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MASA Members,

We hope this has been a successful start to your 2021-22 school year.  We are very excited to 
announce the release of MASA’s first Strategies for The New Educational Landscape’s (SNEL) 
workgroup report Synthesis of Findings – Social and Emotional Learning (SEL), created on behalf of 
MASA by Hanover Research. 

The SNEL workgroup convened in Spring 2021 with more than 70 superintendents and educational 
leaders from around the state of Michigan. Four subgroups (SEL, Instructional Practices, Educator 
Effectiveness, and Extended Learning) worked for more than four months to garner the input, 
thinking, and collaboration of what is working in the field in regard to these important areas of 
focus. The subgroups were also charged with identifying what exemplars/promising practices 
we can currently turn to within the state of Michigan. Colleagues representing rural, urban, and 
suburban districts stepped up to offer input and insight on what is happening and what is still 
needed in their school communities. The four final documents are being released in phases, the first 
of which is available on the following pages. We hope this phase of the report serves as a resource 
and guide to Superintendents and your leadership teams as you continue to address the mental 
health and wellness needs of staff and students. 

The work of several Michigan school districts are highlighted in this document. To assist you in easily 
navigating this important contribution of your colleagues, please follow the quick guide below:

Lincoln Park Public Schools                                               
Norway Vulcan Schools                                                      
Wayne-Westland Community Schools
Hamtramck Public Schools 
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INTRODUCTION 
In early 2021, the Michigan Association of Superintendents and Administrators (MASA) assembled a group 
of superintendents from across the state to discuss what COVID-19 would mean for K12 education moving 
forward and what districts must do to support students after a period of lost instructional time. To structure 
these conversations, MASA formed the working group Strategies for the New Education Landscape (SNEL)—
Moving Forward: From Surviving to Thriving. This working group focused on identifying lessons learned and 
promising practices from the pandemic to guide action steps for the 2021-22 academic year. Specifically, 
SNEL comprised four subgroups to explore lessons and practices of the following four areas: 

 Extended Learning; 

 Educator Effectiveness; 

 Instructional Practices; and 

 Social and Emotional Learning (SEL). 
 
As SNEL subgroup meetings took place, MASA partnered with ThoughtExchange to collect student and 
parent feedback on students’ recent education experiences and needs, and staff feedback on recent 
employment experiences and needs.  
 
Given the breadth and depth of qualitative data provided through SNEL meetings and ThoughtExchange 
responses, MASA partnered with Hanover Research (Hanover) to help synthesize key experiences, 
challenges and promising practices from which districts can learn to guide 2021-22 operations. As a first 
step, this report consists of SEL-specific findings and comprises the first of four summaries on SNEL working 
group outcomes. SEL generally refers to the social and emotional skills needed to communicate with others, 
resolve conflicts, and manage emotions.1 The Collaborative for Academic, Social, and Emotional Learning 
(CASEL)—the leading organization devoted to SEL— identifies five “core competencies” which comprise SEL 
(i.e., self-awareness, self-management, social awareness, relationship skills, responsible decision-making) 
and defines SEL as: 2 

the process through which all young people and adults acquire and apply the knowledge, skills, 
and attitudes to develop healthy identities, manage emotions and achieve personal and collective 
goals, feel and show empathy for others, establish and maintain supportive relationships, and 
make responsible and caring decisions. 

 

METHODOLOGY 
Hanover’s methodological approach for this report began with a review of MASA-provided documents and 
resources, including: 

 SNEL SEL working group questions and responses; 

 The ThoughtExchange summary presentation and raw data for students, parents, and staff; 

 Two TedTalks documents; 

 Michigan Department of Education (MDE) publications on SEL; and 

 Secondary research of publicly available resources (e.g., academic literature, best practices 
publications). 

 
Using SNEL working group and ThoughtExchange resources, Hanover identified experiences and key 
challenges Michigan districts faced during COVID-19 regarding student and staff social and emotional well-

 
1 “Social and Emotional Learning.” American Institutes for Research. http://www.air.org/topic/social-and-emotional-learning 
2 [1] Block quote reproduced verbatim from: “What Is SEL?” Collaborative for Academic, Social, and Emotional Learning. 

http://www.casel.org/what-is-sel/ [2] Preceding information obtained from: “Core SEL Competencies.” Collaborative for 
Academic, Social, and Emotional Learning. https://casel.org/core-competencies/ 
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being. Given the many academic, social, and operational changes that occurred during COVID-19 due to 
schools closing, the challenges analyzed and identified reflect these particular circumstances and contexts 
rather than the traditional education landscape. Hanover then used MDE publications and other secondary 
sources to compile promising practices that connect to and expand on the challenges experienced in 
Michigan districts. Subsequently, Hanover identified experiences in Michigan districts that provide 
exemplary evidence of promising practices and synthesized salient findings into this report. Hanover 
structures findings according to the following sections: 

 Section I: Supporting Students presents pandemic-era challenges and lessons learned and still to 
learn regarding student SEL following COVID-19. This section also contains promising practices, 
which spotlight successful experiences in Michigan districts and describe practices from secondary 
literature for positively impacting student SEL and well-being; and 

 Section II: Supporting School and District Staff presents pandemic-era challenges and lessons 
learned regarding staff SEL and mental health following COVID-19. This section also contains 
promising practices, which spotlight successful experiences in Michigan districts and describe 
practices from secondary literature for positively impacting staff SEL and well-being. 
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KEY FINDINGS 

 
Establishing opportunities for listening to student voices develops students’ SEL skills, enables 
students to feel heard, and provides schools with information on student needs and 
perspectives. School staff can follow a five-step process to uplift student voice (i.e., students 
offering their perspectives and staff listening to and confirming student input) at all grade levels. 
These cyclical steps include listening to student voices, validating students, authorizing students, 
taking action, and reflecting. Staff can also focus on providing greater responsibility and choice 
during class to engage students and empower students to contribute to instruction and classroom 
operations. Notably, Michigan students and parents feel that schools do not adequately listen to 
student voices and would like staff to listen to students’ mental health needs. Additionally, staff 
and parents indicate that staff members need structures to support listening to students—namely 
smaller class sizes—as responsibility for fewer students would enable more relationship building 
and individualization. 

 
Michigan stakeholders would benefit from staff and leaders recognizing student and staff 
challenges and being flexible, which promising practices emphasize through trauma-informed 
supports. ThoughtExchange responses highlight that students would like staff to understand that 
they face mental health and other challenges, many of which occur outside of the classroom. As 
such, they would like more breaks in the day and opportunities to recharge. Additionally, teachers 
would like more recognition for their efforts during COVID-19 (e.g., through financial 
compensation) and more flexibility in their schedules to plan and collaborate on instruction. This 
sense of recognition and understanding aligns with literature on trauma-informed instruction and 
environments, which suggests fostering a physically and psychologically safe educational setting. 
Among the numerous trauma-informed practices schools may implement with students and staff, 
practices suggest validating challenging experiences, as highlighted throughout Michigan 
stakeholder feedback. 

 
Family and community collaboration and communication comprise key promising practices to 
support student and staff social and emotional needs and areas that Michigan districts must 
develop. Michigan parents and leaders note that schools should provide more frequent parent 
and community communication to ensure all stakeholders support student needs. Promising 
practices describe multiple modes of communication that may facilitate family connection and 
collaboration (e.g., phone calls, newsletters) and supports to help parents  implement SEL 
strategies at home to foster student development. Conversely, stakeholders suggest and 
literature describes that increased collaboration with health providers would improve staff social 
and emotional needs. Such partnerships would expand opportunities for emotional support and 
education about self-care practices. 
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SECTION I: SUPPORTING STUDENTS 
Many students will have experienced various forms of trauma during COVID-19, including the death of a 
family member, experiences of racial trauma, and economic insecurity. 3  Students may also experience 
ongoing stress due to challenges at home and continuing safety measures such as masks and social 
distancing.4 The National Center for Safe Supportive Learning Environments defines trauma as:5 

an event, series of events, or set of circumstances that is experienced by an individual as 
physically or emotionally harmful or life-threatening and that has lasting adverse effects.  

Exposure to trauma at both the personal and community level can have serious effects on children and 
adolescents. Traumatic experiences overwhelm individuals' mental systems for responding to stress, 
resulting in disruptions to daily functioning. 6  The psychological impact of these traumas may result in 
negative mental and academic outcomes for students.7 In addition to the social and emotional effects of 
trauma, many students will experience a regression in social and emotional skills due to decreased social 
interaction during the pandemic. 8  Adjusting to abrupt changes may introduce new mental, social, and 
emotional hurdles to overcome as traditional supports and structures may no longer be available through 
the same service delivery models on which families have often relied.9  
 
SNEL members highlight questions that their district's teachers and leaders need to learn about and answer 
to address student SEL adequately. These questions, demonstrating potential barriers to SEL development 
if not addressed, appear in Figure 1.1. 
 

Figure 1.1: Remaining SEL Questions by SNEL Members 

  
Source: Michigan Association of Superintendents and Administrators10 

In the following subsections, Hanover synthesizes recent SEL challenges—including the lessons learned from 
pandemic-era education—and promising practices for supporting student SEL going forward. Lessons 
learned and promising practices appear by themes identified in qualitative data and secondary research. 

 
3 Jordan, P. “Attendance Playbook: Smart Strategies for Reducing Chronic Absenteeism in the COVID Era.” Attendance Works and 

Future Ed, June 2020. p. 1. https://www.future-ed.org/wp-content/uploads/2020/07/REPORT_Attendance-Playbook-Covid-
Edition.pdf 

4 “School Reentry Considerations: Supporting Student Social and Emotional Learning and Mental and Behavioral Health.” American 
School Counselor Association and National Association of School Psychologists, August 2021. pp. 4–5. 
https://www.nasponline.org/x55825.xml 

5 Block quote reproduced verbatim from: “Understanding Trauma and Its Impact: E-Resource Companion Slide Presentation.” 
National Center on Safe Supportive Learning Environments. p. 6. Downloaded from: 
https://safesupportivelearning.ed.gov/understanding-trauma-and-its-impact 

6 Ibid., p. 19. 
7 Yoder, N. et al. “From Response to Reopening: State Efforts to Elevate Social and Emotional Learning During the Pandemic.” 

Collaborative for Academic, Social, and Emotional Learning, 2020. p. 7. https://files.eric.ed.gov/fulltext/ED610659.pdf 
8 “School Reentry Considerations: Supporting Student Social and Emotional Learning and Mental and Behavioral Health,” Op. cit., pp. 

4–5. 
9 Bartlett, J.D., J. Griffin, and D. Thomson. “Resources for Supporting Children’s Emotional Well-Being during the COVID-19 

Pandemic.” Child Trends, March 19, 2020. https://www.childtrends.org/publications/resources-for-supporting-childrens-
emotional-well-being-during-the-covid-19-pandemic 

10 Figure adapted from: “2021 04.16 SNEL COL - SEL Committee - NOTES Students.” Michigan Association of Superintendents and 
Administrators, April 16, 2021. p. 16. 
https://docs.google.com/document/d/1h9CTc_H2gsA0Glq7JbI_dYefo1IU3yz4dtaGkdBFO0k/edit 

How do adults respond to and 
respect students?

How can schools show students 
that adults care about them?

How can schools communicate 
with families about SEL and its 

importance?
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ENGAGE STAFF IN EFFECTIVE SEL PROFESSIONAL DEVELOPMENT 
SNEL members describe and research also suggests that staff professional development (PD) on SEL, well-
being, and trauma-informed instruction enables staff to increase their effectiveness in supporting students’ 
social and emotional needs. During the SEL SNEL discussions, members described how pre-pandemic PD 
helped prepare staff to implement trauma-informed practices. Still, many agree that more training and PD is 
necessary for future support given the COVID-19 pandemic. 
 
Primarily, school districts should provide comprehensive PD to secure staff buy-in for SEL and ensure that 
staff members have the skills needed to implement SEL programming. Successful SEL implementation 
depends on the commitment of teachers and other school staff.11 According to CASEL, “districts must 
develop and implement a coordinated professional development program that addresses academic, social, 
and emotional learning capacity development for all staff.” 12 When provided in a collaborative format, SEL 
PD increases staff satisfaction and a sense of ownership in SEL in addition to skillsets. MDE’s “Connecting 
Social and Emotional Learning to Michigan’s School Improvement Framework” describes the actions 
presented in Figure 1.2 to support SEL PD and establish an associated PD culture.13 
 

Figure 1.2: Actions for Building a Positive SEL PD Culture 

 
Source: Michigan Department of Education14 

Additionally, the Harvard Graduate School of Education (HGSE) finds that a lack of PD is a significant 
obstacle to effective SEL implementation. To improve SEL and development, all staff who interact with 
students should receive SEL PD, including non-teaching staff (e.g., cafeteria monitors, bus drivers). Further, 
teachers in pre-service programs often receive limited training on SEL and, therefore, need in-service PD to 
implement SEL programs effectively.15 The U.S. Department of Education also recommends providing all 
staff members who work with students with ongoing PD to support positive school environments.16 As such, 
schools must develop comprehensive PD programs that target SEL competencies, specific school needs, and 
skills needed to integrate SEL across the curriculum.17 

 
11 Durlak, J.A. “Programme Implementation in Social and Emotional Learning: Basic Issues and Research Findings.” Cambridge Journal 

of Education, 46:3, September 2016. p. 337. Retrieved from EBSCOhost. 
12 “District Theory of Action: Professional Development.” Collaborative for Academic, Social, and Emotional Learning (CASEL). 

https://casel.org/in-the-district/pd/ 
13 “Connecting Social and Emotional Learning to Michigan’s School Improvement Framework: Guidance and Resources for K–12 and 

Early Childhood Settings.” Michigan Department of Education, Center on Great Teachers and Leaders, and Great Lakes 
Comprehensive Center. https://www.michigan.gov/documents/mde/GTL-GLCC-MDE_SEL-Guide-
FINAL_605612ADA_7ADA_732290_7.pdf 

14 Figure text reproduced verbatim and adapted from: Ibid., p. 25. 
15 Jones, S. et al. “Navigating SEL From the Inside Out.” The Wallace Foundation, March 2017. pp. 23–24. 

https://www.wallacefoundation.org/knowledge-center/Documents/Navigating-Social-and-Emotional-Learning-from-the-Inside-
Out.pdf 

16 “Guiding Principles: A Resource Guide for Improving School Climate and Discipline.” U.S. Department of Education, January 2014. 
p. 7. https://files.eric.ed.gov/fulltext/ED544743.pdf 

17 Bridgeland, J., M. Bruce, and A. Hariharan. “The Missing Piece A National Teacher Survey on How Social and Emotional Learning 
Can Empower Children and Transform Schools, A Report for CASEL.” Civic Enterprises, 2016. pp. 39–40. 
https://www.casel.org/wp-content/uploads/2016/01/the-missing-piece.pdf 

Create supports in the school that allow teachers to collaborate on effective SEL practices

•Include SEL practices during PD (e.g., mindful minute, celebrate a participant's recent success)
•Work together to design SEL teaching strategies or academic instruction that integrates SEL competencies

Create an environment in which staff feel responsible to support the social and emotional needs of themselves and
their colleagues

•Model SEL skills with colleagues
•Have staff guide conflict resolution between students
•Establish grade-level teams that pair each student with a staff member to ensure students have at least one
trusted adult at school

https://www.michigan.gov/documents/mde/GTL-GLCC-MDE_SEL-Guide-FINAL_605612ADA_7ADA_732290_7.pdf
https://www.michigan.gov/documents/mde/GTL-GLCC-MDE_SEL-Guide-FINAL_605612ADA_7ADA_732290_7.pdf
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Districts adopting a specific SEL program or curriculum should also provide PD focused on the effective 
implementation of that program. Because SEL programs often have multiple complex features, teachers may 
not effectively implement a program and achieve the desired results when following a program manual or 
lesson plans on their own. PD should address the theory and core components of the program or 
intervention, the degree of flexibility permissible in its implementation, and strategies to overcome common 
implementation challenges.18  Figure 1.3 provides guiding questions that schools can use to select SEL 
programs and subsequent PD needs. 
 

Figure 1.3: Guiding Questions for Program-Specific SEL PD 

 
How much training will staff need? How much time is required? Who should attend the training? 

 
Are there any prerequisites for participating in training? 

 

Does the training include opportunities for participants to practice using classroom materials and receive 
feedback? To develop a plan with colleagues for implementing the program? To use strategies such as 
morning meetings or a buddy system to establish a supportive classroom learning environment? 

 

After the initial staff development workshop and a period of implementation, does the program offer on-
site consultation to schools to observe teachers using the program and offer feedback, facilitate group 
discussions about the program, and/or facilitate teachers coaching one another? 

 

Is there training for central office and building administrators on ways to support program implementation 
and sustainability? 

Source: Collaborative for Academic, Social, and Emotional Learning 19 

A Self-Assessment for Guiding PD 
Additionally, the Center on Great Teachers and Leaders offers the resource “Self-Assessing Social and 

Emotional Instruction and Competencies,” providing staff with a self-assessment tool to measure personal SEL skills, 
reflect on social and instructional interactions, and identify improvement areas.20 Using this tool or similar processes, 
staff can improve their ability to support all students socially and academically.21 

 
PROFESSIONAL DEVELOPMENT ON TRAUMA-INFORMED PRACTICES 

Trauma-informed practices comprise a key topic of SEL PD, particularly within the context of COVID-19. 
During times of crisis, students are at a greater risk for negative emotional responses that can interfere with 
their learning and daily lives. 22  Topics for training can include increasing staff understanding of the 
prevalence, impact, and signs of trauma; strategies for taking a trauma-sensitive approach to teaching and 
interacting with students and peers; and cultural competency and implicit bias concerning trauma-sensitive 
practices.23 Notably, increasing staff understanding of how trauma impacts students, staff, schools, and 

 
18 Durlak, Op. cit., p. 338. 
19 Figure text reproduced verbatim with emphasis added from: “2013 CASEL GUIDE: Effective Social and Emotional Learning 

Programs, Preschool and Elementary School Edition.” Collaborative for Academic, Social, and Emotional Learning (CASEL), 2012. 
p. 35. http://casel.org/wp-content/uploads/2016/01/2013-casel-guide-1.pdf 

20 “Self-Assessing Social and Emotional Instruction and Competencies: A Tool for Teachers.” Center on Great Teachers & Leaders, 
February 2014. https://gtlcenter.org/sites/default/files/SelfAssessmentSEL.pdf 

21 Ibid., p. 1. 
22 Bartlett, J.D., J. Griffin, and D. Thomson. “Resources for Supporting Children’s Emotional Well-Being during the COVID-19 

Pandemic.” Child Trends, March 19, 2020. https://www.childtrends.org/publications/resources-for-supporting-childrens-
emotional-well-being-during-the-covid-19-pandemic 

23 Harper, K. and D. Temkin. “Responding to Trauma through Policies That Create Supportive Learning Environments.” Child Trends, 
2019. p. 6. https://www.childtrends.org/wp-
content/uploads/2019/01/RespondingTraumaPolicyGuidance_ChildTrends_January2019.pdf 

https://gtlcenter.org/sites/default/files/SelfAssessmentSEL.pdf
https://gtlcenter.org/sites/default/files/SelfAssessmentSEL.pdf
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communities helps initiate a perspective shift where staff better understand how to create a trauma-
sensitive school and how experiencing trauma impacts student and staff behaviors.24 Figure 1.4 provides an 
overview of key content offered through PD on trauma-informed practices. This figure does not intend to 
illustrate all elements of such PD opportunities, and districts may choose to highlight certain elements based on 
the local context. 
 

Figure 1.4: Key Components of Developing Trauma-Informed Schools 

TOPIC KEY CONTENT 

Creating 
Trauma-
Sensitive 

Environments 

▪ The physical classroom environment should be organized, not overstimulating, and create a 
welcoming space that reduces environmental triggers.25 

▪ A trauma-sensitive classroom reflects a supportive psychological classroom environment and 
culture, which includes clear behavioral expectations, a known system for addressing 
behavioral issues, and strategies to support students in expressing situations in which they 
feel unsafe.26 

▪ Teachers can establish a safe space for students experiencing trauma to calm themselves 
within the classroom and throughout the school.27 Spaces should have a relaxing, sensory-
friendly environment and include comfortable furniture (e.g., beanbags, rocking chairs), 
music, sensory toolkits, and books.28 

Promoting 
Consistency 

and 
Predictability 

▪ Teachers should be consistent in their classrooms by implementing similar daily structures, 
reliable warmth, clear and consistent expectations, and predictability.29 

▪ Transitions between activities and beginning new assignments can create stress and 
uncertainty for students who experience trauma. By implementing consistent practices for 
these occasions, students experience less stress and fewer negative reactions.30 

Using Trauma-
Informed 

Instructional 
Strategies 

▪ Teachers should provide students who have experienced trauma with additional support 
when needed and differentiated instruction to ensure that students experiencing trauma 
maintain academic development with their grade level.31 

▪ Teachers can divide lessons into multiple parts to avoid overwhelming students and warn 
students of changes or transitions.32 

▪ Teachers can use the additional strategies described in this publication during instruction to 
support the academic development of students who have experienced trauma.33 

 
24 Plumb, J.L., K.A. Bush, and S.E. Kersevich. “Trauma-Sensitive Schools: An Evidence-Based Approach.” School Social Work Journal, 

40:2, 2016. p. 52. http://www.communityschools.org/assets/1/AssetManager/TSS.pdf 
25 [1] Buckwalter, K.D. and C. Powell. “Beyond the Basics: Creating Trauma-Informed Classrooms.” Chaddock, January 4, 2018. p. 5. 
https://creatingtraumasensitiveschools.org/wp-content/uploads/Buckwalter-Handouts.pdf [2] Call, C. et al. “Creating Trauma-
Informed Classrooms.” National Council For Adoption, September 2, 2014. https://adoptioncouncil.org/publications/adoption-
advocate-no-75/ 
26 Pickens, I.B. and N. Tschopp. “Trauma-Informed Classrooms.” National Council of Juvenile and Family Court Judges, 2017. p. 10. 
https://www.ncjfcj.org/sites/default/files/NCJFCJ_SJP_Trauma_Informed_Classrooms_Final.pdf 
27  “Creating, Supporting, and Sustaining Trauma-Informed Schools: A System Framework.” The National Child Traumatic Stress 
Network, 2017. p. 9. 
https://www.nctsn.org/sites/default/files/resources/creating_supporting_sustaining_trauma_informed_schools_a_systems_framewor
k.pdf 
28 Buckwalter and Powell, Op. cit., p. 6. 
29  [1] “Trauma-Informed Teaching Tips for Educators & Traumatized Students.” Concordia University. https://education.cu-
portland.edu/blog/classroom-resources/trauma-informed-teaching-tips/ [2] Wright, T. “Supporting Students Who Have Experienced 
Trauma.” The NAMTA Journal, 42:2, 2017. p. 147. https://files.eric.ed.gov/fulltext/EJ1144506.pdf 
30 “Trauma-Informed Teaching Tips for Educators & Traumatized Students,” Op. cit. 
31  “Strategies and Resources to Create a Trauma-Sensitive School.” Wisconsin Department of Public Instruction. p. 1. 
https://dpi.wi.gov/sites/default/files/imce/sspw/pdf/traumastrategies.pdf 
32 Wright, Op. cit., p. 149. 
33 Ibid. 

https://files.eric.ed.gov/fulltext/EJ1144506.pdf


 

© 2021 Hanover Research  10 

TOPIC KEY CONTENT 

Building 
Relationships 

▪ Students who have experienced trauma benefit from positive connections with teachers that 
make them feel safe and supported.34 

▪ Nurturing positive connections with students who experienced trauma requires deliberate 
action from teachers. Examples of actions include eye contact, healthy physical interaction 
within classroom routines (e.g., handshakes, high fives), and showing interest in students.35 

▪ Students who experienced trauma benefit from positive peer relationships, which teachers 
can support by creating opportunities for group interactions and individual time. 36  

Source: Multiple cited within the figure. 

  

RECOGNIZE STUDENT CHALLENGES AND EXPERIENCES 
Students indicate that a lack of mental health breaks and opportunities to recharge, a lack of validation of 
challenges from adults, heavy workloads, and unequal treatment comprise the main challenges to students’ 
social and emotional health. According to ThoughtExchange feedback, the most cited factor that schools 
could address to help students feeling upset or disengaged is providing mental health breaks and 
opportunities to recharge. Students describe being stressed, upset, and worn out at times and indicate that 
a short break would enable them to return to class more relaxed and focused. Figure 1.5 presents a series 
of quotes from students that highlight how opportunities to take a break during the school day or the option 
of taking a day off from school to recharge would benefit student mental health. 
  

 
34 [1] Ibid., p. 145. [2] Call et al., Op. cit. [3] “Creating, Supporting, and Sustaining Trauma-Informed Schools: A System Framework,” Op. 
cit., pp. 8–9. 
35 Call et al., Op. cit. 
36 Wright, Op. cit., p. 146. 
37 Spotlight content adapted from: “Lincoln Park_SNEL - SEL CoP Workgroup.” Michigan Association of Superintendents and 

Administrators. pp. 1–3. Provided directly to Hanover Research by the Michigan Association of Superintendents and 
Administrators 

38 Ibid., p. 2. 

Spotlight: Lincoln Park Public Schools37 
Lincoln Park Public Schools (LPPS) in Lincoln Park, Michigan, implemented the Resilient Schools Project in 

2017 and subsequently experienced positive academic and behavioral student outcomes, among other successful 
results. Specifically, the Resilient Schools Project focuses on developing trauma-informed and resilience-focused 
schools to support students’ non-academic needs. When initiating this project, LPPS created a designated committee 
comprised of stakeholders and mental health and behavioral professionals, partnered with STARR, expanded PD to 
develop school culture, and engaged in additional MiExcel Blueprint efforts. 

Although the district faced multiple challenges (e.g., staff and union opposition, fatigue), continued progress resulted 
in the following successful outcomes: 

▪ Reduced suspension rates; 

▪ Increased aggregate History scores ; 

▪ Increased graduation rate trends; 

▪ Steady enrollment; 

▪ Teacher retention; 

▪ 30% or more fund equity; and  

▪ Removal of all schools from priority schools list. 

According to LPPS, the district learned that a program like the Resilient Schools Project “will take strength, vision, a 
present superintendent that is personally involved, an open mind, flexibility, an open ear, and willingness to change 
plans if necessary.”38 
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Figure 1.5: Students Need Mental Health Breaks 

     
Source: ThoughtExchange39 

This need for additional time to recharge aligns with the top-rated area that schools could address to support 
students: workload. Students describe how the number of assignments and level of expectations cause 
significant stress. Therefore, suggestions include teachers lessening the workload and providing breaks for 
students to reduce stress and support mental and physical health. For example, one student describes how 
many students stay up late at night to finish their homework, which reduces the amount of sleep they get 
and impacts functioning. In another response, a student says that schools could lessen workloads or allow 
for mental breaks since students need time to relax or risk reduced academic performance and burnout. 
 
Additionally, students highlight that teachers and staff could recognize how students face mental health 
challenges, too, and may experience problems at home that adults at school do not see or understand. 
Essentially, students want teachers to show concern and empathy. Students’ ThoughtExchange responses 
note that adults need to recognize that students also have lives outside of the classroom and may face 
mental health challenges and instability at home, as illustrated through the quotes in Figure 1.6. 
 

Figure 1.6: Students Need Teachers to Demonstrate Understanding 

     
Source: ThoughtExchange40 

As re-engaging students will likely require significant time and occur throughout the school year, educators 
should prepare to provide continuous mental, social, and emotional support in dealing with the ongoing 
effects of COVID-19. Figure 1.7 details strategies for districts and schools to recognize students’ trauma 
and engage students once they re-enter the classroom. 
 

 
39 Figure text reproduced verbatim from: “Student Exchange - Raw Data.” ThoughtExchange, 2021. Provided to Hanover Research 

directly by the Michigan Association of Superintendents and Administrators. 
40 Figure text reproduced verbatim from: Ibid. 

“Let students take a 5 minute 
break out of the classroom. 
Some students just need to 

walk their anger off so maybe 
let them take a 5 minute walk 

out of the classroom.” 

“Give students a place to go to 
cool down without getting in 

trouble. Most fights and 
arguments happen because 

students can’t cool down. Some 
students are just stressed.” 

“Give a mental health day.  It’s 
important because some people 

really need it. Some people 
need a day break at least so 

they can get back on track and 
not get distracted.” 

“Schools should validate that 
we go through stress as any 

other adult…and them thinking 
that 'were just kids' and 

shouldn't be stress is 
degrading.” 

“Teachers should be more 
aware that not all students are 

able to get help outside of 
school.  This is crucial because 

for some, school is the safe 
spot. How is it supposed to be 
their safe space if they aren’t 
given help outside of home?” 

“Teachers need to be more 
understanding that problems 

exist, mental health stuff 
exists, and at home problems.  

A lot of students aren't just 
‘Lazy’ they have depression, 
anxiety, and other problems 
that as adults you need to be 
more understanding about.” 
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Figure 1.7: COVID-19-Specific Strategies for Recognizing Trauma and Re-Engaging Students  

STRATEGIES DESCRIPTIONS 

Create and 
Foster 

Community 

▪ Provide additional supports for students who may feel vulnerable returning to school (e.g., 
Asian American and Pacific Islander students who have faced COVID-19 related xenophobia, 
homeless students, under-resourced students). 

▪ Promote communication and connection among students. 

Psychological 
Safety 

▪ Understand and address troublesome behaviors in context with compassion and 
understanding. 

▪ Encourage teachers to show feelings in order to model how they deal with vulnerability. 

▪ Engage students in designing their support systems. 

Personalized 
Supports 

▪ Allow and encourage students to express grief over people and things they have lost during 
COVID-19. 

▪ Quickly identify students who are not transitioning back successfully to school. (common 
signs include withdrawal, anxiety, and depression). 

▪ Offer personalized supports, such as counseling, adult mentors, and community organizations 
offering social services. 

Sources: Multiple41 

Additionally, schools can draw on traditional trauma-informed practices for re-engaging students to 
demonstrate that they understand that students face complex challenges during and post-COVID-19. For 
example, trauma-informed schools typically realize “the widespread impact of trauma and pathways to 
recovery,” recognize the signs and symptoms of trauma, respond “by integrating knowledge [of] trauma into 
all facets of the system,” and resist “re-traumatization” by minimizing “unnecessary triggers.”42 Figure 1.8 
outlines the areas that trauma-informed schools typically prioritize to re-engage students who have 
experienced trauma. 
 

Figure 1.8: Strategies for Re-Engaging Students Who Have Experienced Trauma 

STRATEGIES DESCRIPTION 

Raise Awareness Foster an understanding of childhood trauma, including the causes, symptoms, and potential 
effects on social-emotional and academic outcomes. 

Identify Needs 
Create mechanisms for identifying students currently or at risk of experiencing trauma. Learn, if 
possible, the histories of any past traumas students and families suffered. Determine appropriate 
supports. 

Ensure Safety 
Ensure all students feel physically, socially, and emotionally safe. Create calming, welcoming 
learning environments. Avoid stimuli (e.g., lights, colors, sounds) that trigger students. Provide 
reassurances. Use de-escalation techniques. 

Create 
Consistency 

Establish a sense of constancy and predictability by creating schedules and routines and 
communicating clear sets of rules and expectations. 

Build 
Relationships 

Foster positive, healthy relationships among students, as well as between students and teachers. 
Create connections, establish trust, and regularly check in. 

 
41  Figure contents adapted from: [1] “All Hands on Deck: Guidance Regarding Reopening School Buildings.” National Education 
Association. https://educatingthroughcrisis.org/wp-content/uploads/2020/07/All-Hands-on-Deck-7-22-20.pdf [2] Imad, M. “Seven 
Recommendations for Helping Students Thrive in Times of Trauma.” Inside Higher Education. 
https://www.insidehighered.com/advice/2020/06/03/seven-recommendations-helping-students-thrive-times-trauma [3] “COVID-
19 Considerations for Reopening Schools Supporting Student and Staff Wellness.” Kentucky Department of Education, May 26, 2020. 
p. 2. https://education.ky.gov/comm/Documents/Phase%202%20Health%20and%20Wellness%20%20MC3%205-21-
20%20TM%20MC.pdf 
42  “Creating, Supporting, and Sustaining Trauma-Informed Schools: A System Framework.” The National Child Traumatic Stress 
Network, 2017. 
https://www.nctsn.org/sites/default/files/resources/creating_supporting_sustaining_trauma_informed_schools_a_systems_framewor
k.pdf 
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STRATEGIES DESCRIPTION 
Teach Self-
Regulation 

Cultivate skills that enable students to avoid becoming hypervigilant in stressful situations (i.e., 
preventing a fight, flight, or freeze response). Build resilience. 

Engage Families 
Help families assist students at home with effective stress management strategies. Encourage 
families to seek additional supports as needed, understanding that parents also may exhibit signs 
of trauma. Respect cultural differences.    

Form 
Partnerships 

Collaborate with community-based organizations and providers to connect students and families 
with necessary services and supports. 

Sources: Multiple43 

Furthermore, two MDE-recommended SEL practices—"teacher language” and “warmth and support”—
include strategies for connecting with students, recognizing their hard work, and demonstrating concern for 
academic and non-academic needs. Figure 1.9 describes each practice and presents corresponding actions 
for staff to implement. 
 

Figure 1.9: MDE Practices for Recognizing Challenges and Supporting Positive Environments 

TEACHER LANGUAGE WARMTH AND SUPPORT 
Teacher language refers to how teachers talk to 
students. Effective teacher language encourages student 
effort and work, restating what the student did and what 
the student can do to improve. In addition, teacher 
language encourages students to monitor and regulate 
their own behavior, not just tell students how to behave. 

Warmth and support refer to the academic and social 
support that students receive from their teachers and 
peers. The teacher creates a classroom where the 
students know that teachers care about them. In 
addition, teachers create structures where students feel 
included and appreciated by peers and teachers. 

▪ Teacher promotes positive behaviors by 
encouraging students when they display good 
social skills (e.g., acknowledge positive actions or 
steps to improve). 

▪ Teacher promotes positive behaviors by 
encouraging students when they display good work 
habits (e.g., acknowledge positive actions or steps 
to improve). 

▪ Teacher offers specific affirmations to let students 
know how their efforts lead to positive results. 

▪ Teacher uses the interests and experiences of 
students when teaching. 

▪ Teacher demonstrates care and concern to 
students about how and what they learn. 

▪ Teacher affirms that it is okay to think outside of 
the box or to make mistakes (e.g., by modeling, 
praising attempts). 

▪ Teacher checks in with students about their 
academic and non-academic concerns. 

▪ Teacher follows up with students when they have 
a problem or concern. 

▪ Teacher creates structures in the classroom where 
students feel included and appreciated (e.g., 
morning meetings, small moments, share-outs). 

Source: Michigan Department of Education44 

 
43 Figure contents adapted from: [1] Cole, S.F. et al. “Helping Traumatized Children Learn: Supportive School Environments for Children 
Traumatized by Family Violence, Vol. 2.” Massachusetts Advocates for Children, Harvard Law School, and Task Force on Children 
Affected by Domestic Violence, 2013. https://traumasensitiveschools.org/tlpi-publications/download-a-free-copy-of-a-guide-to-
creating-trauma-sensitive-schools/ [2] Craig, S.E. “The Trauma-Sensitive Teacher.” Educational Leadership, 74:1, September 2016. 
http://www.ascd.org/publications/educational_leadership/sept16/vol74/num01/The_Trauma-Sensitive_Teacher.aspx [3] “Creating, 
Supporting, and Sustaining Trauma-Informed Schools: A System Framework,” Op. cit. [4] “Strategies and Resources to Create a Trauma-
Sensitive School.” Wisconsin Department of Public Instruction. 
https://dpi.wi.gov/sites/default/files/imce/sspw/pdf/traumastrategies.pdf [5] McInerney, M. and A. McKlindon. “Unlocking the Door 
to Learning: Trauma-Informed Classrooms and Transformational Schools.” Education Law Center, December 2014. https://www.elc-
pa.org/wp-content/uploads/2015/06/Trauma-Informed-in-Schools-Classrooms-FINAL-December2014-2.pdf [6] Downey, L. “Calmer 
Classrooms: A Guide to Working with Traumatised Children.” Child Safety Commissioner, State of Victoria, June 2007. 
http://makingsenseoftrauma.com/wp-content/uploads/2016/02/calmer_classrooms.pdf 
44 Figure text reproduced nearly verbatim from: “Connecting Social and Emotional Learning to Michigan’s School Improvement 

Framework: Guidance and Resources for K–12 and Early Childhood Settings,” Op. cit., pp. D3–D7. 

https://www.michigan.gov/documents/mde/GTL-GLCC-MDE_SEL-Guide-FINAL_605612ADA_7ADA_732290_7.pdf
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LISTEN TO AND LEARN FROM STUDENT VOICES AND PERSPECTIVES  
Fostering student voice is critical for schools to understand and develop students’ well-being.45 The idea of 
student voice involves more than student opportunities to express their opinions or share ideas. Rather, 
student voice comprises the opportunity to provide thoughts and perspectives, and knowledge that 
schools listened to and respected student contributions.46 
 
SNEL working group members, students, and parents recognize that districts must listen to student voices 
and attend to students’ social and emotional needs more closely. SNEL members indicate that leaders can 
do more to gather and implement changes based on student perspectives. Also, student and parent feedback 
through ThoughtExchange suggest that teachers must do more to recognize that students face challenges, 
too, and schools must engage with students to understand how they feel and what supports they need. 
Figure 1.10 contains quotes from these three stakeholder groups on current challenges regarding student 
voice in SEL supports. 
 

Figure 1.10: Stakeholder Feedback on the Current Lack of Student Voice 

STAKEHOLDER GROUPS QUOTES 

SNEL Members 

▪ “We've touched on student voice, but we could do more to implement change based 
on their input. We could also find additional avenues for collecting student voice(s).” 

▪ “We made solid strides w SEL and student voice pre-March 2020. We are working 
on gaining back that momentum.” 

Students 

▪ “Listen and respond. Because it affects our mental health and sometimes it becomes 
too much for us so sometimes we aren't able to get our work done.” 

▪ “Talk to me and ask me how I'm feeling and why.  I feel better when I feel heard.” 

▪ “‘Your Just Kids’ Needs to stop! Yes, we are kids. We know that, but we are also 
people entering the future, just like everyone else is! So, our voices need to be heard! 
(Kids or not).” 

▪ “Ask more often these questions. It helps us feel as though you care.” 

▪ “Just hear us out. It's important because we are at the age where we think we are 
all it, but we also get shut down so we like to know someone is listening to us.” 

Parents 

▪ “Listen.  Students need to feel they are being heard.” 

▪ “I believe that instructors should get to know their students by communicating with 
them on an individual basis. The students that are socially withdrawn feel less 
important and often get lost in the shuffle.” 

▪ “Create a forum to hear thoughts and suggestions from the students. They are the 
subject.” 

Source: Michigan Association of Superintendents and Administrators and ThoughtExchange47 

Parents also highlight the need for more student voice in schools and expand on this theme by underscoring 
the need for smaller class sizes. According to parent feedback, smaller class sizes would enable teachers to 
have more one-on-one time with students and reduce teachers facing overload. Smaller class sizes would 
also allow teachers to provide more support and build stronger connections with students. Alternatively, 

 
45 “Voice and Wellbeing.” The Centre for Inclusive Education. https://research.qut.edu.au/c4ie/voice-and-wellbeing/ 
46 Stroman, C. “Expanding the Conversation Around Student Voice (Part 1 of 3).” Student Experience Research Network, February 14, 

2020. https://studentexperiencenetwork.org/expanding-the-conversation-around-student-voice/ 
47 Figure adapted from: [1] “MASA SNEL SEL Workgroup Responses to Hanover Questions.” Michigan Association of 

Superintendents and Administrators. Provided to Hanover Research directly by the Michigan Association of Superintendents and 
Administrators. [2] “Student Exchange - Raw Data,” Op. cit. [3] “ParentGuardian Exchange - Raw Data.” ThoughtExchange, 2021. 
Provided to Hanover Research directly by the Michigan Association of Superintendents and Administrators. 
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one parent recommends adding assistant teachers to classrooms to reduce the student-teacher ratio, again, 
to allow for more direct social-emotional support through relationship-building. Figure 1.11 highlights parent 
quotes on student voice and class size, demonstrating parents’ concern with these current challenges and 
barriers to student well-being. 
 

Figure 1.11: Parents Call for Greater Student Voice and Smaller Class Sizes 

     
Source: ThoughtExchange48 

All students, regardless of grade, should be able to express their opinions, and all adults should listen to 
students.49 Schools and districts may follow the Cycle of Engagement to support student voice, illustrated 
in Figure 1.12. 
 

Figure 1.12: Cycle of Engagement 

 
Source: SoundOut50 

Additionally, a CASEL-published case study on student voice in a Nevada public school district provides 
guiding questions, shown in Figure 1.13, for districts and schools to use when considering their attention to 
student voice. 
 

 
48 Figure text reproduced verbatim from: “ParentGuardian Exchange - Raw Data,” Op. cit. 
49 “Student Voice Tip Sheet.” SoundOut, April 3, 2015. https://soundout.org/2015/04/03/student-voice-tip-sheet/ 
50 Figure text reproduced verbatim from: Ibid. 

Listen to 
Student Voice

•This is a starting 
point—not a 
stopping place.

Validate 
Students

•Acknowledge 
student voice and 
let students know 
you listened.

Authorize 
Students

•Make new positions 
and teach new 
things to give 
students authority.

Take Action

•Foster 
student/adult 
partnerships that 
transform schools 
actively.

Reflect

•Think about what 
happened, what you 
learned, and what 
you’ll do different.

“More questions needed to be 
asked of children on how they 

are coping. The mindset is 
important for quality 

education” 

“[Through lower class sizes] 
Students would get more 

individualized attention and 
help from their teachers. It's 
very important for building 
relationships and providing 

support.” 

“Smaller classes, more one on 
one. Kids get lost in bigger 

classes, they compete with too 
many students and 1 teacher.” 
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Figure 1.13: Guiding Questions to Support Schools in Uplifting Student Voices 

 
What examples have you seen of organized student voice opportunities, whether virtual or in-person, 
benefiting students, adults, and schools in your school and/or district? 

 
How can opportunities for student voice expand beyond traditional student leadership roles? What do 
adults need to do that would encourage students to participate in these experiences and roles? 

 
How can students’ voices be promoted in a way that does not perpetuate the results of previous 
experiences, e.g., mistrust of adults, loss of agency, or apathy? 

 
How can you ensure that school or district leaders not only speak about valuing student voice but invite 
students to be part of decision-making in meaningful ways? 

 
What can your school or district do to act on the ideas and opinions of students even when those ideas 
might not be consistent with your current course of action? 

Source: Collaborative for Academic, Social, and Emotional Learning51 

Spotlight: Norway Vulcan Schools52 
Norway Vulcan Schools represents a successful example of how a Michigan district focuses on student 

voice to support SEL and school culture. Specifically, the district observed student behavior and performance 
improvements and saw improvements as an opportunity to start including student perspectives and involvement in 
school operations. As part of this initiative, schools work with student climate and culture teams at all levels to gather 
student-identified areas for improvement and teach the following skills: 

▪ Data gathering; 

▪ Data analysis; and  

▪ Leadership. 
 
When not working with students, schools use PD and contracted services through a consultant to support 
implementation. These PD and consulting opportunities paired with student involvement and interaction resulted in 
student and leader engagement in the improvement process. Although COVID-19 posed challenges to 
implementation and progress, patience and flexibility enabled Norway Vulcan Schools to overcome setbacks and 
continue planning for student involvement post-COVID-19.  

 

FOSTER SUPPORTIVE AND EQUITABLE LEARNING ENVIRONMENTS  
Many students cite equity and equality as areas in which schools could better support students and their 
social-emotional needs. Equity and equality concerns stem mainly from students wanting more support for 
students’ gender identity, male and female equality, and fewer restrictions around what students wear. For 
example, multiple students would like staff to use students’ preferred pronouns, which would demonstrate 

 
51 Figure text reproduced verbatim from: “The Key to Making Improvements: Ask the Students.” Collaborative for Academic, Social, 

and Emotional Learning, June 2021. p. 5. https://casel.org/wp-content/uploads/2021/06/Youth-Voice-CASEL-PoP.pdf 
52 Spotlight content adapted from: “Norway Vulcan Schools_SNEL - SEL CoP Workgroup.” Michigan Association of Superintendents 

and Administrators. pp. 1–2. Provided directly to Hanover Research by the Michigan Association of Superintendents and 
Administrators 
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respect for and acceptance of all students. Additionally, female-
identifying students describe the following two equality 
challenges:53 

 How female-identifying students must follow stricter 
dress code rules than male-identifying students; and 

 How the explanation for the dress code is that certain 
clothing is distracting for male-identifying students is 
unfair. 

 
ThoughtExchange student responses also include needing more 
teachers who are people of color and who accept all students. 
These student responses align with promising practices urging 
schools to create environments that satisfy all learners’ needs 
regardless of background or identity. For example, MDE guidance on connecting SEL to the state’s school 
improvement framework includes a standard on instruction with practices that help ensure teachers support 
all social, emotional, and academic needs. The practices and activities that correspond with “Standard 2: 
Instruction” and support equity and equality appear in Figure 1.14.54 
 

Figure 1.14: MDE Activities to Foster a Supportive Environment for All Learners 

 
Source: Michigan Department of Education55 

Additionally, the National Equity Project illustrates the intersection of equity and SEL by describing how “all 
learning is social and emotional” and involves interactions within a socially and politically charged context.56 
Therefore, SEL provides opportunities to address equity issues and foster a more inclusive environment. 
Given the relationship between equity and SEL, the National Equity Project highlights common problems 
(i.e., pitfalls) and alternatives (i.e., recommendations) shown in Figure 1.15 

 
 
 

 
 
 

 
53 Block quote reproduced verbatim from: “Student Exchange - Raw Data,” Op. cit. 
54 “Connecting Social and Emotional Learning to Michigan’s School Improvement Framework: Guidance and Resources for K–12 and 

Early Childhood Settings,” Op. cit., pp. 11–16. 
55 Figure text reproduced nearly verbatim from: Ibid., pp. 14–15. 
56 “Social Emotional Learning and Equity.” National Equity Project. https://www.nationalequityproject.org/frameworks/social-

emotional-learning-and-equity 

Create an environment that supports all learners in the development and application of their social and emotional
skills

•The learning environment should make all learners feel welcome and supported, communicate high behavioral
and academic expectations to all learners, and implement classroom management and disciplinary practices
fairly and consistently to all learners.

Ensure instruction and environment meets the SEL needs of all learners (e.g., cultural diversity and special
populations)

•Various contextual variables influence how one interprets and then responds in a given situation...These
contextual variables must be acknowledged and recognized as contributing factors in how a person might
respond. Therefore, SEL should not oversimplify what “appropriate” social and emotional responses are without
exploring the complexities of social interactions.

• Teachers should consider their own biases and assumptions about normative behavior and the implications for
their discipline practices, ensuring that they are being implemented consistently and fairly.

“Be less strict about dress codes, 
and more help for mental health. 
The school should care more 
about our education rather than 
care about what we're wearing 
and what we look like. We barely 
get help with mental health”58 

—Student 
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Figure 1.15: Pitfalls and Recommendations Associated with SEL Practices for Equity 

POTENTIAL PITFALLS RECOMMENDATIONS 

Understanding the pitfalls of SEL for 
students of color from a deficit 
mindset with a focus on developing 
skills that they do not possess as a 
result of something missing from 
them or their families 

▪ Lead and teach with the understanding that all learning is social and 
emotional for all students 

▪ Situate any initiative, effort, or program in the historical, socio-political, 
racialized context of education for students of color and students living 
in poverty in the United States 

▪ Locate the problem we are trying to solve with SEL work, not in 
individual students, but in our collective response to the conditions of 
learning we create for students of color and students living in poverty 

Over-emphasizing self-management 
and self-regulation and under-
emphasizing the meaningful 
development of student agency to 
lead change and contribute to new, 
more humanizing, and equitable 
structures of teaching and learning 

▪ Use SEL approaches to draw out and build on student assets to 
facilitate understanding and learning 

▪ Begin with listening and valuing student experience and personal 
narratives 

▪ Build empathy through storytelling and sharing 

De-valuing student resistance to 
structures and practices that they 
experience as unwelcoming, hostile, 
or dehumanizing; interpreting this 
resistance as “non-compliance” or 
“defiance” and evidence of poor self-
management skills 

▪ Deconstruct expectations, cultural norms of schooling, and ways of 
communicating to expand the definition of success and normative 
behavior to include the experience, cultural ways of knowing, and 
aspirations of students of color and their families 

Asserting colorblind and identity-
neutral principles and values 

▪ Expand the notion of self-awareness to include the acknowledgment 
and understanding of social identities with regard to race, class, gender, 
nationality, family structure, and how each contributes to one’s sense 
of power and agency in various contexts 

▪ Normalize the practice of talking about race and understanding events 
and experiences through a lens of race, culture, and power 

Avoiding the topic of race or leading 
with the assumption that only 
students of color need to talk about 
and understand race 

▪ Leverage SEAD concepts and practices to build communities of 
learning that talk about and reflect on experience related to race, 
including racialized events occurring in the present across our country 
and in our communities 

▪ Include the building of “racial literacy” among all students as a critical 
dimension of SEL competence 

▪ Build social awareness and empathy skills through students sharing of 
their lived experiences in their communities and schools 

Underestimating the power of the 
unconscious to lead us to take 
actions that are at odds without 
stated values 

▪ Include explicit strategies aimed at mitigating the effects of implicit bias 
and stereotype threat through values affirmation activities 

▪ Use what we know about SEL to acknowledge, address, and heal from 
ways we have all been impacted by racism and systemic oppression and 
to create inclusive, liberatory learning environments in which students 
of color and students living in poverty experience a sense of belonging, 
agency to shape the content and process of their learning, and thrive 

Source: National Equity Project57 

 
57 Figure reproduced nearly verbatim from: Ibid. 



 

© 2021 Hanover Research  19 

Parent Concerns of Bullying 

Additionally, parents explain their concerns with bullying and how schools must teach students not to bully 
or judge others. Parents also recommend a zero-tolerance policy to prevent bullying and protect student well-being. 
According to parent and guardian ThoughtExchange data, bullying is rated the highest among 25 themes schools 
should address to support students’ social and emotional needs. 

 

COLLABORATE AND COMMUNICATE WITH FAMILIES  
Many SNEL members indicate that all stakeholders need support 
to facilitate student SEL moving forward and that although 
stakeholders are collaborative, collective support could improve. 
These members note that all parties must engage in the student 
development process. However, certain SNEL members identify 
teachers, virtual learning students, and parents as groups that 
currently need more support for addressing students’ SEL. 
Additionally, adults within the school community (e.g., counselors, 
teachers, parents) appear to collaborate to support student SEL, 
but this collaboration could improve in many districts. While 
certain SNEL members indicate that collaboration is high in their 
communities, others specify that parent engagement is a 
challenge. Members also note that their community needs more 
structure and dialogue to support collaboration and a full 
understanding of SEL by stakeholders.58 
 
Michigan parents involved in the ThoughtExchange want schools and districts to provide clear and 
continuous communication to support students’ social and emotional needs. Michigan parents would like 
to see more open and frequent communication with schools and students’ teachers. Specifically, parents 
recommend using multiple forms of communication, expressing both positive information and concerns, and 
conducting similar feedback surveys or forums in the future. Figure 1.16 presents a sample of 
ThoughtExchange response on the need for family communication, which comprised the most frequently 
cited theme among parents. 
 

Figure 1.16: Parents Seek Better Communication with Families 

     
Source: ThoughtExchange59 

 

 
58 Block quote reproduced verbatim from: “MASA SNEL SEL Workgroup Responses to Hanover Questions,” Op. cit. 
59 Figure text reproduced verbatim from: “ParentGuardian Exchange - Raw Data,” Op. cit. 

“If a parent reaches out to their 
children’s instructors with 

concerns, the instructor should 
respond in a timely manner. No 

response creates a barrier 
between the parent and the 

teacher.” 

“Parents should be more 
involved. Schools should 

contact parents often with 
how kids are doing, not just 
regarding negative behavior. 

Parents need to hear their kid 
is doing well, especially if that 

kid often has behavioral 
issues.” 

“Frequent check ins, share 
what’s happening at school, 
share resources available. 
Many children experience 

issues that staff aren’t aware 
of and may not be willing to 

share with the school.  Parents 
don’t know they can get help.” 

“Teachers first and foremost, but 
really ALL. food service, 
secretaries, administration, 
maintenance, etc. The students 
deserve and will require an 
environment where all areas of 
their educational experience are 
providing these supports”63 

—SNEL Working Group Member 
on what stakeholders need 

support to address post-pandemic 
SEL 
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Conflicting Parent Perspectives 

Comments by parents through ThoughtExchange demonstrate that parents hold conflicting views 
regarding masks in schools and social issues. On one side of the argument, 20 parents respond that students should 
not wear masks, and forcing mask-wearing is brainwashing students and not supporting social-emotional well-being. 
Alternatively, 27 respondents describe how masks are not a problem, but adult responses to the pandemic are. These 
parents believe that how adults respond to the pandemic and other social issues (e.g., views towards marginalized 
communities) can negatively impact students’ well-being and development. 

 
CASEL emphasizes that “social and emotional learning starts at home” and stresses the importance of 
families in supporting children’s SEL development through modeling and advocating for SEL in schools.60 To 
promote family involvement in SEL, districts can employ a broad communications strategy to provide 
information about SEL programming and strategies that help and support children’s development. 
Importantly, the content, frequency, and utility of these communications can affect “the extent and quality 
of a parents’ home involvement with their children’s learning.”61 Ultimately, districts should research parents’ 
communication preferences to develop effective strategies that lead to the widest and clearest distribution 
of information.62 Potential communication methods include:63 

 Parent conferences; 

 Phone calls; 

 District and school 
websites; 

 Open houses; 

 Home visits; 

 Notices and handouts 
in public spaces; 

 Parent-teacher 
organizations (PTOs); 

 Emails; 

 Parent newsletters; 

 SEL curriculum 
nights; and 

 Inserts in local 
newspapers. 

 

Trauma-Informed Family Communication Considerations  
For COVID-19-related communications to support SEL, districts should implement a cohesive, quick, and 

ongoing communication strategy to ensure that families receive accurate information addressing how 
developments may impact all aspects of student and family life. Developing a responsive and thorough plan for 
communication can help to alleviate the stresses of uncertainty.64 To communicate to families and the community 
with social and emotional needs in mind, districts can follow practices that use a trauma-informed lens, such as those 
described in this document by Trauma Informed Oregon.65 

 
Regarding parent collaboration and engagement, workshops, information sessions, and published 
reference materials familiarize parents with strategies to teach SEL skills at home. Many parents want to 
have a more active role in their children’s learning but lack practical knowledge. Informational presentations, 
training workshops, and accompanying reference materials can provide knowledge on many SEL topics and 
home-based strategies to support SEL.66 Educators can also encourage parents to assume a coaching role 

 
60 “SEL in Homes & Communities.” Collaborative for Academic, Social, and Emotional Learning (CASEL). https://casel.org/homes-and-

communities/ 
61 “Classroom Tips: Building Parent-Teacher Partnerships.” American Federation of Teachers. p. 4. http://ms.aft.org/files/ct-parent-

teacherpartnerships_0.pdf 
62 “What Parents Want in School Communication.” Edutopia, August 31, 2011. https://www.edutopia.org/blog/parent-involvement-

survey-anne-obrien 
63 Bulleted text adapted from: “Classroom Tips: Building Parent-Teacher Partnerships,” Op. cit., pp. 4–5. 
64 “COVID-19 Considerations for a Trauma Informed Response for Work Settings (Organizations/Schools/Clinics).” Trauma Informed 

Oregon, 2020. https://traumainformedoregon.org/wp-content/uploads/2020/03/Considerations-for-COVID-19-Trauma-
Informed-Response.pdf 

65 Ibid. 
66 Cary, A. “How Strong Communication Contributes to Student and School Success: Parent and Family Involvement.” National 

School Public Relations Association, 2006. p. 13. 
https://www.nspra.org/files/docs/Strong_Communication_Students_School_Success.pdf 

https://traumainformedoregon.org/wp-content/uploads/2020/03/Considerations-for-COVID-19-Trauma-Informed-Response.pdf
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when addressing SEL.67 Figure 1.17 presents effective coaching strategies for parents, including asking 
reflective questions and expressing confidence in a child’s problem-solving skills. 
 

Figure 1.17: SEL Coaching Strategies for Parents 

STRATEGY DESCRIPTION 

Use Open-Ended Questions 
Use questions to define a problem further so that a child can better solve it, avoiding 
“leading” and “yes or no” questions. 

Name Emotions Articulate what a child feels and confirm the accuracy of your identification. 

Challenge Thinking If a child feels a solution is ineffective, ask them to brainstorm alternatives. 

Summarize Summarize a child’s problem and solution without embellishment or opinions 

Eliminate Judgment Do not judge individuals involved in a conflict or the causes of a problem. 

Express Genuine 
Confidence 

Assure the child of your confidence in their ability to solve the problem without 
hesitancy or uncertainty. 

Source: Confident Parents, Confident Kids68 

Furthermore, districts should seek community support to enhance children’s SEL development. Districts 
can begin by discussing the definition of and goals for SEL and mental health with community members.69 
In some cases, districts may partner with local organizations, including:70 

 County agencies; 

 City or town 
agencies; 

 Mental health 
groups; 

 Postsecondary 
institutions; 

 Service agencies; 

 Philanthropic groups; 

 Youth agencies; 

 Sports groups; 

 Community 
organizations; 

 Religious institutions; 

 Legal assistance 
groups; 

 Cultural institutions; 

 Special interest 
groups; and 

 Businesses.

 
 
 

 
67 “Coaching – A Tool for Raising Confident Kids.” Confident Parents, Confident Kids, July 13, 2017. 

https://confidentparentsconfidentkids.org/2017/07/13/coaching-a-tool-for-raising-confident-kids/ 
68 Figure adapted from: Ibid. 
69 “Develop a Shared Vision & Plan for SEL.” CASEL District Resource Center. https://drc.casel.org/build-foundational-support-and-

plan/shared-vision-and-plan/ 
70 Bulleted text adapted from: Adelman, H. and L. Taylor. “Fostering School, Family, and Community Involvement.” Hamilton Fish 

Institute on School and Community Violence, Northwest Regional Educational Laboratory, and U.S. Department of Justice, 
September 2007. pp. 32–33. 
http://smhp.psych.ucla.edu/publications/44%20guide%207%20fostering%20school%20family%20and%20community%20involv
ement.pdf 
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All communications to community members should align with the target 
audience, intended message, and relative strengths and weaknesses 
associated with the delivery method. Effective SEL communication campaigns 
increase awareness, inspire enthusiasm, and solicit stakeholder involvement in 
programming. Potential communication instruments include emails, websites, 
press releases, and materials for district initiatives.71 Once potential community 
partners express an interest in supporting SEL, school districts should identify 
clear roles for community members and determine how best to utilize shared 
resources to support SEL. Possible community member services include hosting 
public events and offering direct services to students (e.g., counseling, 
mentoring).7273 

 

 
71 “Communicate SEL As a District Priority.” CASEL District Resource Center. https://drc.casel.org/build-foundational-support-and-

plan/communication/ 
72 “Strategies for Community Engagement in School Turnaround.” Reform Support Network, March 2014. pp. 4, 14–15. 

https://www2.ed.gov/about/inits/ed/implementation-support-unit/tech-assist/strategies-for-community-engagement-in-
school-turnaround.pdf 

73 Content adapted from: [1] Cary, Op. cit., pp. 13–14. [2] Ferlazzo, L. “Involvement or Engagement?” ASCD, May 2011. 
http://www.ascd.org/publications/educational-leadership/may11/vol68/num08/Involvement-or-Engagement%C2%A2.aspx 

74 Summers, R. “Wayne-Westland Schools Introduces Mindfulness Resource.” Telegram Newspaper, March 18, 2021. 
https://www.telegramnews.net/story/2021/03/18/education/wayne-westland-schools-introduces-mindfulness-
resource/1360.html 

75 Ibid. 
76 Preceding and bulleted links obtained from: [1] “Wayne-Westland Community Schools.” Facebook. 

https://www.facebook.com/wwcsd/ [2] Gurwitch, R., M. Brymer, and C. Ghosh Ippen. “Supporting Children and Teens During 
This Holiday Season.” National Child Traumatic Stress Network, 2020. https://www.nctsn.org/sites/default/files/resources/fact-
sheet/supporting_children_and_teens_during_this_holiday_season.pdf [3] “Student Mental Health Resources.” Wayne-Westland 
Community Schools. https://docs.google.com/document/d/1qPqIbksqGS6gxGohL-LvY24XDHaPnNegostGGFC-
78w/edit?usp=embed_facebook 

Spotlight: Wayne-Westland Community Schools 

Wayne-Westland Community Schools (WWCS) in Westland, Michigan, demonstrates how a district can 
provide internal resources and partner with external services to ensure students receive adequate social and 
emotional support. As highlighted during the SNEL workgroup meeting on SEL, WWCS’s internal resources include 
PD opportunities on SEL materials and instruction and, notably, the creation of the Mental Health Taskforce. 

The Mental Health Taskforce comprises seven district staff members (e.g., principals, social workers, psychologists). 
It aims “to assess the mental health needs in students and staff as they pertained to the pandemic and the uncertainty 
it brought to daily life.”74 A chief outcome of the Taskforce includes the Mindfulness Room, which operates similar 
to a virtual classroom and provides resources and activities that encourage mindfulness and relaxation and reduce 
stress (e.g., yoga lessons, relaxation music). Although the resource originally functioned as a tool for staff, the 
Taskforce opened it to the whole district community to support all stakeholders in a mobile format.75 

Additionally, the Mental Health Taskforce provides the district community with information on strategies to support 
students’ mental health and available resources outside of WWCS to support mental health. It leverages social media 
and shares information, such as the following materials, through the district’s Facebook page:76 

▪ Supporting Children and Teens During this Holiday Season; and 

▪ Student and Family Mental Health Resources 

Developing partnerships 
requires time, 
commitment, and 
patience. However, once a 
district establishes 
community ties, partners 
may be more willing to 
donate their time, 
expertise, and resources to 
support SEL.78 

https://www.facebook.com/wwcsd/?hc_ref=ARSdge8mWy0v7BIayysVQoBkntMHXyV8uWwl9ObfcKJdJyNHlJWUFCGQtY0yLFY8a-I&fref=nf&__tn__=kC-R
https://www.nctsn.org/sites/default/files/resources/fact-sheet/supporting_children_and_teens_during_this_holiday_season.pdf
https://docs.google.com/document/d/1qPqIbksqGS6gxGohL-LvY24XDHaPnNegostGGFC-78w/edit
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SECTION II: SUPPORTING SCHOOL AND DISTRICT STAFF 
The COVID-19 pandemic and resulting quarantines and shutdowns require school staff to help children and 
families cope with crises, and staff often find themselves providing supports that extend beyond an 
educator’s standard training and expertise. School personnel, particularly those who fail to engage in self-
care or monitor their response to the crisis, are at increased risk of burnout or secondary traumatic stress.77 
Educators may also experience primary trauma (e.g., through personal or family health concerns, economic 
insecurity), where “these layered issues have the potential to contribute to anxiety, depression, or symptoms 
of secondary traumatic stress.”78 As the National Education Association explains, “educators are burned out, 
they are stressed, they are fatigued, they are demoralized,  and many are now coping with trauma—all 
conditions with similar symptoms that require a proper diagnosis to treat effectively. The trauma could be 
their own - or their students'.”79 
 
SNEL members and staff see staff support as an area for improvement to support staff well-being but 
mostly identify different ways schools should support staff well-being. Notably, staff highlight how districts 
must develop morale, trust, and well-being while working group members recognize that they need more 
direction on implementing support meaningfully. In the following subsections, Hanover synthesizes recent 
SEL challenges—including the lessons learned from pandemic-era education—and promising practices for 
supporting staff SEL in the future. Lessons learned and promising practices appear by themes identified in 
qualitative data and secondary research. 
 

PROVIDE SYSTEMIC MENTAL HEALTH AND WELL-BEING SUPPORTS 
SNEL discussions highlight trauma-informed practices as a key topic for training to support staff’s social 
and emotional needs and mental health sub-topics (e.g., self-care, trust). Although certain districts 
previously trained staff and leaders on trauma, resilience, SEL, and other topics, many see a need for further 
leadership development and a systematic approach to support staff. Error! Reference source not found. 
presents SNEL member comments on readiness to support staff post-pandemic and areas needing more 
training or support. 
 

Figure 2.1: Training Needed to Support Staff Well-Being  

     
Source: Michigan Association of Superintendents and Administrators80 

 
 

 
77 “Care for the Caregiver: Guidelines for Administrators and Crisis Teams.” National Association of School Psychologists (NASP). 

https://www.nasponline.org/resources-and-publications/resources-and-podcasts/school-climate-safety-and-crisis/mental-
health-resources/care-for-caregivers-tips-for-families-and-educators/care-for-the-caregiver-guidelines-for-administrators-and-
crisis-teams 

78 Halladay Goldman, J. et al. “Trauma-Informed School Strategies during COVID-19.” The National Child Traumatic Stress Network, 
2020. p. 1. https://www.nctsn.org/sites/default/files/resources/resource-
guide/trauma_informed_school_strategies_during_covid-19.pdf 

79 Walker, T. “‘I Didn’t Know It Had a Name’: Secondary Traumatic Stress and Educators.” National Education Association, October 
2019. https://www.nea.org/advocating-for-change/new-from-nea/i-didnt-know-it-had-name-secondary-traumatic-stress-and 

80 Figure text reproduced verbatim from: “MASA SNEL SEL Workgroup Responses to Hanover Questions,” Op. cit. 

“We have implemented a 
trauma informed resilient 

focused district wide approach 
since 2017 and we prepared. 

However, we will need to give 
monumental support as we 

anticipate a much larger need.” 

“We would greatly benefit from 
a structured approach to 

preparing our administrators in 
supporting staff SEL needs.” 

“We are fully implementing a 
trauma informed approach. 

We need to monitor the 
fidelity and make sure that we 

keep high expectations.” 

http://neatoday.org/2011/06/07/surviving-teacher-burnout-2/
http://neatoday.org/2018/05/11/study-high-teacher-stress-levels/
http://neatoday.org/2018/01/18/teacher-burnout-disillusionment/
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According to staff, current social and emotional well-being challenges and barriers often relate to school 
operations. Specifically, staff highlight that districts can improve compensation, facilities, and class sizes to 
support staff’s social and emotional needs, demonstrating how what appear to be numerical and operational 
decisions affect well-being. Figure 2.2 presents staff responses regarding compensation, facilities, and class 
sizes and how districts should improve these areas to support staff well-being. 
 

Figure 2.2: District Operations Impacting Staff Well-Being 

SYSTEM OR 
OPERATION CHALLENGES AND RECOMMENDATIONS DIRECT QUOTE 

Compensation 

▪ Staff believe compensation does not 
align with expectations, experience, 
or ability 

▪ Staff believe compensation is too low 
given years of experience and post-
secondary degrees 

▪ Staff feel frustrated by the lack of 
salary increases 

▪ Staff believe that financial 
compensation should indicate that 
districts value their teachers 

▪ “Let's start by paying staff a fair wage that is 
competitive and aligned with their 
experience and talent.  If you don't pay your 
staff appropriately, you'll continue to lose 
good talent.” 

▪ “We did not see a raise this year and have 
been working harder than ever. We went 
above and beyond what was required.” 

▪ “No matter what self-care strategies are 
implemented or how hard the employee 
works, the stagnant salary serves as a 
constant stressor.” 

▪ “The district should pay more of our 
insurance or offer higher pay scales. Most of 
us work a second job in order to make ends 
meet.   We are tired and exhausted.” 

Facilities 

▪ Staff feel frustrated by the lack of 
existing and consistent facilities and 
amenities (e.g., air conditioning) 

▪ Staff would like more electrical 
outlets 

▪ Staff indicate poor conditions (e.g., 
dirty, run-down) 

▪ “Heating and air conditioning in schools. To 
create a better learning environment for the 
students and have consistency in the 
temperature of the rooms during 
instructional times.” 

▪ “Some people in the district have the luxury 
of being in a/c. When it is hot, it is insulting 
when some have a/c and many do not.  We 
should all have equal working conditions 
that are conducive to teaching and learning.” 

▪ “Make sure our buildings are safe and 
accessible. Our staff and students deserve a 
safe and comfortable work environment.” 

Class Sizes 

▪ Staff would like smaller classes to 
connect with and engage every 
student 

▪ Staff believe large class sizes made 
instruction overwhelming 

▪ Staff believe smaller class sizes 
facilitate behavioral management and 
student-teacher relationships with 
students who have behavioral 
challenges 

 
 

▪ “There needs to be a way to fund smaller 
class size moving into next year.  So many 
students will need extra time and attention 
to get them back on grade level.” 

▪ “Lower class sizes. Our workload is 
tremendous and with large class sizes we are 
unable to meet the needs of all of our 
students.  I feel like I am spinning my 
wheels.” 
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▪ Staff would like to see the district hire 
more staff to lower student-teacher 
ratios 

▪ “Reduce class sizes OR increase staff in 
classrooms. With so many students 
experiencing trauma, working through these 
behaviors can get exhausting for both staff 
and students. Need higher staff ratio.” 

Source: ThoughtExchange81 

Additionally, a key staff concern and barrier to well-being is a lack of recognition of staff members’ efforts 
and needs, indicating a restrictive employment climate. Staff would like schools and districts to be more 
flexible during hard times and periods of significant changes, listen to staff voices and input, and consider 
employee morale, trust, and well-being. Figure 2.3 presents notable challenges, recommendations, and 
quotes from ThoughtExchange staff responses. 
 

Figure 2.3: Climate and Culture Impacting Staff Well-Being 

SYSTEM OR 
OPERATION CHALLENGES AND RECOMMENDATIONS DIRECT QUOTE 

Flexibility 

▪ Staff ask that lunch and prep times 
continue to prevent an overload of 
responsibilities 

▪ Staff highlight a need for more 
planning and grading time to feel 
organized and ready and avoid stress 
and anxiety 

▪ Staff would like to see more 
opportunities for PD and 
collaboration 

▪ Staff would appreciate the flexibility 
that allows for non-work needs, 
similar to other industries and 
professions 

▪ “More time to collaborate with our team and 
things we feel we need. Make it a priority to 
have that time together. Even if it is just to 
check in. Grade levels on the same page is 
the key to consistency!” 

▪ “Allow teachers something like ‘flex-time’ 
when possible. Ex: They need to make a Dr. 
appt. on a half day after exams when no 
students are here. This recognizes that we 
work many off-the-clock hours every week, 
and treats us like other professional people.” 

Staff Voice 

▪ Staff highlight that many staff are too 
scared to speak up to administrators 

▪ Staff ask that leaders truly listen 
when they ask for staff feedback 

▪ Staff would like to participate more in 
decision-making that will directly 
impact their work 

▪ Staff would like to be treated more 
professionally 

▪ “We should be treated as professionals at all 
times. It seems as when there is 
conflict/constructive criticism is given we 
aren't treated professionally. We have good 
ideas on how to address issues that should 
not be easily dismissed.” 

▪ “Include necessary staff more often in the 
decisions that are being made regarding the 
logistics of delivering educational material.  
Often the staff members actually 
responsible for carrying out a task are not 
involved in the process making of said task.” 

▪ “I feel our staff is hesitant to share our 
concerns in fear of retaliation from our 
administration. I want to feel I have a voice 

 
81 Figure adapted with quotes reproduced verbatim from: “Staff Exchange - Raw Data.” ThoughtExchange, 2021. Provided to 

Hanover Research directly by the Michigan Association of Superintendents and Administrators. 
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and that my voice is heard without any 
repercussions.” 

Morale, Trust, 
and Well-Being 

▪ Staff indicate that a lack of 
recognition and appreciation causes 
unnecessary stress and low morale 

▪ Staff would like to be treated with 
respect to feel safe and comfortable 
in their work environment 

▪ Staff would like to see leaders build 
trust among staff and between 
teachers and leaders 

▪ Staff indicate needing more support 
and fair treatment 

▪ Staff need more peer support among 
staff (e.g., mentorship, bonding 
opportunities) to build connections 
and avoid unwelcoming atmospheres 

▪ “Believe in us! We are professionals so 
support us while providing autonomy and 
watch what we can do!” 

▪ “We need to build a community within staff. 
We are beyond separated (more than ever).  
Too many ‘favorites’ that admin make VERY 
obvious. We all work hard and need to be 
recognized equally.” 

▪ “The teamwork of staff is dwindling due to 
lack of admins support to recognize or listen 
to their staff regarding staff and student 
needs.  A school environment is a safe place 
for all but the past few years, it is going 
declining in support and safety.” 

▪ “Treat everyone with respect. So that 
everyone big or small feels safe and 
comfortable.” 

Source: ThoughtExchange82 

Providing opportunities for self-care and expecting educators to 
engage in self-care is critical for creating trauma-sensitive 
environments and ensuring that staff can continue to support 
students appropriately. 83  Examples of self-care activities for 
educators include findings ways to relax and “blow off steam,” 
ensuring appropriate nutrition, activities that promote physical 
fitness, engaging in spiritual wellness, and spending time with 
friends.84 Self-care is also important as a preventative measure, as 
“[t]eachers who are unable to regularly attend to their care and 
develop burnout, compassion fatigue, or vicarious trauma may be 
unable to adequately respond to their students.”8586 
 
Additionally, districts may support structured or informal wellness groups that focus on self-care practices. 
Informal groups offer small cohorts space to reflect and share knowledge while fostering a sense of 
community through group activities, including those in Figure 2.4.87 
 
 
 
 
 
 

 
82 Figure adapted with quotes reproduced verbatim from: Ibid. 
83 [1] “What Are the Basics of a Trauma-Informed Environment?” KnowledgeWorks. https://knowledgeworks.org/resources/basics-

trauma-informed-environment/ [2] “Creating Trauma-Informed Learning Environments.” WestEd, 2019. p. 2. 
https://www.wested.org/wp-content/uploads/2019/03/TIP-K-3-TIP-SHEET.pdf 

84 Plumb, Bush, and Kersevich, Op. cit., p. 52. 
85 Ibid. 
86 Block quote reproduced verbatim from: “What Are the Basics of a Trauma-Informed Environment?,” Op. cit. 
87 Asby, D. et al. “Back to School After COVID-19: Supporting Student and Staff Mental Health: Childhood-Trauma Learning 

Collaborative Toolkit.” Mental Health Technology Transfer Center Network, July 2020. p. 22. 
https://mhttcnetwork.org/sites/default/files/2020-07/B2S%20Toolkit%20-%20Print%20Ready3.pdf 

“The key to self-care is to give yourself 
time to recharge your batteries on a 
regular basis as well as set reasonable 
and solid boundaries for yourself. We 
cannot always fix everything we 
encounter with others, so sometimes the 
goal is to give the person a brief respite 
from their problems. You cannot take 
care of others if you are not taking care 
of yourself.”91 
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Figure 2.4: Wellness Group Activity Examples 

 

Mindfulness activities, such as yoga, meditation, and breath work, which can reduce stress in the moment 
and over the long term 

 

Exercise, such as walking, running, aerobics, weightlifting, or a team sport, which can benefit mental and 
physical health 

 

Healthy eating. Staff members can exchange healthy and easy-to-fix dishes and recipes to build a shared 
cookbook 

 

Space to share concerns and advice. Feeling safe to vent can allow staff the outlet they need to let go of 
some concerns and gain perspective on others 

Source: Mental Health Technology Transfer Center Network88 

Notably, schools must be wary of insufficient and unsupportive strategies, which lack actionable tasks, 
targeted resources, and long-term incentives.89 Common well-being actions to avoid include: 90 

 Conducting health assessments without 
follow-up; 

 Offering monetary incentives; 

 Implementing short-term challenges; 

 Outsourcing to solve problems 
independently; 

 Directing employees to the insurer’s 
health plan website; 

 Sharing general self-care tips; and 

 Hosting one-time social events. 

 
WELL-BEING SUPPORT THROUGH TRAUMA-INFORMED PRACTICES 

Creating a trauma-sensitive environment that reduces chances of burnout and secondary traumatic stress 
and appropriately responds to staff experiencing trauma requires shared commitment from school leaders 
and staff and school-wide and individual strategies. 91  Figure 2.5 offers strategies for educators and 
administrators.  
 

 
88 Figure text reproduced verbatim from: Ibid. 
89 [1] De La Torre, H. and R. Goetzel. “How to Design a Corporate Wellness Plan That Actually Works.” Harvard Business Review, 

March 31, 2016. https://hbr.org/2016/03/how-to-design-a-corporate-wellness-plan-that-actually-works [2] Richards, R. 
“Improve Teacher Wellbeing with Self-Care Strategies and Formalized Peer Connections.” EAB, May 21, 2020. 
https://eab.com/insights/blogs/district-leadership/improve-teacher-wellbeing/ 

90 Bulleted text adapted from: [1] De La Torre and Goetzel, Op. cit. [2] Richards, Op. cit. 
91 “Secondary Traumatic Stress and Self-Care Packet.” National Center on Safe Supportive Learning Environments. p. 4. 

https://safesupportivelearning.ed.gov/sites/default/files/Building_TSS_Handout_2secondary_trauma.pdf 
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Figure 2.5: Trauma-Sensitive Strategies for Educators and Administrators to Support Staff Wellness 

STRATEGIES FOR 
STAFF  

▪ Practice self-compassion: remember that it is best to take care of yourself before you try 
to take care of others.  

▪ Take time to check in with yourself to gain insight into any areas where you may be 
struggling. Once you identify the issues, create a plan to address the issues you can 
control and work on letting go of the ones you cannot.  

▪ Utilize social supports as needed. Consider planning a virtual coffee break or lunch hour 
with colleagues or other educators. During these sessions, you might share strategies that 
are or are not working, talk about what you’re cooking or watching on Netflix, and 
experience a much-needed sense of community.  

▪ Create a routine that includes getting up at a regular time, then getting ready and dressed 
for the day, and following a work schedule. Incorporate into your day some physical 
movement, as well as some breaks to connect with others.  

▪ Remember that, as adults, we can be the best guides for how our students and children 
will do. They are watching and listening to us, so when we take care of ourselves, we’re 
modeling how they can take care of themselves, too.  

▪ Be safe and follow the latest public health recommendations related to hygiene and 
protective equipment if you must go to the school or into the community for teaching 
supplies. 

STRATEGIES FOR 
ADMINISTRATORS 

TO SUPPORT 
STAFF 

▪ Prioritize the physical safety of the entire school community when making decisions 
related to re-opening the school or holding any in-person events.  

▪ Ensure the physical safety of all of your staff by following the latest public health 
recommendations related to hygiene and protective equipment, minimizing exposure as 
much as possible. Make sure that any staff on the school grounds or conducting school 
business are provided with the equipment, policies, and enforcement tools they need to 
maximize their physical safety. 

▪ Check in with your staff both collectively and individually. Encourage them to take time 
during the school day to manage their stress and take care of themselves and their 
families.  

▪ Identify and distribute resources for staff who may need additional screening, assessment, 
and/or treatment for stress, mental health issues, or secondary traumatic stress 
symptoms. Many mental health resources are now available via tele-health platforms. 
Identify a range of resources that you can provide for your staff.  

▪ Consider virtual professional development sessions that promote positive ways to cope 
with stress, and that help staff to understand the signs of secondary traumatic stress and 
the ways to prevent and address it. Offer wellness activities and promote routine health 
care and safety.  

▪ Validate your staff members’ concerns about their students. Communicate your district’s 
plan for identifying students who need to be located, for helping families who need 
internet access or hotspots, and for reaching students who may need additional services 
during this time. It’s important for staff to understand the expectations around their roles 
in reaching students as well as the limits of their responsibilities, and what other 
supportive methods and resources are available. 

▪ Create opportunities for staff to connect to one another, through peer check-ins or using 
professional development time to reflect and process. 

Source: The National Child Traumatic Stress Network92 

 

 
92 Figure contents quoted verbatim from: Halladay Goldman et al., Op. cit., p. 2. 
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COLLABORATE WITH COMMUNITY AND HEALTH SERVICES  
Collaboration between districts and health providers comprises a key connection that SNEL members 
believe will facilitate staff well-being in addition to continued support from all stakeholders. Currently, 
many SNEL members recognize that their communities lack access to mental health providers that can 
support all student, family, and staff needs, as illustrated by the quotes in Figure 2.6. 
 

Figure 2.6: SNEL Members Identify Barriers to Local Health Providers 

     
Source: Michigan Association of Superintendents and Administrators93 

Similar to student social and emotional supports, promising practices indicate that staff may benefit from 
mental health services. Schools should provide staff with access to resources such as support services and 
Employee Assistance Programs and try to provide access and encourage use to reduce the stigma associated 
with utilizing these resources. 94  Further, one-on-one connections and conversations with designated 
support providers offer staff members individualized opportunities to process experiences, work through 
challenges, and share successes in a safe, supportive, and confidential space. Meetings may be pre-
scheduled or occur through ongoing messages and exchanges.95 These supports enable staff to receive 
targeted interventions and assistance. Particularly during the COVID-19 pandemic, districts may leverage 
virtual conferencing platforms to connect mental health staff, administrators, or crisis team members with 
teachers or other staff struggling with their mental health.96 Whether conversations take place through 
video conferencing, email, phone, or another method, support staff can provide the following messages:97 

 A desire to check in and connect with others; 

 Positive and uplifting messages such as quotes that convey hope, resilience, and thankfulness; 

 Funny messages to allow for humor; 

 Factual details about what information is known and specific actions that can be taken (i.e., Centers 
for Disease Control and Prevention updates or recommendations, strategies for staying safe); 

 Strategies for coping; 

 Sharing of videos such as movie clips, YouTube videos, TED Talks, etc.; and 

 Re-emphasize care-for-caregiver culture (e.g., it is okay and expected [that] you will ask for 
assistance or breaks). 

 

 
93 Figure text reproduced verbatim from: “MASA SNEL SEL Workgroup Responses to Hanover Questions,” Op. cit. 
94 “Creating, Supporting, and Sustaining Trauma-Informed Schools: A System Framework,” Op. cit., pp. 10–11. 
95 “Coping With the COVID-19 Crisis: The Importance of Care for Caregivers: Tips for Administrators and Crisis Teams.” National 

Association of School Psychologists, 2020. https://www.nasponline.org/resources-and-publications/resources-and-
podcasts/covid-19-resource-center/crisis-and-mental-health-resources/coping-with-the-covid-19-crisis-the-importance-of-
care-for-caregivers 

96 Ibid. 
97 Bulleted text reproduced nearly verbatim from: Ibid. 

“Collaboration is high, not 
enough mental health 

professionals in the area to 
provide support our students, 

families, and staff need.” 

“We need to improve 
countywide coordination of 

services.  We need designated 
coordinating personnel and 
districts willing to develop 

common systems of support to 
better align training, coaching, 

and protocols.” 

“We need to create a system 
of school and community 

resources and how families 
and staff navigate them.” 
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Spotlight: Hamtramck Public Schools 
Hamtramck Public Schools (HPS) in Hamtramck, Michigan, maintains multiple local partnerships to support 

staff health and well-being, according to SNEL participant and district superintendent Jaleelah Hassan Ahmed. One 
partnership is with the Detroit Medical Center, which operates an on-site clinic to provide physical and mental health 
services to district community members and students. Although staff services do not appear on the HPS website, the 
site details clinic services offered to students through the Detroit Medical Center’s Children’s Hospital of Michigan.98 
Additionally, SNEL working group findings indicate that HPS partners with the Wayne State University School of 
Medicine Department of Psychiatry, which offers services to support staff members. 

 
 
  

 
98 “Clinic.” Hamtramck Public School District. 

https://www.hamtramckschools.com/apps/pages/index.jsp?uREC_ID=1816554&type=d&pREC_ID=1978317 

https://www.hamtramckschools.com/apps/pages/index.jsp?uREC_ID=1816554&type=d&pREC_ID=1978317
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ABOUT HANOVER RESEARCH 
Hanover Research provides high-quality, custom research and analytics through a cost-effective model that 
helps clients make informed decisions, identify and seize opportunities, and heighten their effectiveness. 
 
 
OUR SOLUTIONS 

ACADEMIC SOLUTIONS ADMINISTRATIVE SOLUTIONS 

• College & Career Readiness: 
Support on-time student graduation and prepare 
all students for post-secondary education and 
careers. 

• Program Evaluation: 
Measure program impact to support informed, 
evidence-based investments in resources that 
maximize student outcomes and manage costs. 

• Safe & Supportive Environments:  
Create an environment that supports the 
academic, cultural, and social-emotional needs of 
students, parents, and staff through a 
comprehensive annual assessment of climate and 
culture.   

• Family and Community Engagement:  
Expand and strengthen family and community 
relationships and identify community 
partnerships that support student success.  

• Talent Recruitment, Retention  
& Development:  
Attract and retain the best staff through an 
enhanced understanding of the teacher 
experience and staff professional 
development needs. 

• Operations Improvement: 
Proactively address changes in demographics, 
enrollment levels, and community 
expectations in your budgeting decisions. 

LEADERSHIP SOLUTION 
 
Build a high-performing administration that is the first choice for students, parents, and staff.  
 
 
OUR BENEFITS 
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