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Abstract

Trauma-informed practice in education is an area of growing interest in England
and internationally. Embracing trauma-informed practice in schools requires trauma
and related content to be included in teacher education. Over a period of eight
years, a short course was developed and incorporated into the teacher preparation
programmes at a large university in England. Through methods of teacher educator
self-study and autoethnography, we examine the process of the course’s development
and identify mechanisms, enablers and barriers to change in the current policy context
of teacher education in England. Important factors that supported change were the
gradual development, external collaboration, positive outcomes as a warrant and source
of motivation, the development of champions and enthusiasts for trauma-informed
practice, and departmental leadership support. Barriers to the development were
the constraints of prescribed content on initial teacher education courses, prevailing
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practices in some schools and settings, challenges in adapting material suitably for all
education phases, and some beginning teachers’ responses to personally relevant course
content. The successful introduction of the short course demonstrates that inclusion of
trauma-informed content in initial teacher education is possible even in an unfavourable
policy environment.

Keywords trauma-informed; teacher education; teacher training; professional development

Introduction

Trauma-informed educational practice aims to respond to the needs of children, young people and
adults with trauma histories, whether this is episodic trauma, the effects of chronic stress or both. The use
of the phrase trauma-informed in relation to education is relatively recent. However, growing interest
is beginning to impact policy. For example, five states in the USA explicitly refer to trauma-informed
practice in teacher education curricula (Reddig and Vanlone, 2022). In England, interest is informed
by policy concerns about the role of schools in mental health, including recognising areas in which
schools and teachers require support in understanding topics such as emotional development and
attachment (DoH and DfE, 2017).

Trauma-informed practice and related terms, such as trauma-informed care, are used in various
ways both inside and outside educational contexts (Becker-Blease, 2017; Boylan, 2021; Maynard
et al., 2019; Overstreet and Chafouleas, 2016; Thomas et al., 2019a). An extended categorisation of
trauma-informed practice suggests that it encompasses: trauma-specific interventions; trauma-informed
teaching; trauma-informed development, including professional development; and trauma-informed
systems in schools and education (Boylan, 2021). In this article, we focus on trauma-informed initial
teacher education (ITE).

Trauma-informed practice in education aims to improve outcomes by mitigating the negative
effects of trauma and adverse childhood events, linked to worse educational outcomes (Perfect et al.,
2016) and mental health needs (Overstreet and Chafouleas, 2016; Porche et al., 2016). Trauma and
adverse childhood experiences relate to structural disadvantage and oppression of various kinds (Boylan,
2021). Moreover, trauma-informed practices have the potential to support values of inclusivity and to
broaden educational goals. Including trauma-informed practice in teacher education can also potentially
mitigate risks to teachers’ well-being from vicarious trauma (Christian-Brandt et al., 2020).

Sheffield Hallam University, located in northern England, is the largest provider of teacher
preparation programmes in its region. Over a period of eight years, teacher educators from
Sheffield Hallam University have collaborated with Trauma Informed Schools UK (TISUK) to advance
trauma-informed practice in education. TISUK is a social enterprise that provides training nationally for
schools, communities and organisations to help them become trauma-informed and mentally healthy
places. Through this collaboration, a short course on trauma-informed practice is now mandatory for all
Sheffield Hallam University beginning teacher programmes. Approximately one thousand participants
take the course each year.

In this article, we draw on our eight years of experience developing this course. Our experiences
are varied, and they stem from different roles, including early years practitioners, short-course
tutors, participants in TISUK practitioner training, academic departmental leaders and a postgraduate
researcher with a professional background using trauma-informed practices in schools. As teacher
educators, we see fostering trauma-informed practice as part of our orientation to activist (Sachs, 2003)
and critical (Boylan et al., 2023) professionalism in the teacher education context. From this stance,
trauma-informed teacher education is a form of transformative professional learning that can lead to
critical reflection on educational practices and values (Boylan et al., 2023; Kennedy, 2014).

Within an overarching theory of change framework (Coldwell and Maxwell, 2018), we used the
principles and methods of teacher educator self-study and autoethnography. We considered similarities
and differences in our individual stories of how we developed our approach to trauma-informed teacher
education and our professional learning. We focus on mechanisms of change, enablers and barriers, in
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keeping with a theory of change approach to innovation (Coldwell andMaxwell, 2018). This is one aspect
of the ongoing research and evaluation of the course.

In the next sections, we locate our study in relation to the small, but growing, body of research
and scholarship on trauma-informed teacher education. Subsequently, we consider current debates
and policies in England related to schooling, student behaviour and teacher education practice. Key
components of the ITE short course are then described. After an account of study methods, we provide
details of how the course developed and we consider the mechanisms and factors that supported
development, and those that were barriers to change.

Trauma-informed initial teacher education: enablers and barriers

In this section, we draw on recent contributions to the literature to identify themes and issues
particularly relevant to our consideration of the development of the short course, and specifically
supportive and impeding mechanisms. We organise our account by considering ways trauma-informed
content is included in teacher preparation, the motivations for inclusion, what supports or
challenges trauma-informed teacher education, and insights concerning teacher educators’ knowledge,
dispositions and professional learning.

Where it happens, trauma-informed course content or related approaches, such as
attachment-informed content, are either built into more general ITE modules or given as stand-alone
units (Hobbs et al., 2019), or both. Kearns and Hart (2017) describe an example of the first approach
within a module ‘Understanding the emotional world of the child’ in a four-year ITE programme in
Scotland. Stand-alone courses and workshops are shorter and have a specific focus, with one example
consisting of 3.5 hours of trauma training through a keynote lecture, group and panel discussion (Brown
et al., 2022). An elective module in Australia with 36 hours of contact time (L'Estrange and Howard, 2022)
took a similar approach, but was more in-depth. Alternatively, these two approaches are combined, for
example, offering a specific session or course, followed by revisiting and extending material in other
sessions (Thomas et al., 2019b).

Integrated courses offer opportunities for linking concepts across related topics, scaffolding
material and promoting depth of understanding, whereas discrete units can focus on specific content
(Hobbs et al., 2019). Positive outcomes have been reported for both formats (for example, Brown et al.,
2022; Kearns and Hart, 2017). A common feature where trauma-informed material is integrated into
courses is that the material is taught alongside and connected to other content. This can encourage
beginning teachers’ criticality about education, including the influence of societal inequalities on
learners’ experiences and outcomes (L'Estrange and Howard, 2022). This wider lens motivates and
supports collaborative endeavour, not only for the inclusion of trauma-informed practice, but also for
curriculum decolonisation initiatives and education for sustainability (Beasy et al., 2021). Where concerns
with social justice are not explicitly centred, practitioners may foreground the importance of embedding
trauma-informed practice in culturally relevant teaching (Rodger et al., 2020) and challenging approaches
to classroom management that ignore factors such as race and racism (Thomas et al., 2019a).

In recent studies, factors that have supported or enabled the introduction of trauma-informed
content are:

• linking trauma-informed practice to social justice themes and content to help justify the inclusion of
material and strengthen the value of content (Beasy et al., 2021; Rodger et al., 2020)

• leadership support (Brown et al., 2022)
• positive outcomes for beginning teachers evidencing the value of including trauma-informed

practice (Douglass et al., 2021)
• collaborative endeavour, including the use of specific methods to support collaboration (sociocracy

in the case of Beasy et al., 2021) or collaborative professional development (‘breakthrough series
collaborative’ methodology in the work of Douglass et al., 2021).

The barriers to introducing trauma-informed practice in education described in accounts of recent
developments are:

• course accreditation requirements and accountability systems (Beasy et al., 2021; Hobbs et al., 2019)
that vary across educational systems (Reddig and Vanlone, 2022)
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• the amount of existing content in ITE curricula, and conflicts between academic and mental health
goals (Fabiano et al., 2014)

• a narrow focus within curricula on relevant but limited content (such as child abuse), which can
potentially support a view that trauma-related material is already addressed (Hobbs et al., 2019)

• initial attitudes and beliefs of some teacher educators (Beasy et al., 2021) and beginning teachers
and a lack of research evaluating the impact or value of trauma-informed teacher education
(Sonsteng-Person and Loomis, 2021)

• the challenge of finding time for the collaborative activity needed to develop trauma-informed
content, and for collaborative professional development (Beasy et al., 2021)

• adapting trauma-informed training materials and techniques from other disciplines for school
settings (Sonsteng-Person and Loomis, 2021).

Research on trauma-informed teacher education has focused on course content and outcomes for
participants (Hobbs et al., 2019). There is relatively little research on the professional learning and
dispositions of teacher educators who teach or facilitate engagement with relevant material. For some
teacher educators, this activity appears to be an extension of existing practice. For example, early
years educators link this material to an understanding of attachment (Douglass et al., 2021; Kearns
and Hart, 2017) or material is added to the approach to health and physical education (Ellison et al.,
2020). However, for teacher educators in other subjects and disciplines, trauma-informed content may
be initially experienced as less familiar or relevant. For example, one mathematics teacher educator
reported that they did not see the relevance at first, but later they were able to connect trauma-informed
practice with their previous teaching around maths anxiety (Beasy et al., 2021).

Ideologies of behaviour and schooling: the wider context

In this section, we set out the broad context for the trauma-informed short course in relation to current
ideological debates and policy about student behaviour and schooling in England. Schools have
legal duties to take account of individual needs. The experience of beginning teachers in schools
is one generally where a variety of practices are encountered as schools interpret these legal duties.
Nonetheless, the rhetoric of debate about such issues is often polarised. We begin with an example
that typifies recent discourse influencing schools and policy.

In October 2021, the head teacher of a free school in London, Katharine Birbalsingh (2021: n.p.),
tweeted, quoting another user’s tweet, that ‘We are all born “bad”, that is why it is so important to
be morally educated and not just conditioned’, and added: ‘Exactly. Original Sin. Children need to
be taught right from wrong and even habituated into choosing good over evil. That requires love and
constant correction from all the adults in their lives over YEARS. Moral formation is a good thing.’

The school where Birbalsingh is head teacher, Michaela Community School, is known for its strict
and traditional approach to behaviour, with rules rigorously enforced and children moving around the
school in silence. The tweet quoted above led to considerable social media activity, with around seven
hundred retweets and likes, and nearly as many quote tweets that overwhelmingly challenged the views
expressed. In response, Birbalsingh distanced her views from a Christian belief in original sin, but she
maintained the importance of a disciplinary approach to moral education in schools. The level of social
media activity and debate was likely heightened because Birbalsingh had recently been appointed as
the government’s Social Mobility Commissioner, a position that served to further amplify the views of an
already controversial and prominent commentator on schooling.

There are three aspects of this social media event that are important to our focus in this article.
The first aspect is that Michaela Community School’s approach to behaviour is sometimes described
as warm and/or strict, echoing the language of warm demanders (Lemov, 2010), and has parallels with
zero-tolerance behaviour policies (Casella, 2003; Hoffman, 2014) and methods adopted in ‘no excuses’
charter schools (Lopez Kershen et al., 2018; see also Cushing, 2020, for a general critique). Although
other schools have similar approaches to behaviour that align with policy recommendations (DfE, 2016),
Michaela’s public profile has led it to become a figurehead, as well as an exemplar for other schools that
have adopted such approaches. Aspects of these strict behaviour policies are promoted in policy by the
government’s appointed national advisor on school behaviour.

The second notable aspect is the criticism on social media of Birbalsingh’s stance. As well as the
‘trad’ network on social media mobilising for, and encouraging, government and schools to promote
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warm/strict behaviour policies, there is a vocal networked group arguing for policies that are often
labelled (at least by opponents) as progressive. Critics of Michaela-inspired or -aligned behaviour
policies have raised concerns that internal exclusions in secondary schools are commonplace (Barker
et al., 2010; Partridge et al., 2020), that exclusions in primary schools are increasing (DfE, 2019b) and that
many children and young people are informally pressured in other ways to leave schools (Parsons, 2018).

Proponents of strict behaviour policies argue that these are appropriate strategies and that poor
student behaviour needs to be addressed by exclusion to protect other students (Phillips, 2022). Critics
point to disciplinary pedagogies (Cushing, 2020) and a complex interplay of factors as the cause of
exclusion, including strict behaviour policies and policies that encourage these (McCluskey et al., 2019).
Young people also point to the role of behaviour policies (Harris, 2021). These disagreements create a
backdrop of controversy and debate about student behaviour in the teaching profession, and society
more generally, and so influence beginning teachers. In secondary education, some new teachers may
undertake their teaching practice wholly or in part at schools that have implemented such behaviour
policies, and that expect all teachers to follow them. Primary schools retain a distinct ethos, often with an
understanding of care that is different from the language of ‘tough love’ and similar notions associated
with ‘no excuses’ ideology in some secondary approaches. This difference is even more marked with
early years education (0–5 years in the English policy context).

Although there are increasing concerns in England about child mental health (DoH and DfE, 2017),
there are no links made in policy between punitive behaviour policies and risks to students’ well-being,
and particularly the well-being of children and young people who have experienced trauma and adverse
events. However, a trauma-informed perspective suggests that harsh or restrictive interventions are likely
to embed trauma and continue a cycle where challenging behaviour persists or worsens (Centre for
Mental Health, 2020).

The third aspect highlighted in this exchange is that debates about behaviour in schools take place
in the context of government policy of changes in the governance of schools to become independent
academies, often within multi-academy trusts (Armstrong et al., 2021). Multi-academy trusts have
similarities to charter school management companies in the USA (Scott, 2009). This is part of the process
of marketisation and the neoliberal political agendas that have reframed the role of universities and ideas
about what is appropriate teaching content (Darling-Hammond, 2017; Zeichner, 2017). Schooling and
teacher education are both shaped by a focus on a relatively narrow range of educational outcomes
promoted by accountability measures. This creates a complex environment for teacher education
in England.

The initial teacher education short course

In this section, we briefly describe the ITE short course (further detail is available in Truelove and Boylan,
2022). The ITE short course is a mandatory part of provision for all beginning teachers on our accredited
ITE routes. Teacher education is a site of contestation about the purpose and values of education. One
way to encapsulate this debate is to consider the use of the term initial teacher training in policy, rather
than teacher education. This is representative of the ongoing diminishment of the role of universities
in teacher preparation and the promotion of a model of teachers as technicians (McIntyre et al., 2019;
Mutton et al., 2017).

Participants in the short course follow routes that vary across the following dimensions and features:

• provider: university-led, school provider-led, Teach First
• educational phase: early years, 0–7, primary, secondary, post-16
• level of award: undergraduate degree courses, postgraduate certification
• school subject specialism: particularly important for secondary and post-16, but some primary

beginning teachers have a designated subject specialism.

The aims of the short course are:

• to develop knowledge of underpinning research on trauma and attachment, and developmental
models, appropriate to supporting relational pedagogies for children, teenagers and young people

• to reflect on the implications of teaching children, teenagers and young people who have
experienced trauma, and to develop appropriate ways to respond
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• to identify and use methods of social engagement to promote psychological safety in supporting
children’s and young people’s learning and engagement

• to reflect on teachers’ own stress response systems and emotional well-being in relation to their
practice as early career teachers. (Truelove and Boylan, 2022: 266–7)

The short course is divided into three parts: an introductory lecture with a viewing of a documentary,
followed by two workshops lasting three hours each. The first workshop focuses on children’s mental
health, models of brain development and neuroscientific understandings of the stress response,
relational skills and the concept of an emotionally available adult.

The second workshop optimally occurs three weeks after the first. The time between the two
workshops is designed to allow for exploration and consolidation of learning. The second workshop
focuses on the application of knowledge and skills learned in the first workshop and of models of
emotional systems from neuroscientific research.

Course tutors use material developed by TISUK based on their professional development materials
for their courses and programmes for education professionals. The course is taught by members
of staff, all of whom have completed a 10-day professional development course led by TISUK. The
content focuses on attachment, and social and emotional development. Unlike some examples of other
trauma-informed teacher education discussed earlier, the TISUK course did not originally make explicit
reference to issues of social justice beyond the framework of adverse childhood experiences and their
relationship to socio-economic disadvantage. More recently, the TISUK 10-day diploma has included
new material that more fully addresses social justice issues.

Our short course does not fit neatly into the three structures identified in the literature discussed
earlier, partly because its format varies depending on phase and course programme. For secondary and
post-16 beginning teachers in most subjects, it offers a discrete supplementary experience. However,
for early years and primary beginning teachers, particularly those on longer undergraduate courses, the
short course offers a consolidation of, and/or introduction to, material that is embedded in other parts
of their programmes.

Study framework and methods

We have undertaken ongoing evaluation to inform the design and development of the short course
(Truelove and Boylan, 2022). The overarching evaluation framework is informed by theory-based
evaluation (Weiss, 1997) and evidence-informed logic models (Coldwell and Maxwell, 2018). Intrinsic
to this framework is the importance of identifying mechanisms for change, and contextual factors that
either support or impede change processes.

Typically, in external evaluations, the views of programme developers are sought to identify
mechanisms, enablers and barriers. Given our relationship to the teacher education short course, we also
draw on methodologies that focus on the experiences of tutors. These are teacher educator self-study
(Kitchen et al., 2020; Loughran, 2007), autoethnography (Denzin, 2014), collective biography (Davies and
Gannon, 2006) and the interplay between these different forms (Hamilton et al., 2008). These reflective
and interpretivist methods, and the resulting data analysis, form a backdrop to the focus on mechanisms
and barriers that is more usual in realist evaluation and theory of change approaches (Coldwell and
Maxwell, 2018).

Our roles and relationships with the short course are varied. Table 1 provides details of the authors
and their backgrounds, their role in the short course and their contributions to the study.

We undertook interviews, with all team members interviewing and being interviewed. Interviews
were transcribed, and then analysed by a third researcher to identify themes. These themes were
grouped, producing a common set of themes that were applied across the transcripts. The interviewer,
interviewee and initial analyser all checked the resultant themes for representation of key issues.

Because the methodological approach is based on self-study and collaborative autoethnography,
the research project was not subject to ethical review under the usual university processes. However,
there are ethical considerations, given the complex relationships of our different roles, both in relation
to trauma-informed practice and more generally in our positions and responsibilities in our wider work
context. Thus, as part of the research design, the issue of ethics was considered, and we agreed that a
peer ethical review could be called on if any issues of concern arose.
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Table 1. Authors’ roles and relationships to the trauma-informed course

Name Role in the course Professional background
Interview
data

Lynne Truelove Current course leader Early years teacher educator Yes

Sally Pearse Early development of the course
and trauma-informed initiatives

Early years teacher educator Yes

Sue O’Brien Early development of the course
and trauma-informed initiatives

Primary mathematics teacher
educator

Yes

Helen Sheehan Course tutor Secondary humanities teacher
educator

Yes

Tony Cowell Course tutor Secondary design technology
teacher educator

Yes

Mark Boylan Internal evaluator Former mathematics teacher
educator and researcher

Yes

Eleanor Long N/A Postgraduate researcher of
teacher trauma-informed
continuing professional
development

No

Similarly, given the methods and focus on developments in one setting, the study is limited in terms
of scope and applicability to other places. As participants in these developments, we are ‘insiders’,
which has advantages in terms of insights that may not be available, for example, to external evaluators.
Snellgrove and Punch (2022) argue that collaborative approaches can address some of the limitations
of individual insider research. In addition, the way we surfaced mechanisms and barriers was not so
different from the ways this happens in external evaluations presented as objective and independent.

The development of the trauma-informed course

The short course was developed over a period of eight years, and it involved four phases, which are
summarised in Table 2.

Course development mechanisms and supportive factors

In this section, we describe important development mechanisms and enabling factors that supported
the introduction of the trauma-informed short course. Six factors are detailed, as follows.

Gradual development over time

The short course benefited from the gradual nature of its development over eight years. There are three
important and interconnected aspects:

• Optional offer in the early phase: An optional offer before the course became mandatory helped
build confidence across the department in the value of the content and developed the capacity of
staff to teach the course.

• Progressive expansion of ‘reach’ over time: The initial application of trauma-informed principles and
content was by individual tutors on programmes where the new course was most aligned to existing
ITE course content (early years courses), and then extended to programmes where there was less
existing alignment.

• Evolution of course content: Initially, trauma-informed related content focused on attachment and
children’s emotional and neurological development, which was then extended to include models of
adverse childhood experiences and trauma in the short course.
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Table 2. Phases of course development

Phase of course development Dates Details

Individual engagement with
attachment and relational practice
through professional development and
applied in practice

2012–13 Eight members of staff undertook a
10-day Thrive UK training on
attachment and children’s emotional
and neuroscientific development.
Tutors applied this in their own practice
while also sharing their experience of
doing so, thus initiating informal
collaborative professional learning.

Included in early years and primary ITE
professional training courses

2014–16 In 2014, an optional twilight course was
initially offered to early years beginning
teachers. Take-up and participant
feedback led to the incorporation of
the course in 2015 into regular teaching
as a one-day component for 15 early
years ITE beginning teachers, which
was then extended to 100 primary ITE
beginning teachers.

Development of the short course 2017 TISUK established and developed a
10-day trauma-informed practitioner
training programme and developed a
collaborative provision. Three staff
trained as TISUK trainers.

Expansion of the course across all
ITE provision

2018–present Progressive roll-out of the TISUK course
across phases and subjects to more
than 600 participants attending the
course annually, and then to more than
1,000. In 2021/2, the short course was
offered online alongside other online
teaching as part of the response to the
COVID-19 pandemic.

External collaboration

Collaboration with external partners, initially Thrive UK and then TISUK, was pivotal to course development.
TISUK’s 10-day diploma helped tutors to develop the in-depth knowledge and understanding required to
teach the short course. The high-quality, research-informeddiploma content andmaterials also formed the
bases of the short course. The formalisation of content in the short course was based on TISUK materials.
In addition, specified requirements for staff training were introduced to teach the material, enabling an
increasing number of tutors to participate in the 10-day practitioner diploma.

Positive outcomes as a warrant and motivation

Tutors experienced the value of the course content for participants and the benefits of applying the
principles to their own professional and personal activities. These positive outcomes spurred the
motivation of the staff involved and operated like a warrant for the ongoing development and expansion
of the course. Positive feedback was received from the national regulatory authority when the Office for
Standards in Education, Children's Services and Skills (Ofsted) commended the course after its inspection
of our ITE provision.
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Champions

The most important enabler for the growth of the trauma-informed short course was the emergence of
enthusiasts and champions for the inclusion of trauma-informed practice on ITE courses. The enthusiasm
of these staff members was nourished in two ways. First, the trauma-informed approach aligned with their
prior knowledge and experience, and their existing professional practice and values as teacher educators.
Second, as noted above, the positive outcomes for participants, and for tutors’ professional and personal
learning, were motivators. Gradually, a cadre of champions grew in each ITE phase. In addition to the
formal curriculum leadership undertaken as course tutors, these champions undertook adaptive leadership
work (Boylan, 2018) to make the case for the value of trauma-informed practice.

Collaborative endeavour

The sense of engaging in collaborative endeavour supported tutors’ commitment to developing
trauma-informed practice. A crucial stage of the collaborative journey was the 10-day TISUK diploma
course, which a large group of tutors across phases and courses completed together. This experience of
collective professional learning built a shared understanding of trauma-informed approaches, which laid
the groundwork for successful course implementation.

Departmental leadership support

The sixth mechanism that facilitated the introduction of trauma-informed practice into the curriculum
was support from departmental leadership. Trauma-informed practice was included in the departmental
development plan as part of a wider focus on relational pedagogy in teacher educator practice and the ITE
curriculum. The support included a commitment to resourcing course leadership and tutor time outside
usual arrangements and processes for the allocation of staff time. Also important was support for tutors’
attendance at the 10-day practitioner training programme.

Barriers to the development and inclusion of trauma-informed
practice

We now turn to perceived barriers to the development and inclusion of trauma-informed practice in ITE.

The content and prescription of the ITE curriculum

ITE curriculum content is relatively heavily prescribed. In principle, providers have autonomy to include
content of their choice beyond the required core content (DfE, 2019a). In reality, constraints mean limited
scope to include non-prescribed content. Pressures are particularly acute in one-year postgraduate
qualification routes. The length and form of the short course are pragmatic responses to this context,
as much as an outcome of a curriculum design process. Because the short course is supplementary
to the nationally required content, it is given lower priority than other modules when allocating tutors
and timetabling.

The educational environment in schools

Schools, colleges and early years settings feel similar policy-driven pressures. The contexts in which
beginning teachers explore trauma-informed practices may not be conducive or sympathetic to these
approaches. This includes implementation in settings of the DfE’s (2016) preferred approaches to
addressing behaviour issues.

Scope for adapting materials across phases

We previously identified collaboration with TISUK as supportive. However, another aspect of the
partnership is that tutors have less autonomy over the content of materials in the short course than if
these were fully produced in-house. This is particularly relevant to secondary (high school) and post-16
(senior high school) courses, where the content, examples and activities, initially developed for early years
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and primary practitioners, need adapting. A related issue concerning differences across phases is that
in the current course arrangements, secondary beginning teachers have less opportunity than those on
primary or early years routes for reinforcing learning in the rest of their programmes.

Beginning teachers’ personal responses

Beginning teachers’ personal responses also presented challenges in some cases. Although the course is
mandatory, beginning teachers who are sceptical about the content may decide not to attend. The course
content is not directly assessed, and attendance does not contribute to grades. Additionally, given the
subject matter, some of the course material can elicit emotional responses in some participants. This can
arise from over-empathising with the experiences of their students or potential students (L'Estrange and
Howard, 2022). For some participants, aspects of the content can be emotionally challenging if connected
to personal histories of adverse childhood experiences and/or trauma suffered as children or adults.

Supporting change: implications for practice

We now consider how the enabling factors and barriers to change identified through our analysis add to
those previously identified in trauma-informed practice in teacher education.

Supportive factors that were previously identified in reports of trauma-informed teacher education,
and also found in the short course, were: warrants from positive outcomes for participants; leadership
support; and collaborative endeavour. In addition, three additional factors were present: gradual
development over time; the value of external collaboration (in this case with TISUK); and the importance
of trauma-informed champions.

The first of these additional factors points to the importance of persistence and sustained activity.
What was not found explicitly in our study, but has been reported elsewhere (Boylan, 2021), was the
linking of trauma-informed practice to social justice themes. In part, this reflects the material in the course,
and, as noted, more recently, TISUK has begun to address social justice themes in their diploma courses.
However, there is a gap between our reasons for developing and promoting trauma-informed practice that
are embedded in social justice considerations and course content. This offers an area for development in
the future.

Turning to the barriers identified, and relating them to those found elsewhere, there is a resonance
between challenges that we have faced and educators in other contexts, namely:

• course accreditation requirements and accountability systems (Beasy et al., 2021; Hobbs et al., 2019);
these vary across educational systems (Reddig and Vanlone, 2022)

• the amount of existing content in ITE curricula, and conflicts between academic and mental health
goals (Fabiano et al., 2014)

• a narrow focus within curricula on relevant but limited content (such as child abuse), which can
potentially support a view that trauma-related material is already addressed (Hobbs et al., 2019)

• initial attitudes and beliefs of some teacher educators (Beasy et al., 2021) and beginning teachers,
and a lack of research evaluating the impact or value of trauma-informed teacher education
(Sonsteng-Person and Loomis, 2021)

• the challenge of finding time for the collaborative activity needed to develop trauma-informed
content, and for collaborative professional development (Beasy et al., 2021)

• adapting trauma-informed trainingmaterials and techniques from other disciplines maymeet specific
barriers related to school settings (Sonsteng-Person and Loomis, 2021).

Conclusion

We have outlined the evolution of a short course on trauma-informed teaching practice included on
all teacher education programmes at Sheffield Hallam University, developed in conjunction with TISUK.
Course development occurred against a backdrop of contestation in education in England about school
behaviour policies linked to fundamental conceptions about the purpose of education. Using qualitative
methods of teacher educator self-study and autoethnography, we examined our experiences of course
development to identify key mechanisms of change and factors that supported progress, or were barriers
to positive change.
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Three factors that supported the introduction of trauma-informed content in other programmes
were also identified as important enablers in the Sheffield Hallam University–TISUK course: leadership
support (Brown et al., 2022); positive outcomes for participants (Douglass et al., 2021); and the value of
collaboration by teacher educators (Beasy et al., 2021; Douglass et al., 2021). Other significant features
that supported the evolution of the short course were the gradual nature of its development, the benefits
of external collaboration and the emergence of a group of champions for trauma-informed education
practice. The development of champions is an expression of activist professionalism (Sachs, 2003) and
critical professionalism (Boylan et al., 2023) in relation to teaching in ITE.

Cross-cutting supportive factors were ‘warrants’ that helped make the case for the merit of the
course and the allocation of resources to its ongoing development. Also supportive were credible and
research-informed materials from a reputable national organisation, positive feedback from participants
and praise for the short course by Ofsted following inspection of our ITE provision.

In the Introduction, we noted that trauma-informed teacher education is a relatively recent
development, and that the course is unusual. Given this, based on a single example, the factors we have
identified are put forward tentatively. Our focus in this article has been relatively narrow. As noted in
the methods, we have only focused on mechanisms, barriers and enablers to innovation. We have not
addressed other questions about personal and professional learning and, importantly, the knowledge,
capacity and dispositions needed to be trauma-informed teacher educators. Having undertaken this initial
scoping of mechanisms, barriers and facilitators, further research is needed to theorise these in relation
to the intersection of teacher education, trauma-informed practice and the current context in England.
Beyond these issues, of greater importance is what, if any, the benefits are for beginning teachers of
engagement in the short course.

Introducing trauma-informed work is not without challenges, not least because of the current
policy context for ITE in England. This short course demonstrates that the successful introduction of
trauma-informed content is possible even in a relatively unfavourable policy environment, thanks to the
creativity, commitment and collegiality of the people involved.

Declarations and conflicts of interest

Research ethics statement

Not applicable to this article.

Consent for publication statement

Not applicable to this article.

Conflicts of interest statement

As described in the article, Sheffield Hallam University collaborates with Trauma Informed Schools UK. All
efforts to sufficiently anonymise the authors during peer review of this article have beenmade. The authors
declare no further conflicts with this article.

References

Armstrong, P.W., Brown, C. and Chapman, C.J. (2021) ‘School-to-school collaboration in England: A
configurative review of the empirical evidence.’ Review of Education, 9 (1), 319–51. [CrossRef]

Barker, J., Alldred, P., Watts, M. and Dodman, H. (2010) ‘Pupils or prisoners? Institutional geographies and
internal exclusion in UK secondary schools.’ Area, 42 (3), 378–86. [CrossRef]

Beasy, K., Hunter, M.A., Hicks, D., Pullen, D., Brett, P., Thomas, D., Reaburn, R., Baker, W., Fan, F.,
Cruickshank, V. and et al. (2021) ‘Walking the walk: Democratizing change in teacher education.’
Journal of the Scholarship of Teaching and Learning, 21 (4), 195–205. [CrossRef]

Becker-Blease, K.A. (2017) ‘As the world becomes trauma–informed, work to do.’ Journal of Trauma &
Dissociation, 18 (2), 131–8. [CrossRef]

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

https://doi.org/10.1002/rev3.3248
https://doi.org/10.1111/j.1475-4762.2009.00932.x
https://doi.org/10.14434/josotl.v21i4.32757
https://doi.org/10.1080/15299732.2017.1253401


Developing trauma-informed teacher education in England 12

Birbalsingh, K. [@Miss_Snuffy] (2021) Exactly. Original Sin [Tweet]. Twitter. October 21. Accessed 31 July
2022. https://twitter.com/Miss_Snuffy/status/1453262136298311689.

Boylan, M. (2018) ‘Enabling adaptive system leadership: Teachers leading professional development.’
Educational Management Administration and Leadership, 46 (1), 86–106. [CrossRef]

Boylan, M. (2021) ‘Trauma informed practices in education and social justice: Towards a critical orientation.’
International Journal of School Social Work, 6 (1), 1–30. [CrossRef]

Boylan, M., Adams, G., Perry, E. and Booth, J. (2023) ‘Re-imagining transformative professional learning for
critical teacher professionalism: A conceptual review.’ Professional Development in Education, 49 (4),
1–19. [CrossRef]

Brown, E.C., Freedle, A., Hurless, N.L., Miller, R.D., Martin, C. and Paul, Z.A. (2022) ‘Preparing teacher
candidates for trauma-informed practices.’ Urban Education, 57 (4), 662–85. [CrossRef]

Casella, R. (2003) ‘Zero tolerance policy in schools: Rationale, consequences, and alternatives.’ Teachers
College Record, 105 (5), 872–92. [CrossRef]

Centre forMental Health (2020) Briefing 54: Trauma, Challenging Behaviour and Restrictive Interventions in
Schools. Accessed 29 July 2023. https://www.centreformentalhealth.org.uk/sites/default/files/2020-
01/Briefing_54_traumainformed%20schools_0.pdf.

Christian-Brandt, A.S., Santacrose, D.E. and Barnett, M.L. (2020) ‘In the trauma-informed care trenches:
Teacher compassion satisfaction, secondary traumatic stress, burnout, and intent to leave education
within underserved elementary schools.’ Child Abuse & Neglect, 110, 104437. [CrossRef]

Coldwell, M. and Maxwell, B. (2018) ‘Using evidence-informed logic models to bridge methods in
educational evaluation.’ Review of Education, 6 (3), 267–300. [CrossRef]

Cushing, I. (2020) ‘Language, discipline and “teaching like a champion’’.’ British Educational Research
Journal. [CrossRef]

Darling-Hammond, L. (2017) ‘Teacher education around the world: What can we learn from international
practice?’ European Journal of Teacher Education, 40 (3), 291–309. [CrossRef]

Davies, B. and Gannon, S. (2006) Doing Collective Biography. Maidenhead: McGraw-Hill Education.
Denzin, N. (2014) Interpretive Autoethnography. Thousand Oaks, CA: Sage.
DfE (Department for Education) (2016) Behaviour and Discipline in Schools: Advice for Head Teachers and

School Staff ; London: DfE.
DfE (Department for Education) (2019a) The ITT Core Content Framework; London: Crown.
DfE (Department for Education) (2019b) Timpson Review of School Exclusion. Accessed 29 July

2023. https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_
data/file/807862/Timpson_review.pdf.

DoH and DfE (Department of Health and Department for Education) (2017) Transforming Children
and Young People’s Mental Health Provision: A Green Paper. Accessed 29 July 2023.
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/
file/664855/Transforming_children_and_young_people_s_mental_health_provision.pdf.

Douglass, A., Chickerella, R. and Maroney, M. (2021) ‘Becoming trauma-informed: A case study of early
educator professional development and organizational change.’ Journal of Early Childhood Teacher
Education, 42 (2), 182–202. [CrossRef]

Ellison, D.,Wynard, T.,Walton-Fisette, J.L. andBenes, S. (2020) ‘Preparing the next generation of health and
physical educators through trauma-informed programs.’ Journal of Physical Education, Recreation &
Dance, 91 (9), 30–40. [CrossRef]

Fabiano, G.A., Chafouleas, S.M., Weist, M.D., Carl Sumi, W. and Humphrey, N. (2014) ‘Methodology
considerations in school mental health research.’ School Mental Health, 6, 68–83. [CrossRef]

Hamilton, M.L., Smith, L. and Worthington, K. (2008) ‘Fitting the methodology with the research: An
exploration of narrative, self-study and auto-ethnography.’ Studying Teacher Education, 4 (1), 17–28.
[CrossRef]

Harris, J. (2021) ‘“It’s like being in prison”: What’s behind the rise in school exclusions?’ The
Guardian. January 30. Accessed 29 July 2023. https://www.theguardian.com/education/2021/
jan/30/whats-behind-the-rise-in-english-school-exclusions#:~:text=Most%20exclusions%20are%
20the%20result,to%20exclusion%20in%20short%20order.

Hobbs, C., Paulsen, D. and Thomas, J. (2019) ‘Trauma-informed practice for pre-service teachers.’ Oxford
Research Encyclopedia of Education. https://oxfordre.com/education/view/10.1093/acrefore/
9780190264093.001.0001/acrefore-9780190264093-e-1435.

Hoffman, S. (2014) ‘Zero benefit: Estimating the effect of zero tolerance discipline policies on racial
disparities in school discipline.’ Educational Policy, 28 (1), 69–95. [CrossRef]

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

https://twitter.com/Miss_Snuffy/status/1453262136298311689
https://doi.org/10.1177/1741143216628531
https://doi.org/10.4148/2161-4148.1071
https://doi.org/10.1080/19415257.2022.2162566
https://doi.org/10.1177/0042085920974084
https://doi.org/10.1177/016146810310500507
https://www.centreformentalhealth.org.uk/sites/default/files/2020-01/Briefing_54_traumainformed%20schools_0.pdf
https://www.centreformentalhealth.org.uk/sites/default/files/2020-01/Briefing_54_traumainformed%20schools_0.pdf
https://doi.org/10.1016/j.chiabu.2020.104437
https://doi.org/10.1002/rev3.3151
https://doi.org/10.1002/berj.3696
https://doi.org/10.1080/02619768.2017.1315399
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/807862/Timpson_review.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/807862/Timpson_review.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/664855/Transforming_children_and_young_people_s_mental_health_provision.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/664855/Transforming_children_and_young_people_s_mental_health_provision.pdf
https://doi.org/10.1080/10901027.2021.1918296
https://doi.org/10.1080/07303084.2020.1811623
https://doi.org/10.1007/s12310-013-9117-1
https://doi.org/10.1080/17425960801976321
https://www.theguardian.com/education/2021/jan/30/whats-behind-the-rise-in-english-school-exclusions#:~:text=Most%20exclusions%20are%20the%20result,to%20exclusion%20in%20short%20order
https://www.theguardian.com/education/2021/jan/30/whats-behind-the-rise-in-english-school-exclusions#:~:text=Most%20exclusions%20are%20the%20result,to%20exclusion%20in%20short%20order
https://www.theguardian.com/education/2021/jan/30/whats-behind-the-rise-in-english-school-exclusions#:~:text=Most%20exclusions%20are%20the%20result,to%20exclusion%20in%20short%20order
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1435
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1435
https://doi.org/10.1177/0895904812453999


Developing trauma-informed teacher education in England 13

Kearns, S. andHart, N. (2017) ‘Narratives of “doing, knowing, being and becoming”: Examining the impact
of an attachment-informed approach within initial teacher education.’ Teacher Development, 21 (4),
511–27. [CrossRef]

Kennedy, A. (2014) ‘Understanding continuing professional development: The need for theory to impact
on policy and practice.’ Professional Development in Education, 40 (5), 688–97. [CrossRef]

Kitchen, J., Berry, A., Bullock, S.M., Crowe, A.R., Taylor, M., Guðjónsdóttir, H. and Thomas, L., Eds.
(2020) International Handbook of Self-Study of Teaching and Teacher Education Practices. Singapore:
Springer.

Lemov, D. (2010) Teach Like a Champion. San Francisco: Jossey-Bass.
L'Estrange, L. and Howard, J. (2022) ‘Trauma-informed initial teacher education training: A necessary step

in a system-wide response to addressing childhood trauma.’ Frontiers in Education, 7. [CrossRef]
Lopez Kershen, J., Weiner, J.M. and Torres, C. (2018) ‘Control as care: How teachers in “no excuses” charter

schools position their students and themselves.’ Equity and Excellence in Education, 51 (3–4), 265–83.
[CrossRef]

Loughran, J. (2007) ‘Researching teacher education practices: Responding to the challenges, demands,
and expectations of self-study.’ Journal of Teacher Education, 58 (1), 12–20. [CrossRef]

Maynard, B.R., Farina, A., Dell, N.A. and Kelly, M.S. (2019) ‘Effects of trauma-informed approaches in
schools: A systematic review.’ Campbell Systematic Reviews, 15 (1–2), e1018. [CrossRef] [PubMed]

McCluskey, G., Cole, T., Daniels, H., Thompson, I. and Tawell, A. (2019) ‘Exclusion from school in Scotland
and across the UK: Contrasts and questions.’ British Educational Research Journal, 45 (6), 1140–59.
[CrossRef]

McIntyre, J., Youens, B. and Stevenson, H. (2019) ‘Silenced voices: The disappearance of the university and
the student teacher in teacher education policy discourse in England.’ Research Papers in Education,
34 (2), 153–68. [CrossRef]

Mutton, T., Burn, K. and Menter, I. (2017) ‘Deconstructing the Carter Review: Competing conceptions of
quality in England’s “school-led” system of initial teacher education.’ Journal of Education Policy, 32
(1), 14–33. [CrossRef]

Overstreet, S. and Chafouleas, S.M. (2016) ‘Trauma-informed schools: Introduction to the special issue.’
School Mental Health, 8, 1–6. [CrossRef]

Parsons, C. (2018) ‘The continuing school exclusion scandal in England.’ FORUM for Comprehensive
Education, 60 (2), 245–54. [CrossRef]

Partridge, L., Landreth Strong, F., Lobley, E. and Mason, D. (2020) Pinball Kids: Preventing
School Exclusions. London: RSA. Accessed 29 July 2023. https://www.thersa.org/link/
6cbad37c95cd40a29117944e3d2f7a3a.aspx.

Perfect, M.M., Turley, M.R., Carlson, J.S., Yohanna, J. and Saint Gilles, M.P. (2016) ‘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: AMultidisciplinary Research and Practice Journal,
8 (1), 7–43. [CrossRef]

Phillips, J. (2022) ‘Zero-exclusion policy in schools risks ruining life chances of other pupils and can
expose them to “indignity and harassment”, government’s behaviour tzar says.’ Daily Mail, July 21.
Accessed 29 July 2023. https://www.dailymail.co.uk/news/article-11035081/Zero-exclusion-schools-
risks-ruining-life-chances-pupils-expose-indignity.html.

Porche, M.V., Costello, D.M. and Rosen-Reynoso, M. (2016) ‘Adverse family experiences, child mental
health, and educational outcomes for a national sample of students.’ School Mental Health: A
Multidisciplinary Research and Practice Journal, 8 (1), 44–60. [CrossRef]

Reddig, N. and Vanlone, J. (2022) ‘Pre-service teacher preparation in trauma-informed pedagogy: A review
of state competencies.’ Leadership and Policy in Schools, 1–12. [CrossRef]

Rodger, S., Bird, R., Hibbert, K., Johnson, A.M., Specht, J. andWathen, C.N. (2020) ‘Initial teacher education
and trauma and violence informed care in the classroom: Preliminary results from an online teacher
education course.’ Psychology in the Schools, 57 (12), 1798–814. [CrossRef]

Sachs, J. (2003) The Activist Teaching Profession. Buckingham: Open University Press.
Scott, J. (2009) ‘The politics of venture philanthropy in charter school policy and advocacy.’ Educational

Policy, 23 (1), 106–36. [CrossRef]
Snellgrove, M. and Punch, S. (2022) ‘Negotiating insider research through reactive collaboration:

Challenges, issues and failures.’Qualitative Research Journal, 22 (4), 548–58. [CrossRef]

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

https://doi.org/10.1080/13664530.2017.1289976
https://doi.org/10.1080/19415257.2014.955122
https://doi.org/10.3389/feduc.2022.929582
https://doi.org/10.1080/10665684.2018.1539359
https://doi.org/10.1177/0022487106296217
https://doi.org/10.1002/cl2.1018
https://www.ncbi.nlm.nih.gov/pubmed/37131480
https://doi.org/10.1002/berj.3555
https://doi.org/10.1080/02671522.2017.1402084
https://doi.org/10.1080/02680939.2016.1214751
https://doi.org/10.1007/s12310-016-9184-1
https://doi.org/10.15730/forum.2018.60.2.245
https://www.thersa.org/link/6cbad37c95cd40a29117944e3d2f7a3a.aspx
https://www.thersa.org/link/6cbad37c95cd40a29117944e3d2f7a3a.aspx
https://doi.org/10.1007/s12310-016-9175-2
https://www.dailymail.co.uk/news/article-11035081/Zero-exclusion-schools-risks-ruining-life-chances-pupils-expose-indignity.html
https://www.dailymail.co.uk/news/article-11035081/Zero-exclusion-schools-risks-ruining-life-chances-pupils-expose-indignity.html
https://doi.org/10.1007/s12310-016-9174-3
https://doi.org/10.1080/15700763.2022.2066547
https://doi.org/10.1002/pits.22373
https://doi.org/10.1177/0895904808328531
https://doi.org/10.1108/QRJ-11-2021-0116


Developing trauma-informed teacher education in England 14

Sonsteng-Person, M. and Loomis, A.M. (2021) ‘The role of trauma-informed training in helping Los Angeles
teachers manage the effects of student exposure to violence and trauma.’ Journal of Child &
Adolescent Trauma, 14, 189–99. [CrossRef]

Thomas, M.S., Crosby, S. and Vanderhaar, J. (2019a) ‘Trauma-informed practices in schools across two
decades: An interdisciplinary review of research.’ Review of Research in Education, 43 (1), 422–52.
[CrossRef]

Thomas, M.S., Howell, P.B., Crosby, S., Brkic, E., Clemons, K., McKinley, L. and Peter, S. (2019b) ‘Teacher
candidates’ emerging perspectives on trauma informed teaching.’ Kentucky Teacher Education
Journal: The Journal of the Teacher Education Division of the Kentucky Council for Exceptional
Children, 6 (1), 2, Accessed 29 July 2023. https://digitalcommons.murraystate.edu/ktej/vol6/iss1/2/.

Truelove, L. and Boylan, M. (2022) ‘Introducing a trauma-informed course to teacher education in England.’
In Developing Trauma-Informed Teachers: Creating Classrooms that Foster Equity, Resiliency, and
Asset-Based Approaches. Edited by Schepers, O., Brennan, M. and Bernhardt, P.E. Charlotte, NC:
Information Age.

Weiss, C.H. (1997) ‘Theory-based evaluation: Past, present, and future.’ New Directions for Evaluation, 76,
41–55. [CrossRef]

Zeichner, K.M. (2017) The Struggle for the Soul of Teacher Education. New York: Routledge.

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

London Review of Education
https://doi.org/10.14324/LRE.21.1.29

https://doi.org/10.1007/s40653-021-00340-6
https://doi.org/10.3102/0091732X18821123
https://digitalcommons.murraystate.edu/ktej/vol6/iss1/2/
https://doi.org/10.1002/ev.1086

	Introduction
	Trauma-informed initial teacher education: enablers and barriers 
	Ideologies of behaviour and schooling: the wider context 
	The initial teacher education short course 
	Study framework and methods 

	The development of the trauma-informed course 
	Course development mechanisms and supportive factors 
	Gradual development over time 
	External collaboration 
	Positive outcomes as a warrant and motivation 
	Champions 
	Collaborative endeavour 
	Departmental leadership support 

	Barriers to the development and inclusion of trauma-informed practice 
	The content and prescription of the ITE curriculum 
	The educational environment in schools 
	Scope for adapting materials across phases 
	Beginning teachers’ personal responses 

	Supporting change: implications for practice 
	Conclusion 
	Declarations and conflicts of interest
	Research ethics statement
	Consent for publication statement 
	Conflicts of interest statement 


