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Abstract
Due to the striking impact of childhood trauma on development and well-being (Mandelli et al.,
2015; Paquola et al., 2016; Statistics Canada, 2015), there has been a movement towards
systemic implementation of trauma-informed approaches (TIAs). TIAs are meant to help
working professionals realize, recognize, respond, and resist re-traumatization (SAMHSA,
2014a). One key system that bears the ability to mitigate the impacts of childhood trauma is the
education system. However, as much as schools need policy and system-level change to support
children who experience trauma, they also need agreement and effort from the people doing the
work - namely future teachers. One way to shift pre-service teachers’ attitudes and beliefs is by
engaging them in experiential learning opportunities that evoke strong emotions (Day & Sachs,
2004, Stoll et al, 2012). A Human Library is an experiential opportunity where individuals,
“storytellers”, share their lived experiences with strangers, “readers”. The goal is to create a
space for open and respectful dialogue amongst participants, to reduce stigma, and increase
awareness and understanding of diverse lived experiences. Thus, the purpose of this study was to
explore the lived experience of pre-service teachers participating in a Human Library and its
impact on their attitudes and beliefs about TIAs. My research questions were the following: (1)
Does a Human Library event change pre-service teachers’ attitudes and beliefs about trauma-
informed teaching? (2) What is the lived experience of pre-service teachers participating in a
Human Library event? (3) Does a Human Library event influence pre-service teachers’
intentions and behaviours to learn more about trauma-informed teaching? (4) What is the
sustained impression of the Human Library event on pre-service teachers? I utilized a multi-
method design, collecting data from seven participants through surveys at three time points and

one interview post event. To analyze my data, I used descriptive statistics and a reflexive
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thematic analysis (RTA; Braun & Clark, 2020). The researcher’s findings revealed that the
Human Library had a significant positive impact on participants. Individual trajectories
demonstrated an overall upward trend towards more trauma-informed attitudes. There was also a
positive sustained impression of the event and an intention to continue their journey in becoming
trauma-informed teachers. Their “enlightening” experience of the Human Library is reflected
through four different themes: (1) feeling impassioned, (2) meaningful shifts, (3) advocates for
trauma-informed teaching, and (4) processing becoming a trauma-informed teacher. Embedding
Human Libraries into teacher education presents a promising and innovative direction for

introducing the concept of TIAs to future teachers.
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Chapter I: Introduction

In Canada, one in three children has experienced some form of childhood trauma before
the age 15 (Statistics Canada, 2015). Due to increased openness in discussing and understanding
mental health, initiatives to address and support people with lived experiences of trauma have
become at the forefront of many national organizations, government, and social service sectors
(SAMHSA, 2014a). One system that has increased their focus on understanding trauma is the
education system. On average, children spend approximately 35 hours per week at school during
the fundamental years of their life, making it one of the primary environments for their
development. Children who have experienced trauma often have difficulty learning and creating
meaningful relationships (Bell et al., 2013; Carrion & Wong, 2012; Goodman et al., 2012;
Wilson et al., 2011).

Researchers show that when vital concepts, like trauma-informed teaching (TIT) are
introduced during teacher education, teachers tend to be more likely to change their beliefs and
continue to seek out professional development (PD) throughout their careers compared to those
who are not introduced to these concepts early on (Durksen et al., 2017). However, currently,
there are no training standards for pre-service teachers and in-service teachers on the topic of
trauma or TIT (Brown et al., 2019; Hobbs et al., 2019; Thomas & al., 2019). Because the study
of psychological trauma is not part of an established teacher-education curriculum, pre-service
teachers might not even be aware of the impacts of trauma on their students or how to create
trauma-informed classrooms. Furthermore, because arguably few pre-service teachers may have
familiarity with trauma as a concept or experience, they may not even believe TIT is relevant to
their work of delivering curricular content and assessing learning. Importantly, it is well

established that attitudes and beliefs precede action (Ajzen, 1991) and that beliefs related to



teaching are hard to change (Pajares, 1992). In light of this knowledge, it might be beneficial to
dedicate time to addressing pre-service teachers' attitudes and beliefs about TIT before spending
time and resources embedding training. One way to potentially facilitate these changes is through
experiential learning opportunities such as a Human Library. A Human Library is an event where
individuals can listen and have discussions with people who may have different life experiences
than them. The goal is to challenge stigma, stereotypes, and to increase connectedness amongst
diverse people (Groyecka et al., 2019). The overall purpose of this study was to explore the lived
experience pre-service teachers engaging in a Human Library as an experiential learning
opportunity, and its impact on their attitudes and beliefs about TIT.
Chapter I1I: Review of the Literature

Childhood Trauma

Trauma is defined as a distressing experience that has long-lasting emotional and
physical impacts on an individual (Canadian Mental Health Association, n.d.). Childhood trauma
is defined as trauma that happens in the first 18 years of life, such as abuse, neglect, racism,
intergenerational suffering, or any other traumatic experience. Because teachers work with
children, discussion of adverse childhood experiences (ACEs) is particularly relevant. More than
30 years ago, Lenore Terr pioneered contemporary studies on childhood trauma. She first
defined childhood trauma as the outcomes of external factors which “[render] the young person
temporarily helpless and [break] past ordinary coping and defensive operation. . . . [This
includes] not only those conditions marked by intense surprise but also those marked by
prolonged and sickening anticipation.” (Terr, 1991, p. 11). Terr spent most of her career in

psychiatry trying to conceptualize childhood trauma and its treatment.



The notion of childhood trauma was further validated partly because Felitti et al. (1998)’s
ACEs study on adults found that at least 50% of participants had experienced at least one form of
traumatic stress during childhood. It was the first study exploring how childhood experiences
could negatively affect one’s well-being, often lasting into adulthood. Participants in the ACEs
study were given a score based on how many childhood traumas they had experienced in the
following categories: physical abuse, emotional abuse, sexual abuse, a family member with
substance use disorder, incarcerated family member, mother treated violently, divorce, and a
family member with mental illness. There are now many more experiences that are considered
ACE:s that were not taken into consideration during this first study, such as bullying, medical
trauma, community violence, natural disasters, sex trafficking, grief, and terrorism, to name a
few (The National Child Traumatic Stress Network, n.d).

As we now know, traumatic experiences can have long-lasting impacts on brain
development and well-being (Mandelli et al., 2015; Paquola et al., 2016; Statistics Canada,
2015). ACEs have been consistently associated with significant adverse social, behavioral,
mental, and physical health outcomes, including substance use disorders, depression, suicidality,
risky sexual behavior, sexual victimization in adulthood, domestic violence, self-harm behaviors,
physical inactivity, obesity, heart disease, cancer, liver disease, sexually transmitted diseases,
teen pregnancy, homelessness, unemployment, and being both a perpetrator and a victim of
interpersonal violence (Dietz et al., 1999; Herman et al., 1997; Hillis et al., 2000; Lalor &
McElvaney, 2010; Noll et al., 2003; Roberts et al., 2011; Tam et al., 2003).

Children are in one of the most vulnerable positions to sustain long-lasting consequences
on their well-being due to ACEs. More specifically, researchers show that children of

marginalized groups, such as younger people, women, people of lower socioeconomic status,



LGBTQIA2S+ folk, and BIPOC folk are more likely to experience traumas and develop long-
lasting challenges (Haskell & Randall, 2009; Joshi et al., 2021). This is in part due to barriers
with accessing support and care in the aftermath of a traumatic event(s) and due to high rates of
exposure to chronic trauma (e.g., racism and homophobia). Currently, it is of concern that
childhood trauma poses severe economic and social costs that amount to well over hundreds of
billions of dollars each year, directly impacting families, communities, and societies (Centers for
Disease Control and Prevention, 2020).

Plenty of research documents that childhood trauma can impact important abilities
needed to be successful at school (Burke et al., 2011; Delaney-Black et al., 2002; Pechtel &
Pizzagalli, 2011; Streeck-Fischer & van der Kolk, 2000). In a systematic review examining
school-related outcomes after exposure to trauma, Perfect et al. (2016) found through 102 studies
that youth who have experienced trauma are at significant risk for impairments in cognitive
functioning such as IQ, memory, attention, language/verbal ability, and lower academic
performance. Behaviourally, these students are at a higher risk for discipline, dropout, lower
attendance, and higher levels of disruptive behaviors and internalizing symptoms. Regarding
mental health, Briggs-Gowan et al. (2010) found that exposure to violence was associated with
depression, separation anxiety, and difficulties with conduct in children. Non-interpersonal
traumatic events such as exposure to natural disasters were associated with phobic anxiety.
Notably, the more children are impacted by trauma and the less support they receive, the more
likely they will experience adverse outcomes as they develop and throughout adulthood (Hodges
et al., 2013). A relevant concern is that not all children have access to equitable services due to

socioeconomic and sociocultural barriers.



Because most children spend most of their time at school, schools are uniquely situated to
support students who have experienced trauma (Brunzell et al., 2016; Soleimanpour et al., 2017).
Many practitioners hope that using TIAs in education will help bridge the academic and social-
emotional gaps caused by trauma, as seen in other fields and systems (Amaro et al., 2007;
Azeem et al., 2011; Rivard et al., 2004).

Trauma-Informed Schools

One way government and advocacy organizations have tried to address children’s
trauma-related challenges is by acknowledging that interactions in individuals' systems can either
help or exacerbate trauma symptoms. TIAs are defined as:

A strengths-based service delivery approach that is grounded in an understanding of and

responsiveness to the impact of trauma, that emphasizes physical, psychological, and

emotional safety for both providers and survivors, and that creates opportunities for
survivors to rebuild a sense of control and empowerment (Substance Abuse and Mental

Health Services Administration [SAMHSA], 2014a, p.19).

SAMHSA has developed four assumptions by integrating trauma research, knowledge generated
through trauma interventions, and perspectives of survivors of trauma. The four assumptions,
known as the 4Rs, state that:

A program, organization, or system that is trauma-informed realizes the widespread

impact of trauma and understands potential paths for recovery; recognizes the signs and

symptoms of trauma in clients, families, staff, and others involved with the system; and
responds by fully integrating knowledge about trauma into policies, procedures, and

practices, and seeks to actively resist re-traumatization...” (SAMHSA, 2014b, p. 9)



Such approaches have benefited patients and clients in the fields of psychiatry,
psychology, law, and social work (Amaro et al., 2007; Azeem et al., 2011; Huntingon et al.,
2005; Rivard et al., 2004). Most recently, systems of education have acknowledged the need.
Specifically, there has been discussion about how TIAs can play a role in supporting children
and families within the school environment through informing teaching practices, interventions,
community liaison, and teacher education (Cole et al., 2005; Crosby, 2015; Day et al., 2015;
Oechlberg, 2008; Thomas et al., 2019). Furthermore, the incorporation of TIAs in education has
provided scholars with the opportunity to research and anticipate how to implement these new
approaches effectively (Perfect et al., 2016).

There are several levels of involvement in implementing TIAs in schools. Changes are
typically made through teachers' instructional practices, programs offered, and school-wide
procedures (Overstreet & Chafouleas, 2016). Generally, most TIAs emphasize moving away
from punitive disciplinary responses and instead increasing supportive interventions such as
strengths-based approaches (Dorado et al., 2016; Ford et al., 2006) that include setting routines,
consistency, attunement to behaviors, and emotional regulation.

Most of the efforts surrounding TIAs in schools have been through large, multi-tiered
interventions (Phifer & Hull, 2016). Thomas et al. (2019) conducted a literature review
summarizing the field's current state and examined interventions embedded in schools and
classrooms and their outcomes on several variables. Within the 33 articles identified, the authors
failed to find a specific framework by which TIAs were implemented; 30 different interventions
were utilized even though many overlapped in foundational framework and approach. In terms of
effectiveness, Thomas and his colleagues (2019) concluded that 32 out of the 33 studies found

their interventions to be "effective" to various degrees. A large proportion of interventions



focused on reducing mental health symptoms such as anxiety or depression. Fewer of the papers
reviewed focused on school-based variables such as attendance, disciplinary action, academic
achievement, student belonging, or teacher perspectives. Many studies were identified as pilot or
preliminary, highlighting the field's novelty and perhaps justifying the lack of rigor in some
study designs.

More recently, Roseby and Gascoigne (2021) conducted a systematic review of trauma-
informed school interventions on non-academic-related and academic-related outcomes. Among
the 15 articles that met inclusion criteria, they identified eight different models and theories with
common overlap. In terms of effectiveness, Roseby and Gascoigne (2021) reported
improvements in internalizing behaviors, self-regulation, resilience, achievement, attention, and
attendance, as well as reduced suspension rates. According to their review, programs that were
implemented system-wide, provided intense training, and offered booster sessions had the best
student-related outcomes over time. However, some included studies found no improvements in
academic-related outcomes, PTSD symptoms, teacher-student relationships, and teacher
knowledge and beliefs. These inconsistent findings may be explained by the lack of a solid
theoretical framework or design weaknesses related to sample size, intervention lengths, physical
setting, and the selected assessment outcomes.

Overall, these reviews provide promise in terms of benefits from TIAs as school-wide
initiatives but given that it is teachers who ultimately interact with students daily in the
classroom, their beliefs, and skills related to TIT are similarly crucial. Regardless of the
intervention approach, embedding TIAs in schools involves first and foremost educating teachers
and pre-service teachers on the topic of trauma and its impact on children's lives and educational

experiences.



Currently, the most common form of learning is facilitated in teacher education programs
with pre-service teachers or PD with teachers in practice. In both instances, pre-service teachers
and in-service teachers are given information on a new topic to increase their knowledge,
attitudes, practices, and student outcomes (Darling-Hammond et al., 2017). Despite the promise
in the area of PD on TIT, much of the research is limited due to its novelty, inconsistent use of
theoretical frameworks, and focus on different student- and teacher-related outcomes. One
barrier that requires specific attention is addressing pre-service teachers' attitudes and beliefs
about TIT before dedicating time to explicit education.

Learning Opportunities in Trauma-Informed Approaches

Previous researchers have highlighted the beneficial outcomes of PD on TIAs such as
enhanced trauma knowledge, improved attitudes, and more trauma-informed behaviours in
clinical settings (Brown, et al, 2012; Green, et al., 2015). In education, PD opportunities on this
topic are valued by staff (Bignold & Barbara, 2012), and such opportunities can improve in-
service teachers’ perceived effectiveness in working from a trauma-informed approach
(Anderson et al., 2015; Schafer, 2019). However, the effectiveness of such PD in educational
settings remains largely unexplored (Overstreet & Chafouleous, 2016), especially when it comes
to pre-service teachers who are still in the initial stage of their education.

Early exploration of PD for pre-service teachers in TIT have shown great promise in
terms of realizing, recognizing, responding and resisting re-traumatization (SAMHSA, 2014a),
as well as improving pre-service teachers’ well-being as they embark on their teaching journeys.
Specifically, embedding learning opportunities on TIT can reduce the likelihood of experiencing
vicarious trauma by emphasizing the importance of teachers seeking support and practicing self-

care (Brown et al., 2020; DiMaria-Sileno, 2021; Ellison et al., 2020; Foreman & Bates, 2021;



L’estrange & Howard, 2022; Rodger et al., 2020). Because teaching is a highly stressful
profession, it is paramount that pre-service teachers are given the proper learning opportunities to
develop the self-efficacy needed for a sustainable practice.

As a case in point, Foreman and Bates (2021) examined pre-service teachers’ knowledge,
awareness, and self-efficacy beliefs with the ARTIC-35 Education version scale (Baker et al.,
2016). The opportunity evaluated in the study was a 90-minute lesson on TIAs according to
SAMHSA’s 4 R model (realize, recognize, respond, resist re-traumatization) developed by a
counselor and a teacher. They found that the instruction significantly improved participants’
beliefs towards ones that were more trauma-informed. Similarly, Wendel (2018) also
demonstrated through the ARTIC-35 Education version scale (Baker et al., 2016), that
opportunities for PD in TIAs could positively alter in-service teachers' attitudes toward TIAs.

L’Estrange and Howard (2022) examined pre-service teachers’ knowledge, self-efficacy,
and resilience before and after completing a 6-week elective course on TIT, and one year after
graduating. Researchers found significant differences pre-post and these changes continued to be
evident into participants’ first year of teaching. Despite sample attrition, those who participated
at the one-year follow-up shared that their experience during their program helped them support
students impacted by experiences of trauma. Overall, the research indicates that learning
opportunities on TIAs in various formats and lengths can help bolster pre-service teachers’
knowledge, attitudes, self-efficacy, and even behaviours once they begin their teaching careers.

Although there is a significant focus on shifting the mindset of teachers from a deficit-
based approach to compassionate instruction and discipline through understanding, realizing, and
recognizing trauma (Thomas et al., 2019), pre-service and in-service teachers are given little to

no opportunities or standards in the topic and how to shift such perspectives (Day et al., 2015).
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For example, only five states in the United States require teacher training in TIT (Reddig &
VanLone, 2022). It has been well documented that in-service teachers feel that they lack
knowledge and resources when it comes to working with students who have experienced trauma
(Bixler-Funk, 2018; Furman, 2021; Miller & Flint-Stipp, 2019; Stipp, 2019). It has also been
noted that they find this work particularly challenging (Souers, 2018). Most in-service teachers
are left to figure it out for themselves or seek out PD on their own after completing their initial
teacher education programs.

In a literature review, Rahimi et al. (2021) found that in-service teachers lack knowledge
of the impacts of trauma and TIT. They are not prepared to implement different teaching
strategies and consistently affirm a need for PD on TIT. Furthermore, in multiple studies
looking at in-service teachers’ perspectives in supporting students who have experienced trauma,
most wished they would have received opportunities for learning during their pre-service
education programs (Alisic, 2012; Davies & Berger, 2019).

The literature on pre-service teachers’ readiness is the same such that they also feel eager
to learn but unprepared to take action (Bonnett et al., 2023; Carton et al., 2023; Hinbest, 2022;
Howorun, 2021; Kovinthan Levi, 2021; McClain, 2021; Pelletier et al., 2021). When McClain
(2021) interviewed 15 pre-service teachers in a United States university, 60% reported that they
only felt “somewhat prepared” to support students who have experienced trauma. Similarly,
when Pelletier et al. (2021) asked pre-service teachers in a Canadian University about their
knowledge of TIT, 70% of pre-service teachers said they were unfamiliar with it and 78% said it
was essential for them to learn more.

Learning opportunities, especially before pre-service teachers enter their careers, might

alleviate some of the stressors associated with being a new teacher. Shifting pre-service teachers’



11

perspectives on TIT by introducing these ideas before they go into classrooms could be helpful
(Opiola et al., 2020; Stipp, 2019). Specifically, it has been shown that shifts in perspectives are
more likely to stick and be implemented when they are brought about earlier in teachers’ careers
(Durksen et al., 2017). For example, teachers are more likely to put in effort and seek out
learning opportunities if they have the belief that it will be useful (Girvan et al., 2016).
Pre-Service Teacher Education

In Alberta, there are several pathways to becoming a teacher, with the most common
being a four-year bachelor's degree. Regardless of the pathway, all candidates must complete a
minimum number of teacher education courses and at least 10 weeks of student teaching
experience (Rheaume, J. et al., 2018). After graduation, teachers must apply for an interim
teaching certificate from the Ministry of Education. Permanent certification is granted after two
years of successful full-time teaching, based on evaluations that measure competencies outlined
in the Teaching Quality Standard (TQS; Alberta Education, 2018).

There have been concerns about teacher education programs, particularly their focus on
teaching curriculum and student assessment, rather than on the complex and evolving nature of
teaching itself (Task Force for Teaching Excellence, 2014). The TQS developed by Alberta
Education (2018) emphasizes the importance of addressing the relational aspects of teaching in
teacher education programs. The most recent TQS document (Alberta Education, 2023) also
states that teachers should be capable of addressing students' emotional and mental health needs.
However, Alberta currently lacks guidelines or training standards for trauma-informed practices,
which may be due to the lack of standardization and a shared vision in teacher education

programs across the province (Rheaume J. et al., 2018).



12

In response to the growing need for training in trauma-informed approaches, the
University of Alberta’s Faculty of Education has created a graduate certificate in educational
studies, which includes four courses focused on trauma-sensitive practices for teachers,
healthcare professionals, and school staff. While this program is designed for in-service teachers,
it represents a positive step and reflects the University’s commitment to incorporating relevant
content into teacher education. It also suggests that such training opportunities might eventually
be included in pre-service teacher education.

Experiential Learning in Teacher Education Programs

Another factor influencing a change in perspective is the type of learning received.
Traditional PD is focused on the transmission of knowledge with the hopes that it will be
transferred to practice, however researchers have shown that this is not necessarily the case
(Guskey, 2002; Pickering & Howard-Jones, 2007).

For example, studies designed to change pre-service teachers’ beliefs based on logic
without practical learning have failed to do so (Lim & Chan, 2007; Richardson, 2003; Tillema,
2000). PD and learning opportunities in teacher education are shifting their design to include
experiential learning, thereby encouraging participants to be active participants and reflect on
their learning. The purpose of experiential learning is to “ignite change within the individual”
(Girvan et al., 2016) with the assumption that this will lead to greater learning gains and
application. According to experiential learning theory (Kolb, 2014) and transformative learning
(Mezirow, 2009), strong emotions are at the forefront of behavioural change. In teacher PD,
Darling-Hammond and McLaughlin (2011) argue that this approach can motivate teachers to try
new practices as it supports the emotional responses required to shift personal beliefs (Day &

Sachs, 2004; Egloff & Souvignier, 2020; Stoll et al, 2012).
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It has been noted that in order to facilitate pre-service teachers’ motivation to try new
practices, teacher education programs must first address their perspectives and beliefs (Fives et
al, 2015; Leavy et al., 2007). Some have even argued that addressing pre-service teachers’
beliefs is more important than providing them knowledge on how to teach (Tillema, 2000).
Beliefs, unlike knowledge, which is acquired based on logic and facts, are personal judgements
based on the truth of personal experience (Egloff & Souvignier, 2020; Pajares, 1992; Richardson,
2003). As a result, beliefs are often rooted in emotion (Ashton & Gregoire-Gill, 2003; Day &
Sachs, 2004; Fridja & Mesquita, 2000; Stoll et al, 2012). Thus, as much as schools need policy
and system-level change to support children who experience trauma, they also need agreement
and effort from the people doing the work - namely future teachers. It is of current relevance to
find impactful experiential learning opportunities that will shift pre-service teachers’ attitudes
and beliefs about TIT.

Human Libraries

Danish activists developed the concept of the Human Library in the early 2000s as a way
to reduce prejudice against marginalized groups including people of color, people with
disabilities, people of lower socio-economic status, and people of the LGBTQIA2S+ community.
Human Libraries have since expanded to over 83 countries (Groyecka et al., 2019).

In the literature, a Human Library is described as an event where individuals “borrow” a
book, in this case, a human, to have a conversation during which the “human book” shares their
personal stories with their “readers”. The purpose of the storytelling is to facilitate open and
respectful dialogue to increase the reader’s awareness of the discussed topic and openness to the

viewpoints of the storyteller. There are two types of Human Libraries (Abergel, 2005). Open
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Human Libraries are open to everyone willing to participate. Alternatively, a Human Library can
be designed to be dedicated to a specific group of people, in this case, pre-service teachers.

In terms of scholarly presence, research on Human Libraries is a new concept that has
not been extensively published (Lam & al., 2023). Researchers completing a systematic narrative
review on Human Libraries found that there were only four experimental studies and five studies
with qualitative designs between 2010-2022. From this review, “readers” experienced reduced
prejudices and improved attitudes, and both “readers” and “human books” reported numerous
aspects of personal growth. The authors suggested that future Human Library initiatives should
follow implementation guidelines with clearly defined ethical considerations and employ
diverse, rigorous research methodologies.

A study conducted by Chung and Tse (2022) examined whether a Human Library
could improve participants' understanding and awareness of mental health issues. They utilized
an experimental approach with a multigroup pretest-posttest design to assess knowledge,
attitudes, and beliefs. Forty-five participants were randomly assigned to either the Human
Library intervention, didactic teaching session, or no intervention. The Human Library
intervention group showed significantly more improvement in their mental health literacy
compared to the two other groups. Specifically, they showed a significant increase in their
understanding of mental health issues. There was also a shift in participants’ attitudes towards
mental health, with a reduction in stigma and more positive perceptions of those experiencing
mental health challenges. Finally, post intervention, participants were more likely to engage in
behaviours that support mental health, such as seeking help for themselves or others, and

advocating for mental health awareness.
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Another study conducted by Kwan (2020) explored how the Human Library approach
contributes to social inclusion and recovery, particularly for individuals with lived experiences of
mental health issues. Through qualitative methods, including interviews and observations, the
researchers gathered insights from both the "human books" who shared their personal stories and
the participant “readers” who engaged with them. The researchers revealed the Human Library
significantly fostered social inclusion by breaking down stereotypes and reducing stigma. The
interactions between the “human books” and “readers” helped to build empathy, understanding,
and mutual respect. For the “human books”, sharing their experiences was found to be
empowering and therapeutic, contributing positively to their recovery journey. Moreover,
participants reported that the Human Library sessions provided them with new perspectives and
a deeper understanding of mental health issues, which in turn encouraged more inclusive
attitudes and behaviors.

Lastly, a mixed-method study conducted by Pope et al. (2023) aimed to evaluate the
impact of the Human Library project on the development of cultural awareness and sensitivity
among occupational therapy (OT) students. The findings indicated a significant improvement in
cultural awareness and sensitivity among participants, as well as increased empathy and critical
reflection on their own biases. The researchers concluded that the Human Library is an effective
educational tool for developing cultural competence in OT students, suggesting its integration
into educational curricula to prepare students for culturally responsive practice.

Overall, based on the current research, a Human Library may provide pre-service
teachers with a different experience from typical coursework. Specifically, it encompasses many
of the facets considered as experiential learning in teacher education including learning through

experience, reflection, and active participation (Kolb, 2014). Therefore, it may be an effective
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way to change their attitudes and beliefs via challenging misconceptions through listening to
lived experiences, connecting with diverse people, having open conversations, and engaging in
reflective practices.

Theory of Planned Behaviour

According to the theory of planned behavior (TPB; Ajzen, 1991), intentions are the
proximal predictor of behavior, and intention is predicted by a series of attitudes and beliefs
about the desired behavior, subjective norms, and perceptions of control. Because pre-service
teachers are not yet teaching in classrooms regularly, their intention to learn about and use TIT
may be the most relevant marker of their future action (or inaction). A meta-analysis by
Armitage and Conner (2001) found that out of 185 studies, TBP accounted for 27% to 39% of
the variance in behavior and intention. For example, a study conducted by Dun et al. (2018)
found that teachers' intention to engage in ongoing PD was predicted significantly by their
beliefs, subjective norms, and perceptions of control.

A study conducted by Gilor and Katz (2019) found that TPB explained the degree to
which pre-service teachers were willing to engage in inclusive teaching practices. Another study
conducted by Gold et al. (2024) found that pre-service teachers’ intentions to use evidence-based
sources for justifying decision making was explained through TBP. Specifically, their attitudes
towards research use had the highest predictive power. Albeit with a smaller effect size, self-
efficacy towards finding scientific sources and subjective norms via influence from their teacher
mentors also predicted their intentions. Sundborg (2019) found that healthcare professionals’
beliefs about trauma, TIAs related self-efficacy, and leadership support were all important

variables when building capacity for commitment to TIAs.
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Addressing Attitudes

First, an attitude is defined as the degree to which someone has a positive versus negative
evaluation of performing a behaviour (Ajzen, 1980). Attitudes, like beliefs, have been found to
predict future action or inaction (Ajzen, 1991). Addressing attitudes about a given topic, in this
case, TIT, can help predict whether a pre-service teacher or in-service teacher would be willing
to put in the effort to learn about it and implement it in practice. Researchers have found that
interventions targeting attitudes about TIT have not only successfully shifted teachers’ attitudes
but also their self-efficacy and behaviors relating to TIT (Kim et al., 2021; Wendel, 2018).

Baker et al. (2016) developed one of the first psychometrically validated measures to
assess professionals’ favourable or unfavourable attitudes towards TIAs. The ARTIC scale is
measured across several domains that tap into unique areas of trauma-informed attitudes. In their
most recent study, Baker et al. (2021) found high internal reliability for the education version of
their scale (ARTIC-35 Education version: a = .90). In their sample, those who were more
familiar with trauma-informed approaches also had more favourable ARTIC scores especially in
relation to empathy, self-efficacy, system-wide support, and support seeking behaviour. In
comparison, those with more burnout and vicarious trauma had less favourable ARTIC scores.
Interestingly, they found that individuals who rated their schools as trauma-informed also
reported attitudes that aligned with stricter rules and more punitive approaches to challenging
behaviours.

To this point, Miller and Stint-Flipp (2024) have recently highlighted the potential
unintended negative consequences related to embedding TIAs without proper instruction and
skill building. Specifically, although TIAs are about creating safe environments for students to

grow despite adversity, researchers have found that this may not be the message that was initially
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shared (Bonnett et al., 2023). The focus instead was on the fact that these students had reduced
abilities because of their experiences (Bonnet et al., 2023; Gherardi et al., 2022; Hobbs et al.,
2019; Perry & Daniels, 2016).

Unlike many studies showing an increase in positive attitudes after learning about TIAs
(Brown et al., 2012; Foreman & Bates, 2020; Purtle, 2020; Wendel 2018), Baker et al. (2021)
found no relationship between formal learning opportunities and ARTIC scores. Overall,
although continued research and improvement of the ARTIC scale is warranted especially
around its validity, it is currently an efficient and reliable measure to administer when assessing
school professionals’ attitudes about TIAs.

Addressing Mindset Beliefs

Second, beliefs are defined as a person’s opinion of the truth (Pajares, 1992). When it
comes to beliefs about control, mindset theory (Dweck, 1999) has provided an effective
operationalization. Dweck (1999) posits that individuals with a growth mindset believe that
abilities are malleable, while individuals with fixed mindsets believe that abilities are set in
stone. Beliefs about abilities can "set the stage" for success in interventions. Individuals who
believe that abilities are malleable have been found more likely to follow through with
supporting behaviours (Burnette et al., 2020). Furthermore, mindsets positively correlate with
cognitive reappraisal strategies, in other words, changing how one thinks about a specific
concept (De Castella et al., 2013; Schroder et al., 2015).

Conceptual Framework

The current study was built on the following conceptual framework (See Figure 1). The

framework is rationalized by first, experiential learning being a strong tool to facilitate change in

attitudes and beliefs (Darling-Hammond & McLaughlin, 2011; Kolb, 2014) and then second, that
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these changes may influence intentions that shape future behaviours. Specifically, considering
the foundational nature of attitudes and beliefs and the learning position of pre-service teachers
(Ajzen, 1991; Pajares, 1992), this framework combines experiential learning, attitudes, and
beliefs as relevant for the intention and eventual enactment of TIAs.

Figure 1

Conceptual Framework

Intentions
and
Behaviours

Attitudes
and Beliefs

Experiential
Learning

Chapter I11: Methodology

Researcher Positionality

My perspective is primarily rooted in constructivist ontology and interpretivist
epistemology. I hold the belief that my position as a researcher prevents complete objectivity. I
view the construction of meaning and worldviews as inherently tied to individual experiences
and uniqueness. Nonetheless, I do hold pragmatic views as well. | recognize that shared
meanings and commonalities exist among our differences. These patterns offer valuable insights
and aid in exploring and understanding various constructs. [ also understand that they are
necessary for action given dominance of positivist paradigms in systems that influence change.
For these reasons, I chose to conduct a multi-method study.

I am a 5th year PhD student in School and Clinical Child Psychology (SCCP) with
experience working in a clinical capacity in schools and other public serving systems. |
acknowledge my clinical interest in working alongside children who experience trauma as well

as in systems where TIAs are embedded. I believe that pre-service teachers should receive
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learning opportunities on TIT and that they are not receiving enough. As a student in SCCP, I am
versed in the psychological constructs that may (or may not) come to play in the lived experience
of a Human Library. However, I am not a pre-service teacher, therefore I do not assume that I
know what it would be like to experience this type of Human Library as a future teacher. I went
into all parts of the project balancing my unique perspective and an open mind to learn about
participants' own experience and uncover patterns in the data.

Research Design and Questions

In this study, I sought to understand the lived experience of pre-service teachers
participating in a Human Library and how it impacted their attitudes and beliefs about TIT. The
existing research on the outcomes of Human Libraries is limited, and to my knowledge, this is
the first study of its kind to address these topics. I proposed the following research questions: (1)
Does a Human Library event change pre-service teachers’ attitudes and beliefs about trauma-
informed teaching? (2) What is the lived experience of pre-service teachers participating in a
Human Library event? (3) Does a Human Library event influence pre-service teachers’
intentions and behaviours to learn more about trauma-informed teaching? (4) What is the
sustained impression of the Human Library event on pre-service teachers?

I designed a multi-method study that used both quantitative and qualitative methods
separately. The quantitative portion involved data collection both before and after the event to
measure changes. The qualitative portion served the purpose of getting a more in-depth
understanding of participants' lived experience of the Human Library after their participation.
The University of Alberta’s Research Ethics Board approved the study (Pro00125408, Appendix

A).
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I recruited pre-service teachers at Universities with an Education program in Edmonton,

Alberta to participate in the study (See Appendix B). Fifteen participants indicated interest in the

study and seven were able to participate in the full study (See Table 1 for summary of

demographics). Of the seven participants, five identified as women and two as men. Four

participants were in the 18-24 age range and three were in the 25-35 age range. Regarding

ethnicity, three identified as White, one as Slavic, one as East Asian, one as Arab, and one as

Indigenous. Three participants were in year 5+ of the Education program, one in fourth year, two

in third year, and one in second year. Five of the participants expressed that they hoped to teach

High School, one Junior High, and one participant was undecided. This information is intended

simply to describe the sample, not be integrated into the results.

Table 1

Participant Demographics

Participant Age Gender Ethnicity Program Year
! !
P1 25-35 Woman Slavic 5+
P2 18-24 Man White 5+
P3 18-24 Woman Indigenous 4
P4 18-24 Woman East Asian 5+
P5 25-35 Man White 3
P6 18-24 Woman White 2
P7 25-35 Woman Arab 3
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I enacted the multi-method study in three distinct phases: before the event (Time 1 (T1),

pre-test), the day of (Time 2 (T2), post-test), and follow-up (Time 3 (T3)). See Figure 2 for an

overview of the procedure.

Figure 2

Multi-Method Procedure of the Human Library

Before Human Library Event
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Before the Event

I recruited participants by putting up posters in the Education building at the University
of Alberta, and circulating an advertisement through emails, listservs, social media, and word of
mouth. All recruitment forms asked interested participants to scan a QR code that was linked to a
Google Form Information Letter (Appendix C). The Information Letter explained the Human
Library event, as well as the research attached to the event, including research goals,
benefits/risks, and confidentiality parameters. Pre-service teachers were asked to “RSVP”,
indicating their intention to attend the Human Library. After this expression of interest, pre-
service teachers were asked to “reflect on their current understandings of childhood trauma” by
completing a brief survey of approximately five minutes (Appendix D). This survey served two
functions: (1) to help pre-service teachers mentally prepare for the Human Library and (2) as a
pre-test (T1) measure. Two days prior to the event, I sent the confirmed participants a reminder
email and a brief information letter. The information letter included short biographies about the
speakers as well as guidelines for the event including mutual respect, confidentiality, and
genuineness (See Appendix E).
Day of the Human Library

On the day of the event, pre-service teachers arrived at the location of the Human
Library. The event was hosted by a team of volunteers who were trained prior to the event.
Participants were greeted by the team, asked to sign-in, and were provided with coffee, tea,
pastries, and fidgets. Once the event started, participants listened to three storytellers from the
community share their stories of childhood trauma. They addressed how it manifested itself in
school, how their relationship with their teachers impacted them positively and negatively, and

what they wanted future teachers to take away from their experience. Then, participants and
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volunteers were divided into three groups. They had the opportunity to have collaborative
discussions with each storyteller for approximately 15 minutes. The venue was set up to provide
everyone with a comfortable setting that included a safe space for communication. Volunteers
were part of the groups to ensure the conversations ran smoothly and to gauge the comfort and
well-being of participants and storytellers. Once the event was done, prior to their exit,
volunteers asked attendees to fill out a brief five-minute survey that contained measures of
attitudes on trauma-informed teaching, mindset beliefs, and future intentions (T2; Appendix F).
Then, participants engaged in an audio recorded, semi-structured interview in a private location,
on site to gather additional data on their thoughts and experience.
Follow-up

Three weeks following the event, I sent participants another brief five-minute survey
asking them to reflect on their experience (T3; Appendix G). The survey included several of the
same questionnaires as in the pre-test and post-test (e.g., attitudes about trauma-informed
teaching, mindset beliefs, future intentions) as well as items designed to be an indication of
longer-term impact.
Materials

The following describes the people who shared their experiences during the Human
Library, the surveys utilized for the quantitative data collection and the interview questions that
guided the qualitative data collection.
Storytellers

To avoid the possibility of dehumanizing presenters by referring to them as a “book™, I
chose to call them “storytellers" for this study. A Human Library consists of asking people with

lived experience of something specific to share their stories with people who have little exposure
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to the experience. For this study, storytellers were asked to share the role childhood trauma has
played in their lives and how risk and protective factors contributed to their healing positively or
negatively. I found three mental health advocates in the community with experience in public
speaking. All three had engaged in similar events and were willing to share their stories. The
three advocates were thrilled by the opportunity to participate and highlighted positive beliefs on
the importance of this type of research. I met with the speakers through video conferencing on
several different occasions to collaborate on the planning of the event to ensure safety,
autonomy, and comfort. I discussed with each speaker the potential benefits and risks of
speaking to others about their experiences. I also provided them with detailed information
outlining the event and expectations in both written and oral format. Each storyteller was
compensated for their transportation. They were given a gift basket and a personalized card as a
thank you afterwards.
Survey Data

Each survey (T1; T2; T3) consisted of a combination of pre-existing survey tools and
researcher-created items. Each survey had a slightly different combination of items tailored to its
place in the larger research design. Two pre-existing scales with established evidence of
reliability and validity were adapted and used at all three data collection points. There were also
separate descriptive questions that were only relevant at specific time points. The pre-test survey
included demographic information and four questions to account for participants’ baseline
knowledge of TIAs and of Human Libraries.

Attitudes. Rather than creating new items, I used six questions from the Attitudes
Related to Trauma-Informed Care — Education (ARCTIC-35 Education) Scale (Baker et al.,

2016) to assess participants’ attitudes surrounding TIT. I did not use the whole scale because not
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all items were relevant to research focus and sample. The items chosen were reflective of two of
the subscales including attitudes around the underlying causes of trauma and response to in-class
behaviours. The items chosen in the ARTIC-35 Education are highly relevant and have been
validated to capture relevant attitudes. For this study, the reliability was T1: a = .64, T2: a = .57,
T3: a = .58. Participants circled their personal beliefs between two opposing statements along a
dimension of one to seven such as (1) “Students’ learning, and behavior problems are rooted in
their behavioral or mental health condition’’ to (7) “Students’ learning, and behavior problems
are rooted in their history of difficult life events’’. A higher score represents attitudes that are
more in-line with TIAs.

Mindset Beliefs. To assess pre-service teachers' mindsets, [ adapted the three-question
measure from Carol Dweck et al. (1995) Theories of Intelligence Scale. Participants were
prompted with the following statement: Considering a student who has experienced trauma in
your mind, answer the following questions reflecting your own beliefs. There are no right or
wrong answers. Participants responded to three growth (T1: a=.61, T2: a= .87, T3: a =.66)
statements about intelligence beliefs on a six-point Likert scale from one (Strongly disagree) to
six (Strongly agree). For example, "Even their basic abilities level can be increased
considerably." A lower score represents a more fixed mindset, and higher scores represent a
more growth-oriented mindset.

Future Intentions. I created eight matched items for the T2 and T3 surveys. For the first
question participants answered dichotomously (yes/no) to their interest in pursuing more
knowledge on childhood trauma and TIT practices. The seven following questions included a list
of possible actions participants could take following the Human Library. The items ranged in

how much effort and/or investment would be required by the participant from low (e.g.,
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Receiving emails on opportunities to learn about TIT) to high (e.g., Registering for a one
semester (for credit) course on TIT). The purpose of asking the questions at both T2 and T3 was
to see if participants followed through with the intention of seeking out information (not
necessarily signing up). The verbatim items are in Table 3 of the results section.

Sustained Impact Items. I created three items for the T3 survey to assess participants’
ongoing thoughts on the impact of the event (e.g., After the event, [ was eager to share my
experience with people I know). Participants responded on a five-point Likert scale from 1
(Strongly disagree) to 5 (Strongly agree). The verbatim items are presented in Table 4 of the
results section.

Interview Data

The purpose of interviews in research is to understand participants’ views, experiences,
and beliefs. Interviews are beneficial when little is known about the phenomenon being studied
(Gill et al., 2008), in this case, a Human Library. For this study, I utilized a semi-structured
interview format. Participants were individually interviewed by a team of seven volunteers and
probed with questions such as “Tell me a bit about how you’re reacting to this event. What are
you feeling and thinking?” This flexible approach allowed me to present several questions to
guide the conversation while giving space to pursue other ideas in greater depth. Their responses
were audio recorded. I chose to conduct the interviews immediately following the Human
Library for multiple reasons. First, to reduce participant burden of having to schedule additional
time to complete interviews with me. Second, to get an immediate perspective of their
experience of the Human Library. Third, to be present and readily available if any support was

needed from my volunteers.
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Rationale for Analysis
Quantitative Analysis

I conducted the quantitative analysis in three steps using Jeffreys’s Amazing Statistics
Program (JASP, 2023). First, I ran descriptive statistics on baseline knowledge and to observe if
there were any trends in the data within means, standard deviations, frequencies, skewness, and
kurtosis for all variables. Second, following challenges with recruiting a larger sample and low
power detection of change at the mean level, I pivoted from my initial plan to run RM-ANOVAs.
Instead, I plotted individual trajectories on my variables across the three time points. Third, I ran
descriptive statistics to describe participants’ future intentions and sustained impression of the
event.

Qualitative Analysis

For the qualitative data, I conducted a reflexive thematic analysis (RTA; Braun & Clark,
2020) in six steps. The RTA process aligned with my overall goal for this part of the study which
was to make meaning of the lived experience of the participants.

Prior to commencing the analysis, I engaged in a journaling process where I laid out my
assumptions and reflections about the (See Appendix H). This is an important element of a
reflexive thematic analysis (Braun & Clarke, 2020) because it embraces qualitative research as
subjective and influenced by researchers’ histories, perceptions and values. This includes how
researchers become interested in the topic they are studying and how the data is interpreted. This
approach was highly relevant to my ontological and epistemological beliefs and my professional
experiences with and beliefs about TIAs. This practice gave me the space to acknowledge my

subjectivity and positioning while remaining aware of how I was utilizing it as a resource in
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analysis. I also reflected on my experience leading up to the Human Library and during my
analysis (See Appendix I).

First, I utilized the Otter.Ai software to transcribe the interviews. All transcripts were
double-checked to ensure accuracy. Through an inductive process, I began familiarizing myself
with the transcripts through various means including listening to the audio recording and closely
reading through transcripts multiple times. Second, going through each transcript individually, I
began open-coding larger meanings of text, grouping them together based on initial notes related
to relevant segments tied to the research question. Third, I merged the data set by creating a
codebook that included three columns: code name, definition of what the code meant, and
examples of direct quotes. I started making meaning across the data by utilizing a back-and forth
approach where I re-labelled or re-coded as needed. I collapsed codes into larger units of
meaning (themes) and underlying facets (sub-themes). Fourth, I continued analyzing the themes
and sub-themes by seeing if there was enough meaningful data for each. I readjusted and
removed ones as I continued to explore meaning across the spectrum. During the analysis, I
mostly focused on the semantic meaning given the brevity of the interviews, however I
incorporated a latent approach when feasible. Utilizing my position as a researcher, I was able to
produce themes that both highlighted shared meaning between participants’ responses while
acknowledging my subjective interpretation (Braun & Clark, 2020). Fifth, I went back to my
themes and sub-themes, giving them final names that helped create a narrative representing the
data in a cohesive manner. I also chose data items that would best showcase the argument made
by each theme. Sixth, I finalized how and in what order I would present my analysis within the

context of my research questions, current research, and theory.



30

In alignment with a reflexive process, the analysis was done over many weeks and with
regularly scheduled meetings with my supervisor. This allowed me to step in and out of the
analysis, process my interpretations, and come back with a fresh perspective each time. Working
alongside another person during my analysis helped me process the units of meaning. The final
themes and sub-themes were shared and discussed with four of the seven interviewers to
establish confidence in my interpretation of the participants’ experience.

Chapter 1V: Results

I present the results in three sections that both align with and diverge from the research
questions. First, I discuss participants’ baseline knowledge of TIT prior to participating in the
Human Library to help contextualize the sample. Second, the quantitative results answer the
following research questions: (1) Does a Human Library event change pre-service teachers’
attitudes and beliefs about trauma-informed teaching?, (2) Does a Human Library event
influence pre-service teachers’ intentions and behaviours to learn more about trauma-informed
teaching?, (4) What is the sustained impression of the Human Library event on pre-service
teachers? Third, the qualitative results speak to the following research question (1) What is the
lived experience of pre-service teachers participating in a Human Library event? I do not move
back and forth between the quantitative and qualitative results in this section in keeping with the
multi-method design.

Baseline Knowledge

In terms of describing their familiarity with trauma and TIT, no participants reported
receiving substantial training on the topic of trauma. 28.6% (n=2) of participants reported being
familiar with TIT, and 14.3% (n=1) of participants reported having participated in a Human

Library before the event. Four participants strongly agreed, and three participants agreed to the
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following statement: ¢ is important for me to teach at a school that has an awareness of trauma
and trauma-informed teaching approaches. Furthermore, three participants strongly agreed, and
four participants agreed to the following statement: Relative to all the things pre-service
teachers need to learn, trauma and trauma-informed approaches are high on the list. Overall,
the concepts of trauma, trauma-informed teaching, and a Human Library event were relatively
new for the sample participants but was viewed as important to them as future teachers.
Quantitative Results
Variable Descriptives

Descriptive information about each scale (e.g., attitudes and beliefs) at each time point, is
provided in Table 2. Overall, participants’ means were higher at T2 (after the event) and T3
(follow-up) than at T1 (before the event) on the attitudes and beliefs scale. This suggests an
increase from baseline in their scores related to attitudes about TIT and mindset beliefs. Figure 3
provides a visual representation of individual participants’ trajectories on the attitudes scale.
Figure 4 provides a visual representation of individual participants’ trajectories on the beliefs
scale.
Table 2

Variable Descriptives for Times 1 Through 3

Measure # Scale N « Range M SD Skew Kaurtosis
Attitudes_T1 6 1-7 7 064 2939 3400 408 000  -2.17
Attitudes_T2 6 1-7 7 057 3441 3800 277 -020  -1.70
Attitudes_T3 6 1-7 7 058 3341 3685 3.02 014  -1.52



BeliefS_Tl 4 1-5
Beliefs T2 4 1-5
BeliefS_T3 4 1-5
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2.23
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-1.19

-0.39

0.28

32

2.02

-0.78

-2.62

Note. T1 =time 1; T2 = time 1; T3 = time 3; a = reliability

Figure 3

Individual Trajectories on the Attitudes Scale
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Note. The y axis delineates participants’ average attitudes scale scores. The x access delineates

the three timepoints when they filled out the scale.



33

Figure 4

Individual Trajectories on the Mindset Beliefs Scale
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Note. The y axis delineates participants’ average beliefs scale scores. The x access delineates the
three timepoints when they filled out the scale.

Future Intentions

In T2 survey, participants were asked whether this session made them want to learn more
about TIT approaches. All participants responded yes. Then, they were asked to read through a
list of opportunities and checkmark those that they would be interested in pursuing. In the T3
survey, participants were asked whether they had investigated any of the opportunities from the
same list since the event. Table 3 records participants’ responses to each item at both T2 and T3.
Overall, participants demonstrated interest in continuing their learning about TIT at both T2 and
T3. Notably, 100% of participants at T2 expressed that they would participate in another Human

Library and that they would attend a free seminar on TIT.



34

Table 3
Percentage of Participants Endorsing Specific Future Intentions at T2 and T3
Intentions at T2 % Intentions at T3 %

! | | ! 1
This session has made me I am still inspired to learn 100%
want to learn more about more about trauma and

trauma and trauma-informed ~ 100%  trauma-informed teaching
teaching approaches because of the event.
Receiving emails on Receive emails on
opportunities to learn about opportunities to learn 66.7%
. . 85.7% .
trauma-informed teaching about trauma-informed
teaching
Personally searching for Personally searched for o
) . 57.1%
online resources on trauma-  42.8% online resources on
informed teaching trauma-informed teaching
Registering for another 100% Registering for another 33.3%
Human Library ° Human Library
Joining a book club on trauma 00 Joining a book club on 0%
and trauma-informed teaching trauma-informed teaching
Taking a free 1-day Taking a free 1-day 0
. . o . 57.1%
seminar on trauma-informed  100% seminar on trauma-
teaching informed teaching
Registering for a paid 1- 16.7%

Registering for a paid 1-day
seminar on trauma-informed
teaching

57.1%  day seminar on trauma-
informed teaching

Registering for a one semester Registering for a one
semester (for credit) 16.7%

(for credit) course on trauma- o
. ) 57.1% :
informed teaching course on trauma-informed

teaching

Sustained Impression

In the T3 survey, participants were additionally asked to reflect on three statements

regarding their thoughts and actions after the Human Library (See Table 4). The question with
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the widest range of responses (2-5) and the lowest mean (M = 4.0) despite being above midpoint
was: “I am still processing what I learned about the impacts of trauma on child development”.
The question with the highest mean (M = 4.71) was: “I still think about the event once in a
while.” Overall, participants scored well above the midpoint on all questions suggesting a
positive sustained impression of the event.

Table 4

Descriptive Statistics for Participants’ Sustained Impression at Time 3

Measure Scales N Range M SD Skew  Kurtosis

After the event, I was eager 1-5 7 3-5 4.29 0.76 -0.60 -0.35
to share my experience with
people I know.

I still think about the event 1-5 7 4-5 4.71 0.49 -1.23 -0.84
once in a while.

I am still processing what I -5 7 2-5 4.00 1.00 -1.40 3.00
learned about the impacts of

trauma on child

development.

Qualitative Findings
Themes and Sub-Themes

The interviews were intended to facilitate the ability for participants to share their unique
lived experience of attending a Human Library. Interviews lasted on average 14 minutes and 32
seconds (9:41 to 23:10). The reflexive thematic analysis resulted into 11 subthemes that were
consolidated into four themes: feeling impassioned, meaningful shifts, advocates for trauma-

informed teaching, and processing of becoming a trauma-informed teacher.
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Feeling Impassioned. Participants appeared to have strong emotional responses to
multiple facets of the event. Specifically, the words they utilized to describe the experience
suggested positivity, intensity, and passion rather than indifference or negativity. The
experiencing of such emotions appeared to be facilitated through how the Human Library was set
up and the stories that were shared. The emotions felt as a result of vulnerability suggested to be
a catalyst in their ability to truly process the information and think about what is next.
Specifically, participants’ narratives alluded that they were able to immerse themselves in the
experience, to let their guards down, and be in the present moment with the readers and other
participants. From these discussions, two sub-themes were conceptualized (a) the event as
positive experience, (b) and the emotional impact of a Human Library.

The Event as a Positive Experience. Participants’ dialogue about the event suggested it
was highly enriching and invaluable for them. For example, one participant described the whole
event as: “it's a very, almost cathartic and very enlightening experience.” The Human Library
was a “great” opportunity to support their learning. They appreciated being able to understand
the perspective of a person who has faced these challenges. They also benefited from the group
interactions and the opportunity to engage directly with speakers. Participants found the event to
be well-structured, collaborative, and comfortable, allowing them to feel secure and open. The
Human Library’s ability to help individuals articulate their thoughts and reflect on their
experiences without feeling judged was noted. Ironically, without maybe realizing it consciously,
participants appreciated that the event was constructed through a trauma-informed approach. “I
think it was just the right amount of people. I felt safe and comfortable when I first came in and

saw just a few people.” Another participant shared.
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[T appreciated the] acknowledgment that this is a safe space, and everyone is going to be
participating. I signed up knowing I was going to be participating. And then just the way
the talk was set up. So, they were talking to us, I guess, for 20 minutes but we were able
to talk with them at the end and bounce ideas off them like about their past, and the future
about things we can do. So, it was really collaborative.

Despite the potential for a Human Library focused on an uncomfortable topic to be challenging,
participants’ overall meaning making of the event was that it was a positive experience.

The Emotional Impact of a Human Library. Participants’ narratives suggested that
hearing lived experiences of trauma had a profound influence on their emotional growth.
Participants were able to confront their own vulnerabilities through “readers” willingness to be
vulnerable themselves. Some discussed how the event was healing for their own personal
experiences: “I guess because of my mental health journey of the past four years; I feel like a
weight has been lifted off my chest, ’'m getting so inspired”. Others described the experience in
relation to their future teaching practice, suggesting that participating in the event gave them
inspiration that they can have a positive influence on their students. For example,

I'm really glad I did this... And I understand, it's emotionally tough, but I think people do

need to hear things like this sometimes to be reminded, there are people out there,

struggling and teachers get the privilege to alter lives.

One participant noted initial feelings of anger directed towards themselves for ways they had
reacted to some of their students in the past. In parallel, they shared that this event facilitated
reflection about how they can be better moving forward: “I guess, like angry at myself that I
didn't have the patience that I should. But not necessarily something that I would dwell on, or

that would hold me back from, it's more of a motivating factor.” Participants experienced a range
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of emotions, including some uncomfortable ones, but there was a shared meaning that although
sitting with peoples’ difficult experiences can be emotionally taxing, it is essential for both
personal and professional growth.

Meaningful Shifts. The Human Library event facilitated multiple shifts among
participants. Participants gained a deeper awareness of the widespread nature of trauma,
understanding that it is more prevalent and varied than they initially believed. The authentic and
personal stories shared during the event significantly impacted their perception, making the
concept of trauma more real and tangible compared to traditional learning methods. They
realized that trauma often goes unnoticed, as it can be hidden behind outward appearances. This
newfound awareness led to a shift in their beliefs, particularly in recognizing their potential
impact as future teachers and challenging preconceived biases about individuals who have
experienced trauma. From these discussions, four sub-themes were conceptualized: (a)
prevalence of trauma, (b) realness of hearing stories, (c) trauma is masked, and (d) change in
beliefs.

Prevalence of Trauma. 1t appeared that participants did not realize how commonly
trauma was experienced by children. They suggested that the definition of trauma was broader
than they may have originally thought it to be and that the Human Library “opened their eyes”
on the prevalence of these experiences. For example, one participant commented:

It's more like the scope of it is wider ranging than I guess I thought. There's like, two or

three big ones you hear about...So I guess that shifted my idea of what trauma could be

or what people go through.
One shared that it was not necessarily new information for them but that “[trauma] is more

prevalent than I thought.”
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Realness of Hearing Stories. In part this prevalence was linked to the authenticity of the
stories that were shared - a realness that impacted the participants in meaningful ways. For
example, participants discussed that hearing people discuss their lived experiences of trauma
supported a shift in their understanding of trauma, alluding to the fact that learning about trauma
in a more conventional way like a class presentation does not have the same effect. One
participant explained:

Listening to people talk about that makes it feel more real. Like everybody knows. That's
kind of what it's about. But to hear it said, makes it feel more real and like, surprising...Versus
reading it in a textbook that says, this is what trauma is, this is why we have to do it, versus
someone being like, “I actually experienced this.”

Another participant shared similar thoughts:

But to really hear it from people and really connect with people, that's a whole different

thing, because you can watch a lecture that tells you what trauma is or what anxiety is.

And it can have an effect on you, Sure. But like really talking to someone, I'm hearing

their story and knowing that it's real, and it's happened. And that's what actually makes an

impact.

Trauma is Masked. Another reflection was the realization that people often carry
struggles that are not immediately visible, and the full impact of trauma may not be recognized
until much later. They alluded that listening to the speakers made them realize that unlike
physical disabilities, trauma isn’t always as obvious and can be hidden. One participant
expressed: “Realizing that like anyone that's walking down the street, or anyone that you have an
interaction with no matter what they look like, yeah or if they're smiling, they may be

struggling.” Another shared: “So if someone had a lot of trauma, maybe I would have kind of
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assumed that they would seem really distressed but that's not necessarily the case. Being more
aware of that.”. This realization underscores the importance of treating each student with respect
and dignity, as anyone, regardless of their outward appearance or demeanor, may be dealing with
significant challenges. At the same time, it may also create a bit more pressure for teachers to
feel like they have to unmask or uncover a reality that might be hidden behind the student they
see.

Change in Beliefs. In addition to gaining new knowledge about trauma, participants
alluded to an actual perceived shift in their beliefs. They gained awareness around the
presentation of trauma and how important relationships in children’s lives such as one’s with
their teachers, can either heal or perpetuate suffering. This newfound empathy enabled them to
identify with experiences they previously could not relate to prior and enabled them to feel like it
is more accessible to support students with trauma. Specifically, they experienced a change in
their beliefs about their role as a future teacher. Participants recognized the importance of
providing constant and reliable support and were left feeling more capable and confident about
fostering a supportive environment for students carrying various emotional burdens. One
participant stated:

It's feeling more accessible. I mean, you know, just being there for people in general..to

have a classroom full of students who are vulnerable and carrying trauma and guilt and

all of these emotions good and bad. It's just like, I feel like it can be done. You know,
like, there aren't any big answers that anyone can give. But it has to be like, constant and
reliable.

Advocates for Trauma-Informed Teaching. Participants reflected on the importance of

acknowledging experiences of trauma and shifting teaching approaches to support student
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growth. They discussed implications including advocating at the broader level and sharing their
knowledge and experiences with others. Participants emphasized the necessity for opportunities
to learn about TIAs to equip teachers with the skills to recognize, respond to, and resist re-
traumatization. They advocated that small, empathetic actions and adjustments in teaching
approaches can significantly impact students' well-being. Importantly, they noted that awareness
and understanding of trauma is as critical as the skills used to support students. From these
discussions two sub-themes were conceptualized: (a) teachers are impactful (b) training is
important.

Teachers Are Impactful. Participants reflected that pre-service and in-service teachers
need to understand the important role they have in the lives of their students, namely students
who experience trauma because teachers can support them. Not only was there a shift in their
beliefs about their impact as highlighted in an above sub-theme, but there was an embodied
understanding following the shift of what that looks like in action. They seemed to acknowledge
their power by discussing how specific strategies in their teaching approaches could influence
their students’ growth in the classroom. For example, one participant stated:

We’re possibly that safe space for kids for eight hours a day. So, if we are that safe place

for that kid, letting them do what they need to take care of themselves, and not trying to

push the science test or quiz that they might have missed, or they need to catch up.

Training is Important. Participants reiterated that all pre-service teachers should have to
participate in a Human Library and/or receive training on TIT. It appeared that they believed that
receiving such training is vital in preparing all pre-service teachers for becoming effective
teachers. They highlighted that, in their opinion, it was as important as other mandatory training

they currently receive. One participant commented “I think it should be probably mandatory. I'm
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dead serious... You don't maybe not have to do a full course but just attending maybe like three
over your studies of attendance. Maybe it should be integrated.” Another shared that: “There are
some teachers who are going to be out there who've never had things like this happen to them.
So, they need to hear experiences about this so that they can help their students....”

Processing How to Become a Trauma-Informed Teacher. The Human Library
provided a setting for participants to intentionally process their next steps as future teachers.
These discussions included shorter-term goals that can put be into action before they enter their
teaching practices. They also discussed how they hope to implement TIT strategies once they
have their own classrooms. In these conversations, three sub-themes were conceptualized: (a)
seek out knowledge, (b) practice trauma-informed teaching, (¢) embed storytellers’ wisdom.

Seek Out Knowledge. Participants were intentional in their discussion about wanting to
continue their pursuit of knowledge about the topic of trauma-informed teaching because of their
experience attending a Human Library. One commented: “Immediately I'm going to look for a
trauma course offered or like a field experience at a trauma school or something.” The event
appeared to ignite a desire to invest more of their time in similar opportunities. For example, one
noted: “I'd definitely be interested in attending another Human Library like this, or a professional
development day on trauma and TIT to learn more about it.” They appeared motivated and ready
to continue their learning.

Practice Trauma-Informed Teaching. Participants also described their intentions as
future teachers. They explored how they hope to incorporate TIT into their practice and provided
specific examples of how they plan on supporting students who have experienced trauma. Some
discussed specific actions encompassing TIT while others provided system-level implications.

One participant noted that they would implement changes promptly: “Yeah, I mean, probably
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immediately, it'll affect how I go into, or how I might react to somebody in my practicum in the
next couple weeks.” Another participant discussed how they will focus on the relational aspect of
being a trauma-informed teacher.

We all have these childhood needs, like, am I seen, Am I heard? Am I important? I think

that is what she said. So just bringing that into the classroom in everyday ways, you

know, like, greeting them at the door, that makes a big difference in classroom
management and building rapport with students.
Another participant discussed broader implications such as: “Potentially even speak at
assemblies, try and push my school to do assemblies about those things, maybe just increasing
awareness is also just a really big thing.”

Embed Storytellers’ Wisdom. Participants resonated with wisdom shared by the speakers
surrounding helpful mindsets to hold about their future students. The wisdom retained was not
about specific tools or skills but more about shifting their way of thinking about students’ needs.
For example, one common reflection included: “She said teach to the most marginalized child.
You know, that's actually like a really good thought to have in mind, like a really good way to go
about it.” Another resonating moment shared by participants was that: “Kids just want to know
that they're seen, that they're heard, and that they matter. And it's just making sure that my
students know that I think is an important thing”. Participants may have resonated with these
quotes given that they are straightforward but hold a powerful message. Holding these important
quotes at the forefront of their minds may be a tool that supports their intentionality in practice.

Chapter V: Discussion
The purpose of this dissertation was to explore pre-service teachers’ lived experience of a

Human Library and its impact on their attitudes and beliefs. The study was conceptualized using
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the following model (Figure 5.). The results are explained within this conceptual framework
moving back and forth between the quantitative and qualitative findings in order to mostly
fluently describe the impact of the Human Library on this sample of pre-service teachers. I
discuss the significance of the findings for each research question, the implications for research,
practice, and theory, as well as limitations and directions for future research. Overall, pre-service
teachers’ experience of a Human Library was impactful and positive.

Figure 5

Conceptual Framework

Intentions
and
Behaviours

Attitudes
and Beliefs

Experiential
Learning

Changes to Attitudes and Beliefs

I begin this discussion focusing on the middle of the conceptual framework, namely
changes to participants’ attitudes and beliefs (Figure 6). I focus my discussion on the trajectories
of individual participants. These trajectories showed meaningful changes in pre-service teachers'
knowledge, attitudes, and beliefs. These changes are further supported and elaborated in the

qualitative interview data.
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Figure 6

Conceptual Framework: Attitudes and Beliefs

Intentions
and
Behaviours

Attitudes
and
Beliefs

Experiential
Learning

Note. The bolded oval of the conceptual framework represents what part will be discussed in this
section.

I observed a positive shift in participants' attitudes toward TIT after engaging in the
Human Library. Specifically, participants began to view student behaviors and symptoms as
adaptable and flexible rather than fixed and intentional. Moreover, they shifted how they thought
about the significance of relationships, flexibility, kindness, and safety as catalysts for change,
placing less emphasis on rules, consequences, and accountability. These shifts align with TIAs
that advocate for kindness, compassion, attentiveness, and adaptability to prevent re-
traumatization (Bonnett et al., 2023; Winninghoff, 2020). In other words, these shifts are
important because they offer an alternative to traditional school methods that rely on punitive
measures like disciplinary actions and removing students from class when faced with student
misbehavior and serve as a necessary first step in changing practice (Thomas et al., 2019).
According to Pajares (1992), self-efficacy is a prominent influencing factor in belief shifts and
motivation. Pre-service teachers who report high self-efficacy are typically more motivated to try
new teaching practices and be engaged in reform (Borko & Putnam, 1996; Gregoire, 2003;
Gregoire-Gill, Ashton, & Algina, 2004; Peterson et al., 2011; Richardson, 2003; Woolfolk Hoy
et al., 2006). Participants' responses reflect that the experience of a Human library gave them a

sense of confidence that they can support their students in more proactive ways.
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For pre-service teachers’ growth mindset beliefs, when looking at individual trends, one
participant’s growth mindset actually decreased. I offer three possible explanations for one
participant’s decrease in growth mindset. First, there is a gap in the literature on understanding
how personality traits, such as grit, might influence mindsets, as highlighted by Orosz et al.
(2017). It is possible this individual has a personality trait that resulted in feeling even more
overwhelmed, discouraged, and less motivated after encountering the trauma narratives. Second,
as noted previously, recent study by Miller and Stint-Flipp (2024) shed light on potential
unintended consequences of incorporating TIT into teacher education programs. Specifically,
they found that the mere introduction of the concept of trauma without thorough explanation and
skill-building ran the risk of perpetuating the commonly supported deficit view that students who
experience trauma are difficult to support and teach. Third, participants did not explicitly discuss
vicarious trauma in their interviews, but they did shed light on the difficult emotions that were
felt during the experience. Although it was sensed that they felt that the positive experience
outweighed the costs and that these difficult emotions led to enlightenment, it could be that this
was not the case for this participant. Researchers have shown that vicarious trauma can
negatively impact one’s attitudes and beliefs about TIAs (Baker at al., 2020). All explanations
are speculative and future research could examine quantitative data before the qualitative
interviews to gain explanatory perspectives.

Looking at group trends excluding this individual, there was an observable trend
indicating an upward shift in mindset beliefs (i.e., becoming more growth focused) following
attendance at the Human Library. These findings were even sustained at T3. In other words, after
hearing the firsthand stories and engaging in discussions with the storytellers, most participants

exhibited increased growth beliefs regarding the potential for children who have experienced
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trauma to enhance and develop their abilities. These findings corroborate other studies that have
found that single session interventions focusing on different malleable constructs including
intelligence, personality, and motivation can lead to an increase in growth mindset beliefs
(Daniels et al., 2020, Schleider et al., 2018). This upward trend becomes even more apparent in
the participants’ qualitative data. Herman and Whitaker (2020) and Kim et al. (2021) who both
examined changes in attitudes and beliefs relating to TIAs also suggested that the rich
transformation of their participants was uncovered in the qualitative portion of their studies.
During interviews, participants reported experiencing shifts in their attitudes and beliefs,
particularly regarding their perceptions of individuals who have experienced trauma and their
roles as future educators. Through this experience, participants gained a deeper awareness that
trauma is often masked. They explained that individuals may appear fine on the outside while
struggling internally. This experiential learning provided a unique opportunity for participants to
witness individuals "unmasking". Learning with storytellers who are now adults also gave the
opportunity to acknowledge that people are resilient and can prosper in the face of adversity.
This is particularly powerful for a few reasons. First, students might not know how to
articulate what they are going through or feel comfortable sharing their experiences.
Understanding this dynamic is crucial in a trauma-informed approach. As SAMHSA’s (2014a)
guidelines highlight, the initial step in being trauma-informed is to realize and recognize trauma.
This means acknowledging that trauma is not always visible on the surface and requires a
sensitive and informed approach to identify and address it effectively. By not making
assumptions and being aware of the hidden nature of trauma, educators and practitioners can
better support those who might be silently suffering Second, as scholars have addressed, some

learning opportunities focused on TIAs omit important conversations about strength and
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resilience (Miller & Flint-Stipp, 2024; Bonnet et al., 2023; Gherardi et al., 2022; Hobbs et al.,
2019; Perry & Daniels, 2016). In this case, how participants made meaning of the conversations
and discussions they heard, supports that the Human Library carefully balanced addressing the
challenges of adversity with promoting a strength-based dialogue.

Acknowledging the classroom as a potential safe space, participants emphasized being
aware of the importance of empathy, listening, and responsiveness in meeting the diverse needs
of students. Many of these comments can be viewed as participants having a newfound
appreciation for the importance of high-quality student-teacher relationships. Meta-analyses and
systematic reviews have found significant correlations between quality teacher-student
relationships and academic achievement, reduced disruptive behavior, school engagement,
motivation, executive functioning, as well as general well-being (Emslander et al., 2023; Quin,
2017). When surveying 1,449 teachers in the United States, Patall et al. (2023) found that the
most helpful teaching practices, reported by 96.9% of the sample as being used often or very
often, were teachers engaging their students through caring and relationships. Collaboration,
autonomy, and choice were also noted as core tenets of perceived behavioural and proactive
engagement. High quality teacher-student relationships also mediate the relationship between
student behaviour and peer relationships. When teachers reduce the negative aspects of their
relationship with students who present with externalizing behaviors, those same students are
more likely to have fruitful peer relationships with their classmates (Endedijk et al., 2022).
Although early experiences shape children's schemas and behaviors, the bonds teachers form
with their students can help create new narratives and mitigate the impact of negative

experiences (Garcia-Rodriguez et al., 2023). The Human Library’s ability to facilitate new



49

perspectives for the sample about the importance of teacher-student relationships provides
promise given their importance as highlighted in the research.
Lived Experience of the Human Library

Next, I turn to the start of the conceptual model and the way participants experienced and
made meaning during the Human Library (Figure 7). I furthermore make links between how
participants described the experience of the Human Library as creating the changes in their
attitudes and beliefs. This type of explanation is in keeping with Vygotsky’s (1978) social
constructivism theory which posits that social interactions shape individual views. Specifically,
through such interactions, individuals gain knowledge and shape their attitudes and behaviors. In
this case, the Human Library broadened participants’ understanding of trauma, challenging their
previous conceptions such as its prevalence, diverse range of traumatic experiences individuals
may encounter, and teachers’ potential influence. Not only do teachers face the hard job of
supporting students through successful academic outcomes, but they also have a responsibility to
actively challenge social injustices and support marginalized students (Bercaw & Stooksberry,
2005). Finding ways to bring about this understanding in a way that is constructive, and
motivating is paramount for positive change and the experience of the Human Library seems to
be one option. I elaborate on participants’ experience of the Human Library through discussion

of hearing lived accounts of trauma, the emotional elements, and their reflective process.
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Figure 7

Conceptual Framework: Experiential Learning

Intentions
and
Behaviours

Attitudes
and Beliefs

Experiential
Learning

Note. The bolded oval of the conceptual framework represents what part will be discussed in this
section

First, participants emphasized the impactful nature of hearing authentic stories of trauma
firsthand. They described how listening to individuals shares their lived experiences and having
intimate conversations with them afterwards fostered a deeper understanding in comparison to
learning about trauma through more conventional means, such as in lectures or textbooks.
Daniels et al. (2020) found that different types of evidence for practice was convincing
depending on the teacher. In their study, some teachers responded more favorably to qualitative
evidence, such as teacher-generated suggestions and discussions than experimental evidence.
The findings suggest that the sample in this study appreciated learning through qualitative means
as well. Furthermore, the way in which the Human Library was experienced fit with
recommendations by critical pedagogy theorists who advocate for a dialogical approach where
knowledge is co-constructed and promoted through mutual respect and collaborative learning
(Bercaw, & Stooksberry, 2005; Friere, 2000). Both dialogical approaches and the Human Library
allow students, in this case, pre-service teachers, to begin to be conscious of and critically
examine the power structures and patterns of inequality around them. This has the potential to

lead them to engage in action to facilitate social change. Critical theory perspectives highlight



51

reforming education to treat each student with dignity and respect and valuing the lived
experiences of human beings (Ryoo & McLaren, 2010).

Second, researchers have shown that evoking strong emotional reactions helps foster
changes in attitudes and beliefs (Day & Sachs, 2004; Stoll et al, 2012). These ideas are well-
supported by theories such as experiential learning theory (Kolb, 2014) and transformative
learning theory (Mezirow, 2009) that are rooted in the understanding that emotions have a
significant impact on learning and are in fact crucial for growth (Damasio, 2000; Meyer &
Turner, 2002; Zeivots 2010). The Human Library event elicited positive and difficult emotional
responses related to participants’ personal and professional lives. For these participants, this
experiential learning opportunity promoted empathy and understanding. They described the
experience as “cathartic” and “enlightening”, emphasizing the unique opportunity to listen and
collaboratively discuss with the storytellers in an intimate and safe setting.

However, strong emotions require a safe and relational environment, a characteristic
considered key in PD about TIAs (Whitaker et al., 2019). The participants discussed the
emotional challenges of confronting the difficult topics described by the storytellers but
emphasized their importance. In reflecting on the stories, discussions, and their emotions,
participants noted personal growth and newfound clarity. Some participants were able to self-
reflect on similar past experiences and gain a new perspective. Others recognized areas for
improvement in their interactions with others. These findings are corroborated by new research
on Human Libraries suggesting that Human Libraries do in fact facilitate personal growth
(Chung & Tse, 2022; Kwan, 2020; Lam & al., 2023; Pope & al., 2023).

The ability to learn through reflection is a fundamental concept supported in experiential

learning (Sternberg & Zhang, 2014) and is why it is widely utilized in conjunction with other
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traditional teaching methods. For the participants in this study, reflections facilitated shifts to
their preconceived biases, leading to a more nuanced understanding of trauma and its effects.
Many expressed that the event inspired them and renewed their motivation for future teaching
practices. Specifically, it gave them a strong desire to advocate for TIAs. A sense of advocacy
was also found in Chung and Tse (2022) participants following their participation in a Human
Library.

Experiential learning enhances both motivation and the inherent desire to learn (Kong,
2021) through reflection, collaboration, discussion, and hands-on experience. Pre-service
teachers often replicate the teaching methods they experienced as students, which becomes
problematic when teaching expectations have shifted since their own schooling (Darling-
Hammond, 2006). Darling-Hammond (2006) emphasizes that it is crucial for pre-service
teachers to confront and reassess their preconceived attitudes and beliefs in a way that motivates
them to adapt and teach effectively to meet the current needs of their students (Peterson et al.,
2011; Peterson & Moss, 2006; Peterson & Moss, 2007).

Overall, the Human Library was constructed to facilitate mental, emotional and social
interactions to promote greater opportunity for knowledge transmission and change in attitudes
and beliefs (Voukelatou, 2019). Participants' experience tells us that a Human Library might
possess the mechanisms to alter the attitudes and beliefs needed to then be motivated to learn and
implement TIAs (Girvan et al., 2016). Specifically, insights obtained through the Human Library
have the potential to be a catalyst for participants’ future behaviours in the classroom and for

student outcomes (Fives et al, 2015; Gill & Hardin, 2015; Staub & Stern, 2002).
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Becoming a Trauma-Informed Teacher

Lastly, I turn to the end of the conceptual model and the way participants discussed their
future intentions and behaviours because of the Human Library (Figure 8). I elaborate on three
ways that the participants described sustained impression of the Human Library as well as the
future steps they plan to take as future teachers who are motivated in embedding TIAs in their
teaching practice.
Figure 8

Conceptual Framework: Intentions and Behaviours

Intentions
and
Behaviours

Attitudes
and Beliefs

Experiential
Learning

Note. The bolded oval of the conceptual framework represents what part will be discussed in this
section.

First, the participants reflected on their post-Human Library experience, expressing a
strong intention to continue their learning journey in TIAs and to integrate such practices into
their future classrooms. The fact that over 57% of participants continued to actively search for
additional learning opportunities three weeks post-event highlights a sustained interest in
deepening their understanding and competencies. Furthermore, three weeks following the event,
participants noted that they had been eager to share their experience with people they knew, and
that they were still thinking about and processing their experience. This desire for learning
opportunities on TIAs for teachers in various forms is well documented across the literature
(Alisic, 2012; Bixler-Funk, 2018; Day et al., 2015; Miller & Flint-Stipp, 2019; Pelletier et al.,

2021). Similarly, the participants emphasized the critical need for pre-service teachers to receive
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learning opportunities on TIAs. In their interviews, participants highlighted the inevitability of
working with students who have experienced trauma and stressed the importance of such
opportunities in preparing them to be effective teachers.

Approximately 67% of youth experience significant adverse events no matter where they
live in the world (Carlson et al., 2020). Record-Lemon and Buchanan (2017) noted elevated
reports of school-aged children exposed to trauma. Although no research is available for reported
prevalence rates of trauma in school-aged children in Canada, researchers surveying over 44,000
adult Canadians, found that 61.6% reported exposure to at least one adverse childhood
experience (ACE; Joshi et al., 2021). In the United States, Gonzalez et al. (2015) reported that
34% of children in Grades 1 to 5 had experienced one or more traumatic events in their sample.
Woodbridge et al. (2016) reported in their sample that Grade 6 students reported an average of
3.62 traumatic events. To meet this need, when teachers are provided with appropriate
opportunities and resources, professional learning becomes a viable way for teachers to learn
about new topics. This leads to strengthened self-efficacy, increased work engagement, and
reduced burnout (Durksen & al., 2017; Xanthopoulou, 2007). Embedding opportunities within
teacher education programs that provide pre-service teachers with a desire to deepen their
learning may serve as an additional steppingstone for a successful practice. It has been found that
pre-service teachers’ initial motivations for teaching predict later PD goals (Watt et al., 2014;
Watt & Richadson, 2007).

The participants' commitment to learning, as evidenced by their desire to seek additional
knowledge, aligns with Hargreaves' (2003) emphasis on the significance of teachers' intentions
and actions in promoting TIAs. This intention to integrate TIAs is pivotal, considering its

potential to mitigate the impacts of trauma on student well-being (Brunzell et al., 2016; Dorado
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et al., 2016; Kim et al., 2021). Furthermore, the importance of teacher buy-in is highlighted by
several models investigating the sustainability of mental health programming (Aarons et al.,
2011; Greenhalgh et al., 2004; Mendel et al., 2008;). Teachers' support has been consistently
identified as critical for the success of mental health interventions in schools (Forman et al.,
2009; Lynn et al., 2003).

Second, one way to begin tackling these barriers is by addressing the critical need for
strategies and interventions to cultivate teacher engagement and commitment to TIAs in schools,
ensuring the successful implementation and sustainability of such initiatives (Nadeen & Ringle,
2016). The preference for free opportunities over paid ones among the participants emphasizes
the importance of making such resources widely accessible. This preference aligns with the need
for systemic advocacy and implementation efforts to support the integration of TIAs across
educational settings. Expecting pre-service teachers or educators already facing financial burdens
to independently navigate these resources may be unrealistic (Lin & al., 2016; Snyder et al.,
2019). Building momentum and ensuring sustainability in TIAs requires proactive support and
resource allocation at a systemic level (Thomas et al., 2019).

Participants offered suggestions for mandatory or integrated learning, underscoring the
perceived urgency and necessity of incorporating TIAs into teacher education programs. For
example, one participant stated, “I think it should be probably mandatory. I'm dead serious...
You don't maybe not have to do a full course but just attending maybe like three over your
studies of attendance. Maybe it should be integrated.” Although there is currently no available
data in Canada, in the United States, very few teacher education programs require trauma-
informed pedagogy as part of the curriculum. Moreover, most States do not even require half of

the elements of trauma-informed pedagogy such as creating safe and predictable classrooms,
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positive teacher-student relationships, collaboration, cultural responsiveness, and positive
behaviour management (Reddig & VanLone, 2022). Some university courses incorporate
trauma-informed pedagogy into mandatory mental health training (Rodger et al., 2020). Other
pre-service education programs focus on child protection practices to prevent harm to children,
though they may or may not cover how to respond and resist re-traumatization once the harm has
occurred (Walsh et al., 2011). Other programs integrate trauma within broader subjects, such as
inclusive education or social and emotional learning (Bradford et al., 2021; Kearns & Hart,
2017).

Aside from limited mandatory training, there have been considerable efforts to bring
about change in other ways. For example, other States have developed policies to encourage
training and trauma-informed schools (Reddig & VanLone, 2022). In British Columbia, although
there is no mandatory training on trauma-informed pedagogy, in 2022, the Ministry of Education
and Childcare released four key principles for teachers to follow in order to promote the mental
health of students, including incorporating trauma-informed practices (BC Ministry of Education
and Childcare, 2022). Despite these initiatives, there is currently no blueprint when it comes to
embedding these opportunities in teacher education. As noted previously, scholars suggest
proceeding cautiously as there may be potential consequences related to introducing trauma and
TIAs to pre-service teachers if they are not presented in the right way (Miller & Flint-Stipp,
2024). Some scholars worry that early trainings on TIAs were rooted in a deficit perspective
(Bonnett et al., 2023; Boylan, 2021; Ginwright, 2018). For example, in some trainings, the
messaging was focused on highlighting how students with experiences of trauma had reduced
abilities (Bonnet et al., 2023; Gherardi et al., 2022; Hobbs et al., 2019; Miller & Flint-Stipp,

2024; Perry & Daniels, 2016). Although it was not necessarily the intention to perpetuate such
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narratives, this approach neglected addressing factors of resilience (Avery et al., 2020; Leitch,
2017), viewing students, and discussions on how to foster change through positive teacher-
student relationships.

Third, participants in the Human Library expressed a variety of tangible steps they
planned to take to continue their journey to becoming a trauma-informed teacher. In their
interviews, they expressed how the wisdom shared by storytellers resonated with them as future
teachers. They used the storytellers' language in their interviews such as teaching to the most
marginalized child and prioritizing students' sense of belonging and worth. Participants further
indicated a commitment to incorporating these insights into their future teaching practice,
recognizing their value in fostering a supportive and inclusive learning environment and being
willing, according to the survey, to join mailing lists, look up training on trauma-informed
practices, and sign up for free and paid courses. The participants' clarity in how to proceed
contrasts with the existing literature that suggests teachers often do not know what to do with
their knowledge about trauma (Anderson et al., 2015; Blitz et al., 2016, 2020; Blitz & Mulcahy,
2017). The participants seemed to clearly express their next steps, suggesting a benefit to a
Human Library approach that other opportunities may not cultivate.

Overall, intentions are regarded as the most reliable predictor of future behavior, shaped
by attitudes and beliefs, subjective norms, and perceived control (Ajzen, 1991). Based on the
theory of planned behaviour (TPB), considering the participants noted changes in their attitudes
and beliefs, recognized the significance of the field, and seemed to have a clear plan for the
future, it is unsurprising that they intend to continue their learning about TIAs. Specifically, the
Human Library effectively created a pathway forward for the participants. This path was

facilitated by collaboratively learning with the storytellers and addressing experiences of the
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emotional and behavioral impacts of trauma, factors of resilience, and how teachers can support
student well-being.
Implications

The results of this study have implications for research, theory, and practice. I delineate
these implications keeping in mind the many individuals who research or work in school
settings.

Research

In this study, I used a multi-method design involving both quantitative surveys and
qualitative interviews. In doing so, I was able to obtain measurable data that allowed for
statistical analysis of patterns and trends, offering a broad overview of the participants'
experiences and perceptions. Meanwhile, the qualitative interviews offered deeper insights into
individual experiences and contextual factors, capturing the nuanced and personal aspects of the
participants' stories that quantitative methods alone might overlook.

Drawing on this, one implication for researchers is to be vigilant about potential
methodological biases and work to mitigate them through careful study design and analysis.
Integrating social justice perspectives ensures that the research not only addresses the immediate
outcomes but also considers the broader implications of power dynamics, representation, and
equity. One way I facilitated this process in the study was by engaging the storytellers in the
research process to ensure that it reflected their perspectives and needs. I also carefully
constructed the Human Library event to incorporate the pillars of TIAs including autonomy,
safety, choice, and empowerment (SAMHSA, 2014b). Another way was by combining
quantitative measures with qualitative data to capture the richness of participants’ experiences

and contextual factors that influenced the findings. Given that the state of Human Libraries in



59

research is led by poor methodological designs (Lam & al., 2023), to enhance the rigor and
relevance of research on Human Libraries, researchers should combine social justice
perspectives with robust experimental designs in order to conduct research that is
methodologically sound but also grounded in principles that promote equity and inclusion.

More research on the effectiveness of a Human Library in the context of teacher
education will be beneficial, as it is crucial for pre-service teachers and practicing teachers to
engage in evidence-based teaching opportunities to effectively address the diverse needs of
students (Darling-Hammond, 2006). The study underscores the need to further explore how
incorporating lived experiences and personal narratives into teacher education programs,
particularly those focused on TIAs, can transform beliefs, attitudes, and ignite change (Girvan et
al., 2016). Future researchers should focus on systematically evaluating the impact of this
experiential learning approach. Studies could investigate various aspects, such as the extent to
which these experiences influence teachers' self-efficacy, their classroom practices, and
ultimately, student outcomes. Additionally, researchers could explore the best practices for
integrating these narratives into existing experiential learning or frameworks, ensuring they are
delivered in a sensitive and constructive manner. One avenue for exploration that would be
relevant to ensure best practices would be to also explore the impacts of Human Libraries on
storytellers themselves.
Theory

In social sciences, theoretical triangulation involves using multiple theoretical
frameworks to guide and interpret research findings (Vivek et al., 2023). By integrating and
drawing on prior knowledge from related theories, I was able to empirically ground the study,

which was especially advantageous given the novelty of the field and the absence of previous
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work in this area. Specifically, I utilized educational theories to construct a conceptual
framework. By drawing from theories commonly employed in teacher education research, such
as experiential learning theory (Kolb, 2014) and TBP (Ajzen, 1991), I laid a solid foundation for
the research. The utilization of these theories allowed me to structure the research in a coherent
manner, providing a roadmap for exploring the topic and analyzing the findings. Each theory
offered unique insights into different facets of the experience of the Human Library. For
example, the factors influencing participants’ attitudes and beliefs within the Human Library, the
mechanisms behind their growth, and the predictors of their behavioral intentions. As novel ways
to learn continue to emerge, it remains important to have a theoretical awareness of the
psychological and pedagogical constructs that underpin the approaches.

In retrospect, when considering the use of a Human Library to educate teachers on TIAs,
examining the phenomenon through alternative lenses could offer valuable insights into the
effectiveness, equity, and sustainability of this approach. Specifically, through data analysis,
reflection, and re-immersing in the literature, it became relevant that using other pedagogical
theories would have been relevant in grounding the research. For instance, transformative
learning theory (Mezirow, 2009) could offer a valuable framework for understanding the concept
of a Human Library given the experiencing of emotions, self-reflection, and shifts highlighted by
participants. This theory posits that individuals can undergo profound shifts in perspective and
understanding through reflective thinking, critical dialogue, and engaging with diverse
experiences (Mezirow, 2009). Interestingly, this is essentially why Human Libraries were
designed in the first place. Therefore, I highly suggest future researchers ground their research on
Human Libraries in this theory as we move towards strengthening our scientific understanding of

this experiential learning opportunity.
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Additionally, exploring the impacts of a Human Library through critical theory (Ryoo &
McLaren, 2010) could shed light on issues of equity and fairness within educational systems,
highlighting disparities in access and opportunities. Specifically, researchers might explore how
Human Libraries can serve as platforms for raising awareness about social issues, challenging
dominant narratives, and promoting social justice values among pre-service teachers (Mills et al.,
2016). For example, in this study, I gave storytellers the platform to discuss what they wish
teachers would have done to support them, shedding light on how the system also played part in
their experience of trauma (Davis et al., 2022; Gaffney, 2019).

Utilizing community-based participatory research could emphasize the role of
collaborative efforts and community partnerships in fostering educational development and
support (Mattur Grunwald & Folly Nicpon, 2023). Researchers could investigate how Human
Libraries can serve as catalysts for community-driven approaches to learning about TIAs. This
could include fostering collaboration, sharing of resources, and collective problem-solving
among educators, administrators, parents, and other stakeholders.

Meanwhile, delving into self-efficacy theories could provide deeper insights into
individuals' beliefs in their own capabilities and how they influence their actions and outcomes
(Pajares, 1992). Researchers could explore the role of peer support, mentorship, and ongoing PD
in enhancing self-efficacy and sustaining their commitment to TIAs. Additionally, investigating
the impact of contextual factors, such as school culture and leadership support through social
constructivism theory (Vygotsky, 1978) could shed light on teachers' sense of efficacy by
informing strategies for creating conducive environments for trauma-informed education.

By considering these alternative theories and perspectives, researchers could potentially

uncover nuances and complexities that were not fully addressed in my conceptual framework. A
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reflective approach to this novel area of research is important given the interdisciplinary nature
of this concept. I encourage the integration of diverse theories and perspectives to enrich
scholarly inquiry while balancing meaningful advancement to the field.

Practice

Throughout this experience, I had the opportunity to contemplate the role and
significance of being a psychologist in today's society. Psychologists hold ethical obligations that
extend beyond individual client care to encompass broader societal responsibilities (Kakkad,
2005). Rooted in our ethics code, these duties emphasize the importance of promoting mental
health, supporting individuals through various challenges, and contributing to societal betterment
(Canadian Psychological Association, 2017). A crucial aspect of this is advocating for TIAs
across systems that frequently interact with vulnerable populations, such as schools, healthcare
facilities, and social services. Child psychologists, in particular, understand the profound impacts
of trauma on students and thus can champion TIAs in educational settings, ensuring children
receive the support they need to thrive.

This involves opportunities for school staff to recognize and respond to trauma,
integrating social-emotional learning into the curriculum, and fostering policies that create safe
and supportive environments. One innovative way to achieve this is through Human Libraries,
where psychologists can organize events, train facilitators, promote the concept, evaluate their
impact via research, and ensure these gatherings are conducted safely and productively. In a
time of significant societal divide, I encourage psychologists to use their voices, power, and
position to bring people together. With a deep understanding of human behavior and mental
health, we are uniquely positioned to bridge gaps and foster unity by promoting understanding,

empathy, and inclusivity.
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Limitations and Directions for Future Research

The study should be considered in light of the following limitations: participant sample,
study design, and variables. I address potential ways to mitigate these limitations for future
research.
Sample

First, despite persistent efforts to recruit pre-service teachers, the sample was limited to
seven participants. Specifically, Cohen et al. (2000) suggest that survey research in education
should not have a sample size lower than 30. This is especially relevant in this context as
educational policy stakeholders place significant value on quantitatively oriented evidence-based
research, which they conceptualize as experimental studies that place emphasis on robust
statistical data (Ercikan & Roth, 2014). The small sample may have also limited some of the
meaning making (Braun & Clark, 2019). For instance, in the study, a few participants brought up
how the Human Library was therapeutic for them as survivors of trauma. However, this
connection was not prominent enough to be conceptualized as a theme. While I cannot be sure if
a larger sample size would have made this connection clearer, it is possible that it might have.
Although there is a shift to embed qualitative data in decision making processes, the current
reality is that the ability to generalize research findings is a key factor in assessing the value and
significance of research (Ercikan & Roth, 2014).

Second, the study relied on convenience sampling, meaning that participation was
voluntary and likely attracted individuals already interested in TIAs. This sampling method does
not capture the views of those who are less interested, required to participate as part of their
curriculum, or who hold more fixed or negative beliefs about trauma. For instance, researchers

have shown that individuals who voluntarily assess their Adverse Childhood Experiences (ACE)
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scores are more inclined to endorse TIAs (Strait & Bolman, 2016). Employing purposive
sampling would help diversify the sample, thus increasing the ability to generalize the research
to a broader subset of pre-service teachers.

Third, recruiting participants and storytellers was challenging in general making it
difficult to fully prioritize diversity, equity, and inclusion intentionally in the study. In reflection,
these challenges may also be in part because of the way the study was designed posed barriers in
the first place (Wright et al., 2022). For example, although I was mindful of the time and travel
commitment to the event, it was ultimately still a 3-hour event that required one to travel to the
University. To mitigate some of these barriers, I covered the cost of travel for the storytellers,
however I was not able to do the same for the participants. Future researchers employing social
justice perspectives may want to carefully consider how their research designs may be impeding
recruitment in general and a just representation of the population.

Study Design

First, although single-group designs are not generally an issue in qualitative research
since they focus on depth rather than breadth (Fossey et al., 2002), they do pose limitations in
quantitative research. The largest limitation is that they pose a significant threat to internal
validity (Allen, 2017). The findings cannot be utilized to make causal inferences because there is
no way to know whether enhanced or decreased outcomes would have occurred regardless of the
intervention since no group comparisons were made. In education research, scholars suggest
utilizing single group designs as a part of a larger research agenda, that is, to identify where
additional research embedded in more controlled studies is needed (Campbell & Stanley, 2015).
When utilized for the right reasons, single group pre-post studies can be practical due to their

simplicity, low-cost nature, and when no comparison groups are available (Allen, 2017). In this
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case, it made sense to conduct the research study with a single-group design as there is no
previous research on the topic. The findings provide future researchers with the confidence to
invest more time and effort to continue to explore this phenomenon with robust designs.

Second, despite addressing participants’ intentions, which is established as the best
predictor of future behaviour (Ajzen, 1991), the research design did not capture the long-term
impacts of the Human Library on participants’ behaviours. Consequently, it is unclear whether
the participants' changes in attitudes and beliefs about TIAs are sustained over time or if they
will actually implement the actions discussed. Researchers in education PD have long argued
that longer and more sustained PD programs are generally more effective in changing teaching
practices than one-off sessions (Luft & Hewson, 2014; Darling-Hammond & Richardson, 2009;
Supovitz & Turner, 2000). Nonetheless, it does not mean that single session PD opportunities are
not helpful. Therefore, future studies should track participants over a longer period to assess the
persistence of these changes and their practical application. Overall, understanding whether the
positive impacts of Human Libraries are sustained over time is crucial for assessing its true
effectiveness.

Variables

Participants' mindset beliefs were already high at the study's outset, indicating a potential
ceiling effect. This makes it challenging to measure significant changes post-intervention.
Previous studies have similarly found that pre-service teachers generally endorse growth mindset
beliefs (Asbury et al., 2016; DeLuca et al., 2019; Guthsall, 2013, 2014; Pelletier et al., 2020). It
remains unclear whether these high initial scores reflect genuine beliefs or social desirability
bias. Furthermore, while Dweck posits that mindset is a primary driver of motivation and

behavior (Dweck & Yeager, 2019), other researchers argue that constructs like self-efficacy may
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be more influential (Burgoyne et al., 2020). Self-efficacy has been shown to be a crucial
predictor of whether teachers implement educational reforms (Liou et al., 2019).

In general, when teachers develop a strong sense of self-efficacy, they are more likely to
feel confident in their abilities to effectively manage classrooms, deliver engaging lessons, and
address students' diverse needs (Pajares, 1992). This self-efficacy can foster a sense of
responsibility and empowerment, motivating teachers to take proactive steps in PD and
pedagogical strategies (Borko & Putnam, 1996; Gregoire, 2003; Gregoire-Gill et al., 2004;
Peterson et al., 2011; Richardson, 2003; Woolfolk Hoy et al., 2006). By focusing on their own
beliefs, teachers can cultivate a mindset that supports continuous improvement and resilience,
ultimately benefiting their students and the learning environment. In this context, measuring pre-
service teachers' self-efficacy might provide deeper insights into their motivations for adopting
TIAs. It may also inform the potential for sustained positive impact in their educational practices.

Conclusion

In conclusion, the Human Library was a positive and emotional experience for
participants. They were able to learn, tackle beliefs, think critically, and have collaborative
conversations. These mechanisms fostered their ability to explore their future intentions about
TIAs. as they embark into their teaching careers. Embedding Human Libraries into teacher
education represents a promising and innovative direction for introducing TIAs. By bridging the
gap between theory and practice, this approach can elicit pre-service teachers to think about how
they can support all students, particularly those who have experienced trauma, fostering more

inclusive and responsive educational environments
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HUMAN LIBRARY
ON TRAUMA \#

ARE YOU A PRE-SERVICE

TEACHER AT THE UNIVERSITY .
OF ALBERTA? Event details

If so, are you interested in expanding your

knowledge about trauma and challenging your

beliefs as a future teacher while participating in Whe n: Fe b rua ry 16th’ 2023
doctoral research? Participate in a Human

Library where individuals with lived experience

will share their stories and provide you with a

space to listen, ask questions, and connect! Time: 1:45 pm (The event Wl“.
last approximately 3 hours)

What is needed Where: 4th Floor Lounge
from you? Education North Building

e Completion of three 6-7
minute surveys
e A ~3 hour attendance at
the Human Library event
e An optional opportunity
for a 10-minute interview
about your experience SPACE IS LIMITED. If this might be of interest
after the event to you, scan the QR code for more information,
to RSVP, and take the pre-test survey. If you
have any questions, please contact Principal

Investigator: Gabrielle Pelletier,
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Appendix C

Information Letter

Study Title: The effect and experience of a Human Library on pre-service teachers’ knowledge
and beliefs about trauma

Principal Investigator: Gabrielle Pelletier, Doctoral Student; gpelleti@ualberta.ca, 780-234-
4019

Supervisor: Dr. Lia Daniels, Professor; lial @ualberta.ca

Invitation to Participate: You are invited to participate in this research study about the impacts
of a Human Library on knowledge and beliefs about trauma because you are a pre-service
teacher at the University of Alberta.

Purpose: Trauma-informed practices in the education system are being researched and put into
practice in schools to support student well-being and learning. Information on the impacts of
trauma and trauma-informed practices is being introduced in pre-service teacher programs as
well. One of the most common ways to provide professional development to pre-service teachers
is through presentations. However, we know that experiential learning opportunities are well-
valued by pre-service teachers as they provide a more engaging means to learn. A Human
Library provides the opportunity for pre-service teachers to connect with individuals who will
share their stories, impart their wisdom, and answer questions. As part of Gabrielle’s doctoral
research, the purpose of this study is to see whether a Human Library can help increase
knowledge and change beliefs about trauma. You will be asked to answer surveys and attend a
Human Library event. If you are interested, there will also be an opportunity to participate in a
short interview to share your experience after the event.

Participation:
- Part 1: 6-7 minute online survey
- Part 2: In-person Human library event (2 hours) + 6-7 minute online survey +
opportunity for a 10 minute in-person interview
- Part 3: 2 week follow-up 6-7 minute online survey

Your rights: Your decision to participate in this study is entirely voluntary. You do not have to
answer any questions that you do not want to answer but your consent is implied by completing
the first survey. However, you may decide to withdraw from the study at any time before or after
the event. Your decision to withdraw or pull-out will not affect your academic status or access to
services from the University of Alberta or elsewhere. You can ask to have your data removed
from the study up to 30 days after completing the final survey. Everything you do will remain
confidential, and your name will not appear on any records from the study.

What happens with the data: To make sure your records remain anonymous, the only
identifying information will be through your CCID for up to 30 days after completing the final
survey and kept on a secure, encrypted, password protected password. After the 30 days, all
information will be de-identified and we will no longer be able to remove your data. Only the
principal investigator and her research team will have access to the data. After the study, the data
will be stored for the required 5 years.
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Benefits and risks: There is some direct benefit from participation in this study. Participating in
a Human Library can provide new knowledge, elicit self-awareness and exploration, foster
connection with other human beings, clarify misconceptions, and encourage authentic
communication skills. There are some minor risks associated with your participation. Hearing
about experiences of trauma could elicit strong emotional responses. If at any time during the
event you are feeling overwhelmed, you will be able to connect with a person from the team and
they will provide you with the appropriate supports and resources. Also, because this is a group
event, your identity will be known to other participants. However, as mentioned, your survey and
interview data will be kept confidential.

It is not possible to know all the risks that may happen in a study, but the researchers have taken
all reasonable safeguards to minimize any known risks to a study participant. If we find out
anything new during this research which may change your willingness to be in the study, we will
tell you about these findings.

Confidentiality and Anonymity: The information that you will share will remain strictly
confidential and will be used solely for the purposes of this research. To minimize the risk of
security breaches and to help ensure your confidentiality we recommend that you use standard
safety measures such as signing out of your account, closing your browser and locking your
screen or device when you are no longer using them / when you have completed the
questionnaires. Results will be published as part of a doctoral dissertation, in journal articles,
poster presentations, and other knowledge translation outlets. Anonymity is guaranteed since you
are not being asked to provide your name or any personal information.

If you have any questions about the research now or later, please contact Gabrielle Pelletier,
gpelleti@ualberta.ca or Dr. Lia Daniels, lial @ualberta.ca. Study results will be available at
https://sites.google.com/ualberta.ca/acme/home.

The plan for this study (Pro00125408) has been reviewed by a Research Ethics Board at the
University of Alberta. If you have questions about your rights or how research should be
conducted, you can call (780) 492-2615. This office is independent of the researchers.
Completion and submission of the survey means your consent to participate.
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Appendix D

T1 Survey (Google Form)

This is a serious event and one that we hope will be meaningful for you and our speakers.
To help you prepare, we have created a brief reflective survey for you to complete. It’s
really quick but it will help you self-assess your knowledge and interest in trauma before
the event. Please complete it now:

1.

I have received substantial training on trauma

Yes/No

I have participated in a Human Library before

Yes/No

I know a lot about the impacts of trauma on child development

1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly agree

[ am familiar with trauma-informed teaching approaches

Yes/No

Relative to all the things pre-service teachers need to learn, trauma and trauma-informed
approaches are high on the list

1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly agree

It is important for me to teach at a school that has an awareness of trauma and trauma-
informed teaching approaches

1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly agree
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Instructions: The next series of questions ask you to think about your own BELIEFS about
the students you will work with, their abilities, lives, and learning. There are no wrong or
right answers to these questions. Please pick the response that best reflects your personal

beliefs.

For the next five questions, select the ONE number along the dimension between the two
options that best represents your personal beliefs in the last 2 months.

1. Students’ learning and
behavior problems are
rooted in their behavioral or
mental health condition

2. When managing a crisis,
enforcement of rules is the
most important thing

3. Students need to
experience real life
consequences in order to
function well in the real
world

4. Many students just
don’t want to change or
learn

5. Students could act
better if they really
wanted to

6. If things aren’t going
well, it is because the
students are not doing
what they need to do

Students’ learning and
behavior problems are rooted
in their history of difficult
life events

When managing a crisis,
flexibility is the most
important thing

Students need to experience
healing relationships in order
to function well in the real
world

All students want to
change or learn

Students are doing the best
they can with the skills
they have

If things aren’t going
well, it is because I need
to shift what I am doing
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Please answer the next four questions according to your own beliefs about children who
have experienced trauma.

1. Even the basic ability level of children who have experienced trauma can be increased
considerably

Strongly disagree—1 2 3 4 5 — Strongly agree
2. Abilities can always be substantially increased in children who have experienced trauma
Strongly disagree—1 2 3 4 5 —Strongly agree

3. No matter how much ability children who have experienced trauma have, it can always
be increased quite a bit

Strongly disagree—1 2 3 4 5 — Strongly agree
4. No matter if a child has experienced trauma, their abilities can be significantly increased
Strongly disagree—1 2 3 4 5 —Strongly agree
Consent: Although this event is open to everyone for educational purposes, the event is
providing data for Gabrielle Pelletier’s (she/her) doctoral dissertation. By allowing us to
include your answers to these questions in her research you are not only helping her
graduate (!) but contributing to an empirical understanding of a Human Library.
Can we please include your responses on this form in her doctoral project?
Yes/No
Demographic Information: We are gathering demographic information as part of our
research study to see if there are any differences in findings across the variables we are
asking about.
1. How would you like us to describe your gender?
Woman
Man

Non-Binary
Prefer not to answer

2. How do you want us to describe your ethnicity?
3. How old are you?

e 18-24
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e 25-35
e 36-50
e 50+

4. In what year of the education program are you?

e 6 6 o ©°
D AW~

+

5. What level do you hope to teach?
Elementary

e Junior High

e High School

e Undecided

To learn about your experience in the Human Library, Gabrielle will be giving out another
survey at the end of the Human Library and two weeks following so keep your eyes open
for that. She is also looking to interview about 10 people on their experiences at the Human
Library. If you would like to participate in a short interview on the day of the event, please
tick this box and Gabrielle will send you an email with more information.

Yes/No
Thank you for your interest in the Human Library. We look forward to seeing you on February
16th at 2:00pm (please arrive at 1:45pm) in the Education North Building, 4th Floor
Lounge, University of Alberta. We will send confirmation of the event two days before with

some additional information and an entry ticket.

Please click next and then submit to record your responses.
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Speaker Introductions and Guidelines for the Event

HUMAN LIBRARY

SPEAKERS AND GUIDELINES

Raffela

Mancuso

RAFFELA IS A MENTAL HEATLH
ACTIVIST, ENTREPRENEUR, AND
CONTENT CREATOR., WHEN SHE WAS
YOUNG, CHILDHOOD NEGLECT WAS
PREVALENT THROUGHOUT HER SCHOOL
EXPERIENCE. THIS TRAUMA SHAPED
HER LEARNING, RELATIONSHIPS, AND
BEHAVIOUR IN WAYS THAT SHE IS
UMPACKING TO THIS DAY. BEING A
NEURDDIVERGENT ADULT LIVING WITH
MENTAL ILLNESS MAS CREATED MANY
BARRIERS IN HER LIFE, AND NOW SHE
1S LEARNING HOW TO WORK WITH
THESE BARRIERS INSTEAD OF AGAINST
THEM,

Speakers

sesan essssmsssmrssssEssssssnssasssans

Iman
Gatti

IMAN IS A CERTIFIED GRIEF RECOVERY
SPECIALIST, TRANSFORMATIONAL SPEAKER AND
BESTSELLING AUTHOR. IMAN'S DECISION TO
BECOME A GRIEF RECOVERY SPECIALIST WAS
INSPIRED BY HER OWN
EXPERIENCE OF LIVING WITH TRAUMATIC LOSS.
DETERMINED NOT TO LET HER TRAGIC PAST
DEFINE HER, SHE FOUND HER CALLING WAS TO
HELP OTHERS TO PROCESS AND RECOVER
FROM GRIEF, TRAUMA AND LOSS. HER
BESTSELLING MEMOIR CRACKED OPEN
- NEVER BROKEN TELLS THE STORY OF
HER CHILDHOOD AND HOW SHE REFUSED
TO BECOME A VICTIM, INSTEAD TURNING
TRAUMA INTO TRIUMPH

Guidelines

®® 8 Pplease arrive on time. The event is set to start at 2:00pm. ®® 8

®® & speakers will indiviudally share their stories for 15-20 minutes each.

Then, you will get the chance to break out into smaller groups and ask

questions/engage in conversations with each speaker. ® ® @

®@® & A human library is based on mutual respect. The participant must be

respectful in their questions and conversations with the speakers. g @ »

reactions, feelings. ®® &

®® & The participant must be respectful of other participants' questions,

Be aware that the speakers can refuse to answer any questions they

don't feel comfortable answering. ®® &

®®a You are free to take a break or leave if you feel overwhelmed but make

sure to check-in with one of the event volunteers. @ ® &

you're talking with.® ® @

®® & Just be yourself - that will help to relax you and to relax the person

Jenn
Hope

JENNIFER HOPE IS A MENTAL HEALTH AND
PATIENT ADVOCATE, AND ON THE CHAIR
OF THE NON-PROFIT ORGANIZATION YEG

MEMTAL HEALTH, JENNIFER LIVED
THROUGH MULTIPLE TRAUMAS, ABUSE
MEGLECT, FAMILY ADDICTION AND
UNDIAGNOSED MENTAL ILLNESS FROM A
VERY YOUNG AGE. HAVING GONE WITHOUT
HELP FOR 50 LONG JENNIFER IS NOW
SHARING HER RECOVERY/HEALING
JOURNEY SO OTHERS KNOW THEY AREN'T
ALONE AND HEALING IS POSSIBLE EVEN IF
IT COMES LATER IN LIFE AS IT DID FOR
HERSELF

SAMPLE QUESTIONS YOU CAN ASK SPEAKERS

How could your teachers have supported you
better?
What do you want future teachers to know?

Why did you participate in the Human Library?
How did your trauma impact your ability to learn
and be in a classroom?

What do you enjoy most about your advocacy
work?

What do you feel are assumptions people make
about you?
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Appendix F

T2 Survey (Paper Form)

Thank you for attending the Human Library on trauma event. We hope it was meaningful
for you and our speakers. This survey has two purposes. First it was designed to help you
reflect on your experience. Second, it provides data for Gabrielle’s dissertation. It’s really
quick but it will help you self-assess your knowledge and interest in trauma now. Circle
only ONE answer.

Please write down your CCID here:

1. I know a lot about the impacts of trauma on child development.
Strongly disagree— 1 2 3 4 5 — Strongly agree

2. I think about people who have experienced trauma differently because of what I learned today
Strongly disagree—1 2 3 4 5 —Strongly agree

3. Relative to all the things pre-service teachers need to learn, trauma and trauma-informed
approaches are high on the list.

Strongly disagree —1 2 3 4 5 — Strongly agree

4. It is important for me to teach at a school that has an awareness of trauma and trauma-
informed teaching approaches.

Strongly disagree—1 2 3 4 5 —Strongly agree

5. This session has made me want to learn more about trauma and trauma-informed teaching
approaches

Yes / No
6. If you answered YES, to the last question, which of the following opportunities would you be
interested in pursuing? Check all that apply.
O Receiving emails on opportunities to learn about trauma and trauma-informed
teaching

O Personally searching for online resources on trauma and trauma-informed teaching

O Registering for another Human Library
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teaching

Joining a book club on trauma and trauma-informed teaching

104

Taking a free 1-day seminar on trauma and trauma-informed teaching
Registering for a paid 1-day seminar on trauma and trauma-informed teaching

Registering for a one semester (for credit) course on trauma and trauma-informed

Instructions: The next series of questions ask you to think about your own BELIEFS about
the students you will work with, their abilities, lives, and learning. There are no wrong or
right answers to these questions. Please pick the response that best reflects your personal

beliefs.

For the next five questions, select the ONE number along the dimension between the two
options that best represents your personal beliefs in the last 2 months.

1. Students’ learning and
behavior problems are

rooted in their behavioral or

mental health condition

2. When managing a crisis,
enforcement of rules is the
most important thing

3. Students need to
experience real life
consequences in order to
function well in the real
world

4. Many students just
don’t want to change or
learn

5. Students could act
better if they really
wanted to

6. If things aren’t going
well, it is because the
students are not doing
what they need to do

Students’ learning and
behavior problems are
rooted in their history of
difficult life events

When managing a crisis,
flexibility is the most
important thing

Students need to
experience healing
relationships in order to
function well in the real
world

All students want to
change or learn

Students are doing the best
they can with the skills
they have

If things aren’t going
well, it is because I need
to shift what I am doing
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Please answer the next four questions according to your own beliefs about children who
have experienced trauma.

5. Even the basic ability level of children who have experienced trauma can be increased
considerably

Strongly disagree—1 2 3 4 5 —Strongly agree
6. Abilities can always be substantially increased in children who have experienced trauma
Strongly disagree—1 2 3 4 5 — Strongly agree

7. No matter how much ability children who have experienced trauma have, it can always
be increased quite a bit

Strongly disagree—1 2 3 4 5 —Strongly agree
8. No matter if a child has experienced trauma, their abilities can be significantly increased
Strongly disagree—1 2 3 4 5—Strongly agree

Strongly disagree—1 2 3 4 5 — Strongly agree
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Appendix G

T3 Survey (Google Form)

Thanks again for your participation in the Human Library on trauma! We hope that it was
a positive experience for you. This final survey has two purposes. First, it was designed to
help you reflect on your experience. Second, it provides data for Gabrielle’s dissertation.
It’s really quick but it will help you self-assess your knowledge and interest in trauma now
that time has passed since the event.

Please write your CCID (The first part of your email). This is NOT your student id
number.

Instructions: There is no right or wrong answer. Pick the answer that best reflects your
current thoughts.

1. After the event, [ was eager to share my experience with people I know.
1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree
2. T am still inspired to learn more about trauma and trauma-informed teaching because of
the event.
1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree
3. I still think about the event once in a while.
1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree
4. Iam still processing what I learned about the impacts of trauma on child development.
1. Strongly disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree
What part was the most impactful part of the event?
a. Listening to the stories
b. Conversations in the breakout groups

c. Both were equally impactful

Since your participation in the Human Library, which if any of the following opportunities
have you looked into? Select all that apply.

e Registering to receive emails on opportunities to learn about trauma and trauma-informed
teaching
e Personally searched for online resources on trauma and trauma-informed teaching
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Registering for another Human Library

Joining a book club on trauma and trauma-informed teaching

Signing up for a free seminar on trauma and trauma-informed teaching

Signing up for a paid seminar on trauma and trauma-informed teaching

Registered for a one semester (for credit) course on trauma and trauma-informed teaching

Instructions: The next series of questions ask you to think about your own BELIEFS about
the students you will work with, their abilities, lives, and learning. There are no wrong or
right answers to these questions. Please pick the response that best reflects your personal
beliefs.

For the next five questions, select the ONE number along the dimension between the two
options that best represents your personal beliefs in the last 2 months.

1. Students’ learning and 1 2 3 45 6 7 Students’ learning and

behavior problems are
rooted in their behavioral or
mental health condition

2. When managing a crisis,
enforcement of rules is the
most important thing

3. Students need to
experience real life
consequences in order to
function well in the real
world

4. Many students just
don’t want to change or
learn

5. Students could act
better if they really
wanted to

6. If things aren’t going
well, it is because the
students are not doing what
thev need to do

behavior problems are rooted
in their history of difficult
life events

When managing a crisis,
flexibility is the most
important thing

Students need to experience
healing relationships in
order to function well in the
real world

All students want to
change or learn

Students are doing the best
they can with the skills
they have

If things aren’t going
well, it is because I need
to shift what I am doing
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Please answer the next four questions according to your own beliefs about children who have
experienced trauma.
9. Even the basic ability level of children who have experienced trauma can be increased
considerably
Strongly disagree—1 2 3 4 5 — Strongly agree
10. Abilities can always be substantially increased in children who have experienced trauma

Strongly disagree—1 2 3 4 5 —Strongly agree

11. No matter how much ability children who have experienced trauma have, it can always
be increased quite a bit

Strongly disagree—1 2 3 4 5 — Strongly agree
12. No matter if a child has experienced trauma, their abilities can be significantly increased

Strongly disagree—1 2 3 4 5 — Strongly agree
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Appendix H

Researcher’s Reflection and Positionality

Trauma-Informed Teaching

As I embark on my research journey, it's crucial for me to acknowledge my preconceived
assumptions regarding trauma-informed teaching. I believe that trauma plays a significant role in
students' lives, but I need to be mindful of the fact that learning about trauma in teacher
education may be a complicated process and it may be uncomfortable for some. Although it is
something that [ am passionate about, it does not mean that everyone else is or sees its
importance.
Experiential Learning

My belief in experiential learning as an effective educational approach is strong, but I
need to examine how my biases might influence this belief. While I've always valued firsthand
experiences over traditional lectures, I must ensure that my preference for experiential methods
doesn't blind me to other perspectives. I need to remain open to the possibility that different
learning approaches may have varying impacts, particularly when it comes to understanding
complex issues like trauma.
Human Libraries

As I consider the potential of Human Libraries in my research, I must highlight any
assumptions I may hold about their effectiveness. While I intuitively recognize the value of
engaging with individuals who have lived experiences, I need to guard against assuming that this
approach is universally beneficial. I must recognize that this may not always lead to positive
outcomes for everyone. It's essential for me to approach the Human Library with an open mind,

acknowledging that its impact may vary depending on factors such as context and individual
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differences. By acknowledging my own perspective and remaining open, I can ensure that my

research also remains grounded in participants’ interpretations.
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Appendix I
Post Human Library and Data Analysis Reflection

Reflecting on my experience organizing and leading an event, I found myself wrestling
with a mix of emotions. The prospect of taking charge of such an endeavor was daunting, and the
anticipation leading up to it was nerve-wracking. Each time a speaker or participant dropped out,
it felt like a personal setback, and I couldn't help but feel a sense of embarrassment, almost as if [
had failed before even starting.

However, looking back now, I realize that these setbacks were not indicative of failure
but rather part of the process. It's natural for unexpected challenges to arise, especially in
research as my supervisor has always told me.

On the day of the event, my anxiety persisted as [ worried over whether people would
show up. But as the event unfolded, I felt that stress dissipate. Witnessing participants actively
engaging with the speakers and each other was gratifying. Seeing the volunteers' dedication and
enthusiasm added to this sense of fulfillment, reminding me of the collective effort put into this
event

One profound realization from this experience was the power of intimacy in driving
change. The connections forged during the event, the candid conversations, and the exchange of
ideas all contributed to fostering a sense of closeness and understanding among participants. It
became evident that genuine, meaningful interactions were essential for eliciting impactful
change.

Had the conversations gone south or had participants struggled to engage, it would have
been disheartening, to be honest. Recognizing that people weren't learning or being impacted by
the discussions would have been a tough pill to swallow. Thankfully, witnessing the active
participation and hearing firsthand accounts of the impact of the Human Library reaffirmed to

me the significance of the event's purpose and its ability to effect positive change.
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Throughout my qualitative analysis, I engaged in discussions with my supervisor to
reflect on my analysis rather than to achieve consensus in meaning. She emphasized the
importance of remaining mindful of my biases while interpreting the data. She cautioned against
making sweeping generalizations based on my findings and advised me to tread carefully with
the statements I made given my sample. Moreover, these conversations allowed me to reflect on
my initial assumptions, as I frequently found myself aligning the results with my preconceived
notions. Having a collaborative process with someone who was at the Human Library as well
was invaluable in helping me make sense of the data.

In hindsight, while the journey leading up to the event was stressful the experience itself
was incredibly rewarding. It taught me invaluable lessons about the transformative power of

human connection and the sense of fulfillment in conducting meaningful research.
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