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Calling for (r)Evolution: the rise of the educational phoenix of 
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ABSTRACT
Existing educational and social inequalities within colonised nations 
have been amplified by multitudinous health, racial, climate, and 
social crises. It is a time to act collectively and boldly pivot towards 
equitable, socially-just futures. This perspective article contextualises 
schools within a social eco-system contending with the convergence 
of childhood adversity, pandemics, increasing climate, human-rights, 
political, and economic crisis around the globe. Profound uncertainty 
has shaken the expectations and systems that have been relied-on by 
those communities which they privilege. We call for educators to 
apply a transformative praxis with critical and cultural pedagogy to 
disrupt the educational status-quo that privileges Western-colonial 
epistemologies – knowledge and ways of knowing; the ‘whitewash
ing’ of schools and curriculums. Leveraging comprehensively applied 
trauma-informed principles within a social justice agenda is pre
sented as a way of positioning schools to be way-finders and change- 
makers as they partner with communities. The time is now to (re) 
construct a fully rights-based school (r)evolution. Humility and cour
age will be required to lean into the hard questions and challenges; 
to revolutionise and humanise education. This paper presents 
schools as potential truth-hearing and historical truth-telling agents 
of urgent social change building communities of healing and auda
cious hope, led by communities.
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We do not remain untouched by crisis. The global confluence of health, social, humanitarian, 
economic, and environmental crises continue. These have, and continue, to exact an enor
mous human toll. The UN Humanitarian Data Exchange (2024, 1) reports One in 73 people 
worldwide is now displaced. This figure has doubled in the past 10 years, nearly one child in 
every five worldwide is living in, or has fled from, conflict zones, and 258 million people face 
acute hunger. During the pandemic years (primarily 2020–2022) across the world multitudes 
isolated at home ‘sheltering in place’ attempting to slow the spread of the deadly COVID-19 
(CoV) pandemic. School closures alone impacted 80% of the world’s school children. 
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Relentless pressure and uncertainty affected health and mental health in unprecedented ways 
(OECD 2020; UNESCO 2020) and exposed deep pre-existent chasms of oppression and 
injustice created by Euro-Western systems. From such extensive suffering and loss, an 
irreconcilable outcome would be to remain as societies, unchanged. The question is, whatever 
our role in education, health, or social care, will these harms awaken a response in and from us; 
one that sustains? This is a time for total re-calibration, healing and restoring individuals and 
communities facing collective burden and critical need. We believe that schools can emerge 
with insight and a hunger for bettering that reaches far beyond raising academic grade-levels, 
to fuelling a collectivist movement for social justice, equity, and relational connection.

As a team of researchers (she/they) working across health, disability, education, and social 
care, we bring to you our combined perspectives from varied knowledges: interwoven 
Aboriginal, immigrant, coloniser, and European cultural heritages. We sense a shift in the 
wind, a change towards community led and ‘partnered’ schooling (r)evolution, challenging 
systemic levels of injustice and re-empowering the disempowered. This period calls us to ‘Ka 
mua, ka muri’, (Māori proverb); to look back in order to move forward, as the anchor of 
a transformational education and social journey. A journey where harms, inhumanity, and 
gross injustices are recognised by dominant peoples and systems. A journey of knowledge- 
humility, deep listening to non-majority voice(s). A journey of self-reflection and humility- 
centred partnering with communities in devolving the status quo, and the (re)evolving of 
cultural wealth, critical pedagogies, and methodologies. We believe that critical inquiry and 
reflexivity can create a seismic shift towards mutuality and a seismic growth in hearts – 
elevating divergence.

Intersecting adversities and inequities

Embarking on a (r)evolutionary and transformative journey is one we contend is best 
supported by the energy of hope. However, before we wrestle with this concept, it is 
necessary to recognise and acknowledge the specific ways that historic oppression has 
manifested throughout the global pandemic. We will then turn towards the ways disenfran
chised communities have continued to initiate change and generate knowledge on ways to 
address the systemic issues of our time. The burdens of the pandemic were not equally 
shared. Pre-existing inequities amassed atop historic personal and collective experiences of 
trauma and oxidative stress. Enduring injustices – many the legacy of colonisation and 
slavery – are evidenced in rampant racism (James 2020), the grossly disproportionate Black 
and Indigenous experience of violence from law-enforcement (as tragically evidenced in the 
murder of George Floyd), disproportionate incarceration rates and deaths in custody 
(International Work Group for Indigenous Affairs 2021; Nellis 2021), refugee and immigrant 
crises, war and conflict (Drane, Vernon, and O’Shea 2021; Whitaker 2020), and the ongoing 
over-representation of Indigenous and Black children in Western, statutory child protection 
systems (Dettlaff and Boyd 2021; Liddle et al. 2021; Waitangi Tribunal 2021). The rapid 
globalisation of the Black Lives Matter movement bears witness to the global canker that is 
racism (Ladson-Billings 2021; Shah and Shaker 2020). There is a terrible toll, an ever-escalating 
allostatic load for generations of colonised and non-dominant cultures enduring racialised 
disadvantage, systemic violence, and oppression; eroding scarce resources in disempowered 
communities; amidst relentless exposure to media that centre-stages and recycles devastation 
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and vulnerability, underwriting a visual soundscape of fear and powerlessness, offering little 
hope and even less change.

Interconnectivity: trauma, social justice, and education

As educators strive to support students through chronic uncertainty it is essential that we 
understand pre-existing stressors as well as the impact of childhood adversity and trauma 
in the present, and the many ways in which social injustice underpins, amplifies, and 
perpetuates adversity. This knowledge will influence decisions made and actions taken. As 
defined by the Substance Abuse and Mental Health Services Administration (SAMHSA  
2014) there is potential for trauma to result from:

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 on 
the individual’s functioning and mental, physical, social, emotional, or spiritual wellbeing. (7)

Trauma is both a universal and an alarmingly prevalent human experience (Clinton  
2020; SAMHSA, 2022). Extensive research connects early years adversity, toxic stress, 
persistent fear, and anxiety, with decreased wellbeing, poor educational outcomes 
(Perfect et al. 2016), compromised health and employment (Merrick et al. 2019), and 
increased incarceration and drug and alcohol issues (Shonkoff, Slopen, and Williams  
2021). CoV undeniably exacerbated social disadvantage; however, it also created experi
ences of adversity for children, evidenced in escalating rates of family violence, suicide, 
anxiety, and depression (Leeb et al. 2020), compounded by long periods of home- 
isolation. Social fault-lines have intensified, born out of severe economic stressors and 
relentless uncertainty. Children caught in spiralling disadvantage shouldered untenable 
burdens and loss.

The reach and impact of co-occurring crises have reached unfathomable levels, what is 
unseen and underreported is the devastating pandemic of childhood adversity that spans 
generations. Pre-Covid, two out of three school-aged children in the US had experienced 
or witnessed harms such as chronic bullying, abuse, neighbourhood violence, loss of 
loved-ones, poverty, homelessness, having a family member with a mental health or 
substance use disorder, discrimination, racism, terrorism or natural disaster (NCTSN  
2017), with evidence indicating that exposure to one trauma increases the likelihood of 
experiencing other traumas (Asmussen et al. 2020). Such statistics are found across the 
world, upwards of 70% of Australian students have been exposed to one or more 
traumatic events, with a benchmark study (Scott and Matthews 2023) reporting that 
62.2% of Australians have experienced multi-type maltreatment. Still higher rates of 
trauma are experienced by Australian Aboriginal, Torres Strait Islander, and refugee 
populations (Emerging Minds 2020) impacted by collective and intergenerational trauma 
and a social context of colonisation and cultural oppression. Historic and systemic trauma 
includes the preferencing of colonised curriculum and pedagogy in schools, and reliance 
on western-dominent sciences. The magnitude of dominant-culture impact on children 
and families from non-dominant groups is poorly understood and barely recognised 
within education. The depth of impact cannot be overstated. It effects a child’s sense of 
personal value, identity, belonging, efficacy, safety and trust – elements that are funda
mental to a student’s state of readiness to learn and problem-solve. Toxic stress that is 
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linked to student adversity and perpetuated by a lack of understanding and responsivity 
in schools can account for high levels of student disconnection from education and poor 
academic and social outcomes; students not impacted by toxic stress are almost twice as 
likely to remain connected to education and experience success at school (Camp et al.  
2022; Petrone and Rogers Stanton 2021).

The effects of CoV widened pre-existing disparities in access to mental health care for 
children of colour and children in low-income households. Key UK findings for children 
and young people include an 81% increase in referrals for children and young people’s 
mental health services between April – September 2021 (Iacobucci 2022). In the US from 
March 2020–October 2020, mental health-related emergency department visits increased 
24% for children ages 5 to 11 and 31% for those aged 12 to 17 compared with 2019 (Leeb 
et al. 2020). Data on family violence (FV) indicate increases of 25% or more during CoV 
(Boserup, McKenney, and Elkbuli 2020), which can have devastating impacts on children 
into the future (Norbert et al. 2023; Queen 2023). The immense focus on CoV may have 
past and feel ‘old news’, however, trauma that has remained unaddressed and unpro
cessed will compound and further impact students, families, educators, and communities. 
The resources and energy that propelled changes in social services and education during 
CoV is waning in the wake of the economic flow-on effects and outbreaks of violence 
(Norbert et al. 2023). As a global community, we cannot afford the luxury of short 
memories. Certainly, those most impacted by CoV, environmental events, economic crisis, 
and war, do not have that luxury.

Missing in action: rights-based wholistic education

The human rights imperative for all children to access education that develops their 
capacities and personalities to their full potential (Universal Declaration of Human Rights  
1948, Article 26) remains unfulfilled globally. The World Health Organisation (WHO) Global 
Standards for Health Promoting Schools declares health and education to be an inter
dependent basic human right for all, playing a vital role in the well-being of students, 
families, and their communities (WHO 2021). Nevertheless, educational efforts have not 
decreased disparities nor increased equal access to the improved prospects that educa
tional achievement brings. Neither have endeavours to promote respect for human rights 
and tolerance among nations and social groups been achieved. Atrocities such as the 
forced removal of Native American children to boarding schools, and mission schools for 
Aboriginal Australians in the Stolen Generation is not distant history. Cycles of disadvan
tage are continuing. Student disparities are racialised and historically contextualised in 
the interaction between racism, education, poverty, health needs, and unsafe commu
nities (Castrellón et al. 2021; Davis et al. 2022; Drane, Vernon, and O’Shea 2021). The 
educational debt owed to disempowered folx is exponentially compounding with major 
incongruities between those students that can and those that cannot consistently access 
internet, technology, or the physical environments amenable to learning online or other
wise (Beaunoyer, Dupéré, and Guitton 2020). To progress educationally students first 
need safety, shelter, and food security (González, Etow, and De La Vega 2019; 
A. P. Harris and Pamukcu 2019; Willis 2021), quality teachers and leaders in their commu
nity (Jones et al. 2021), sufficient school resources (Jones et al. 2021), and adequate access 
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to healthcare (A. P. Harris and Pamukcu 2019; Healthy People 2020). Addressing these 
factors cannot be overlooked.

Education, politics, Power

Education is never neutral, it is political (Freire 1970). It can reinforce power structures and 
prevailing norms that oppress, or it can challenge thinking and espouse social transfor
mation, personal freedoms, rights, and responsibilities towards each-other. The reality for 
each of us is to either be active supporters of equity or be oppressors via actions or 
inaction. There is no neutral position. Equitable education necessitates action against and 
action for, action against injustice and bias in all its forms and platforms, and the active 
pursuit of student health and wellbeing. Positioning Euro-Western knowledge in curricula 
and teaching practice has perpetuated dominant thinking and social inequities (Bang  
2020). We continue to miss the mark, badly privileging a Eurocentric one-size-fits-all-badly 
delivery of education. This must change. We draw here on Bell’s (2013) understanding 
that social justice is: ‘the full and equal participation’ of all students in education ‘that is 
mutually shaped to meet their needs’ and ‘includes a vision of society in which the 
distribution of resources is equitable and all members are physically and psychologically 
safe and secure’, where ‘individuals are both self-determining (able to develop their full 
capacities) and interdependent (capable of interacting democratically with others)’ (21). It 
also requires action inward (beliefs and prejudice) and action outward (systems, policies, 
practices). We must be open to interrogate a multitude of systemic contributors that limit 
prospects for students from minority groups, and structures that sustain dominant culture 
bias, inequities, and harms.

Equitable schools confront interpersonal, institutional, systemic racism, and bias as well 
as the beliefs, policies and practices that perpetuate harm to students and their families. 
These issues are not external to our schools. Sobering rates of implicit and explicit bias 
have been found within schools, including teacher beliefs and expectations related to 
gender, race, ethnicity, (dis)ability, and social-status of students (Sandoval Gomez and 
McKee 2020), and school discipline, exclusion and suspension policies and practices (Eley 
and Berryman 2021; McIntosh et al. 2021) that are undermining students at the most 
fundamental level of identity and sense of agency. Despite having empathy for students, 
educators from dominant cultures can struggle to see structural racism and fully appreci
ate patterns of injustice experienced by already marginalised students, disproportionately 
of colour (Jones et al. 2021), and the multiple ways that social injustice has amplified the 
impact of the pandemic. Socialised injustices cannot be rectified by focusing only on one 
domain, i.e.: policies or mandates. To change practice, it is attitudes and beliefs that must 
be challenged in a continual process of enquiry across socio-ecologically nested systems 
vertically and horizontally.

Navigating significant school change with transformative praxis

A transformative praxis of ‘reflection and action upon the world in order to transform it’ 
(Freire 1970, 36) is essential for meaningful, substantive change (Luitel and Dahal 2020). 
By transformative praxis we mean the pursuit of social change using theory-based 
educational practice and research to address ‘isms’ of race, sex, gender, able, and elite 
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(J. Avery et al. 2022; Whitaker 2020). The Early Childhood Curriculum in Aotearoa New 
Zealand (NZ), Te Whāriki (the woven mat) was developed with such a praxis in mind. It 
draws on socioecological cultural theories and epistemic diversity: Sociocultural Theory 
(Vygotsky 1978); Kaupapa Māori Theory (R. Bishop 2005); Pasifika approaches (Hunter 
et al. 2016); and the use of Critical Theory (Fleming 2022). The title signifies weaving a mat, 
a collaborative endeavour which takes knowledge, skill, and time for strands to become 
interwoven and mutually reinforcing (Drew 2023). Indigenous cultures, including the 
Americans and Aboriginal and Torres Strait Island Australians (Harrison and Greenfield  
2011; McKinney de-Royson et al. 2020), conceptualise learning and teaching as intercon
nected. Māori refer to this spirit of inquiry as ako: the concept of learning that positions 
teachers as learners and students as teachers, drawing on reciprocity, respect, shared 
exploration, and collective sense-making prevalent in Indigenous strengths-based learn
ing processes (Correa-Chávez and López-Freire 2019; Elliott-Groves, Meixi, and 2022). In 
contrast to Western assembly-line styles of instruction, learners are positioned as unique 
and culturally embedded (i.e., culture is the student’s context of life and cannot be 
separated out from who they are at school). They see their community reflected in what 
they learn, experiencing adult facilitation of their knowledge, skill, and valuable contribu
tion to their community (Rogoff et al. 2017).

Shifting Western educational paradigms will require individual and collective openness 
to diverse worldviews and an increased cognitive flexibility towards difference. A process 
of listening to understand requires genuine humility in relation to truths and values 
divergent from our own. Indigenous traditions (e.g., Aboriginal Australian) draw on 
beliefs, knowledge-transference, spirituality, values, and understandings not commonly 
experienced in Westernised schools. An ontology of deep interconnection distinguishes 
Indigenous cultures around the world. While sharing commonalities of collective relation
ship with land, water, living and non-living things, Indigenous cultures commonly have 
distinctions across tribes or regions – overlooked by educators when they homogenise 
the lives and needs of Indigenous students, seeing deficit rather than diversity (Gutiérrez  
2020). In contrast, schools authentically connected with their communities reflect local 
cultures using language, arts, and practices that respond to the similarities, differences, 
and strengths of student knowledge and cultural wealth (M. Bishop and Vass 2021; Blitz, 
Anderson, and Saastamoinen 2016).

From the ashes: a pedagogy of audacious hope

What we offer as audacious hope is a bold, contentious, active daring that envisions and 
evolves schools as spaces of safety, relationship, equity, inclusion, and cultural richness; 
communities with a collective desire to recognise and heal the pain of domination and 
cultural erasure. A reconciling theory of revolutionary change is needed in education if we 
are to reconfigure schooling at the fundamental levels of deep structure (Wollin 1999). An 
ideology of hope is controversial and complex. Impacted by positionality, hope may be 
considered on a spectrum of being a force for good or a political tool hindering the 
aspirations of oppressed communities and social equity (Fontanari 2019). Hope and 
hopelessness have all, in chameleon-esque ways, been catalysts for change (Herz, 
Lalander, and Elsrud 2022; Hooks 1990).
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Audacious hope reflects the voice of disenfranchised, racialised, and marginalised folx 
we have been privileged to connect and collaborate with in diverse contexts, both 
formally (addiction, child protection services, (dis)ability services, education, family 
court, suicide prevention, and youth justice) and informally (within our communities). 
Marginalised children and adults spoke of hope in relation to personal and community 
agency and to witness systemic change; the empowerment of being visible: seen, heard, 
and authentically joined with. Audacious hope has an energy and emotion activating 
personal and collective dreaming into transformative change (Figure 1). Hope is an 
ontological need; impacted by context and positionality (including race, class, gender, 
neurodiversity) that alters the experience of and response to it, as Gabriel Marcel’s 
phenomenology suggests (Szabat and Knox 2021). The significance of hope is best 
illustrated by those with least agency, the oppressed and segregated communities 
where hope has given rise to safe and humanising spaces created by Black, Indigenous, 
Latinx, LGBTQIA+ folx (Fránquiz, Ortiz, and Lara 2019; King 2022).

Audacious hope and humanising education systems

There will be ‘unlearning and growing pains’ for those yet to experience the essential 
inward (and life-long) process of uncovering personal bias and deficit thinking, most 

e

of

Figure 1. Equity empowered schools of audacious Hope.
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particularly for those yet to realise the subtlety of perpetuating power imbalances and 
injustice. There will be obstacles as we teach, lead, and research ‘against-the-grain’ and 
avoid the ‘reinscribing societal inequities’ (Cochran-Smith 2020, 51–52). We must decon
struct education practices and organisational structures that support exclusion, to recon
struct schools that provide counter-stress and relationally attuned environments. 
Activation of a transformative pedagogy would distinguish Schools of Audacious Hope 
(SoAH for brevity) from current educational practice by sharing agency with students, 
parents, guardians, communities, and Elders. Agency enables an active and energetic 
participation in transformational processes.

Adopting transformative pedagogy will account for how personal and organisational 
ways of being are socially and culturally determined, and inseparable from our ways of 
thinking. Educators and students would be ‘social actors who have a sense of their own 
agency as well as a sense of social responsibility toward and with others, their society, and 
the broader world in which we live’ (Bell 2013, 21). Students would be educated to ‘master 
and use their critical capacities’ (Freire 2021, 5), with room made for diverse enactments 
and displays of social responsibility. Echoing Freire’s (1970) concept of praxis, Dabrowski 
(2020) states, ‘the classroom offers a space for students to engage in critical and reflexive 
practice about what it means to engage with difference’ (2). School leaders would model 
how to make space for and negotiate differences. They would ‘impart knowledge of 
injustice, deficit-driven models, and ableism to promote a culture of equality and social 
justice’ throughout their school (Sandoval Gomez and McKee 2020, 2). Educators deliver
ing on Freire’s conceptualisation will ‘actualize a humanizing pedagogy; engaging with 
their students in praxis, reflection, and action upon the world in order to transform it’ 
(Fránquiz, Ortiz, and Lara 2019, 382). These educators will interrogate the curriculum and 
recognise ‘social, political, and economic contradictions, and take action against the 
oppressive elements of reality’ (Freire 1970, 17).

The transformative pedagogy of audacious hope foregrounds possibility and empow
ers vision (Henry Giroux, in Freire 2021, 14). Figure 1 presents the participatory change 
process underpinning a deliberate and continuing intervention of knowledge selection 
and application to build political, social, and economic justice, and integrates the peda
gogies of critical analysis, restorative practice, relational responsivity, Indigenous learning 
pedagogies and transformative praxis. As Lee (2021) has concluded, the kinds of knowl
edge, inquiry, and discourse skills necessary for student’s civic engagement and social 
action are as follows:

intellectual dispositions and habits of mind; eagerness to engage with complex ideas, assess 
the credibility of evidence, explore multiple points of view, sift through moral and ethical 
dilemmas, empathise with people from differing backgrounds, and appreciate the power of 
literature and the arts to teach about others’ experiences and worldviews. (54)

This is more than utopian thinking, it is the better world we all hope to see, where children 
are nurtured through their schooling years with experiences of care, connectedness, 
relational repair, and mutual regard, building skills of co-enquiry and thoughtful debate 
as normative. Reconciliation skills would likewise be part of the curriculum and modelled 
by educators.

Carol Granison (Huggins 2021), sharing her teaching experience at the Oakland 
Community School asserted, ‘we need experiences of love in schools, where children 
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learn to love themselves and others by having people [educators] that care about you’. 
We wholeheartedly agree. A study on the perspectives of students, parents, caregivers, 
educators, and community agencies regarding TR practice at a school for students with 
social-emotional and learning needs (J. C. Avery et al. 2023) found school stakeholders 
attributed connected community and attuned trustworthy relationships as pivotal to 
student engagement, learning and wellbeing. The safe to be vulnerable school culture 
was described as empowering: a community that built skills insight, empathy, and 
relational repair.

Renaissance of critical thinking and reflection

Integral to social change is our personal critiquing of truths constructed with our 
cultural, linguistic, social, and political influences (Brigg 2017; Sampson 1988). 
Whatever our role in education, research, system design or legislation, we must all 
engage in reflection on our own socialisation and continually seek to counter 
patterns of domination and injustice in schools and in the systems that we con
tribute to. Educators must ask each other and the school community – how is racism 
and inequity showing up here? This question would continue to be asked to identify 
and address all forms, implicit and explicit, actions and attitudes that persist and 
resist equity. Equally, we need to celebrate goodness: a daily practice of attuning to 
and articulating where, when, who, and how hope, kindness, empathy, compassion, 
trust, safety, and relationship are showing up. In this way we could commit to social 
justice, understanding that it necessitates togetherness. We need concerted and 
sustained effort, and collective actioning. The greatest challenge to such effort 
may be our ability (and willingness) to fully conceptualise schools as places of 
healing and hope.

Revolutionising schools: trauma-responsive social-justice focused practice

We propose that trauma-informed schools (referenced hereon as trauma-responsive [TR]) 
are well positioned to raise-up an educational (r)evolution towards schools that are 
socially informed, and advance healthy, thriving communities. A purposeful shift is 
made away from school climates and practices that are punitive, towards relational, 
strengths-based, and value-driven systems that prioritise the principles of safety, trust
worthiness, transparency, voice and choice, collaboration and mutuality, and the empow
erment of educators, students, families, and communities (M. Harris and Fallot 2001; 
SAMHSA 2014). TR actions and environments work proactively to prevent (re)traumatisa
tion and to promote connection, personal growth, healing, and development of staff and 
students, and arguably all stakeholders of the school, to limit trauma-cycles. The National 
Child Traumatic Stress Network (NCTSN 2016, 1) define trauma-informed service providers 
as those who:

(1) Build meaningful partnerships that create mutuality among children, families, 
caregivers, and professionals at an individual and organisational level.
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(2) Address the intersections of trauma with culture, history, race, gender, location, 
and language, acknowledge the compounding impact of structural inequity, and 
are responsive to the unique needs of diverse communities.

Theoretically, the comprehensive application of TR principles will give feet, hands, and 
voice to social justice and attend to personal, institutionalised, and systemic trauma 
(Ridgard et al. 2015). Decades of TR school developments and the extant literature have 
paid limited attention to equity and social justice concerns (J. C. Avery et al. 2021; 
Gherardi, Flinn, and Jaure 2020; Temkin et al. 2020).

Key elements of TR and social justice informed school practice include safety, 
relationality, cultural and knowledge humility, critical inquiry, reflection, empower
ment, voice, equity, inclusivity, mutuality, transparency, collective responsibility, 
community engagement, and acknowledging oppression as trauma (J. Avery et al.  
2022; J. C. Avery et al. 2021, 2023). These elements can be seen in several TR 
initiatives such as the ReLATE model (ReLATE n.d.) in Australia and the Trauma- 
Sensitive Schools Flexible Framework of the Trauma and Learning Policy Initiative 
(S. F. Cole et al. 2013; TLPI n.d.) although these initiatives, and most TR school 
approaches stop short of incorporating an explicit social justice agenda (Gherardi, 
Flinn, and Jaure 2020). This is curious given TR schools have typically been estab
lished in poor and vulnerable communities where dominant-culture beliefs and 
practices have created and compound inequities (Gherardi, Flinn, and Jaure 2020). 
Exceptions, where TR approaches incorporate a social justice agenda and community 
collaboration are emerging, including the New Orleans Trauma-Informed Schools 
Learning Collaborative utilising the Safe Schools NOLA project (SSNOLA) (Davis 
et al. 2022; Lazarus, Overstreet, and Rossen 2021) and the Chicago Public Schools 
(2020) Equity Framework, to ‘critically examine and improve mindsets’ (2), resource- 
allocations, and policies.

We consider an explicit social-justice agenda and framework essential for conceptual 
and practice gains. In SoAH, such a tool would anchor transformational efforts and reduce 
risk of drift from central principles and core issues over time, supporting change by 
mapping the terrain schools need to (dis)cover and traverse, a journey led by and for 
the communities they serve. Community collaborations would build an understanding of 
historicity and challenge duplicities of institutional racism and ableism, and all forms of 
exclusion, injustice, and marginalisation (deMatthews, Serafini, and Watson 2021). 
Furthermore, a SoAH framework would protect against a deficit dialogue of trauma as 
a disorder within the child or family and drive an important narrative shift where trauma is 
understood as an adaptive survival-based response to a disordered environment 
(Rosenthal, Reinhardt, and Birrell 2016). It would offer a way of ‘seeing and acting’ 
aimed at both resisting and addressing what is unfair and oppressive in our systems 
and practice, proactively rectifying injustice and improving freedoms and opportunities. 
We see trauma-responsivity and social justice issues as so inextricably connected that we 
cannot achieve one without the other. A SoAH framework would centralise reflexivity and 
apply critical thinking to meaning-making, decision-making, and practice change, draw
ing on sources of expertise in community, and knowledges (such as indigenous peda
gogy, inclusivity, and systems change), providing advice and support across unfamiliar 
terrain.
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This is a journey towards shared humanity and deep respect for the values and 
the peoples of diverse communities and the environments that sustain us. Whether 
it is general school, specialist, or alternative education campus, the context of school- 
wide transformation need not preclude any type of learning environment journeying 
towards being relational, culturally responsive, and social-justice oriented. This (r) 
evolution is as personally challenging as it is systemically challenging. Thinking from 
critical pedagogy will lead us past our bias and help move towards insightful 
recognition of settler-educators’ position in the roots of injustice; erasure of culture, 
traditional knowledge, and language (Goodwin and Stanton 2022). Strength-based 
restorative practices bring mutual healing and future enabling practices across 
communities.

Welcoming dissonance

New cognitive spaces will be necessary to move forward. These will require 
deepened understanding of our own positionality and origins of our knowledge
base to fundamentally challenging our truths and the origins our own beliefs. 
Educators and researchers will need to incorporate funds of knowledge and iden
tity pedagogy (Veerman et al. 2023) to see and utilise the education capital of 
students, families, and community in teaching and learning processes (Gilbert 2019; 
Moll 2019). Such interconnection of knowledges would minimise didactic teaching 
and broaden culturally connected learning thereby assisting students to link aca
demic subject-learning and their cultural wealth and benefit from teaching para
digms other than Western oriented approaches (Rogoff et al. 2017). Such co- 
created funds of knowledge can build students’ sense of identity and agency 
and provide the space for ako: students as teachers – teachers as students. 
Central to this will be the ability to be embrace dissonance as an essential 
companion to learning, a ‘fluid knowing’ versus striving for authoritative meanings: 
the insistence that there is one way to understand. As expressed by Boelé (2018, 
72), ‘dissonance is necessary to dialogism, but it must emerge out of relations of 
care and the continuous effort of attunement’.

Educator training and development

We propose a call to action that enables all educators, new or experienced, to build skill in 
being curious and knowledge-humble; skilled at critiquing pedagogy, using transforma
tive praxis, and drawing on critical theories which are mostly missing from educator 
training and research. Both pre-service teacher training and ongoing learning would 
build understanding and use of reflective practice and Indigenous pedagogies in educa
tion, including Critical Race Theory, Critical Race Feminism (Wing 1997), Latinx, and 
Disability Critical Race Theory (DisCrit). These analytical frameworks need a strong pre
sence in training, pedagogy, and curriculum design, to deeply consider how racism and 
ableism operate interdependently, and often invisibly within the routines, policies, and 
procedures of schools to uphold dominant culture.
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True partners

SoAH would act to humanise educational systems (Love 2019) to reconceptualise 
schools as places where children matter first and foremost (King 2022) elevating 
holistic child development over academic outputs. The cultural capital and personal 
experiences of students would be central in educational philosophy, encouraging 
them to use their experiential knowledge and positionality to learn, and to consider 
systemic structural constraints on equitable education and societies. Development of 
sociological imaginations in students, families, and educators could empower school 
communities to counter the neo-liberal ethos of competition and individualism 
(Hager, Peyrefitte, and Davis 2018) to centre collaborative learning and collective 
development.

There are many complexities and interacting elements in the co-creation of schools as 
places of healing. SoAH will proactively build environments that enhance well-being and 
safety – psychologically, spiritually, culturally, morally, socially, emotionally, and physi
cally. As asserted by Venet (2023, 180), ‘to be trauma informed is to be committed to the 
end of the conditions that cause trauma. When we make this commitment visible to our 
students, we become true partners in the work for justice’. This would be reflected in 
systemic changes which support educators to empathise, attune, and respond to students 
and families. Mindfulness of the load educators have carried during CoV (e.g., Baker et al.  
2021), will be needed and awareness that educators will commonly have their own 
experiences of trauma or secondary traumatic stress from working with trauma- 
impacted students. Nurturing their recovery and ongoing wellbeing is essential.

Acknowledging the significant impact school leadership has on school culture, educator 
attitudes and beliefs (Hitt and Tucker 2016), SoAH would have actively supportive author
itative and empathic leadership modelling relational, TR and equity-focused practice. Such 
leaders will be clear communicators, involved, consistent, supportive, promoting wellbeing, 
holding high expectations for learning and reasoning to occur, and promoting autonomy in 
others (Bloom 2023, 77). Educator practice change would be supported by training, reflec
tive supervision, coaching, and collaboration to support the energy and personal space 
needed to self-reflect, join transformative efforts, and communities of practice. 
Implementing these initiatives will require systemic support and legislation to ‘grant per
mission’ and to resource leaders to prioritise space for selfcare and reflective practice. 
Capacity-building for diverse school stakeholders (parents, community agencies) could 
sustain the change process and build collective efficacy (J and Braun 2019).

This transformative process will require educational courage which is not to ‘dig deep’ 
and carry on ‘disguised as resilience’ (anonymous reviewer). Rather than add to the 
oppressive workload of educators, SoAH will begin by attending to staff wellbeing and 
monitoring impact and pace of the change process. SoAH aspire to moving forward 
healing and equity-focused schools against the odds and will do this in ways that trans
form societies by transforming individuals, how we relate to each other and be in relation
ship. SoAH would actively eliminate the conditions that marginalise students. Educational 
leaders, administrators, curriculum designers and policy makers would confront attitudes, 
beliefs, policies, and funding, that perpetuate injustice and erasure of cultures (Gorski  
2019). The teaching environment would be one of collegiality and collective care where 
teachers feel supported and ‘held’ in their efforts, struggles, and celebrations. 
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Environments of care lighten the individual load for teachers and students and can result 
in a more productive and rewarding use of time (J. C. Avery et al. 2023).

Inspiring decolonising reforms

Rather than a colonial directional reform emanating from institutions to commu
nities, authentic participatory change processes will embrace audacious hope in ways 
that (re)turn decision-making power to communities. Communities will be affirmed 
as initiators, experts and leaders who describe their vision of a thriving, healing, 
school climate: the shape a shared vision takes, and ways working collectively 
towards this shared vision would look and feel like. SoAH draw inspiration from 
grass-roots educational movements such as the beloved community phenomenon: 
the Oakland Community School, California, US 1971–82 initiated by the Black 
Panther movement with immense community support and reach, through ordinary 
people with a strong intention and a willingness to do what it takes (LeBlanc-Ernest  
2018). The movement was about humanity, it understood that curriculum could be 
healing through building community, teaching true Black history, studying academic 
subjects in culturally relevant ways, building knowledge of self, and teaching stu
dents critical enquiry skills. Mottos used during generations of slavery, such as 
‘Educate to Liberate’ and ‘Each-one Teach-one’ provided strong anchors in this 
initiative.

An educational revolution influencing the main author of this paper occurred in 
1982 in Aotearoa New Zealand (NZ). Māori parents, having endured 120 years of 
colonised schooling, determined their children would be educated within 
a liberatory Māori worldview (Kaupapa Māori) and acted outside the law to turn- 
around the crises of educational underachievement and the loss of language, knowl
edge, and culture. Māori, in a self-determining manner, developed innovations based 
on Māori theory and practice transformation such as Te Kotahitanga (Bishop et al.,  
2014), an indigenous success story of creating conditions of learning and teaching that 
have raised Māori student outcomes. The core principles underpinning Kaupapa Māori, 
Aboriginal Australian, and Indigenous pedagogies generally, are reflected in emergent 
TR restorative socially-just practices (see Bishop and Vass 2021; González, Etow, and De 
La Vega 2019; Shriberg et al. 2019). Such principles are also found in studies of schools 
progressing equity in demographically diverse communities such as NYKids schools 
(Wilcox and Lawson 2022) the Chicago Public Schools, TLPI, ReLATE, and SSNOLA 
models.

Transformative journeying

Transformation is a process of growth and change that begins with listening and invites 
sharing. SoAH centre safety and trust, mutuality, mana (deep respect for individuals and 
their heritage), collaboration and power-sharing (Wilcox and Lawson 2022). Paradigm 
shifts, when initiated by educators, would authentically engage and listen to students, 
parents, and communities, asking who is around the decision-making table and who isn’t, 
but should be? To be safe and inclusive, educators must understand what this looks and 
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feels like from the perspective of all stakeholders to buffer the impact of toxic stress and 
reduce sources of stress.

Educators, policy writers, and researchers will increase transparency, identifying 
assumptions through knowledge humility, co-inquiry, and collaboration. Authentic indi
vidual and systemic change progress with empathy, compassion, cohesion, and a vision of 
schools as responsive ecosystems within communities (Koslouski 2022). The River of 
Learning project in New South Wales, Australia is a community–school–university colla
boration sustained over 10 years, an initiative of Yaegl Elders’ Maclean High-School 
teachers and Macquarie University’s National Indigenous Science Education Program. 
Students and staff visit local sites together and learn through Indigenous Knowledge 
about culture and science ‘taught two ways’ by Elders and science teachers 
(Papadopoulos 2021).

Curriculum and learning facilitation

SoAH will shift away from compliance-driven interactions to connection-driven interac
tions; core social centres co-constructing the future with students, families, communities, 
and between communities to nurture global-connectivity (Bang 2020). The Pottstown 
Trauma-Informed Community Connection (Champine et al. 2022), the Trauma Resilient 
Communities model (Vides et al. 2022), and the Australian Culture, Community and 
Curriculum Project (M. Bishop and Vass 2021) are examples of enacting a vision of 
collaborative capacity-building across diverse community members. Rather than privile
ging nationalist views (Lee 2021), curricula and assessment practices would be educa
tionally relevant to students and continuously evolve to meet community needs. 
Integrated learning and teaching theory (seen in early childhood education) would 
support learning across multiple domains and knowledge connections, enabling multiple 
learning levels and age groups to learn together in shared spaces with collaborative 
teaching centring the student. Curricula would provide platforms to connect students 
from diverse cultures on a human level, developing concepts of global citizenship and 
student ability to attune to, critique, examine and challenge their world and their place in 
it (Alim, Paris, and Wong 2020; Lee, White, and Dong 2021).

Braided knowledge and ethical research

He Awa Whiria, the Braided Rivers Approach (Macfarlane and Macfarlane 2019), illustrates 
a dynamic, complex interaction between different knowledge bases, using the metaphor of 
two streams of a river with equal strength that start at the same place flowing alongside 
each other, coming together, and moving apart on the riverbed. As Superu (2018) describes, 
each stream is predominantly separate, but when the streams of knowledge flow into each 
other a new learning space emerges. He Awa Whiria elevates Indigenous knowledge and 
enables authentic collaborations where Western and Kaupapa Māori research practices 
jointly guide programme evaluations and development (Trewartha 2020).

Research ideologies and methodologies must be critiqued via diverse funds of knowl
edge, ‘ecologies of knowledges’ and ‘radical copresence’ (de Santos 2014, 191), rather 
than in Western anchored motivations (Berryman, SooHoo, and Nevin 2013) to disrupt 
‘either/or’ mindsets. An exception is found in Aotearoa NZ where culturally grounded 
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approaches and power-sharing research frameworks are becoming the norm with Māori 
knowledge valued as integral to authoritative research paradigms (Macfarlane and 
Macfarlane 2019). Critical Race Feminism (Wing 1997) methodologies could also guide 
multi-disciplinary approaches to counter micro to macro levels of oppressive education 
through participant empowerment and centring lived experiences.

Garcia and Mirra (2023) propose a paradigm of speculative education as ‘an exhorta
tion to educational theory, research, and practice to think urgently and creatively about 
the worlds in which we currently find ourselves and the worlds we can learn to create’ (1). 
Multi-modal methodological approaches are suited to this work, including social design- 
based, ethnographic, case-studies, and Arts to gather stories and journeys, challenges, 
and enablers of change. Participatory processes and collaborative meaning-making 
would be focal. Participants would guide and contribute to the very language and 
ideology of research, which would ‘look beyond existing horizons’ (Garcia and Mirra  
2023, 4) in education and be futuristic, expansive and invoke ‘collective dreaming’ of 
what could be. Within a TR-social justice framework, school climate and collective well
being (as perceived by diverse stakeholders), would be central to research investigation. 
Unit(s) of evaluation would be collectively defined and analysed, with findings translated 
into policies, procedures, and training requirements supported by funds channelled into 
what matters for communities. As Gorski (2019, 4) asserts, ‘we cannot fix a problem (i.e., 
racism, injustice, bias) we refuse to name’.

As researchers, we need to listen in ways we may never have, to the voices of the 
disempowered and commit to understanding the roots of ‘isms. Working with the type of 
hope that believes what we do today will affect tomorrow. This is not fantastical thinking, 
it is ideology outworked in practice (J. C. Avery et al. 2023). It will require integrated efforts 
to drive change through changed hearts and minds (S. Cole 2019) to fuel this journey of 
courage. We believe the paradigms leading to injustice, oppression, division, and despair 
can be changed by educators leaning into the ‘radical hope’ expressed by Davis (2022), 
building systems of ‘hope and happiness and social renewal’ (Ball 2016, 6) starting here, 
starting with you and me.

Outro

Our objective in this perspective is to call for courage to embark on a radical 
educational paradigm shift. Schools of audacious hope – underpinned by trauma 
responsive and equity-focused pedagogy – become socio-ecologically positioned 
change agents uniquely placed to counter experiences of adversity, social harms, 
and othering. Critical-thinking and transformative praxis will unlock mindsets and 
set hearts towards collectivity and connectivity. It is time to dream expansively of 
liberating restorative and healing experiences in schools where we can be unique 
and together. This is a pivotal moment for proactive and bold changes. We con
clude with the opening line of the (unofficial) civil rights movement anthem: 

People get ready, there’s a train a-comin’ 

Curtis Mayfield and ‘The Impressions’ 1965
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