suspend the student [based on
the student’s behavior], people can disregard the framework and still suspend them.
What we’re trying to do is disrupt all of that. You have to disrupt the practices, and the
policies, and the protocols to get that alignment and academic progress.”
Maurice Swinney, Chicago Public Schools

Reviewing District Policies
In recent years, leaders in Chicago Public Schools and DCPS have been reviewing their district
policies (such as those related to discipline, school attendance, report cards, and suicide prevention) to ensure that those policies do not harm certain groups of students disproportionately, and
are redesigning them using a trauma-engaged perspective. For example, leaders in Chicago Public
Schools reviewed the district’s student code of conduct to see whether it is taking students’ trauma
into account or might be inflicting further trauma. Instead of resorting to suspensions, which have
lasting, negative effects on students,46 the policy now asks staff members to consider the root causes
of students’ behavior and how adverse experiences or toxic stress may affect that behavior. Going
forward, at each annual review, leaders in Chicago Public Schools will continue to examine the policy and will update it based on their understanding of the role adversity plays in student behavior.
Importantly, the district is creating accompanying guidelines for how to put policies informed by
this new approach into action.
DCPS leaders acknowledged that this type of work will take multiple years, as it can take time to
shift district policies across many different departments. So far, the district has already undertaken
several efforts: Among other things, it has revised elementary school report cards so that indicators
for social and emotional skills focus exclusively on strengths, rather than behavioral indicators that
can result in some adults viewing students as problems. It has aligned its grade-promotion and
-retention policies with recent research showing that holding students back has a detrimental effect
on their long-term outcomes; instead, it is emphasizing the academic and social support struggling
students receive before teachers or administrators recommend holding them back a grade.47 And,
like Chicago Public Schools, it has revised its disciplinary policies to focus on restoration and healing when conflict arises, and ensuring that exclusionary practices are the last resort.
In Alaska, the Association of Alaska School Boards drafts and legally vets model policies for local
school boards to adopt. When creating and reviewing district-level policies, it aims to promote
equity and trauma-engaged practices. For example, the policy related to positive school climate
says that “school climate is related to how well students feel connected with others at their school
and how comfortable the school setting is for them as a student and for their family.... Students
experiencing a positive school climate are more likely to achieve success both academically and
socially.” The policy states that districts should implement practices that support positive school
10
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environments, including: “appropriate expectations that are implemented in a nondiscriminatory
manner, social and emotional supports, trauma-informed practices, culturally responsive education and supports, community and family relationship supports, a positive peer climate, caring
adult relationships, a school safety program, and opportunities for student involvement.”48

Using Data to Track Resources and Implementation
Leaders in Chicago Public Schools highlighted the importance of resource mapping: knowing
how the current allocation of resources aligns with current needs. This kind of mapping is critical
if leaders want to ensure that communities that have historically received too few resources get
enough to meet their needs. Numbers such as the total percentage of teachers in a district trained
in trauma-engaged practices do not show districts whether teachers in schools with high needs are
receiving the resources that would allow them to serve their students better. Tracking and analyzing metrics on their progress implementing trauma-engaged practices commensurate with need
makes leaders in Chicago Public Schools better able to identify gaps in resources, create action
plans to deliver resources, and work with community partners to ensure that resources are distributed appropriately to achieve the effects they desire.
Leaders in Alaska also realized that school districts need to have tangible benchmarks to track their
implementation of trauma-engaged practices. Alaska DEED and the Association of Alaska School
Boards are creating “Transforming Schools Milestone Guides” for each of the 11 components in
the Transforming Schools framework described in Box 2; these guides include rubrics districts and
school sites can use to track their progress.49 The tools describe four levels of action—“preparing,”
“starting,” “applying,” and “refining”—and specify which actions are relevant for leaders or staff
members. For example, the Deconstructing Trauma component of the framework has an action
step focused on reviewing a district’s current discipline policies and practices with staff members
and families. The preparing benchmark includes “identify what the data shows about the district’s
discipline policies (e.g., the most common reasons for suspensions),” while the applying benchmark
includes “gather internal and external community resources to respond to discipline issues with
opportunities to learn rather than punish.”
Similarly, DCPS leaders are creating a guide to school and classroom practices that enables school
leaders and staff members to track their progress in implementing the DCPS Becoming initiative.
Shifts in practices include those related to classroom-based activities, leadership-team structures,
trusting relationships, safe and predictable transitions between classes, school-wide systems for student support, and family-engagement strategies. For example, the new practices put more emphasis
on relationship building as part of daily morning routines or at the beginning of a new learning
activity in the classroom. An accompanying video library will showcase those systems and practices so that all staff members can see them in action and can understand what they look like in all
aspects of school functioning.
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The Level of Educators’ Capabilities and Well-Being
Educators are critical to creating psychologically safe and supportive environments for students.
Because the adults in educational systems create the school environment and implement the system’s structures and policies, healing-centered change can only occur if (1) educators believe in it,
(2) are given the tools and resources they need to create it, and (3) have the emotional resources and
time they need to implement it.50 If teachers and school staff members are burned out, experience
individual trauma, or experience trauma from events affecting an entire community (such as community violence or a global pandemic), they will be less able to take healing-centered approaches
to interactions, since these approaches require them to be much more attentive to their own needs
and the needs of their peers and students.51 The leaders consulted for this brief therefore said that
systems need to both build all staff members’ healing-centered capabilities and give them support
for their own social and emotional well-being.

Increasing Educators’ Capabilities to Heal
“It’s not just about training teachers—you can’t just train a person to solve all the
issues—but [Chicago Public Schools] does believe that a lot can be mitigated through
strong relationships.”
Hellen Antonopoulos, Chicago Public Schools

Professional Development in Healing-Centered, Trauma-Engaged Practices
To ensure that schools are healing and welcoming spaces that do not (re)traumatize students, Chicago Public Schools is working to provide comprehensive and foundational training in trauma-engaged practices to all adults in the system. This training focuses on learning how to understand
the prevalence and impact of trauma, recognize when students’ challenging behavior may be the
result of trauma, understand how trauma affects learning, and create an environment that buffers
against the negative effects of trauma. By training all staff members, Chicago Public Schools aims
to make it possible for all adults in schools to approach students with the same level of understanding, knowledge, and respect. Having a common understanding also aids teachers and other schoolbased staff members if they experience the same trauma and difficulties as students arising from
events affecting an entire community, such as community violence, a global pandemic, or a natural
disaster.52
DCPS has also spent the last few years training its staff members in the science of learning and
human development and in trauma-engaged practices. Leaders discussed the importance and
impact of this training in an earlier brief in this series.53 The district has furthered these efforts
by creating a Whole Child Teacher Academy professional learning community. At the time this
brief was written, over one hundred teachers had joined this community to discuss topics related
to the science of learning and human development. Many of the same principles covered there are
integrated into weekly “LEarning together to Advance our Practice (LEAP)” professional learning
meetings in schools, including a four-part training series on trauma-responsive school practices
that was offered to all schools and staff members.54
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Alaska DEED and the Association of Alaska School Boards released their Transforming Schools
toolkit in 2020, with sections that map onto each component of the Transforming Schools framework, (for example, “Deconstructing Trauma” and “School-Wide Practices and Climate”). Its interactive interface allows leaders and other staff members at all levels to engage with different sections
and pull up resources relevant to each topic. During the COVID-19 school closures, Alaska DEED
and the Association of Alaska School Boards produced a series of webinar sessions on topics also
organized according to the framework, which can be viewed at any time for free.55 Additionally,
Alaska DEED hosts 13 online, interactive eLearning courses on trauma-engaged topics such as
“overcoming ACEs in Alaskan schools” and “childhood traumatic grief,” each of which offers a
certificate of training upon completion.56

Shifting Mindsets Through Critical Discussions
“The [Office of Social and Emotional Learning] values and promotes relational trust
and the feeling of connection in classrooms and throughout the school building. The
district has already committed to this. But now, codifying it into district-level policies
provides an extra level of support. Change in [Chicago] sometimes come through the
policies and sometimes comes through the practices, but in both cases, you need to
shift people’s mindsets. [Chicago Public Schools] has been focused on that for many
years, and the healing-centered framework helps to integrate it all together.”
Hellen Antonopoulos, Chicago Public Schools

All of the leaders consulted for this brief said that educators must shift their mindsets about students and rethink their role in supporting and creating equitable environments for students. They
said that school leaders and staff members need resources, dedicated time, and safe spaces to engage
in conversations about how daily microaggressions and teaching practices in classrooms can be
sources of chronic stress for students by perpetuating existing biases based on race, home language,
sexual identity, gender, immigration status, income, religion, ability, etc. These experiences are detrimental to all students’ social and emotional well-being.
For example, in Alaska, the Juneau Borough School District offers stipends to teachers to attend
book studies on these topics, signaling the value of integrating this work into everyday practice,
rather than being something teachers do on their own time.
In DCPS, the equity office launched an Anti-Racist Educator University that provides staff members with shared learning rooted in antiracism to turn the DCPS Equity framework into action.
Thus far, over 1,000 educators have volunteered to join this effort to make shifts in their individual
identities, mindsets, and practices, as well as in the district’s collective culture and policies.57 The
district additionally offers online courses and modules so teachers can deepen their learning on
these topics and apply them to their classroom practice.

Professional Learning Communities
The Alaska Staff Development Network is a statewide partnership that provides research-based
professional development programs for Alaskan educators. It partnered with the Association of
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Alaska School Boards’ community engagement team to develop an online professional learning community where educators, administrators, counselors, other school staff members, school
boards, and community partners could explore social and emotional learning and trauma-engaged
practices. In addition to offering recorded webinars, tools, resources, and case studies, the website
also has a statewide interactive discussion forum focused on trauma-engaged practices. Current
topics include building relationships, family partnerships, deconstructing trauma, and self-care.

Empowering Teachers to Create Trauma-Engaged Initiatives
Since teachers spend most of their time with students, Chicago Public Schools is actively working
on getting teachers more involved in promoting healing and supporting their students. Some of
the stakeholders involved in creating the district’s Healing-Centered Framework were teacher representatives from a Teacher Advisory Council. These teacher representatives helped launch two
trauma-engaged initiatives for teachers, by teachers. First, they created “Guiding Principles for a
Trauma-Engaged Teacher,” which identifies five principles that teachers should model as they create safe and respectful environments for students: (1) being well informed, (2) being a relationship
builder, (3) cultivating a safe environment, (4) providing equitable instruction to all students, and
(5) reflecting on oneself and one’s practices. These five principles will be reinforced for teachers in
a forthcoming toolkit.58
Second, in 2021-2022, Chicago Public Schools is pilot testing a new role of a Trauma Classroom
Leader. These teachers are trained in healing-centered, trauma-engaged practices and then take
that learning back to their assigned schools where they train and assist their colleagues. This peer
training allows these practices to spread. After the pilot test, the eventual goal is to expand the initiative into a specific program granting a credential in trauma-engaged practices.59

Mental Health and Behavioral Health Teams at Schools
The leaders consulted for this brief said that in addition to building teachers’ capabilities in traumaengaged work, they expanded efforts to ensure that there would be staff members in school buildings who specialized in trauma-engaged work, and who worked in partnership with community
service providers.
DCPS launched a district-level initiative to provide trauma prevention and recovery teams to
schools that experience trauma and crises at elevated levels at their sites and in their communities.
These district employees provide specialized, in-house support and coordinate school, community,
and citywide resources alongside the school’s social workers, counselors, and psychologists. The
teams aim to foster environments in schools that can buffer these external traumas and prepare
them to be more resilient for future crises, so that they will not need to pull in staff members from
other schools or roles when crises occur.
In Chicago Public Schools, over 300 schools have some type of multidisciplinary team providing targeted, student-level support. The district has made a commitment—in the Healing-Centered
Framework and other district initiatives—that every school will have one of these teams. When a
student is referred for additional services, the school’s team comes together to talk about the student as a whole child: to look at the student’s behavior, attendance, and grades; to try to understand
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the root cause for the referral; and to consider whether the referral came from a teacher or a parent. These behavioral health teams can build an understanding and awareness among all parties
involved in supporting students of the impact of trauma and how to be mindful of the signs and
symptoms of suicidal thoughts. And when the district does engage community partners to provide
care for students, it tries to include those providers on schools’ behavioral health teams because
it wants to make sure that there is continuity of care, communication, and collaboration between
schools and service providers.
“It truly is a whole school, whole child, whole community effort to make sure we are
wrapping [our arms around] that child and keeping them safe.”
Hellen Antonopoulos, Chicago Public Schools

In the fall of 2020, Alaska DEED was awarded a five-year, $9.1 million grant for Project AWARE
(Advancing Wellness and Resiliency in Education) from the federal Substance Abuse and Mental
Health Services Administration. The goal of the grant is to improve people’s understanding of mental health, reduce the stigmas associated with mental health, strengthen the systems that identify
student mental health issues so they can identify students who need intervention and provide it earlier, and provide more robust services for students experiencing severe mental health issues. Three
Alaskan school districts were selected to use funds to expand their implementation of social emotional learning, restorative practices, and other evidence-based, trauma-engaged practices. Districts can use the money to hire additional staff members who can help them meet mental health
challenges.60 Because there are often no service providers in rural Alaskan communities who can
provide mental health support to students, Juneau Borough School District—one of the districts
that received Project AWARE funds—hired a trauma-engaged schools specialist to supervise the
mental health clinicians at school sites.

Supporting Educators’ Social and Emotional Well-Being
Educators need support for their own well-being to do the reflective work necessary to implement
these types of changes. The public school system is full of passionate educators who want their
students to succeed. Yet the task of teaching is demanding and the needs of students are always
increasing, resulting in educators often facing shifting challenges that can lead to stress and fatigue.
These challenges can range from directly experiencing violence at school to simply being burned
out from helping students through their own experiences of stress or trauma.61 When teacher stress
and burnout are left unaddressed, they can perpetuate a cycle of negative interactions with students.62 Further, burnout can result in school leaders and staff being too overwhelmed to engage in
district-wide initiatives such as equity-focused structural and policy change. Thus, it is important
for educational systems to understand how teachers’ own social and emotional well-being shapes
their practices and interactions with students, and invest in their well-being as a way of indirectly
affecting students’ social and emotional well-being.63

Resources to Promote the Well-Being of School Leaders and Staff Members
Leaders recommended that districts help school leaders and staff to reflect on and tend to their
social and emotional well-being. For example, compassion-resilience training offers tools to help
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educators manage expectations; set professional and personal boundaries; build trusting relationships with colleagues, students, and families; and care for themselves.64
The Alaska Transforming Schools framework, for one, emphasizes the social and emotional wellbeing and self-care of teachers and other school staff members. Alaska DEED has provided professional development on the topics of wellness for educators, for example, by producing an eLearning
module focused on self-care. Yet it is not enough to provide professional development; educators
need time and space to build relationships and community, support and energize one another, and
process their experiences collectively.65 Thus, the Alaska Healthy Schools Learning Collaborative
has also launched a “Thoughtful Thursday” Zoom series to bring educators together to practice
mindfulness, reflect, and build community with one another.
In Chicago Public Schools, the district’s Office of Social and Emotional Learning created Circles of
Support where teachers of all grade levels can be heard, connect with other teachers, build awareness about their experiences with collective trauma, and learn how to promote collective wellbeing.66 These groups have been particularly critical given the impact of COVID-19, the national
mobilization for social justice that occurred in 2020, and the challenges of reopening schools, which
have created a triple dose of stress for teachers. In these circles, teachers can talk with peers, process
events, and heal. Further, teachers draw on their experiences in these circles so that they can ultimately lead similar restorative circles with their students in classrooms.

Reflective Supervision
“Reflective supervision” is a clinical strategy that enables supervisors to engage in more purposeful, meaningful, and effective interactions with supervisees who have diverse strengths and needs.
The idea is that paying attention to their own emotional responses at work can enable supervisees
to cope with job-related stress and improve their work with clients.67 In school settings, reflective supervision is primarily used to support mental health clinicians. In Juneau Borough School
District in Alaska (whose rural communities lack many clinical resources), school-site specialists
receive reflective supervision from a remote supervisor in Michigan in a two-hour session each
month. This type of strategy could be expanded more broadly to support mental and behavioral
health staff members in districts across the United States, even in communities with few service
providers. A virtual option like this could even potentially offer this type of supervision to classroom teachers, to help them deal with stress they experience at school.

Conclusion
The U.S. public education system continues to face challenges brought on by the pandemic, with
educators and students alike facing increasing needs. The large educational systems featured in
this brief are focusing intently on transforming what schooling can be, to support both educators
and students. Their leaders are working to strengthen their systems’ ability to provide conditions
that allow all students to thrive, by redesigning system-level structures and policies from a healingcentered, trauma-engaged perspective. Similarly, since the adults in the system carry out the structures and policies, these systems are providing resources for educators to be healers and to heal.
16

Healing School Systems

NOTES AND REFERENCES
1

 ean B. Grossman, Susan Sepanik, Ximena A. Portilla, and Kevin Thaddeus Brown, Jr., “Educational
J
Equity: Solutions Through Social and Emotional Well-Being” (New York: MDRC, 2021).

2

 rea L. Perry, Brian Aronson, and Bernice A. Pescosolido, “Pandemic Precarity: COVID-19 Is
B
Exposing and Exacerbating Inequalities in the American Heartland,” Proceedings of the National
Academy of Sciences 118, 8 (2021); Elizabeth Weber Handwerker, Peter B. Meyer, and Joseph
Piacentini, “Employment Recovery in the Wake of the COVID-19 Pandemic,” Monthly Labor Review
143 (2020): 1–24; Carolyn R. Bates, Laura M. Nicholson, Elizabeth M. Rea, Hannah A. Hagy, and Amy
M. Bohnert, “Life Interrupted: Family Routines Buffer Stress During the COVID-19 Pandemic,” Journal
of Child Family Studies 30, 11 (2021): 2,641–2,651; Niyati Parekh, Shahmir H. Ali, Joyce O’Connor,
Yesim Tozan, Abbey M. Jones, Ariadna Capasso, Joshua Foreman, and Ralph J. DiClemente,
“Food Insecurity Among Households with Children During the COVID-19 Pandemic: Results from
a Study Among Social Media Users Across the United States,” Nutrition Journal 20, 1 (2021): 1–11;
Rebecca T. Leeb, Rebecca H. Bitsko, Lakshmi Radhakrishnan, Pedro Martinez, Rashid Njai, and
Kristin M. Holland, “Mental Health–Related Emergency Department Visits Among Children Aged <
18 Years During the COVID-19 Pandemic: United States, January 1–October 17, 2020,” Morbidity and
Mortality Weekly Report 69, 45 (2020): 1,675–1,680; Ellen Yard, Lakshmi Radhakrishnan, Michael F.
Ballesteros, Michael Sheppard, Abigail Gates, Zachary Stein, Kathleen Hartnett, Aaron Kite-Powell,
Loren Rodgers, and Jennifer Adjemian, “Emergency Department Visits for Suspected Suicide
Attempts Among Persons Aged 12–25 Years Before and During the COVID-19 Pandemic: United
States, January 2019–May 2021,” Morbidity and Mortality Weekly Report 70, 24 (2021): 888–894.

3

 olly Kurtz, “Teachers Are More Stressed Out Than Ever, Even amid Promising Developments,
H
Survey Shows,” Education Week (www.edweek.org/teaching-learning/teachers-are-more-stressedout-than-ever-even-amid-promising-developments-survey-shows/2021/05, 2021).

4

 ayla Patrick, Allison Socol, Jean B. Grossman, and Miki B. Shih, Targeted Intensive Tutoring
K
(Washington, DC: The Education Trust, 2021); Kayla Patrick, Allison Socol, Jean B. Grossman,
and Miki B. Shih, Expanded Learning Time (Washington, DC: The Education Trust, 2021); Kayla
Patrick, Allison Socol, Jean B. Grossman, and Miki B. Shih, The Importance of Strong Relationships
(Washington, DC: The Education Trust, 2021).

5

 ark Lieberman, “How Staff Shortages Are Crushing Schools” (website: www.edweek.org/
M
leadership/how-staff-shortages-are-crushing-schools/2021/10, 2021).

6

 arvard University Center on the Developing Child, “Toxic Stress” (website: https://developingchild.
H
harvard.edu/science/key-concepts/toxic-stress/, n.d.); Pamela Cantor, David Osher, Juliette Berg, Lily
Steyer, and Todd Rose, “Malleability, Plasticity, and Individuality: How Children Learn and Develop in
Context,” Journal of Applied Developmental Science 23, 4 (2019): 307–337.

7

 incent J. Felitti, Robert F. Anda, Dale Nordenberg, David F. Williamson, Alison M. Spitz, Valerie
V
Edwards, and James S. Marks, “Relationship of Childhood Abuse and Household Dysfunction to
Many of the Leading Causes of Death in Adults: The Adverse Childhood Experiences (ACE) Study,”
American Journal of Preventive Medicine 14, 4 (1998): 245–258.

8

 he Oxford Dictionary of English defines a microaggression to be “a statement, action, or incident
T
that is indirect, subtle, or unintentional discrimination against members of a marginalized group such
as a racial or ethnic minority.” Angus Stevenson, ed., Oxford Dictionary of English, Third Edition
(Oxford, UK: Oxford University Press), retrieved April 1, 2022 from https://www.oxfordreference.
com/view/10.1093/acref/9780199571123.001.0001/m_en_gb1003387; Child and Adolescent
Health Measurement Initiative, “What’s New in the 2011/12 National Survey of Children’s Health?”
Data Resource Center, supported by Cooperative Agreement 1-U59-MC06980-01 from the U.S.
Department of Health and Human Services, Health Resources and Services Administration, Maternal
and Child Health Bureau (website: https://www.childhealthdata.org/docs/nsch-docs/2011-12-whatsnew-in-the-nsch.pdf, 2013); Peter F. Cronholm, Christine M. Forke, Roy Wade, Megan H. BairMerritt, Martha Davis, Mary Harkins-Schwarz, Lee M. Pachter, and Joel A. Fein, “Adverse Childhood
Experiences: Expanding the Concept of Adversity,” American Journal of Preventive Medicine 49,

17

Healing School Systems

3 (2015): 354–361; U.S. Department of Health and Human Services, National Human Trafficking
Training and Technical Assistance Center, “Adverse Childhood Experiences” (website: https://nhttac.
acf.hhs.gov/soar/eguide/stop/adverse_childhood_experiences, n.d.); RYSE Center, “Disorder Versus
Distress” (website: https://static1.squarespace.com/static/58ece61644024383be911a95/t/593e579b3
7c58172ed51340c/1497257886219/ACEs_social-location_2015.pdf, 2015).
9

 ational Child Traumatic Stress Network, “Understanding Child Trauma” (website: www.nctsn.org/
N
resources/understanding-child-trauma-and-nctsn, 2020).

10 Felitti et al. (1998).
11 C
 onnecticut State Department of Children and Families, “Trauma Informed Care” (website: https://
portal.ct.gov/DCF/Trauma/Home, 2012); Robert F. Anda, Vincent J. Felitti, J. Douglas Bremner, John
D. Walker, C.H. Whitfield, Bruce D. Perry, Sh. R. Dube, and Wayne H. Giles, “The Enduring Effects
of Abuse and Related Adverse Experiences in Childhood,” European Archives of Psychiatry and
Clinical Neuroscience 256, 3 (2006): 174–186; Michelle M. Perfect, Matt R. Turley, John S. Carlson,
Justina Yohanna, and Marla Pfenninger Saint Gilles, “School-Related Outcomes of Traumatic Event
Exposure and Traumatic Stress Symptoms in Students: A Systematic Review of Research from 1990
to 2015,” School Mental Health 8, 1 (2016): 7–43.
12 A
 lliance for Excellent Education, “Ten Things to Know About Trauma and Learning “ (website: https://
all4ed.org/wp-content/uploads/2019/09/Ten-Things-to-Know-About-Trauma-and-Learning_FINAL.
pdf, 2019); Connecticut State Department of Children and Families (2012).
13 S
 tacy Overstreet and Tara Mathews, “Challenges Associated with Exposure to Chronic Trauma:
Using a Public Health Framework to Foster Resilient Outcomes Among Youth,” Psychology in the
Schools 48, 7 (2011): 738–754; Gayla Margolin and Elana B. Gordis, “The Effects of Family and
Community Violence on Children,” Annual Review of Psychology 51, 1 (2000): 445–479.
14 U
 .S. Department of Health and Human Services, Health Resources and Services Administration,
“New HRSA Data Show One in Three US Children Have Suffered an Adverse Childhood Experience”
(website: www.hrsa.gov/about/news/press-releases/hrsa-data-national-survey-children-health,
2019).
15 N
 ational Conference of State Legislatures, “Adverse Childhood Experiences” (website: www.ncsl.org/
research/health/adverse-childhood-experiences-aces.aspx, 2021).
16 E
 lizabeth Crouch, Janice C. Probst, Elizabeth Radcliff, Kevin J. Bennett, and Selina Hunt McKinney,
“Prevalence of Adverse Childhood Experiences (ACEs) Among US Children,” Child Abuse and
Neglect 92, (2019): 209–218.
17 B
 randon G. Scott, Nadine J. Burke, Carl F. Weems, Julia L. Hellman, and Victor G. Carrión, “The
Interrelation of Adverse Childhood Experiences Within an At-Risk Pediatric Sample,” Journal of Child
and Adolescent Trauma 6, 3 (2013): 217–229.
18 S
 tephen Sawchuk, “Violence in Schools Seems to Be Increasing. Why?” Education Week (www.
edweek.org/leadership/violence-seems-to-be-increasing-in-schools-why/2021/11, 2021); Leeb et al.
(2020); Yard et al. (2021).
19 D
 aniel J. Bryant, May Oo, and April Joy Damian, “The Rise of Adverse Childhood Experiences During
the COVID-19 Pandemic,” Psychological Trauma: Theory, Research, Practice, Policy 12, S1 (2020):
S193–S194; Zoe I. Listernick and Sherif M. Badawy, “Mental Health Implications of the COVID-19
Pandemic Among Children and Adolescents: What Do We Know so Far?” Pediatric Health, Medicine
Therapeutics 12, (2021): 543–549.
20 D
 avid Osher, Pamela Cantor, Juliette Berg, Lily Steyer, and Todd Rose, with Elizabeth Nolan, Science
of Learning and Development: A Synthesis (Arlington, VA: American Institutes for Research, 2017).
21 J
 ack P. Shonkoff, Natalie Slopen, and David R. Williams, “Moving Upstream: Confronting Racism
to Open Up Children’s Potential” (Cambridge, MA: Center on the Developing Child at Harvard
University, 2021).
22 C
 enter on the Developing Child at Harvard University, From Best Practices to Breakthrough Impacts:
A Science-Based Approach to Building a More Promising Future for Young Children and Families
(Cambridge, MA: Center on the Developing Child at Harvard University, 2016).

18

Healing School Systems

23 A
 nthony S. Bryk and Barbara Schneider, “Trust in Schools: A Core Resource for School Reform,”
Educational Leadership 60, 6 (2003): 40–45.
24 A
 dam Voight, Thomas Hanson, Meagan O’Malley, and Latifah Adekanye, “The Racial School Climate
Gap: Within-School Disparities in Students’ Experiences of Safety, Support, and Connectedness,”
American Journal of Community Psychology 56, 3 (2015): 252–267; Anne Gregory, Russell J. Skiba,
and Pedro A. Noguera, “The Achievement Gap and the Discipline Gap: Two Sides of the Same
Coin?” Educational Researcher 39, 1 (2010): 59–68; Nadia Ansary, Religious-Based Bullying: Insights
on Research and Evidence-Based Best Practices from the National Interfaith Anti-Bullying Summit
(Washington, DC: Institute for Social Policy and Understanding, 2018); Joseph G. Kosciw, Caitlin
M. Clark, Nhan L. Truong, and Adrian D. Zongrone, The 2019 National School Climate Survey: The
Experiences of Lesbian, Gay, Bisexual, Transgender, and Queer Youth in Our Nation’s Schools (New
York: GLSEN, Inc., 2020); Jennifer Keys Adair, The Impact of Discrimination on the Early Schooling
Experiences of Children from Immigrant Families (Washington, DC: Migration Policy Institute, 2015);
Chad A. Rose, Melissa Stormont, Ze Wang, Cynthia G. Simpson, June L. Preast, and Ambra L.
Green, “Bullying and Students with Disabilities: Examination of Disability Status and Educational
Placement,” School Psychology Review 44, 4 (2015): 425–444.
25 S
 onia Jain, Alison K. Cohen, Kevin Huang, Thomas L. Hanson, and Gregory Austin, “Inequalities in
School Climate in California,” Journal of Educational Administration 53, 2 (2015): 237–261; Voight,
Hanson, O’Malley, and Adekanye (2015); Ming-Te Wang, John B. Willett, and Jacquelynne S. Eccles,
“The Assessment of School Engagement: Examining Dimensionality and Measurement Invariance by
Gender and Race/Ethnicity,” Journal of School Psychology 49, 4 (2011): 465–480.
26 A
 lex Shevrin Venet, Equity-Centered Trauma-Informed Education (New York: Norton Professional
Books, 2021).
27 S
 ean F. Reardon, “The Widening Academic Achievement Gap Between the Rich and the Poor: New
Evidence and Possible Explanations,” Whither Opportunity 1, 1 (2011): 91–116.
28 G
 ay Wilgus, “From A Nation at Risk to No Child Left Behind to Race to the Top: The US Response
to Global Competition,” pages 107–158 in Guanyu Tan, Amita Gupta, and Gay Wilgus, Investment
in Early Childhood Education in a Globalized World: Policies, Practices, and Parental Philosophies
in China, India, and the United States (New York: Springer, 2019); Daniel Koretz, “Moving Beyond
the Failure of Test-Based Accountability,” American Educator 41, 4 (2018): 22–26; Beatrice Birman,
George Bohrnstedt, Jane Hannaway, David Osher, and Terry Salinger, “Three Decades of Education
Reform: Are We Still ‘A Nation at Risk?’” (website: www.air.org/resource/spotlight/three-decadeseducation-reform-are-we-still-nation-risk, 2013).
29 N
 icole Gardner-Neblett, Iheoma U. Iruka, and Marisha Humphries, “Dismantling the Black–White
Achievement Gap Paradigm: Why and How We Need to Focus Instead on Systemic Change,” Journal
of Education (2021); Grossman, Sepanik, Portilla, and Brown (2021).
30 T
 he Aspen Institute’s National Commission on Social, Emotional, and Academic Development, From
a Nation at Risk to a Nation at Hope: Recommendations from the National Commission on Social,
Emotional, and Academic Development (Washington, DC: The Aspen Institute, 2019).
31 S
 andra M. Chafouleas, Austin H. Johnson, Stacy Overstreet, and Natascha M. Santos, “Toward a
Blueprint for Trauma-Informed Service Delivery in Schools,” School Mental Health 8, 1 (2016): 144–
162.
32 S
 haron Fishel, Andrea “Akalleq” Sanders, Heather Coulehan, Konrad Frank, Patrick Sidmore,
Thomas Azzarella, Ann Rausch, Josh Arvidson, and Lori Grassgreen, Transforming Schools: A
Framework for Trauma-Engaged Practice in Alaska (Juneau, AK: Alaska Department of Education
and Early Development, 2019, https://education.alaska.gov/tls/safeschools/pdf/transformingschools.pdf). Although there is no universally agreed-upon definition of “trauma-informed,” the
Substance Abuse and Mental Health Services Administration says that a trauma-informed system:
“(1) realizes the widespread impact of trauma and understands potential paths for recovery; (2)
recognizes the signs and symptoms of trauma in clients, families, staff, and others involved with
the system; (3) responds by fully integrating knowledge about trauma into policies, procedures,
and practices; and (4) seeks to actively resist re-traumatization.” See Substance Abuse and Mental

19

Healing School Systems

Health Services Administration, 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, 2014).
33 R
 estorative circles are a form of mediation used when conflict arises between a student and adult
or between students. They are led by a facilitator who brings affected parties together to explore
what happened, reflect on their roles, work toward a solution, and ultimately restore harmony to
individual relationships and the larger community. Melissa Diliberti, Michael Jackson, Samuel Correa,
and Zoe Padgett, Crime, Violence, Discipline, and Safety in U.S. Public Schools: Findings from the
School Survey on Crime and Safety: 2017-18, NCES 2019-061 (Washington, DC: U.S. Department of
Education, National Center for Education Statistics, 2019).
34 F
 or Trauma-Sensitive Schools, see Susan F. Cole, Anne Eisner, Michael Gregory, and Joel Ristuccia,
Helping Traumatized Children Learn: Creating and Advocating for Trauma-Sensitive Schools (Boston:
Massachusetts Advocates for Children, 2013). For Compassionate Schools, see Ray Wolpow, Mona
M. Johnson, Ron Hertel, and Susan O. Kincaid, The Heart of Learning and Teaching: Compassion,
Resiliency, and Academic Success (Olympia, WA: Washington State Office of Superintendent of
Public Instruction, 2016).
35 J
 oyce S. Dorado, Miriam Martinez, Laura E. McArthur, and Talia Leibovitz, “Healthy Environments
and Response to Trauma in Schools (HEARTS): A Whole-School, Multi-Level, Prevention and
Intervention Program for Creating Trauma-Informed, Safe and Supportive Schools,” School Mental
Health 8, 1 (2016): 163–176.
36 Sawchuk (2021).
37 S
 hawn Ginwright, “The Future of Healing: Shifting From Trauma Informed Care to Healing Centered
Engagement” (website: https://ginwright.medium.com/the-future-of-healing-shifting-from-traumainformed-care-to-healing-centered-engagement-634f557ce69c, 2018).
38 F
 ishel et al. (2019). For more on relational leadership, see Karen M. Dyer, “Relational
Leadership” (website: www.aasa.org/SchoolAdministratorArticle.aspx?id=%20
10672&terms=relational%2Bleadership, n.d.).
39 F
 or an example of a community-based effort to create healing-centered schools in New York City,
see Office of the New York City Public Advocate, “What Are Healing-Centered Schools?” (website:
https://pubadvocate.nyc.gov/education-opportunity/education-resources/healing-centered-schools,
n.d.).
40 X
 imena A. Portilla, Michael Lamb, and Kevin Thaddeus Brown, Jr., “Ideas from Experts on How
Districts Can Create the Conditions for Sustainable Change: Educational Equity Through Social and
Emotional Well-Being” (New York: MDRC, 2021).
41 To view Alaska’s Transforming Schools framework, see Fishel et al. (2019).
42 A
 ssociation of Alaska School Boards, “A New Framework Focuses on Transforming School Practices
to Address the Impacts of Trauma” (website: https://aasb.org/a-new-framework-focuses-ontransforming-school-practices-to-address-the-impacts-of-trauma, n.d.).
43 DC Ed Fund, “DCPS Becoming” (website: https://dcedfund.org/initiative/dcps-becoming/, 2022).
44 C
 hicago Public Schools, The Healing-Centered Framework for Chicago Public Schools (Chicago:
Chicago Public Schools, 2021).
45 Ximena A. Portilla, “Healing School Systems: Voices from the Field” (New York: MDRC, 2022).
46 K
 errin C. Wolf and Aaron Kupchik, “School Suspensions and Adverse Experiences in Adulthood,”
Justice Quarterly 34, 3 (2017): 407–430; Christopher B. Yaluma, Alexis P. Little, and Michael B.
Leonard, “Estimating the Impact of Expulsions, Suspensions, and Arrests on Average School
Proficiency Rates in Ohio Using Fixed Effects,” Educational Policy (2021); Elizabeth M. Chu and
Douglas D. Ready, “Exclusion and Urban Public High Schools: Short- and Long-Term Consequences
of School Suspensions,” American Journal of Education 124, 4 (2018): 479–509.
47 L
 ouis T. Mariano, Francisco Martorell, and Tiffany Tsai, The Effects of Grade Retention on High
School Outcomes: Evidence from New York City Schools (Santa Monica, CA: RAND Corporation,

20

Healing School Systems

2018); Jan N. Hughes, Stephen G. West, Hanjoe Kim, and Shelby S. Bauer, “Effect of Early Grade
Retention on School Completion: A Prospective Study,” Journal of Educational Psychology 110, 7
(2018): 974–991.
48 A
 ssociation of Alaska School Boards, “BP 5137 Positive School Climate,” in AASB Policy Reference
Manual (Juneau, AK: Association of Alaska School Boards, 2019).
49 M
 ilestone guides can be found in Alaska Department of Education and Early Development,
“Transforming Schools: Trauma-Engaged Toolkit” (website: https://education.alaska.gov/apps/
traumawebtoolkit/landing.html, 2020).
50 Grossman, Sepanik, Portilla, and Brown (2021).
51 L
 eslie K. Taylor, Mark D. Weist, and Kendra DeLoach, “Exploring the Use of the Interactive Systems
Framework to Guide School Mental Health Services in Post-Disaster Contexts: Building Community
Capacity for Trauma-Focused Interventions,” American Journal of Community Psychology 50, 3
(2012): 530–540.
52 Taylor, Weist, and DeLoach (2012).
53 X
 imena A. Portilla, Michael Lamb, and Kevin Thaddeus Brown, Jr., “How Districts Can Create the
Conditions for Sustainable Change: Reflections from Leaders at District of Columbia Public Schools”
(New York: MDRC, 2021).
54 T
 o learn more about DC’s content-specific professional learning communities, see District of
Columbia Public Schools, “LEAP: Teacher Professional Development” (website: https://dcps.dc.gov/
page/leap-teacher-professional-development, n.d.).
55 O
 nline eLearning courses can be viewed at Alaska Department of Education and Early Development,
“Transforming Schools: A Framework for Trauma-Engaged Practice in Alaska” (website: https://
education.alaska.gov/apps/traumawebtoolkit/new-framework-page.html, 2020).
56 F
 or a list of available eLearning courses offered by DEED, see Alaska Department of Education and
Early Development, “Training Courses” (website: https://education.alaska.gov/elearning/courses,
n.d.).
57 F
 or information about DCPS’s equity framework and commitment to antiracism, see District of
Columbia Public Schools, “Equity Strategy and Programming Team” (website: https://dcps.dc.gov/
equity, n.d.).
58 T
 o hear directly from Chicago’s Teacher Advisory Council representatives on how they began their
work as part of the Healing Centered Framework, listen to “Season 1, Episode 3: Trauma, Part 2” of
the CPS Teach Chicago Podcast, www.teach.cps.edu/tcpod, 2020.
59 CPS Teach Chicago Podcast (2020).
60 S
 ee State of Alaska, Department of Education and Early Development, “DEED Awarded $9.1M
Grant to Promote Student Mental Health,” September 29, 2020 (https://education.alaska.gov/news/
releases/092920%20DEED%20Awarded%20$9.1M%20Grant%20to%20Promote%20Student%20
Mental%20Health.pdf).
61 S
 uniya S. Luthar and Skyler H. Mendes, “Trauma-Informed Schools: Supporting Educators as They
Support the Children,” International Journal of School and Educational Psychology 8, 2 (2020): 147–
157.
62 K
 imberly A. Schonert-Reichl, “Social and Emotional Learning and Teachers,” The Future of Children,
(2017): 137–155.
63 S
 uniya S. Luthar and Nancy Eisenberg, “Resilient Adaptation Among At-Risk Children: Harnessing
Science Toward Maximizing Salutary Environments,” Child Development 88, 2 (2017): 337–349.
64 C
 ompassion Resilience Toolkit, “Facilitator Resources to Build the Capacity of Helping Professionals,
Caregivers, and the Systems in Which They Serve.” (website: https://compassionresiliencetoolkit.org,
n.d.).
65 C
 ollaborative for Academic, Social, and Emotional Learning, “Roadmap to Reopen Schools”
(website: https://casel.org/roadmap-to-reopen-schools, 2020).

21

Healing School Systems

66 C
 hicago Public Schools, “Circles of Support for Adults” (website: https://static1.squarespace.
com/static/5d2613d1ed45730001ef81ef/t/5f91a39c0b674d6154fad3d1/1603380124717/
CPS+Circles+of+Support+%28PDF+version+w.+LINK%29.pdf, 2020).
67 L
 inda Gilkerson, “Reflective Supervision in Infant–Family Programs: Adding Clinical Process to
Nonclinical Settings,” Infant Mental Health Journal 25, 5 (2004): 424–439.

ACKNOWLEDGMENTS
Many people helped us develop the series and this brief. First, I would like to thank Tina Kauh from the
Robert Wood Johnson Foundation for her ideas and support of the team and the project. I would also like
to thank the members of our Equity Advisory Group who provided valuable advice on what topics should
be covered and how to frame the issues: Robyn Brady Ince (National Urban League), Rob Jagers (the
Collaborative for Academic, Social, and Emotional Learning), Kyla Johnson-Trammell (Oakland Unified
School District), Michael Lamb (District of Columbia Public Schools), Jennifer Brown Lerner (Aspen
Institute), Jenny Nagaoka (Chicago Consortium of School Research), David Osher (American Institutes
for Research), Lillian Pace (KnowledgeWorks), Karen Pittman (Forum for Youth Investment), and Mary
Sieu (ABC Unified School District). At MDRC, Hannah Power provided general management support for
the research team, including managing the project budget with Lauren Scarola, with oversight from Kate
Gualtieri. Many colleagues at our partners, the Education Trust (EdTrust) and the Alliance for Excellent
Education (All4ed), have been great at providing the team with their insights, ideas, and wisdom in
shaping this project. In particular, I would like to thank Nancy Duchesneau (EdTrust) and Phillip Lovell
(All4Ed) for their help on this brief and the project in general.
Besides these individuals, colleagues at MDRC were particularly helpful in shaping this brief. Jean B.
Grossman has led the work on the brief series, providing valuable advice throughout the writing process.
Leigh Parise reviewed drafts and provided constructive comments. Bryce Marshall provided excellent
assistance with all aspects of producing the brief. Joshua Malbin carefully reviewed drafts, making
comments that improved the final product. He edited the report and Carolyn Thomas prepared it for
publication.

22

SUPPORT FOR THIS BRIEF SERIES WAS PROVIDED BY A GRANT FROM THE ROBERT WOOD JOHNSON FOUNDATION.
Dissemination of MDRC publications is supported by the following organizations and individuals that help finance MDRC’s public
policy outreach and expanding efforts to communicate the results and implications of our work to policymakers, practitioners, and
others: The Annie E. Casey Foundation, Arnold Ventures, Charles and Lynn Schusterman Family Foundation, The Edna McConnell
Clark Foundation, Ford Foundation, The George Gund Foundation, Daniel and Corinne Goldman, The Harry and Jeanette Weinberg
Foundation, Inc., The JPB Foundation, The Joyce Foundation, The Kresge Foundation, and Sandler Foundation.
In addition, earnings from the MDRC Endowment help sustain our dissemination efforts. Contributors to the MDRC Endowment
include Alcoa Foundation, The Ambrose Monell Foundation, Anheuser-Busch Foundation, Bristol-Myers Squibb Foundation, Charles
Stewart Mott Foundation, Ford Foundation, The George Gund Foundation, The Grable Foundation, The Lizabeth and Frank Newman
Charitable Foundation, The New York Times Company Foundation, Jan Nicholson, Paul H. O’Neill Charitable Foundation, John S.
Reed, Sandler Foundation, and The Stupski Family Fund, as well as other individual contributors.
The findings and conclusions in this brief do not necessarily represent the official positions or policies of the funders.
For information about MDRC and copies of our publications, see our website: www.mdrc.org.

Copyright © 2022 by MDRC®. All rights reserved.

