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ECAD6009/7003 – Part B. How a school develops one aspect of its SDP: a report that critically reflects on the actions, impact and evidence base. 

Introduction 
It’s common for Educational Institutions to have a School Development Plan (SDP), updated annually. SDP’s allow schools to outline their goals, strategies, and actions for improvement and growth within their institution. These targets may have developed through inspections, staff or parent feedback (Welsh Government, 2014). In accordance with the British Educational Research Association (BERA) guidelines, I will refer to the school in discussion as school ‘x’, in order to allow the school to remain anonymous (BERA, 2018). School ‘x’ is based in Newport, with 550 pupils on roll, ages 3 to 11. School ‘x’ has 92% of pupils who have English as an Additional Language (EAL). There is 30% of pupils who are are eligible for free school meals (eFSM). School ‘x’ set their SDP to be actionable from May 2023 to April 2024. School ‘x’ has identified 4 different key priorities to develop during this time. (School ‘x’, 2023)
 These being:
1. Equity and nurture 
2. Curriculum, pedagogy and assessment
3. Literacy, Language and Communication 
4. Professional development 
Throughout this discussion, my focus will be on key priority one, equity and nurture. This includes the improvement of the wellbeing of the stakeholders. School ‘x’ widely discusses their actions in order to create a trauma informed school. The importance of stakeholder's wellbeing is demonstrated with the curriculum standards, ‘engagement with stakeholders.’ Engagement with stakeholders involve the learners to feel confident, allows the staff to feel valued, promotes professional learning and reflection and allows community to contribute the learners’ progress and wellbeing.

Literature overview.
School ‘x’ identified targets and the ongoing need to be a committed trauma informed school, where all adults receive training and continue to professionally develop in this area. 

Trauma informed practice 
School ‘x’ works towards a trauma informed school within their SDP, recognising the importance of this (Perry, B. D., & Szalavitz, M. 2017). The importance of adults working within the school to be trauma informed is essential within an educational institution, in the improvement of wellbeing of all stakeholders. Experiences that are traumatic can have a significant and enduring impact on people's wellbeing, especially in young people. Adverse childhood experiences (ACEs), such as abuse, neglect, or dysfunctional households, have been linked to a higher risk of mental and physical health issues in later life, per a study by Anda et al. (2006). Schools can enhance their ability to assist children' general well-being by acknowledging and addressing the effects of trauma. Again, interpreting the principles within the Curriculum for Wales, emphasising the learners' abilities to overcome problems (Hwb, 2019).
To create a safe and supportive environment for young children, trauma-informed practices top priority is to create safe, dependable, and supportive environment where students feel emotionally and physically secure. According to research by Sullivan et al. (2019), fostering a supportive school atmosphere is crucial for developing childrens’ resilience and general well-being, especially for those who have suffered trauma. Scholars such as Anda et al and Sullivan et al both emphasis the significance of trauma informed practices and demonstrate this through their research, demonstrating the long-term effects of ACEs on people's wellbeing. Although, trauma informed school lacks the considerations of other factors such as home life, community and other social factors. We understand the impact of social factors from Bronfenbrenner ecological circle (Bronfenbrenner, 1979).  
Building trustworthy relationships between staff members and educators, as well as between students, is crucial, according to trauma-informed approaches. A 2009 study by Jennings and Greenberg highlighted the importance of supportive relationships in fostering general well-being in schools by finding a correlation between improved academic outcomes and socioemotional well-being and excellent teacher-student interactions. Though Jennings and Greenberg's 2009 study highlighted this link, it's crucial to remember that more research is required to fully understand the causal mechanisms as well as the long-term effects of such relationships on student success and well-being.
By promoting a culture of empathy, comprehension, and acceptance, trauma-informed practices aid in lowering the stigma attached to trauma and mental health conditions. According to research by Kataoka et al. (2012), trauma-informed school-based mental health programmes are more successful at encouraging children who are experiencing psychological distress to seek help and lowering obstacles in their way. To find out how sustainable and beneficial these programmes are in the long run, as well as how they affect different student demographics in different school environments, more research is required.
Building students' resilience and coping mechanisms to help them deal with stress and hardship is the main goal of trauma-informed education. Resilience, according to Masten (2001), is the capacity to adjust and prosper in the face of severe hardship or adversity. Trauma-informed schools can improve students' overall well-being and long-term achievement by giving them opportunity to develop resilience through supportive connections, emotional regulation techniques, and coping mechanisms. Trauma-informed schools contribute to the fourth purpose of the Curriculum for Wales by fostering the development of healthy, confident individuals who can navigate challenges through resilience (the Fourth Purpose, Curriculum for Wales).

Covid-19 Pandemic.
School ‘x’ identified an increase in trauma related behaviour during/following the COVID-19 pandemic. Children's daily routines have been severely disrupted by the pandemic, which has resulted in diminished social connections, school closures, and alterations to learning environments. Disruptions to regularity and stability can add to children's feelings of uncertainty, worry, and discomfort, which may result in traumatic experiences, according to research by Prime et al. (2020).  Although research by Prime et al. (2020) emphasises the negative effects of changes to routine and stability on children's wellbeing, it's important to take into account the complexity of trauma and the range of experiences that students have, as these may call for specialised interventions and continuous support.
Lockdowns and other physical measures that isolate people from one another can have a negative impact on children's mental health and general wellbeing. According to research by Loades et al. (2020) and Orgilés et al. (2020), children and adolescents who experience social isolation and loneliness during the pandemic report higher levels of anxiety, depression, and psychological distress. While lockdowns and physical distancing measures undoubtedly present challenges for children, the extent of their impact can vary depending on factors such as access to supportive relationships, technology, and resources.
The possibility of getting COVID-19 or the illness or death of family members or loved ones can cause worry and anxiety in children. According to research by Brown et al. (2020), children's anxieties and fears may be exacerbated by media coverage of the pandemic and conversations about disease and mortality, which may result in traumatic stress reactions. First of all, these fears may make it difficult for students to concentrate and participate in class, which may have an impact on their academic achievement and overall educational experience. This may lead classroom behavioural problems that disturb the learning environment for all pupils. All staff need the necessary training and understanding of the learners needs in order to become a trauma informed school. Prime et al. (2020) and Brown et al. (2020) talk about how these things can cause children to have stressful events and traumatic experiences. In a similar context, Loades et al. (2020) and Orgilés et al. (2020) emphasise the negative consequences of loneliness and social isolation during lockdowns. All of these research point to the critical necessity for trauma-informed teaching strategies in schools in order to promote the wellbeing of their pupils. Potential obstacles include the necessity for continual study to identify successful tactics, the variation in resources and support, and guaranteeing inclusivity and cultural responsiveness. In-depth and continuous staff training is necessary to give teachers the abilities they need to meet the diverse emotional requirements of their children. To effectively address the difficulties in implementing trauma-informed techniques and support the well-being of students, ongoing attention and investment are required.
The lack of control over the situation and the uncertainty surrounding the pandemic's effects and length might make children feel even more anxious and powerless. According to research by Sprang and Silman (2013) and Kar (2011), children exposed to tragedies or traumatic events frequently experience traumatic stress reactions.
Research repeatedly demonstrates that providing equal educational opportunities to all children results in higher academic achievement. A meta-analysis of school-based social-emotional learning (SEL) programmes was carried out by Durlak et al. (2011), who discovered that these programmes greatly enhanced students' academic performance, attitudes, behaviour, and social and emotional abilities. Equity and nurture encourage inclusive methods that respect differences and cater to the needs of every student.  Positive teacher-student connections are linked to academic engagement, motivation, and accomplishment, especially for children from underprivileged backgrounds, according to longitudinal research by Hamre and Pianta (2006). The beneficial effects of school-based social-emotional learning (SEL) programmes on students are demonstrated by Durlak et al. (2011)'s research. These results are consistent with the study conducted by Hamre and Pianta (2006), which highlights the value of strong teacher-student relationships in promoting academic engagement, motivation, and success, especially for students from disadvantaged backgrounds. While SEL programmes and strong teacher-student relationships can help students achieve better academic results, it's crucial to remember that in order to offer all children equal educational opportunities, systemic inequalities in education, such as resource disparities and discriminatory practices, must be addressed.

Developing an action point.
The research on ACEs conducted by Felitti et al. (1998) emphasises the long-term effects of trauma on people's health and wellbeing. In order to lessen the negative impacts of ACEs on students' behaviour and academic performance, school ‘x’ aims for trauma-informed training to staff, implementing trauma-sensitive disciplinary rules, and fostering supportive peer relationships. School ‘x’ aim to implement this training to the ALNCO, Equity lead and TA’s through an 11 day diploma course in April. The completion of a trauma-informed education diploma programme enhances teachers' credibility and career prospects by demonstrating a dedication to professional development and experience in serving children with various needs (Skaalvik & Skaalvik, 2018). School ‘x’ will include a whole school training day on 26th June, emphasising a whole school approach. An allocated staff member to feed into Monitoring, Evaluation and Review (MER) cycle with information on how to support pupils, families and wider community. Acquiring knowledge about ACEs and trauma provides school personnel with the tactics required to successfully use trauma-informed practices. This entails setting clear goals, instituting consistent routines, and providing opportunity for the development of coping mechanisms and emotional control (Berger et al., 2017; Cross et al., 2020). 
Another measurable outcome within this SDP consists of all staff to have a detailed of the background of pupils of whom they work with. Staff members can spot early indicators of academic or social challenges in pupils and carry out focused interventions. By being proactive, teachers can stop problems before they get worse and help students reach their greatest potential (Reynolds et al., 2001; Greenwood et al., 2002). However, staff views and relationships may be impacted by inadvertent biases or assumptions that staff members acquire. To lessen the effects of unconscious bias, it is crucial to raise awareness of it and offer training (Dovidio et al., 2010) Although School 'x' has taken measurable steps to apply trauma-informed practices and address the effects of ACEs, it's important to recognise that there may be obstacles. These include the need to address structural concerns like poverty and inequality and the resource-intensive nature of trauma-informed training. In order to create an inclusive and equitable educational environment, efforts to reduce unconscious prejudice among staff members must be integrated into a larger plan. Continuous assessment and modification of tactics are required to guarantee efficient assistance for every student's welfare and scholastic achievement.
Within this SDP, wider links are discussed. This refers to targets from ESTYN. Scholarly works, like the 2014 study by Taylor and Francis, highlight how educational institutions can benefit from the insightful input that ESTYN's reports offer, which promotes ongoing development and improves student outcomes. An ESTYN target for school ‘x’ was to reduce variance in progress/outcomes for learners Efsm and those who are not. Reducing the differences in progress and results between various student groups can be achieved by addressing the social and emotional barriers to learning (Cook et al., 2015; Howard et al., 2017).

Reflection and evaluation 
Creating a trauma informed school requires training for every adult within a school. School ‘x’ identified that a whole school approach would need to be implemented in order to successfully portray a trauma informed institution. Teachers can gain a thorough grasp of how trauma affects students' academic, social, and emotional well-being by implementing a whole-school strategy. Schools are able to address the underlying reasons of behavioural difficulties and offer suitable help because of this understanding (Feuerborn & Rice, 2018). Implementing trauma-informed practices across the entire school system facilitates systemic change and sustainability. This approach embeds trauma-informed principles into school policies, practices, and procedures, ensuring long-term impact and continuity (Elliott et al., 2005). Effective implementation of trauma-informed treatments can be severely hampered by a lack of resources, including money, staff, and time (Mendelson, 2016). It could be difficult for schools to set aside enough money for staff development, assistance, and programme execution. Although a whole school approach is considers the most effective in creating an trauma informed school, school ‘x’ often creates opportunities for the public to be a part of this school. Whether this is thorough parental engagement session, ‘wicked Wednesday’ club, a hugely popular TA course that runs through the year. This widely spread TA course leads to a huge rate in staff turnover. The implementation of trauma-informed training can be hampered by high staff turnover rates in educational institutions (Feuerborn & Rice, 2018). There are practical issues in making sure that all staff members receive continual education and support as well as in continuously training new hires.
All staff members should receive thorough training and professional development to improve their comprehension of trauma and how it affects pupils. Evidence-based techniques for establishing a trauma-informed workplace should be part of this training (Feuerborn & Rice, 2018). In development, school ‘x’ could plan frequent staff training sessions or professional development days that focus on trauma-informed instruction. Ask subject-matter specialists to conduct workshops or offer self-paced learning tools. In order to promote a collaborative learning environment, encourage staff members to contribute their experiences and perspectives.

Conclusion 
The objectives and tactics for school ‘x’ to transform into a trauma-informed learning environment are laid out in the School Development Plan (SDP). The SDP strives to meet the various needs of children affected by trauma by incorporating evidence-based methods and academic literature principles, such as fostering healthy connections, engaging families and communities, and establishing a safe and supportive atmosphere. 
As a prospective primary school teacher, I will need to comprehend and put the SDP's strategies into practice to foster an inclusive and supportive learning environment in m classroom. Through the research and commitment to school ‘x’s SDP, I will address the different needs of my students and promote their academic and emotional well-being by implementing trauma-informed methods into your regular teaching and interactions with them. My capacity to establish a trauma-informed classroom will also be strengthened by working with colleagues, interacting with families, and looking for professional development opportunities. I will continue learning the importance of trauma-informed practices, although show commitment and work toward the SDP of the school I am working within. This linked with QTS standards where the teacher demonstrates knowledge, understanding and experience of high expectations and effective practise in meeting the needs of all learners, whatever their needs. The teacher raises awareness of how high-quality learning experiences and performances outcomes leads to improved learning and a heightened sense of well-being. The importance of positive involvement of parents/carers and other partners is understood and opportunities are taken to observe and evaluate processes. 
Leadership- the teacher demonstrates professional attitudes and behaviours, developing positive relationships with learners, parents/carers and colleagues, which illustrate a personal commitment to the fundamental principles of equity and of maximising the potential of all learners. 
Leadership- the teacher demonstrates an understanding of the nature of responsibilities within and across teams and of the contributions individuals make towards the schools ethos and the successful fulfilment of the schools vision.
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