Current Psychology (2024) 43:3464-3485
https://doi.org/10.1007/s12144-023-04590-5

=

Check for
updates

Relationship building strategies within trauma informed frameworks
in educational settings: a systematic literature review

Michelle Wilson-Ching'® . Emily Berger’

Accepted: 20 March 2023 / Published online: 30 March 2023
© The Author(s) 2023

Abstract

Connection with others and a sense of belonging is essential for student school engagement and success. Relationship
building practices are therefore central within trauma-informed frameworks that aim to support students with a history of
interpersonal trauma. The purpose of this systematic review was to evaluate the research literature regarding relationship
building strategies that have been implemented within educational systems as part of their trauma-informed practices. The
relationship building strategies, outcomes, and phenomenological experiences of teachers and students were evaluated. Four
electronic databases were systematically searched and studies within the education system, from preschool to high school,
which included connectedness to school through relationship building as part of a trauma-informed practice protocol, were
included in the searches. Thirteen studies were identified where educational settings implemented relationship building
strategies within well-established, eclectic, or relationship-specific trauma-informed models. Results suggest great variability
of implementation and strategies related to relationship building across school settings, even within studies implementing
the same trauma-informed framework. Across studies, positive outcomes reported included improved relationships with
teachers, better relationships with other students, greater use of relationship building practices, an increased willingness
of teachers to develop better relationships with their trauma-affected students, and improved relationships with families.
The study concludes that relationship building strategies within the school system need to be considered and implemented
within a systems framework where teacher-child and teacher-family relationships are supported and encouraged. Further,
these strategies are more likely to be sustainable when teachers receive ongoing support.

Keywords Interpersonal trauma - Complex trauma - Trauma-informed practice - Relationship building - Belonging - School
outcomes

Introduction

A child’s ability to learn is dependent on multiple factors
including the optimal development of their cognitive, physi-
cal, emotional and psychosocial skills, which influences
academic outcomes and behaviours at school. Interper-
sonal trauma disrupts multiple developmental areas which
are important for learning, such as attentional and mem-
ory capacities, as well as emotional regulation (Carrion &
Wong, 2012; Panlilio et al., 2019). Indeed, research suggests
greater rates of absenteeism and expulsion, lower academic
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performance, and greater problem behaviours within the
classroom in this population compared to students with no
history of trauma (Frieze, 2015; Maynard et al., 2019; Per-
fect et al., 2016).

Interpersonal trauma is often experienced within the
home environment (Dugal et al., 2016; Folger et al., 2017;
Spinazzola et al., 2018), which impacts early attachments
to significant others, and disrupts socioemotional develop-
ment in these children (Ainsworth, 1978; Sroufe, 2005).
Examples of interpersonal trauma include experiences of
domestic physical or psychological violence, neglect, or the
adverse effects of poor mental health by caregivers (van der
Kolk, 2005). Interpersonal trauma experienced in childhood
is commonly prolonged, resulting in a toxic brain response
where the child is in constant state of heightened aware-
ness (Carrion & Wong, 2012). These results in the com-
mon behaviours seen in trauma-affected children, such as
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poor emotional regulation, difficulties reading and respond-
ing appropriately to social cues, (McLaughlin & Lambert,
2017), and a sense of distrust of others (Hepp et al., 2021).
Within the school environment, these behaviours are not
conducive to learning, and affect not only the child but their
classmates and teachers (Caringi et al., 2015).

Indeed, teachers who support trauma-affected children
may experience vicarious trauma and burnout (Spencer,
2019; Thomas et al., 2019). Therefore, their ability to teach
and provide the support these children need is affected,
and teachers often report feeling ill-equipped to deal with
trauma-affected students (Alisic, 2012; Berger et al., 2021;
Davies & Berger, 2019). Furthermore, since learning is a
social endeavour where teacher-student relationships are key
(Fraser & Price, 2011), students impacted by trauma experi-
ence significant setbacks at school.

Many schools have adopted trauma-informed models
in order to support students with a history of trauma. An
important premise of trauma-informed practice is to provide
a safe environment by implementing policies and procedures
that are protective and help recognise and respond to trauma
in students (Berger, 2019). Indeed, for the student population
at large, the provision of the right educational environment,
where a sense of safety, connectedness and belonging is fos-
tered, is foundational for learning (Allen & Bowles, 2012).
Further, relationships within school settings can function
as agents of healing for trauma-exposed students (Brunzell
et al., 2015; Crosby, 2015). Students exposed to trauma
describe school settings as places of respite and safety away
from the trauma of home life (Townsend et al., 2020).

The importance of school for children exposed to trauma
can be understood within an ecological systems perspective.
A child’s development is the result of interactions between
different systems. The microsystem (e.g., immediate con-
nection between child with family and child with teach-
ers), the mesosystem (e.g., interactions between different
microsystems), the exosystem (e.g., indirect influences,
such as discipline policies within the school, skills and atti-
tudes of teachers), the macrosystem (e.g., school culture and
education system legislation), and the chronosystem (e.g.,
changes across the previously mentioned systems across a
child’s life). The microsystem is where personal connections
and the opportunity of developing relationships emerges.
From an ecological systems perspective (Bronfenbrenner,
1979, 1986, 1996; Harvey, 1996), the school setting is in
a prime position to facilitate the development of healthy
attachments and help mitigate the effects of trauma (Brown
et al., 2019). Further, it is a place where the trauma-affected
student can develop important socio-emotional skills such as
those related to self-regulation. However, as noted by Crosby
(2015), the trauma-informed strategies that can occur within
the microsystem are multiple. Influencing practices within
the school setting could include the students’ relationship

with peers, the teacher’s awareness of and connection with
the students’ needs, or intervention programs provided by
mental health workers to facilitate the student’s school or
relational engagement (Crosby, 2015).

Encouraging healthy relationships has been recognised
as essential in establishing a healthy learning environment
and trauma-sensitive classrooms (Stokes & Brunzell, 2019).
To date, no review has evaluated the different strategies or
the outcomes and the benefits of implementing relationship
building strategies within school settings to support stu-
dents who have been affected by trauma. The aim of this
systematic review was to evaluate the relationship building
research within the trauma-informed practices in school set-
tings. Specifically, this systematic review sought to outline
the relationship strategies and frameworks that have been
implemented within educational systems as part of trauma-
informed practices. Secondly, it sought to evaluate the out-
comes of these strategies as well as the phenomenological
experiences of students and school staff in employing them.
An understanding of how relationship building can be incor-
porated within a trauma-informed program in the educa-
tional setting is valuable in guiding future research, as well
as guiding school practice and influencing policy.

Method

The Preferred Reporting Items of Systematic Review and
Meta-Analyses (PRISMA) (Moher et al., 2010; Page et al.,
2021) guidelines was employed to inform the methodology
of this review. The PRISMA guidelines contain reporting
recommendations for authors conducting systematic reviews
in order to ensure transparency in the way reviews are exe-
cuted and reported. The guidelines include information that
should be included in all areas of the report such as eligibil-
ity criteria and the screening process (For detailed guidelines
see PRISMA statement, 2021). Four electronic databases
(i.e., Psycinfo, A + Education, ERIC, and Proquest Educa-
tion Journals) were systematically searched between July
2021 and August 2021.

Eligibility criteria and literature search

Qualitative and quantitative approaches of published an
unpublished literature (i.e., dissertations) in English were
included in the search criteria and no exclusions were placed
on year of publication given the limited studies anticipated
in this area. Studies within the education system, from pre-
school to high school, which included connectedness to
school through relationship building as part of a trauma-
informed practice protocol, were included in the searches.
Specialist schools were excluded from the search criteria
to focus on relationship building strategies that have been
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employed in mainstream schools. Specialist schools were
regarded as schools that cater for students with disabilities
and additional learning, social, emotional and behavioural
needs. Searches included terms in the area of childhood
trauma (e.g., Adverse Childhood Experiences [ACEs],
developmental trauma), trauma-informed practice (e.g.,
educational interventions), attachment (e.g., relationships,
belonging, connectedness), and educational system (e.g.,
school, primary/secondary school, preschool). See Table 1
for a structure of the search terms, which were combined by
using AND as the Boolean operator to add searches 1 to 4.

Study quality

The quality of quantitative studies was established with the
Australian National Health and Medical Research Council
(NHMRC; NHMRC, 2009 ) standards. The NHMRC stand-
ards have been develop for clinical research but provided
guidelines to evaluate levels of evidence for quantitative
research (i.e., levels I, II, III-1, III-2, III-3, IV; systematic
review of randomised studies, randomised controlled trial,
pseudorandomised controlled trial, comparative study with
concurrent controls, comparative study without concurrent
controls, or case series, respectively). Qualitative studies
were evaluated for quality with the Critical Appraisal Skills
Programme (CASP; CASP, 2018) checklist. Nine questions
from the CASP checklist were considered to evaluate the
studies. Questions covered three areas: the study’s validity,
the analyses and reporting of results, and the applicability of
the findings. CASP scores ranged between O (i.e., no criteria
met) to 9 (i.e., all criteria met). Details of NHMRC standards
and CASP criteria is presented in Table 2 and discussed in
the “Results” section.

Procedure

Figure 1 outlines the systematic process employed dur-
ing reviewing. After duplicates were excluded (k=114),
each remaining record (k=973) was screened by title and
abstract. This resulted in 38 records which were retained
for full-text review, taking into account the exclusion and
inclusion criteria. The reference lists of articles retained at

Table 1 Search terms for the literature review

this stage were also searched for relevant articles. A total of
six additional articles were identified through this process.
Thus, 44 articles in total were subject to full-text screening
and through this process 31 articles were excluded. Remain-
ing records (k= 13) were coded using PICOS categories as a
guideline (i.e., population, intervention, comparison or con-
trol, outcome) (Huang et al., 2006). The following variables
were also extracted: educational setting, location of study,
study’s participants, study design and measures, relevant
trauma risk in the educational setting, trauma-informed
framework, training and program support, relationship
building strategies, and outcomes pertinent to relationship
building strategies.

Results

Context of studies (geographical and educational),
participant characteristics, and quality of studies

After inclusion and exclusion criteria were applied, thirteen
studies were identified that included one or various compo-
nents of relationship building in a trauma-informed practice
model within educational settings (see Tables 2 and 3). Eight
studies were from peer-reviewed journals (Brunzell et al.,
2019; Dorado et al., 2016; Holmes et al., 2015; Post et al.,
2020; Rishel et al., 2019; Saint Gilles & Carlson, 2020; Stokes
& Brunzell, 2019; Wall, 2020), three were grey literature
(Fleming, 2019; Padak, 2019; VanderWegen, 2013), and two
were scholarly non-peered-reviewed articles (Stokes & Turn-
bull, 2016; Stokes et al., 2019). Nine of these studies were
conducted in the USA (Dorado et al., 2016; Fleming, 2019;
Holmes et al., 2015; Post et al., 2020; Padak, 2019; Rishel
et al., 2019; Saint Gilles & Carlson, 2020; VanderWegen,
2013; Wall, 2020), and four in Australia (Brunzell et al., 2019;
Stokes & Brunzell, 2019; Stokes & Turnbull, 2016; Stokes
et al., 2019). Data for these studies was collected across the
education system; namely preschool (Holmes et al., 2015;
Post et al., 2020; Saint Gilles & Carlson, 2020), or primary
(Padak, 2019; Stokes & Brunzell, 2019; VanderWegen, 2013;
Wall, 2020). Some studies included both preschool and pri-
mary (Fleming, 2019; Rishel et al., 2019), or primary and

Search 1
stress disorder” or “adverse childhood experiences”

Search 2

trauma or “complex trauma” or “developmental trauma” or “violence” or “post-traumatic stress” or PTSD or ACEs or “posttraumatic

“trauma informed” or “positive behaviour support” or PBS or “response intervention” or strategy or program or “school-based inter-

vention” or “social intervention” or “wise intervention” or “social-psychological intervention” or “educational intervention”

Search 3 Attachment or bonding or “school belonging” or relationships or “social connectedness to school” or “sense of belonging” or “school
belonging” or “identification with school” or belonging or engagement or bond or bonding or affiliation or connection or member-

ship or “relational engagement”

Search 4  (school or preschool or kindergarten or primary or secondary or reception or education)
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Fig. 1 Flowchart of the
literature review process and
articles included and excluded
at each stage. Note. This chart
is adapted from the Preferred
Reporting Items of Systematic
Review and Meta-Analyses
(PRISMA) guidelines (Moher
et al., 2010)
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secondary schools (Brunzell et al., 2019; Stokes & Turnbull,
2016; Stokes et al., 2019), as well as preschool to secondary
schools (Dorado et al., 2016). All studies reported data from
teachers, except one which only reported information collected
from students (Stokes et al., 2019). Studies also collected data
across various school personnel (e.g., teachers, principals,
community liaison) (Dorado et al., 2016; Fleming, 2019;
Stokes & Brunzell, 2019; Stokes & Turnbull, 2016; Stokes
et al., 2019; VanderWegen, 2013; Wall, 2020). The NHMRC
levels of evidence for quantitative studies was level III-2 for
three studies (Padak, 2019; Rishel et al., 2019; Saint Gilles &
Carlson, 2020), level I1I-3 for one study (Dorado et al., 2016),
and level IV for four studies (Brunzell et al., 2019; Fleming,
2019; Holmes et al., 2015; Stokes & Turnbull, 2016). Five
qualitative studies were included in the final review. CASP
criteria met was 6 for one study (Wall, 2020) 7 for three stud-
ies (Brunzell et al., 2019; Stokes et al., 2019; VanderWegen,
2013), and 8 for one study (Post et al., 2020), suggesting that
all qualitative studies met most criterion evaluated. Other study

@ Springer

characteristics and a description of the frameworks, training,
strategies, and outcomes are presented in Tables 2 and 3.

Methods and frameworks of relationship building
employed in educational settings

All 13 studies were evaluated and organised according to the
trauma-informed practice framework employed: established
(i.e., frameworks widely implemented and recognised in the
trauma-literature), eclectic (i.e., frameworks that incorpo-
rated a range of trauma-informed resources), or relationship-
building specific (i.e., frameworks which main focus is to
establish healthy teacher-student relationships).

Established trauma informed frameworks that incorporate
relationship building

Eight studies included trauma informed frameworks that
incorporated relationship building as a module within the



3473

Current Psychology (2024) 43:3464-3485

‘BUINET) JO ULIOJ 9I9AJS JSOW
9y paduarradxa pey oym
u2Ip[IYo Joj weidoid ayy 1)y
parrodar axom SInoOIABRYSq
SuIsI[RUIOIUI JO S[OAJ] JOMO']
‘Sururen 1o)je
QuWIEs 9} POUTRWIAI SJUSPNIS
pardeyje ewner) Yim Surjeap
Ul 90UIPYUO JO [9AI] oY) INq
JuIeS[ S[[DS 9Y) asn P[Nod
Koy ey pajaodar s1oyoea],
“ysty 01
Mol woIy parrea weidoid ay)
0) K)1[opYy Jo s3uner SIayoea],
‘J10ddns
[BUOTIONIISUT UT SAOUISJJIP
OU QI9M 9IY ], SWOOISSB[O
pawLIojur ewnen-ou o} pared
-Wood UONESIULSIO WOOISSB[d
JO sainseaw Jojeais pey
SWIOOISSE[O POWLIOJUT BWNEI],

*“paseaIour Juow

-93e3uo WOOISSB[D S UAIP[IYD

{paseaIoul SIOYJBJ) I0J BUUNET)
snorredtA SurpIe3ar a3pamouyy

‘swoydwAs pajejaI-ewner)

Jo seare [1e ur JuawaAoidwr
3s933ns arreuuonsenb SNV

KJIADISUDS JOyOLa)

9JBISPOW/MO] PUR “QJBWIT[D

aanisod ayeropow 1s93-3sod
JlewIId dATESOU JOMO]

SUWIOOISSE[O PAULIOJUT
ewnen-ou o) uostredwod
ur aurpaseq 0} paredwod dn
-mo[[oJ 1 310ddns [euonowo
JO sainseaw Jojeais pey
SWIOOISSE[O POULIOJUT BWUNEI],

*(s10430 0} e[aI 0) A1

-[1qe pasoxdwr) syuswydeR

JO saInseaw ur juowosoxdwr

JueoyIuIIS }s933Nns aIreUuOon

-sanb (SNVD) syiSuang pue
SPION SIUISI[OPY PUB PIIYD

"S)[0OM ¢ SSOIOB
pajuswd[dw pue J9yoea) A}
KQ U3sOYD 1M SIIFAIEIS
Qoxy [, “Kousjedwiod pue ‘uon
-e[n3a1 Juowyor)e Junagie)
SOI391B1)S JO IST] B YIIM PapIA
-o1d a1om s19YoRA], ((OYV)

Jusuodwos Juauyoeny

*(woox
-SSB[ 9} Ul Judwyde)Ie
3urp[ing jo skem s19yoeo)
) popraoid ‘s10yoea) YIrm
sdiysuonear uons prng
01 wre ge1s SHIL “(D4V)

juauodwod JUSWYOLY
(spaau
sJuapnjs 0) paunje 3urRq
‘KOUQ)ISTSUOD *3°T) PIYD oY}
I)IM SUOTIORIDUI SIqUIAU
A[rurey pue s1oyoed) djoy

0} pue priyd 10§ Aderay,
‘sdrys
-UOINB[I1 3[qeIs pue A19Jes Jo
paau s juapmnys 11oddns jey
sarorjod Areur[drosip jo juow
-dojeaa( Toydejowr 1opLx
puE 9SI0Y ‘UTRIq [BAIAINS
SNSIOA UTeIq Surure9 “3-9)
s1oydejowr y3noay Sur
-yoea], ‘sdiysuornie[a1 sjoape
BWINEI MOY SUIPIRIAI Jjels
IIe 031 pap1aoid uoneonpao
-yohsd (DY) se13arens

uone[n3aI-J[9SAUdWYIBNY

pes
0} papraoid Sururen syaam 9 NIV
*SWOOISSB[O SIATISO
pUE SI9YOBI) Y)IM SI[NSUOD
“Yoam e sAep g [0oyos Y}
je juasaxd st uosrer] SHLL V
‘pop1aoid Fururen 1oyoed)
pue 1uaIRJ "TB3A JOOYDS

Jo 1ae3s 03 Jorxd Jururedy, v

‘popraoxd

uoneINSu0d NIS-uQ "A[PAN

-00dsar ‘¢ 0} T SIOT) SSOIOE

‘sj10ddns pejagie) pue ‘oan

-09[0$ ‘TeSIdATUN ST Iy $SIAT)

€ SSOIOR JIOMIWEI] DYV Ue
pap1aoid pue s1eak G pue G|

(OUV) Aouayadwo)
pue ‘uonensoy ‘yuowyoeNy

(0200)
UoS[Ie)) puE SI[IL) JUTeS

(6107) T8 19 [oUsTY

(9107) Te 10 opeioq

SYTOMOWEIJ PAULIOJUT-BWNET} PAYST[qRISH

SQUWI09INO I9YI0

Sururen 3urpying diysuon
-B[0I UO SAWAY) PUE SOWOJINQ

sa13
-o)ens Surprnq digsuone[ay

SO[NPOIA
y1oddns weiSoxd pue Sururer],  SIomowWeI} PIULIOJUT BWUNRI],

(reak uonyeoriqnd) Apmg

SOWO2INO pue ‘sAI3IeI]s ‘Fururen) ‘SYIOMIWEIJ :STUINAS [RUONEBINDPI PIWLIOJUI-BUINET) UIYIIM SAISojens Surpiing diysuone[oy ¢ ajqelr

pringer

a's



Current Psychology (2024) 43:3464-3485

3474

'S[e0S JI9Y) YOBAI SJUIPMIS
pajoaye-ewnern djay o) pasn
sem oonj0exd pourIojur ewune1y,

2Imno pue

JUQWIUOIIAUD WOOISSB[D A} 0)

QOUQIOYIP & Opew sa130)ens
Jaspur pmoIs Junuawerduy

‘uoneloqe|
-109 ur saonoeId pauriojur
ewnen jo juedronred oq

01 SPaaU [00YdS d[0YM Y,
"S[OOYDS QANISUDS-BUINRI)
3uneard 0y A9y st diysiopes]
ay) £q 110ddns :smararur

WOIJ PaSIowWR Jey) SQWaY],

“I9YI0 YOrd YIm
190UU09 sjudpMIs padjey
WIOOISSEB[O B SB S90IN0SAI
eo13oroyoAsd Fursearouy
-oonoeld 03 K109 93]
-suen way) padjoy seonoerd
QATIOS[AI JRY) POJOU SIYILA],
“JUSPNIS 9y} YIIM JO9UUOD 0)
Suruonrsod [eorsAyd jo ssou
-[ngesn oy payiodar s1oYoEa],
‘sdrysuorjefar
SunsIsar st oym Judpnis B
0} pregar aanisod Teuon
-Ipuodun 3urmoys Jo K1nd
-LJIP AU} PAQLIOSIP SIAYILI],
'SOW00INO
SIWOPEIE. Uo sonoeld
Surprng digsuonerar jo
joedur oy pajrodar sroyoea],
"SoIwapeoR
a10J0q drysuone[ar Jo anfea
9} UO POJUSWIWIOD SIYIBI],
‘Sururesy 10§ sooe[d ofes
Suneard ‘opim-jooyos sdiys
-uone[al Jo romod o) :SMaJA
-I9)UT WOIJ pagIow Jey)
SOUIAY ], "SeNIATIOR SUIp[Iing
diysuonerar syerodioour 0}
paImonnsal sem Aep ay) pue
a3ueyd seonoerd s JoyoeI],

"WOOISSE[O I3} pajIns
159Q 1B} SQI3)RIS AY) AN
0) poSeINOoUD 9I9M SIQUIBA],

‘sdrysuoryerar ur aouaSi[eIur

[euonjowd JuIsn ‘INOTABYRq
J19y) woj juapmys Aeredos
‘urpuodsar 9AT}ONIISUOD
AR ‘Ayjedwo ‘pre3al oAn
-1sod [euonIpuodu) JuSW
-yoeNy pinqg o} sardereng

‘umop
Surwyes pue Surreys redo
-urid ay) yym owm puads
pInoo syuapmg ‘sdnoid se
10 A[[enpIAIpUI SJUIPNIS
)M SI09UUOD JIYOLd) pue
Kep oy 103 aredard syuapms
QIoUM JWIT) MO[[IM ‘Aep

) ur A[Ie? Jo9Uu0d 0} s3ur

-19913 Surwioly “(OYV)
juouodwod JuaWydOeNY

(9100

[[hquInJ, pue say01§ 298

SOI[IWE] PUR SJUSPN)S ‘JJels
103 110ddns Apjeam 9j1s-uo
pue A[qjuowr s[rejud wei3oid
JueIs oATRIIUT (YVHTD)
QOUQIIISNY PUL JUSUIIAJIYOY
[euoneonpy JIoj Sururea|
JATIRIOqR[[0D) Y} y3no1y)
pap1aoad Fururen juswrdo

-[oA9p TeuoIss9joId Teak-om],

*S[OAQ]
[Te 18 Tenuassa papresal
st Surpymgq diysuone[oy
'$90IN0SAI
[eor3ooyoAsd pue ‘san
-1oedeo [euornye[ar ‘sonIfIqe
K101B[N32I-J[2S Surewo
(ad1L
/WHSH) UOnEIMPH ANISOd
PawLIOu] BWNBLL/[OPOIA
uoneonpy 10am§ A1rog

02:\4

(6107) T2 19 [[ozunIg

SWOIINO 1Y

Sururen 3urpying diysuon
-B[0I UO SAWAY) PUB SQWO0dINQ

sa13
-oyemns Surprnq digsuoneay

y1oddns weiSoxd pue Sururer],  SIomoweIj PIULIOJUT BWUNBI],

SO[NPOIA

(£107) udBomIopueA
)
50
5
(reak uonyeoriqnd) Apmg nw.b.r
(ponunuoo) gajqey &l



3475

Current Psychology (2024) 43:3464-3485

"A[[eorurapeoe se [[om se
S[IDS UONENUIOUOD pue uone|

-n3a1-Jjos ur paaordwir syjuepmg

‘yoea) 0} paredoxd
QI0W pue sAI3)ens aurdiosip
aanrsod Sursn ur paddnba

Q10w 3ur[a9j peyiodar s1oyoea],

‘utwt (g 03 s 9¢ woiy (dnoi3
© SB UOIoensIp Jnoyim Sur
-pear) eutwe)s Surpeal,,
SIUSPNIS AY) 9SBIIOUI 0) J[q.
1M s19yoed) sdiysuorneax
Sup[ing pue uone[n3ar-Jas

Jo Qouanbas oYy FUIMO[[0] 10y

‘uone|
-n3a1-J1os reuostad I1ay) 10§
QATIORJJO QIOM SIUSPNIS A} JOF
poyuswadwt sa1397ens Uon

-e[n3a1 9y} Jey) PIOU SIAYJBI],

'SJUSPNIS / 03 UMOP
syuapns /G woij porrad 18k

QUO-ISAO0 PISEAINAP uoisuadsng

*s1e9k snoraaxd
03 paredwoo soyewsseo
I19Y) pue s12yded) }s3uowe
paidadoe ‘poojsiapun Fur
-[99] payiodar syuepmi§
‘Surured| 90Uy pue
Suryoea) pojoedwr s1y) pue
Ayredwo 10J8213 YIIM SJUIP
-nJs Je J0O[ 0} JuIe[ A2y se
sdiysuonjerar paaoidur so13
-91ens Jey) pariodar s1oyoea],
"A[OAT)ORJJR ora)
0} 1opI0 ur sdIysuone[aI 0AT}
-1s0d 9210JUIAI pUE YSI[qEISD
03 so13orens Sunuowadur
U0 PIsNO0] 2IOW SUIBOIq
SI9UOBI) UONUSAINUI 1504
‘[ooyos
) 0} PAIOAUUOD IOW
Surpegy payrodar syuapnig
‘Kyoedes [euonefar
U} 9SBAIOUI PUB SPA2U
S JUapMIs Ay} 03 pauniie oq
0) S91391eNS UONEB[NSI-00
JO Pasu 21 JO 2IBME 2IOW
3ureq peyrodar s1oyoea],
“JUSWASRUBW WOOISSE[D
pajsisse pue juswagedud
10§ A[[eUOT}OWd PIIYd Y}
110ddns 03 paau o jo Sur
-puejsiopun ue papraoid Sur
-uren oY) Jey) pajou SISYOea],

IR EN
197oB9) FUISRINOOUD JOOYDS
ay) noysnoiy; sdrysuornyeyar

Ayyreay SurSeinoous ‘Iur
-puodsar 2A1ONINSUOD
Surpraoxd ‘asrexd uosiod
uo Fursnooj ‘Ayyedwo Jur
-moys ‘1omod Surugopax
‘preda1 aansod [euonIp
-uooun ygnoiy) sanroeded
[euone[a1 Suriredar uo snooq

‘poyusworduwr s3ur
-190W UONIIAPRI-J[9S A[YOoM
"1oyoea) Y} £q POSTIOISNO
Q1M s1391enS “(SuTuIes|
J10J $90IN0SAI S JUAPMN)S )
Sursearour A[feuy pue ‘Sur
-p1ing diysuone[a1 o[qeus 0}
uone[n3aI-jjos Suneoey
AT3sI ©9°T) UIRI] 0} PIIYO
9y} 9[qBUD 0} JIOYJO oL
uo 3[Inq SAIS21eNS 2IAYM
Qouanbas © urmor[oj uo
pooerd sem siseydwo uy

Yorqpa3y Y3noIy) sor3arens
[opow SIoUTe1], ‘PaSeInooud
Sem S9I391enS [eNPIAIpPUT SUl
-Ieys pue ‘uoneloqe[od-10ad
‘asn)I0d X0 JouTen) 2I9YM AT}
-oeIojur sem pue jusuodwoo
JUQIOYIP B PAIGAOD UOISSIS
yoeq ‘s3unoow Apjeom Jur
-Inp padIojulal pue ururen
oy} 19)Je A[oJeIpawul pasn
9Qq 0) Pa3eINOJUD AIM SIIT
-9JeNg "W} [00YDS Yord
Urewop Mau € Uo pauren
QIoM SIAYOEI], ‘SIouTeI)
1901§ K119 Aq pa1onpuod
pue Sumnjes [eUOnEONPS Yord
JO SPoaU 9y} 0) PISIOISNO
JIoM SUOISSAS “2I0W IO
syjuowr g1 J0J Sunedronred
U99q 9ABY S[OOYDS ‘Pajonp
-Uu09 suoIssas Juawdoaaap
reuorssojoid jo oouanbas v

(9100
[[NQUIN], pue sAY0)S 99S

(HAIL/NASD) (9107) [Inquiny, pue saxo1§

(AdLL/NGSD) (6107) 119zunig pue sajo1§

SWOIINO 1Y

Sururen 3urpying diysuon
-B[0I UO SAWAY) PUB SAWOJINQ

sa13
-oyens Surprnq digsuoneay

y1oddns weiSoxd pue Sururer], IOMoWEI} PIULIOJUT BWUNBI],

(1eak uonyeoriqnd) Apmg

(ponunuoo) ¢ 3jqey

pringer

a's



Current Psychology (2024) 43:3464-3485

3476

*SINOTARYQQ JUBYOP
reuonisoddo pue SursIeuIa)X?
SSO] POIIQIYXd USIP[IYD pue

pasoxdwl S[[IYS [BUONIUNY

‘yoeoirdde panuad

-191od) © SUIARY UBY) JOYJeI
sa139yens SuruIes] ur uon
-BJOQE[[09 JUIPNIS-IYOLa} JOf

PIaU 9} 9JI0A SIUIPNIS SWOS

Juowadw pue ssa001d 03
JNOYJIP SWO0I3q P[NOM JOUO
Je pAjuasaxd sar3arens Auew

00} J0 3ur3e3us Jou 1M SAI3
-orens SuruIea| Jo senIepow

QWIS Jey) pajou sjuapm§

Juawaroxdwir pamoys (uon

-estuegio pue 31oddns Teuon

-onxnsur pue feuonowsy Jo

$2109s SSVID Aq painseaut

Se JUOWIUOIIAUS WOOISSL[D
oy) porrad J8A-7 B 10AQ

*SISJO UO SINOTABYSQ JIOY)
Jo joedwr oy Jo oreme-J[os
QIoW AWed9q A se Joadsax
QIOW )M SIQYIO J8a1) 0}
9[qe 3ureq payrodar sjuepms
“JUSWUOIIAUD FUTUIRd]
WOOISSe[d aY) paroxdur
yorym sdiysuonerar 10ad
19)39q payrodar sjuapms
'sdrys
-uone[al [00YdS JO IPISINO
1010 pue Afrurey Y sdrys
-uone[ar oaoxdwr padjoy
SUOTIOWD [01U0D 0} Sul
-ured[ jey) pajrodar sjuopmg
‘s10ad
Iroy ynim sdiyspuory ping
0) Surures] pajiodar syuspmyg

J10ddns 1oyo€)

J10J SULIOJUSW Paseq 199d
‘WOOISSB[O dAT)ISUAS
-ewne) e 9jeard djoy o)
SWOOISSE[O I0J UOTJBI[NSU0D
Yi[eay [eyuawr pooypIIyd
"PIYd pue juared 1o prIyo
Sy} 10J LID-dL [enpIAIpuf
surewiop )YV Y 03 srefar
INOIARYRQ S, PIIYD AY) MOy
pastug00a1 0 Jysne) a1
synpy ‘(uonengai-jos pue
juswyoee dofaasp 0) sowes
pue sdoid “3-9) ¢—¢ paoSe
UQIP[IYD I0J POYIPOW I8

saniAnoe pue s)3deouod DYy

‘so3ua[reyd
[eUOTIE[aT YIIM PIOB] USYM
dn 3ura13 jou pue Juroa
-9s19d 20URIISTY "SIAYIO
ut sy33uaIs Jo uonIugodax
pUB SSOUQIEME-J[OS JO]
SyI3uans I9J0RIRYD JO UONIU
-S0001 ‘umop wres 03 s1IeYd
UONIE[EOS9-9p PUE SNO0J pue
SyeQIq-Urelq papn[our saI3a
-Jeng 'soSus[reyd [e100S YIIM
[eap pue diysuone[a1 p[inq
woy) d[oy pnom jey) sa1s
-9Jens JySne) o1om SJUAPMIS

"JX9JU0J J19Y) 3INS 0}
S9139)e1)S PAIO[IR) JjRIS pUR
‘PAIdA0D AToM SUTRWOP DYV
¢ 9y, "syuared 03 papraoid
osTe ST ururely, "suors
-$9s InOY-g u9) ur porrad
Ieok-7 10 -1 & Surmp (Jeis
UdYOINY ‘SIQALIP snq “10)
-BI)STUTWIPE ‘SIAYILD)) JJB)S

[1e 03 pop1aoid sem Fururel],

uoneInsuod Yoy
[IUR pooyplIy) Afred
pue (LgD-L) Aderoy[,
[eINOIARYDY 9ANIUSOD)
Pasnooj-ewnel], ‘ OV

sojexdojur swersoxd oy, (ST0T) 'Te 10 saw[oy

Surpring drysuonjerar Surkopdwe S[SpOW PaWIOJUT BWNEI) OO0

son
-1fepow sayoeoidde A10j1pne
puE [enSIA JUSISHIP YIIM
JUSWUOIIAUS WOOISSE[O 9}
UIyIIm SIQUoe?) Iy Aq SA13
-a1eI)s JUIAIp Y} JySney
QIOM SIUSPNIS “SUTRWIOP
weisoxd 9y SurA0D Ut
ssa1301d JuaIayjIp pey
S[OOYDS *SIUOPNIS PUE ‘JJels
‘s104oB9) J19y) Sururer) pue
Ieok e )se9[ Je 10§ werdoxd

oy) pojuaweduwr pey S[ooyYdS

(AdLL/NFS9D) (61027) "Te 10 sayoIg

SWOIINO 1Y

Sururen 3urpying diysuon
-B[0I UO SAWAY) PUB SQWO0dINQ

sa13
-oyemns Surprnq digsuoneay

y1oddns weiSoxd pue Sururer],  SIomoweIj PIULIOJUT BWUNBI],

SO[NPOIA
(reak uonyeoriqnd) Apmg

(ponunuoo) ¢ 3jqey



3477

Current Psychology (2024) 43:3464-3485

‘syuapn)s
Ul 90U2PYUOd Pue AJBIOAPE
-J19S 1918013 SJusworoidur

OIWApPEI. MOYS SJUIPMIS

*QAISN[OUOIUT Q1M
synsar y3noye uondoorad
[ooyos ur jusuraaoxduwr swos

Po1sa33ns shkoains sjuapms

‘paaoxdwur sajel douepuaNy

"1919q

SoSuQ[Teyd [RI00S pUE JTWAP

-eoe oY) puesiopun pue sdiys

-uone[al 1oy} Ul [eUONUAUL
9q 0) S)[Npe PI[qeUL [POW ],

‘syuopn)s
SpIemo) SurpuejsIopun 10w
‘oouewIo)rad orwapese uey)
IOUJO $SAJONS JO SAINSBIW
JUQIQYIP $SJUOPNIS PUE SII[I
-WIey 1M SUOTIOIUUOD 1933oq
‘SIS [EUOTIOWD-0TO0S I3y}
ur paaoxdwir syuopnis pue

SSOUQATSURJop [ejuated sso]

‘3urpqing drysuornerar paje;
-1[1o8] [oA9] [enpIAIpUL UE T8
SjuopN)Is YY) Mouy 0) Jumjen
‘soonoeld
snotaaxd 1oy} padueyd
Kayy parrodar s1oyoed) G [V
"SJUQPMIS YIIM
SUOIO9UU0o PrIng o3 AJIqe
) sem sI19Yoed) Aq opew
Q0UQISJAI POUOTIUSW ISOW AT,

*SuIyoes) 10j uonEpUNOJ

© pop1aod Jooyos e Yim
JO9UU0D 0 J[NPE AUO ISeI[
18 pey JUSpNIs JY) paINsud
{SOI[IWIE) pUB SIUIPMIS YIIM
UONEITUNIWOD JO SAUT|
uado urejurew djoy ‘sjuowr
-UOIIAUQ QUWIOY UI 90Udnpur
ue Suraq pajel[Ioe] (SIS

-JeNS MOY PIsSNISIP SIaYde],

[ooyos ay) Aq papraoid sjuo
-red 103 swreiSoxd yoeamno
‘SIJ0M]OU [EUOTIR[I JOYIBD)
-I9UoE) JO JUAWIYSI[QRISD
‘sordrourad _ spry] Addeyq
JO S)IqeH /,, JUSWIOOIOJUD
‘oum uonewlIyye ‘Suip[ng
110dder 10} s3unoowr ssepod
“uawystund 1940 suor}
-BSIOAUOD JO JUSWAFRINOdU]
*JOJUSW J[NpE peY SJUSPMIS
"WOO0ISSB[D
oy} urIM AJunuIuod
9JeaI0 pUR SOISAJENS AIBYS
91oddex pring 03 90110 Ssse[)
110ddes prinq pue
sjuapnys mouy 0} Ja3 03 Jeak
A} JO 18IS ) B SANIANOY
‘uoneoTUN
-wod JO Aem 1S9q QUILLIDIOP
0 s3unoauw 1834 J00YDS
A[rea y3no1y) padeInoou
syuared yym diysuone[oy
pelip) )]
paureI) Yirm WooIsse[d
JAnIsuss-ewne) e ur paded
SJUOpNIS PRIdRY L BWINEI],
“TeAA JOOYDS )
JO 1Ie)S 9U) 210Joq SIOIUIW
pUB SI2YOE2) IO YIm A1
-AT}OE [B100S B IBYS SJUOPMIS

Iomod ‘wooy SWoH
¢seo101)) ‘eoedg umo(q
wye) ‘sdiS sounog [0oyos
dIPPIN skepsony, dy 1L,
S[IID) 10J S|B9 saIppng
INQ-YD UL ooedg
QJeS/umo(q Wwie) [00YdS
ATJUIWI[ :SII[IUWIR) pue
SJUSPNIS IIM UOTIIUUOD
Sururejurew pue urping
uo 3UISnd0J sAI391ens QUIN

‘1oyja30], Surpea|
Kq pop1aoid 1eak € sown
Qaoxy) urpying diysuonejax
£510)500q A[TB9A QA pue
Ieok & 9ouo (werdord oA ur
JIopea) Sururen [eUOIOWR0
-100S ‘IB9A B 901M) SWISAS
uoneanpy [euorssajold Aq
papraoid uoneonpa ewnely,

‘wo01sse[d 93003 y3noIyy
[00Yds 2y} [[e 0} d[qe[leAe
OpBUI 2IOM SIOINOSAY
"SIOqUIW JJe)s JOYI0 M
UORULIOJUT 9} PAJBUTIIIS
-SIp Wed) SIYJ, "SUOISSIS
Sururen A[qjuowt 9 Ym
pap1aoid a1om sIoquiawl
Ijels pue uonensIuIwpe
WOIJ Wed} 9100 PIJIS Y

*S139Je1)S JOJTUOW

pue ‘pajuswordur ‘pajeard

OUM SWBI) OUSI[ISAI IO

3uryoeo)) sar3arens pue

‘sasuodsar ‘ewnen JO 810919
Uo $10J8ONP? 10j Jururel],

Surpring diysuoneax
¢3ururer [BUOTIOWAOIV0S
{uonesnpo BwINeL],

:spuens 991y Jo pasodwo)) (0200) TreM

. JoOydS paurIofuy
ewnel], e uneal) o} sdojg
UL ,, Pue ‘ SJUAPMS YSrY
-1y J0J WeISo1g QouaIISay
e 3uIping,, ¢, urea ) ued)
surerq passang,,) sdoys

-Iom pue (SJIOMIQN SSoNS
onewnelry,

PIFYD [PUONEN ‘BwIn®L],
3umneai], 10j uoneziuesiQ
[euone)N]) suonesiuesIio
POWLIOJUI-BUWINET) WOIJ
Pa1O9[as a1oM SAIT0JenS

1oq1d sseoong 10y 3ae1S dwng (6102) eped

‘sSumes Jualay

-JIp 0} 9[qeidepe yromawely
9[qIX9[y "S[oOYdS-o[ppIt
pue AIejuswae Ul [apout

[OOUDS QAT)ISUS-BWNEI], (6107) Surworg

SWOIINO 1Y

Sururen 3urpying diysuon
-B[0I UO SAWAY) PUB SAWOJINQ

sa13
-oyens Surprnq digsuoneay

y10ddns wrer3oxd pue Sururer],

SO[NPOIA

AI0MIWEL} PIWLIOJUT BUWINEL], (reof uoneoriqnd) Apmg

(ponunuoo) ¢ 3jqey

pringer

A's



3478

Current Psychology (2024) 43:3464-3485

Table 3 (continued)

&

Other outcomes

Outcomes and themes on rela-
tionship building training

Relationship building strate-

gies

Trauma informed framework/ Training and program support

Modules

Study (publication year)

Springer

Trauma informed relationship model

Teachers reported being better Modelling and coaching within

Child-Teacher Relationship Two-phased training. First Focus on changing attitude

Post et al. (2020)

the classroom setting helped
build confidence of teachers
and consolidate the skills.

phase training is followed towards children and strate- attuned to the child; less

Training (CTRT) based
on relationship building

through play

stress; better understanding
around the effect of trauma
resulting in motivation to

gies implemented in a child-

by a 30-minute play session
with student. Second phase
the training is conducted

within the classroom.

centred play therapy format.
Play therapy strategies: return-

use communication strate-

gies.

ing responsibility, esteem
building, choice giving,
limit setting, tracking/

attending fully

model. These models were: the Berry Street Education
Model (BSEM), also referred to as Trauma Informed Posi-
tive Education (TIPE) (Stokes & Turnbull, 2016), the ARC
model (Blaustein & Kinniburgh, 2018) and the Healthy
Environments and Response to Trauma (HEARTS) program
based on ARC (Dorado et al., 2016).

BSEM/TIPE Four studies reported evaluating the BSEM/
TIPE model (Brunzell et al., 2019; Stokes & Brunzell, 2019;
Stokes & Turnbull, 2016; Stokes et al., 2019). The BSEM/
TIPE model is described as a strengths-based model based
in positive education and the field of trauma that seeks to
promote both, healing and growth from trauma. It includes
three tiers of therapeutic growth: regulatory abilities, repair-
ing disrupted attachments, and increasing the student’s psy-
chological resources. Included in these three tiers are five
domains that enable this therapeutic growth: namely, body
(e.g., physical regulation activities), stamina (e.g., building
resilience), engagement (e.g., providing activities that pro-
mote interest), character (e.g., identification of strengths),
and relationship (e.g., strategies that promote safe environ-
ments). The relationship domain is described as anchoring
the four other domains and it consists of classroom practices
and planning that focus on supporting attachment-based
strategies that centre on developing a sense of belong-
ing, comfort, safety, trust and self-worth. The three tiers
are therefore interrelated. For example, although tier one
relates to learning self-regulatory abilities, this regulatory
process occurs by the assistance of co-regulation through
stable attachments to others (Stokes et al., 2019). Therefore,
the classroom is considered in this model as key place to
establish relationships (Brunzell et al., 2015). Unconditional
positive regard is promoted in this model and refers to put-
ting aside difficult behaviours that the student exhibits whilst
accepting and supporting the student.

The wider aim of the studies was to evaluate the effective-
ness of BSEM/TIPE across the education system from vari-
ous school staff, teachers’ and students’ standpoints (Stokes
& Turnbull, 2016; Stokes et al., 2019). The Stokes and Brun-
zell (2019) and Brunzell et al. (2019) studies included data
from Stokes and Turnbull (2016) large data set but focused
on different aspects of the project. The Brunzell et al. (2019)
study evaluated the phenomenological experience of teach-
ers and the changed practices in their classrooms after imple-
mentation of the BSEM/TIPE framework. The Stokes et al.
(2019) study focused on young people’s experiences within
an educational setting employing this framework. Data
across primary (Stokes & Brunzell, 2019) or both, primary
and secondary schools (Brunzell et al., 2019; Stokes & Turn-
bull, 2016; Stokes et al., 2019) were reported.

Using mixed measure quantitative and qualitative
research approaches (see Table 3), positive outcomes related
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to relationship building were reported by all studies. Stokes
and Turnbull (2016) noted that primary and secondary
school teachers had a greater focus on establishing positive
relationships as they became more aware of the central role
of relationships for effectiveness in teaching. Greater ability
to co-regulate was also reported by primary school teachers
(Stokes & Brunzell, 2019). This was reportedly achieved
by positioning themselves side-by-side and being attuned
to their students’ needs whilst maintaining and attitude of
unconditional positive regard (Stokes & Brunzell, 2019).
Similarly, the study by Brunzell et al. (2019) across pri-
mary and secondary schools reported that healthy attach-
ments within the classroom need to be framed through an
unconditional positive regard mindset. Such strategies were
particularly useful with students who resisted and rejected
relational interactions by testing the unconditional commit-
ment of their teachers. Reported strategies during the focus
groups sessions included positioning themselves at eye level
and shoulder-to-shoulder to facilitate interaction and encour-
age co-regulation; encouraging co-regulation through per-
forming one-to-one activities that were repetitive and rhyth-
mic, such as throwing a ball; and the use of a calm voice.

In addition, the Stokes and Brunzell (2019) study reported
that the benefit of implementing the BSEM/TIPE framework
across all staff, starting at the leadership level, is that the
focus of the school becomes not only on academic perfor-
mance but the establishment of healthy connections. The
Stokes and Brunzell (2019) study reported that the school
survey data completed by teachers indicated that students
felt more connected, accepted and understood by teachers
and classmates compared to previous years before BSEM/
TIPE was implemented. Being able to employ the strate-
gies immediately and modelling those strategies to students
was also reported as an advantage by teachers in this model
(Stokes & Brunzell, 2019). In the Stokes et al. (2019) study
students reported benefits of the program in their social cir-
cles outside of school, including better relationships with
their families.

ARC Four studies have employed the ARC model (Dorado
et al., 2016; Rishel et al., 2019; Saint Gilles & Carlson,
2020; VanderWegen, 2013). ARC is a trauma informed
framework with three core domains: Attachment, Regula-
tion, and Competency. The attachment components are the
building blocks for the other pillars of this model (i.e., regu-
lation and competency) and are design to help the systems
around the child become strengthened (Blaustein & Kin-
niburgh, 2018). The building blocks underpinning attach-
ment within the ARC model are attunement, the teacher and
carer’s affect management, consistent responses, and having
routines and rituals. These central tenets have been incorpo-
rated in the program to address factors that are important in
building safe relationships within the care system of children

with a history of trauma. The framework addresses regula-
tion awareness to enhance the children’s understanding of
their internal experience and how to modulate and express
these internal experiences. Finally, the framework addresses
the importance of building resilience through social connec-
tion in the community and engagement with the academic
environment.

The general aim in all four studies was to evaluate the
impact of trauma-informed training for staff based on the
ARC framework in educational settings. Saint Gilles and
Carlson (2020) compared data between preschool class-
rooms where teachers and assistants were trained with the
ARC framework compared to preschool classrooms where
teachers and assistants were not trained with the ARC frame-
work. Pertinent to relationship building, the study evaluated
the Attachment component of the intervention by assessing
the quality of relationships within the classroom environ-
ment and emotional support (e.g., teacher’s sensitivity, posi-
tive climate), classroom organisation/routines, and teacher’s
feeling of self-confidence. All of which are meant to deter-
mine the quality of attachments within the classroom. By
contrast, VanderWegen (2013) concentrated on qualitatively
evaluating the primary school teacher’s implementation of
practices that promoted relationship building and their per-
ceived outcomes. Rishel et al.’s (2019) study aimed to evalu-
ate the effect of a pilot program implemented for two years in
elementary classrooms called Trauma-Informed Elementary
Schools (TIES) based on the ARC framework. The study
compared TIES classrooms and non-TIES classrooms on
measures that reflect quality of classroom interactions based
on ARC building blocks at two time periods (i.e., baseline
and follow-up) (Rishel et al., 2019). The Dorado et al. study
(2016) evaluated the impact of a trauma-informed model
based on ARC principles on trained school personnel work-
ing with kindergarten through to year 8 students.

Quantitative analyses suggested significantly less inter-
nalising behaviours after program implementation in chil-
dren who had experienced severe trauma in the Saint Gilles
and Carlson (2020) study. No other significant differences
were identified by quantitative measures in the Saint Gilles
and Carlson (2020) study. However various positive out-
comes were reported by all studies qualitatively. That is,
Saint Gilles and Carlson (2020) found that although teachers
who received the ARC intervention noted greater knowledge
regarding trauma informed care, no differences were found
between the classrooms implementing the ARC intervention
and those that did not in relation to measures of attachment
(Saint Gilles & Carlson, 2020). Teachers also reported not
feeling any more equipped to deal with trauma-affected stu-
dents after the training. However, results could have been
impacted by the length and timing of the observations,
which may not have captured the positive elements of the
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program. Furthermore, the participant numbers were small
to perform quantitative analyses.

By contrast, through theme analyses, the VanderWegen
(2013) study identified an increase in implementation of
trauma-sensitive practices as reported by staff and teach-
ers in the school. The power of relationship building, cre-
ating rituals, and safe spaces for learning were identified.
For example, all teachers interviewed mentioned “morning
greetings” as an important activity that enables the teachers/
staff to connect with the students and make relationship a
priority over academic success (VanderWegen, 2013). Simi-
larly, Rishel et al. (2019) reported that participating class-
rooms had a significant increase in the level of emotional
support compared to comparison classrooms. Through quan-
titative comparative analyses of the CANS questionnaires
pre and post treatment, Dorado et al. (2016) concluded that
students who received the intervention exhibited a signifi-
cant improvement in symptoms related to trauma includ-
ing difficulties with attachment; hence the student’s abil-
ity to relate and develop healthy relationships with others
improved significantly.

Trauma informed models employing eclectic approaches
of relationship building not based on a specific model

Four studies included eclectic approaches of trauma
informed practice where a variety of sources were employed
with flexibility to fit the particular educational needs in each
context. The studies included students and staff from pre-
school, elementary, and middle school. The primary aims of
two of the studies was to evaluate the outcomes of trauma-
informed practices on teachers’ and preschool students’
behaviours (Holmes et al., 2015; Wall, 2020). The focus of
the other two studies was in understanding the elementary
and middle school teachers’ (Fleming, 2019) and students’
(Padak, 2019) perceptions of the trauma-informed programs.

The programs employed focused on slightly different fac-
ets of relationship building. The Head Start Trauma Smart
(HSTS) program (Holmes et al., 2015) integrated three
established trauma-informed programs in a preschool set-
ting, namely ARC, Trauma-Focused Cognitive Behavioural
Therapy (TF-CBT), and early childhood mental health con-
sultation. The ARC model focuses on strengthening the rela-
tional systems around the child and therefore concentrated
on building parent-child and teacher-child relationships
(Holmes et al., 2015). Quantitative results in the Classroom
Assessment Scoring System (CLASS), which provides a
measure of relationship quality within the classrooms, noted
an overall trend where scores improved over a period of 2
years.

By contrast, The Jump Start for Success program (Padak,
2019) implemented a variety of resources books, work-
shops and conferences from which different strategies were

@ Springer

adopted in an elementary school. The components of the
program centred around building strong rapport with stu-
dents, creating safe learning environments, as well as sup-
porting and educating families and staff. Further, it involved
mentorship where staff from the core team were paired with
a trauma-affected student. The student met with their respec-
tive mentor a week before school started as well as other
key school personal. The student and their families were
also contacted by the schoolteacher to establish collabora-
tive connections with the family. Early in the year, rapport
building activities were incorporated by the teacher in the
classroom to get to know the child better. Questionnaire data
from families was also collected at this point and individual-
ised behavioural plans were created according to the child’s
needs. A sense of classroom community was encouraged
in daily classroom circles that lasted around 10-15 min
where they did activities that would help build connections
and develop a sense of community within the classroom.
Outcome from interviews revealed that building strong con-
nections and rapport with students was the most referenced
component in creating trauma sensitive classrooms and
was noted as the greatest priority for teachers. Relationship
building was encouraged through mentoring, “getting to
know you” classroom activities, being available at the door
to greet the students at the start of the day and listening
attentively. All these were reported by teachers to change
their practices from focusing on academics to focusing on
the whole person. Quantitative analysis revealed attendance
rates improved across the elementary school after the pro-
gram had been implemented.

The elementary and middle schools evaluated by Flem-
ing (2019) implemented a program provided by the state of
Massachusetts, which included practices across six domains.
Regarding relationship building, within the staff training
domain, practices focused on strengthening relationships
between staff, students and their caregivers (Fleming, 2019).
Within the discipline domain, the school adopted policies
that promoted respectful relationships and trauma informed
communication protocols that would strengthen teacher-stu-
dent and teacher-family relationships. The authors reported
four emerging themes which were based on data from inter-
views with teachers; four of which were specifically related
to relationship building. The first theme related to maintain-
ing home and school connections. The possibility of influ-
encing the family dynamics, as well as increasing the likeli-
hood that the student would trust the teacher, was seen as
a valuable outcome of establishing teacher-family relation-
ships. The second theme related to encouraging the devel-
opment of caring relationship with adults within the school.
Having at least one adult who the student could attend to for
support was considered as an essential foundation for teach-
ing. Placing relationships before academic goals was seen as
changing the school’s learning environment. A third theme
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was verbally expressing affection to the students. Under-
standing the difficulties the students were experiencing at
home, enabled teachers to express this affection, which in
turn, was reported to motivate students to achieve.

Similarly, one of the main goals of the program evalu-
ated by Wall (2020) in elementary schools was to establish
a healthy learning community where relational connections
are considered important in fostering environments that
facilitate learning. The program was centred on creating
relational trust, working in collaboration, and providing
empowerment within school systems. Three strands were
covered by the program. Firstly, education for teachers which
focused on three different areas: understanding behaviour in
a child after trauma in order to encourage calm and support-
ive relationships with students; secondly, the development
of socio-emotional skills to facilitates the student’s ability
to interact with others; and thirdly, addressing compassion
fatigue amongst the adults who support trauma-affected
children (Wall, 2020). Results suggest that, after the imple-
mentation of trauma-informed training, teachers avoided
punishment or rewards to manage behaviour and instead
focused on communication that help foster teacher-student
relationships. Also, teacher interviews and questionnaires
revealed that teacher-teacher relational networks and com-
munication were also strengthened which provided peer sup-
port and encouragement. Teacher-parent relationships were
fostered by providing a variety of outreach programs and by
supporting parent-child relationships. The outcome of better
parent-teacher relationships were less parental defensiveness
which also impacted teacher-student relationships.

Trauma informed relationship model

One study employed a trauma-informed model which only
focused on relationship building, namely, Child-Teacher
Relationship Training (CTRT) (Post et al., 2020). The pur-
pose of this study was to evaluate the effects of employing
trauma-informed training that focuses on the relationship
between kindergarten teachers and children in an educa-
tional community with high levels of poverty. Regarding
relationship building, the study evaluated the teachers’ levels
of stress, their perception of the children, and their imple-
mentation of CTRT skills. CTRT focuses on developing
stronger relationships between the teacher and child by using
techniques implemented in play therapy, such as returning
responsibility, esteem building, and tracking or attending to
the child fully.

The program was run in two phases. During phase 1,
after the first four group sessions, the teachers engaged in a
30-minute play with one of their students before applying
the strategies in the classroom. The intervention in phase 2
was located in the classroom where the trainers model skills.
Group sessions also continued during phase 2 where the

teachers reflected on their experiences. Positive outcomes
were reported by the teacher and relationship building at
different levels (i.e., teacher- student, teacher-researcher, and
student-researcher relationships) were found to be important.
Teachers reported learning more effective ways of commu-
nicating and a greater willingness to be patient, as they bet-
ter understood the effects of trauma on children’s behaviour
and the teacher’s influential position as sources of stabil-
ity in the child’s life. The relationships were strengthened
as the dynamics changed, with teachers reporting feeling
less stressed, and children’s displaying calmer behaviours
as a result of the teacher’s changing the language they used.
Teachers also believed the changed dynamics were impact-
ful for the whole classroom, not only the trauma-affected
children. Further, teachers reported that the relationship
between the teacher and the researcher provided support,
modelling and reassurance as they implemented the learnt
skills. Similarly, it was reported by the teacher that the chil-
dren became glad when the researchers came to participate
in the classroom, as they anticipated positive attention from
other adults.

Discussion

This systematic review sought to evaluate the relationship
building strategies implemented within trauma-informed
practices in educational settings. A literature search found
quantitative randomised controlled trials are lacking, and
most research involves case studies and qualitative designs.
Whilst randomised trials have the advantage of providing
experimental designs where better causation predictions
can be ascertained, qualitative case study designs have the
advantage of providing deeper insights regarding the distinct
practices across educational settings and across individu-
als (Kelle, 2006). In addition, qualitative studies are useful
when understanding complex phenomena and translating
research into practice (Kalu & Bwalya, 2017). The predom-
inantly qualitative research available on trauma-informed,
relationship building activities has the advantage of reveal-
ing strengths and barriers to program delivery, which could
be further explored through randomised quantitative designs
(Kalu & Bwalya, 2017). The present systematic review pro-
vides further understanding across the qualitative and quan-
titative research in this area. Further, given that most studies
have been conducted in the USA, followed by a few studies
within the Australian educational system, results need to be
interpreted in light of different cultural contexts and edu-
cational systems. This is one aspects of ecological systems
theory which will be discussed more here in framing the
results of this review.

The present review found predominantly positive out-
comes relating to relationship building strategies across
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the three types of trauma-informed frameworks employed,
namely, established, eclectic, or relationship building
specific. Positive outcomes reported included improved
relationships with teachers (Rishel et al., 2019; Vander-
Wegen, 2013), better relationships with other students
(Stokes et al., 2019), greater use of relationship building
practices, an increased willingness of teachers to develop
better relationships with their trauma-affected students
(Stokes & Turnbull, 2016), and improved relationships
with families (Fleming, 2019; Wall, 2020). However, the
review suggests that the practices employed to encourage
healthy connections with trauma-affected students varies
across educational settings. This is expected given that
schools adapt their specific trauma-informed practices to
the needs of their students (e.g., nature of trauma, grade),
the communities they service, and inherent differences
between schools (Chafouleas et al., 2019). However, this
also raises the important consideration of how schools
continue to monitor and evaluate the outcomes of their
trauma-informed practices. The review found that differ-
ences in delivery of trauma-informed practice are most
evident in schools that have employed eclectic models, but
the variability of implementation and training is also evi-
dent across settings that have employed the same trauma-
informed framework.

The two established models that have been employed in
school settings, ARC and BSEM/TIPE, acknowledge that
the practices within the classroom can be implemented with
flexibility to suit the needs of the school. During training,
the BSEM/TIPE model, for instance, provided a list of strat-
egies that teachers can employ to build connections with
their students, but teachers are encouraged to tailor these
strategies to suit their classroom needs and the needs of their
students (Stokes & Turnbull, 2016). In contrast to the ARC
model, the BSEM/TIPE was reported to be taught within the
school curriculum with students noting improved relation-
ships with teachers, other students, and family members.
Flexibility in implementation was also reported in ARC
studies. For example, in the Rishel et al. (2019) study, ARC
staff observed and supported the teacher’s individual and
differing strengths in their connection building strategies
with students. This mirrors the student-centred approach
of congruence, which describes the importance of teachers
being genuine and authentic during their interactions with
students (alongside the other student-centred principles of
unconditional positive regard and empathy). However, as
noted by Berger (2019), teachers require ongoing educa-
tion and support to continue to embody these principles of
student-centred, trauma-informed practice. Training and
support provided to teachers can be linked back to a child’s
exosystem; practices within the child’s exosystem (e.g., the
teacher receiving training) are seen to benefit the student
indirectly (Crosby, 2015).

@ Springer

More specifically, within the exosystem practices, most
educational settings which adopted the ARC framework
implemented support for teachers by trained facilitators
who would model, support, and provide feedback to teach-
ers regarding their practices (Dorado et al., 2016; Rishel
et al., 2019; VanderWegen, 2013). In Dorado et al.’s (2016)
study, guidance was also provided to the school’s care team
when creating support plans for students by ensuring they
use practices that protected the teacher-student relationships.
Further, in Post et al.’s (2020) study, which implemented
the only relationship-specific trauma-informed approach,
establishing trusting relationships with the teachers and
their trainers and ensuring that teachers received feedback on
their practice was considered key to successful implementa-
tion of those strategies. By contrast, in an ARC study that
did not implement onsite supports (Saint Gilles & Carlson,
2020), the teachers reported that their confidence in using
practices that dealt with trauma-affected students did not
improve after training. Further, teachers noted that little sup-
ports were in place to help them cope with the challenges of
relating to trauma-affected students. The authors acknowl-
edge that, in addition to psychoeducation, it is essential that
teachers receive other modes of assistance when dealing
with trauma-affected students, such as therapy to prevent
vicarious trauma. Hence, the results of this review suggest
that relationship building strategies implemented within the
classroom are more likely to be sustainable when teachers
receive ongoing support. Further, these supports would be
helpful in the prevention of vicarious trauma, though none of
the reviewed studies directly measured this aspect of teacher
wellbeing.

Other practices within the child’s exosystem that were
evident in this review included the provision of space for
teachers to establish connections with their colleagues. For
example, The BSEM/TIPE model encouraged within session
peer-collaboration where teachers shared their strategies for
working with trauma-exposed students with other teachers
(Stokes & Turnbull, 2016). After each session, teachers were
encouraged by trainers to implement new strategies and
shared them with the rest of the group the following training
session. Similarly, Wall’s (2020) study, which employed an
eclectic trauma-informed approach, provided ongoing peer
support meetings and self-reflective groups with the pur-
pose of preventing vicarious trauma, though the latter was
not explicitly measured. During these sessions, colleagues
also had the opportunity to share strengths and difficulties
in the relationship building methods employed. Encourag-
ing teacher-to-teacher connections would be beneficial in
schools that cannot implement ongoing support from out-
side trainers. Further, results from the review suggest that
both of these exosystem strategies, that is, trainer driven
supports or teacher-to-teacher driven supports, facilitates
translating training into practice. This is consistent with
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other trauma-based research showing the effectiveness of
ongoing training and support for teachers when responding
to the needs of traumatised students (Berger, 2019).

Some studies in this review included practices within
the child’s mesosystem and the child’s exosystem which
included parental involvement. For example, the ARC
framework emphasises the engagement of the whole stu-
dents care system and, as such, encouraged the involve-
ment of parents. These included practices within the child’s
mesosystem such as teacher’s connecting with parents to
encourage parental involvement in the classroom (Flem-
ing, 2019; VanderWegen, 2013), and practices within the
child’s exosystem, such as psychoeducation and support for
parents regarding relationship building with their children
(Holmes et al., 2015; Rishel et al., 2019; Saint Gilles &
Carlson, 2020; VanderWegen, 2013). Parental involvement
was also found in eclectic trauma-informed frameworks.
As part of establishing school-family connections, Padak’s
study (2019) reported that meetings with parents at the start
of the school year were essential to establish the best mode
of communication with them for the year. Also, parents with
children who received individual therapy in the Holmes's
(2015) study, were encouraged to attend therapy which
included parent-child relationship training through parental
skills sessions within a trauma-informed approach. Paren-
tal involvement did not form a large part of the relation-
ship building strategies in the other studies, some of which
employed BSEM/TIPE, eclectic, or the relationship-specific
frameworks. The lack of parental involvement is concern-
ing, especially for marginalised cultural and racial groups
for whom connection between family and school is particu-
larly important when establishing trust, communication,
and school trauma-informed practices (Miller & Berger,
2023). Given the influence of microsystem relationships in a
child’s development, particularly in trauma-affected children
(Crosby, 2015), parental involvement should be considered
and evaluated in future research.

Limitations

A limitation of this review was not being able to ascertain
the direct impact of relationship building practices on out-
comes and wellbeing of trauma-affected students. In addi-
tion, as discussed earlier, educational settings adapt their
strategies to the needs of the particular educational setting.
Future research could consider randomised control trials
comparing various relationship building strategies within
the same educational setting and schools using the same
trauma-informed framework. In addition, a phenomenologi-
cal approach that further explores parents and students views
regarding relationship building practices would add further
insights in this area. This is particularly important given that
teachers often misinterpret the experiences of their students

(Mitra, 2018). Finally, meta-analysis techniques would be
useful in future reviews using a more stringent criteria for
study selection. This could be based on study design, popu-
lation, or educational setting type. The present review could
inform the criteria selected in future review studies.

Conclusion

In conclusion, trauma-informed practices have addressed
relationship building among trauma-affected students
differently and implementation across schools is difficult
to compare with the existent research method designs.
However, results from this systematic review suggest that
relationship building strategies within the school system
need to be considered and implemented within a systems
framework where teacher-child and teacher-family rela-
tionships are supported and encouraged. Results from
this review suggest that, from an ecological systems per-
spective, relationship building strategies implemented at
the microsystem level are fluid and should be tailored by
the teacher according to strengths and the needs within
the classroom. However, these relationships within the
microsystem (teacher-student and teacher-parent) need
to also be supported by exosystem strategies, such as
supports by trainers or teacher-to teacher-supports. Thus,
part of effective implementation of relationship building
practices is the ongoing training and support of teachers
who are susceptible to vicarious trauma.
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