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ABSTRACT KEYWORDS
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gram that builds awareness and understanding among educa- ~ "esilience; targeted violence

tors and educational personnel in the U.S. on the precursors
and causes of educational displacement in students, support-
ing educators in promoting belonging, connectedness, and
resilience to prevent educational displacement, extremism,
and radicalization among students in their schools and class-
rooms. The study demonstrates the effectiveness of the
Reimagine Resilience Program in producing attitudinal shifts
in participating education personnel as they cultivate an
awareness of their own biased speech and conduct. Further,
this study spotlights the Program’s efficacy in identifying ways
to actively prevent educational displacement as educators
gain new knowledge of protective and risk factors for radical-
ization and targeted violence. This study underscores the
importance of innovation in pedagogy, practice, assessment,
and professional training for educators and educational staff
to effectively engage educators in extremism and violence
prevention.

Introduction

When Alison G. Smith (2021) presented her findings on “Risk Factors and
Indicators associated with Radicalization in the U.S.,” drawn from projects
funded by the National Institute of Justice, there were three notable find-
ings: a) Although the definition of terrorism as ideologically motivated vio-
lence in service of a political, racial, or religious goal has scholarly
consensus, the process by which this ideology is seeded requires further
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research; b) a lack of a sense of belonging and meaning in adolescents and
young adults is a prominent risk factor of targeted violence; c) there has
been a consistent focus on radicalized populations as compared to popula-
tions that are both vulnerable to and manipulable by radicalizing forces as
well as populations that can interrupt or block the process of radicalization
(Youngblood 2020). While these findings are crucial in understanding rea-
sons for radicalization and deradicalization efforts, little to no research
exists that attempts to explain radicalization pathways and potential use of
educational strategies and pedagogies in classrooms to interrupt these rad-
icalization pathways.

Spaces in which adolescents and young adults spend a considerable
amount of time are in K-12 schools and college campuses. Research on
triggering events and threat assessments in these spaces and outlets, both
offline and online, shows that students may seek out alternative spaces of
belonging subsequent to feelings of marginalization, which can lead to rad-
icalization (Trip et al. 2019; Brown et al. 2021). The reigning orthodoxy in
the field treats radicalization as a moment, caused by particular instances of
bias or perceived mistreatment (Hamm & Spaaij 2017; Smith 2018;
Youngblood 2020). This treatment of radicalization as a moment after
which a person has become radicalized narrows the scope for prevention as
there is simply a person prior to radicalization and post-radicalization.
Consequently, there remains a conspicuous absence of a model of radical-
ization that informs local prevention frameworks in understanding a stu-
dent’s pathway to radicalization as a process shaped by multiple factors and
stakeholders. Sabic-El-Rayess, through her work on radicalization in young
adults and adults in Europe, first developed such a model, tracking the
sequence by which educational displacement precipitates radicalization
(Sabic-El-Rayess, 2023, 2021, 2020; Joshi & Sabic-El-Rayess, 2023; Sabic-El-
Rayess & Marsick, 2021), where educational displacement is defined as the
process caused by a person lacking a sense of belonging and the absence of
recognition of this person’s voice in, for example, the classroom.
Educational Displacement does not necessarily mean the physical displace-
ment from the school environment, but it always means the feeling of
invisibility when a student’s story is left unrecognized in the physical or
virtual classroom and therefore increases the risk for radicalization.

By transposing this model to the U.S. context, this study seeks to address
both this theoretical lacuna in the literature and show how the Educational
Displacement Model of Radicalization (Figure 1) is being applied in prac-
tice through a professional training program developed for educators that
aims to enhance the critical role of educators and educational personnel in
preventing, interrupting and, vitally, blocking the pathway to radicalization
for high school and college students. Reimagine Resilience (2023), designed
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Educational Displacement Theory and Model of Radicalization

EDUCATIONAL DISPLACEMENT THEORY

STEP2 STEP 4 STEP6 STEP8 STEP 10

Personal and Curated content: Marginalized Self-exclusion and Exploration
group grievances  online or in person elitism deliberate isolation of militancy

STEP1 STEP3 STEP5 STEP7 STEPS

Educational Mentor refuge, Ideological Maintaining Radicalization

Displacement deepening transformation exclusivity achieved
Educational

Displacement

Figure 1. Educational displacement theory and model of radicalization. Source: Sabic-El-Rayess
(2021).

and established at Teachers College, Columbia University, is a program
that builds awareness and understanding among educators and educational
personnel in the U.S. regarding the precursors and causes of educational
displacement in students, supporting educators in promoting belonging,
connectedness, and resilience to prevent educational displacement, extrem-
ism, and radicalization among students in their schools and classrooms.

In this study, specifically, we present the initial analyses of data collected as
part of this program’s development and evaluation. Second, we introduce an
innovative methodological approach to learning assessments, data collection,
and program evaluation to inform practice in violence prevention where data
collection on topics of sensitive nature remains a challenge. The analyses dem-
onstrate the effectiveness of the Reimagine Resilience (RR) Program especially
in a) producing attitudinal shifts in participating education personnel as they
cultivate an awareness of their own biased speech and conduct; b) identifying
ways to actively prevent educational displacement resulting from biased lan-
guage and behavior as educators gain new knowledge of protective and risk fac-
tors for radicalization and targeted violence; and c¢) gaining confidence to
implement in-school practices to mitigate educational displacement. This study
underscores the importance of innovation in pedagogy, practice, assessment,
and professional training for educators and educational staff to effectively
engage educators in extremism and violence prevention.

Background: reimaging resilience to hate through workforce and
professional development

Reimagine Resilience (RR) is an innovative professional training program
designed for educators and education professionals to nurture resilience as
an integral capacity in their students. This professional development
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program draws from Educational Displacement Theory (Sabic-El-Rayess,
2023, 2021, 2020; Joshi & Sabic-El-Rayess, 2023; Sabic-El-Rayess &
Marsick, 2021), a novel theory illustrating the ten phases that a student
experiences on a pathway to violent expression (Figure 1). The program
builds resilience to hate and violent expression by offering a ten-part train-
ing that amplifies protective factors — such as social connectedness, nonvio-
lent problem solving, and forming cultures of prevention in schools and
classrooms. Each training component advances prevention against every
step on this pathway.

In 2021, the program received a two-year Innovation Grant from the
Department of Homeland Security’s Center for Prevention Programs and
Partnerships (CP3) (U.S. Department of Homeland Security 2021). A team
of educators and researchers at Teachers College, Columbia University, with
extensive teaching experience, in-depth knowledge of education technologies,
and a proven track record of building successful professional trainings that
are dynamic and engaging, has built a ten-course program providing
30 hours of professional development credit. The courses are offered both
online, fully asynchronously, and in a hybrid “Workshop” format, which can
be offered face-to-face to partner institutions, at Columbia University’s
Graduate School of Education, or any educational institution that wants to
offer the training for all their educators and educational staff. The hybrid
workshop can also be conducted live via Zoom. The workshop courses have
associated online asynchronous components that are built in to assess stu-
dent’s understanding and are required in order to receive the Certificate of
Participation from Columbia University’s Teachers College. The online-only
courses, as well as any asynchronous portion of the hybrid workshop
courses, are housed at Columbia University’s Teachers College Canvas
Learning Management System.

Each course consists of three modules within it, as well as an
Introduction and Conclusion Module. Each course can range from approxi-
mately 1 to 6hours or 0.1 to 0.6 Continuing Education Units (CEUs).
Learners are encouraged and advised to enroll in all ten courses, but in the
first stage of the implementation, the team is focused on delivering “Course
17 asynchronously or through the hybrid “Workshop” format. Course 1, a
six-hour-long course, is the first of ten courses and must be completed
before learners can move on to other courses. Learners are required to
complete all activities in their entirety within one course to receive CEUs
or Continuing Teacher and Leader Education (CLTE) certificates, which
are distributed when requested by the learner and when the course(s) are
confirmed as successfully completed by the RR team.

In this study, the findings are emergent from Workshop participation in
Course 1, which is 6-hours long, that can be engaged with in a hybrid or
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live (in-person) modality. Participation, in terms of completing the assess-
ments, is self-paced and therefore participants do not have a set time-limit
in relation to the completion of any of the assessments. A Reimagine
Resilience Workshop involved content delivery of the curricular material by
two facilitators, both of whom are researchers within the team, in a hybrid
or live format. Following the completion of Course 1, the participants have
the option to continue progressing through the Reimagine Resilience
Program by engaging with any of the nine remaining Courses.

Pedagogical approach and design to meet learning goals

The design of this professional development training is guided by participa-
tory pedagogy and transformative learning theory. Participatory pedagogy
originates in the idea that active engagement of the training’s participants
is crucial to their learning process. Transformative learning theory
(Mezirow 1997) shows that effective learning can actively transform the
learner’s views, feelings, biases, values, and perceptions that frame their
world. The rationale behind coupling these complementary approaches is
twofold: a) both theories center the learner and base educational progress
on a learner’s ability to model the skills taught in the program (Sousa et al.
2019); and b) educational experiences have consistently shown to increase
in effectiveness when interactive elements - fundamental to both these
approaches — are incorporated throughout the course of the study.

To ensure learning goals are met, the program uses methods such as par-
ticipatory storytelling which engages the mind on reflection of one’s identi-
ties and supports educators’ learning. The method allows learners to
experience the elements of a story through emotional participation and
reflection in a community of other learners with different perspectives to
share (Moratti & Sabic-El-Rayess, 2009; Sabic-El-Rayess, 2023). Learning
does not occur in isolation, but in a community setting even if taken
entirely asynchronously. Educators are provided with new content vocabu-
lary and concepts for them to explore in an interactive way. They can then
reflect and relate these concepts to their own lives and experiences.

Participatory pedagogies also provide a space for learners to actively cre-
ate their own meaning through participation in a community they are
building through the program. This is accomplished through the use of
reflection and multimodal strategies engaging learners with content using
multiple modes - video, audio, text, art, interactivity, and gaming - of
communication and learning. The goal is to create a learning environment
that mirrors a learner’s experiences outside the classroom to give meaning
to them. Using various modes of delivery is a proven and effective way for
teachers to design a more inclusive learning experience in their own
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curricula - different students have different learning styles which is
unlocked by the varied mediums they can participate in. The program is
designed with intentionality to create an easy communication stream
among learners, but also between the Reimagine Resilience team and learn-
ers through the use of live, Padlet, Mentimeter, or Canvas native discussion
forums to stimulate active learning since critical thinking and reflection are
essential to the courses.

Innovation in pedagogy, practice, and assessment: shifting attitudes, biases,
and views on extremism, hate, and violence

Educational displacement as a risk factor for violence in U.S. Schools

In speaking to the current programs that attempt to serve the target popu-
lation, namely U.S. educators and educational personnel, a study of 18
existing anti-bias trainings in educational settings, across the country,
found that the leading interventions in educational settings today result in
either short-term changes or, in some cases, an increase in biased speech
and conduct by educators (Forscher et. al 2019; Calanchini et. al 2020).
Organizations, such as the Southern Poverty Law Center’s Learning for
Justice Initiative, offers educators a list of recommendations for anti-bias
practices; however, the initiative acknowledges that no current professional
development intervention on a wide range of biases exists for educators
(Southern Poverty Law Center 2020). Furthermore, there are no existing
professional development opportunities for educators that focus on protect-
ive factors against targeted violence and terrorism - such as resilience,
social connectedness, and nonviolent problem solving. Unlike the existing
initiatives on anti-bias training, the Reimagine Resilience program has
focused on protective factors against targeted violence and terrorism -
resilience, social connectedness, belonging, and nonviolent problem solving
- as capacities for educators and educational personnel to introduce into
their in-school practices (Sabic-El-Rayess & Sullivan, 2020).

Enforced social isolation, engendered by the lack of peer-to-peer interac-
tions and positive relations with family, friends, teachers, and community
members, produces a chasm between an individual and their community
creating a sense of displacement and invisibility. Sabic-El-Rayess (2021 and
2020) has evinced that this sense of educational displacement often begins
in schools and can be triggered by othering and alienation targeting the
individual. The resulting disconnection prompts a person to seek an alter-
native place and community of belonging, which, for some, is found within
extremist and radicalizing groups that offer a pathway to violent expression
to cope with the adverse effects of educational displacement and associated
grievances.
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When social belonging is impaired, students feel displaced (Figure 1) and
are particularly vulnerable to manipulation and influence from online con-
tent, without the mediating influence or the physical presence of an educa-
tor or educational personnel during the school day. In a 2020 report by the
Office of Targeted Violence and Terrorism Prevention, educators have been
identified, during the pandemic, as important stakeholders in both raising
awareness on the risks of radicalization and in playing an active role in
amplifying protective factors against radicalization and targeted violence.
However, the existing research spotlights not only the noticeable lack of
knowledge on educational practices that can help promote this preventative
power in educators but also the lack of professional development opportu-
nities that enhance such protective factors against radicalization in students
(Smith 2018; Youngblood 2020; Qureshi 2020; Marone 2020).

The COVID-19 pandemic has accelerated the urgency for evidence-based
professional development programs for educators to lessen educational dis-
placement as a critical risk factor for radicalization and extremism. The
lack of connectivity between an individual and society increases the likeli-
hood of depression and anxiety-induced mental illnesses in adolescents and
young adults (Loades et al. 2020), as well as feelings of disconnection. A
2020 report published by the Southern Poverty Law Center and the
Polarization and Extremism Research and Innovation Lab (PERIL) (2020)
has shown that ninety-three percent of people in households with school-
age children reported that their children had engaged in distance learning
since the outbreak of the pandemic. In addition, nearly 15 million college
students switched to online learning. In a matter of months, high school
and college students drastically increased their time online as well as their
exposure to propaganda and manipulative content. Considering this proj-
ect’s use of a model of radicalization via Educational Displacement, this
study is optimally timed to inform the prevention communities of the need
for and impact of preventative professional training programs in American
schools.

Innovation in assessment and learning: shifting attitudes to prevent extremism,
bias, hate, and violence

Recent research on assessment of learning has shown that assessment in
an educational context cannot be treated as independent of sociocultural
issues such as trust and power (Curzon-Hobson, 2002; McLean, 2018).
Assessment has to be seen as a part of learning, not something that serves
an independent purpose, because assessments heavily influence students’
perceptions of what to learn and how to learn for a program (Biggs, 2012;
Dann, 2014). Treating assessments as detached from learning can lead to
superficial and strategic learning, where students learn “for the test” rather
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than learning the content. In addition, students perceive traditional sum-
mative assessments more like ‘memory tests’, rather than a process
intended to deepen their understanding of the subject (Barnard et al.,
2021). These considerations have led to the integration of knowledge-based
assessments into the learning process itself in the Reimagine Resilience
program.

In each course, Reimagine Resilience integrates a range of knowledge-
based and innovative assessments for each participant to move through. As
an example, in Course 1, the Intra-Course Assessments are used to measure
and gauge both content mastery and personal transformation of a partici-
pant. In Course 1, the list of assessments total 15 and include: 5 quizzes in
Canvas (Learning Management System), 4 reflective discussions (emergent
from the understanding of the content), 2 formative assessments in
Articulate (Educational Technology Software), 3 Mentimeter (Educational
Technology Integration) activities (Poll, Word-Cloud, and Text-based
Reflection) and 1 Rubric Assessing Students’ Qualitative Work (Discussion
Posts & OpenEnded Responses). These assessments are directly tied to the
successful completion of the course and the conferring of CEU
(Continuing Education Units) or CTLE (Continuing Teacher and Leader
Education) Hours via a Columbia University, Teachers College Certificate
of Participation. As an example, a rubric (Figure 2) assesses, monitors, and
evaluates a participant’s responses throughout the Course. Team members
examine and offer feedback on the participant’s responses across in-course
assessments. If a participant’s work falls into any Below Expectations cat-
egory, they will be contacted, provided with feedback based on the rubric
and the course’s expectations, and expected to make the necessary changes
and re-submit to receive professional development credit. For example, if a
participant’s work receives a score of 0-1 points ("Below Expectations"), the
participant receives a note from our Curriculum Team and is offered an
opportunity to rectify the error. If a participant’s work receives a score of 3
points ("Exceeds Expectations”), the participant receives a note from our
Curriculum team to recognize and affirm their work. The purpose of this
process is to be transformative, rather than punitive, because a growth-ori-
ented approach is requisite to encourage learning, self-reflection, and
meaningful shift in attitudes and biases to prevent extremism, hate, and
related violence.

The program embraces open-answer reflective self-assessments with
instructors’ feedback in order to promote a sustainable learning effect of
the Reimagine Resilience program beyond the end of the program. We
deem this especially pertinent since research on educational displacement,
biases, and student belonging is a continuously evolving field in which
teachers have to keep up-to-date in order to promote the best results
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Assessment Rubric Response

Response Below Meets Exceeds
Expectations Expectations Expectations - 3
- 0-1 pts -2 pts pts
Length No response or a | At least 1 sentence | 1 or more sentences
few incoherent that answers all that effectively
words (when parts of the communicate
prompt does not question. answers to all parts
specifically ask for of the question.
a few words).
Quality No response. Demonstrates at | Thoughtfully reflects
least a basic and demonstrates a
Does not address understanding of thorough
the question or the application of understanding of
prompt. new course concepts and how to
concepts. apply them in
educational spaces.
Professionalism No response. Respect the Deeply engages in
& Respect for opinions of others. meaningful
Learning Uses inappropriate discussions with
Community or offensive Uses appropriate peers.
language in language in
discussion responses. Respectfully agrees
responses. or disagrees with
Does not attack responses of peers.
Disrespects the others’
contributions of positionalities. Positively
individuals in the contributes to the
course’s learning course’s learning
community. community.

Figure 2. Assessment rubric response.

possible. A study of 18 existing anti-bias trainings in educational settings,
across the country, found that the leading interventions in educational set-
tings today lead to either short-term changes or, in some cases, an increase
in biased speech and conduct by educators (Forscher et al., 2019;
Calanchini et al. 2020). Therefore, a more classic approach to learning for a
summative test would likely have given the wrong picture of learning fixed
and invariable truths (Bourke, 2018; McLean, 2018), as well as precluded
learners from a practice of self-reflecting and self-examining their biases
and positionalities.

Self-reflection in self-assessments with dialogical feedback gives learners
a sense of empowerment as well as increased trust in the reliability of their
learnings (McLean, 2018). Trust and empowerment are two immensely
important outcomes of this program that focuses on empowering teachers
to engage with topics of violence, biased speech and behavior, educational
displacement, and extremism in their classrooms and in fostering a culture
of trust between the RR team and the teachers enrolled in the program, an
assessment strategy that was deployed was intentionally reliant on self-
reflection and self-assessment. Fostering a culture of trust is vital since
biases, hate, extremism, and targeted violence are contentious topics in
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public debate, and the program asks the teachers to reflect and openly
engage with these topics as well as their own experiences vis-a-vis these
subjects.

Through self-reflection, learners recognize that a meaningful educational
experience typically evokes a feeling of surprise, failure, or frustration,
which has been shown to improve professional development in leaders and
teachers (Bailey & Rehman, 2022; Keiny & Dreyfus, 1989). For instance, in
RR training, the team uses a method of self-reflection (a book cover activ-
ity) where individuals are surprised, allowing them to recognize, acknow-
ledge, reflect, and articulate their own assumptions and/or biases (Joshi,
2021). Disrupting a person’s current frames of thinking, biases, and
assumptions is foundational to the transformative learning theory
(Mezirow, 1997) that details the process of transformation in adults as they
learn. Transformation, in this sense, is vital to the process of examining
one’s own frames of thinking, bias, and assumptions. Through self-reflec-
tion, adults - and educators in particular - begin to deconstruct the old
practices and beliefs and construct a new sense of self, beliefs, norms, and
behaviors. Self-reflection is therefore critical to inner transformation. It has
additionally been shown to increase students’ learning in online environ-
ments using tools similar to our Canvas self-reflection exercises (Gikandi,
2013).

It is important to keep the goal of the measurement in mind as well: Is
it, for instance, absolute knowledge that should be measured to compare
across participants, or are individual shifts in knowledge the matter of
interest? If the interest lies in comparing knowledge across participants,
traditional assessment methods such as teacher grading or quizzing might
be the best option due to people overestimating their abilities. However,
research has shown that there are strong correlations between students’
self-assessment and teachers’ assessments, indicating that self-assessment
can be a useful and valid measurement tool, when applied in the right way
(Brown et al, 2015; Li & Zhang, 2021).

Another critical issue to consider in the development of the assessment
strategy is the issue of ‘sustainability.” Sustainability in this context means
that the process of learning is not finished when the program ends - the
goal of an educational program must be to promote ongoing learning even
after the program has finished (Boud, 2000; Boud & Soler, 2016). For an
educational intervention to be sustainable, it has to equip the learners with
the ability to undertake their own assessment activities in the future.
During the ongoing assessments of learning that traditionally are seen as
the sole domain of the assessors, learners have to be taught how to self-
assess, therefore seeing assessment also as the domain of the learners them-
selves. Otherwise, learners will be ill-equipped to judge their progress of
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learning after the program has ended (Boud & Falchikov, 2006; Evans,
2013). In order to promote a sustainable learning environment, learners
have to learn how to self-assess — primarily by reflecting upon their experi-
ences and learnings in an open-answer format that they then get feedback
on (Carless et al., 2011).

Students need to develop the ability to reflect on what they have learned
in an unconstrained way, without, for instance, imposing the constraints of
certain evaluation methods on them (Nicol & Macfarlane-Dick, 2006). RR
follows this approach by continuously motivating participants to self-assess
as they learn, reflect on their experiences, and provide feedback on these
reflections. Therefore, as the findings in the following sections demonstrate,
the participants are not only being taught the key concepts — but also the
importance of self-reflection in order to promote a deeper understanding
and sustainable application of these concepts as well as learning about these
issues in the future.

Methodology: integrating retrospective pre- and post-test design (RPP)

As part of the comprehensive data collection to measure shifts in attitudes
and knowledge gains of educators and educational staff who participate in
Reimagine Resilience, we integrated an additional study measure using a
retrospective pretest post-test design (RPP). In this phase of data collection,
participants completed a retrospective pretest post-test survey which all
educators were invited to fill out the survey at the end of the workshop
using the survey platform Mentimeter — whether online or in-person. To
deal with possible selection biases, we collected the data while the work-
shop was still going on. That way, every participant in the workshop also
took part in the survey. Informed consent was acquired by presenting the
participants a Powerpoint slide during the workshop informing them about
the duration of the data collection, the use of the results in research publi-
cations, and that all participation was voluntary.' Participants could decide
not to take the survey and wait for 1-2 minutes while the other participants
took the survey. Our sample thus consisted of educators taking part in a
Reimagine Resilience workshop. To keep the survey as brief as possible, we
did not include any demographic information.

As the Reimagine Resilience Program is still in its implementation stage,
the data collection and analysis presented herein should be seen as prelim-
inary: The sample sizes are expected to increase as the administration of
the program continues. However, the preliminary data already demon-
strates that the program has had significant effects in shifting the partici-
pants’ cognitions and attitudes pertaining to biases, educational
displacement, and violence prevention.
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The retrospective pretest post-test design is a useful tool to measure
shifts in knowledge before and after an intervention and has been applied
successfully to educational program evaluations several times (Allen &
Nimon, 2007; Coulter, 2012; Douglass et al., 2012; Drennan & Hyde, 2008;
Geldhof et al., 2018; Hill, 2020; Little et al,, 2020; Nimon et al., 2011;
Pelfrey & Pelfrey, 2009; Sullivan & Haley, 2009). Other than traditional pre-
test post-test designs, in the RPP, data are collected only once: after the
intervention. Participants are asked two questions: First, they are asked to
rate their knowledge or skill level at the current point in time. Then they
are asked to rate their knowledge or skill level before the intervention
began. Out of these two questions, a difference score will be computed,
which then is used as the measure of the shift in knowledge or skill that
has occurred. This approach has the advantage of being much shorter, and
being easier to administer, as the survey need only be completed at one
point in time. Using the RPP, we asked workshop participants to rate a)
their understanding of the concept of educational displacement, b) their
understanding of educational displacement as a risk factor for radicaliza-
tion, ¢) their knowledge about protective factors of radicalization, d) their
confidence in preventing radicalization, and e) their bias awareness, before
and after taking part in the workshop. The exact items as well as compari-
son statistics can be found in Table 1. Participants answered on a visual
analogue scale ranging from 0 to 100, following modern approaches in psy-
chological measurement (Chang & Little, 2018).

Results

Across a sample of n=62 educators, we compared the level of knowledge
participants reported they had before and after the intervention using
Wilcoxon signed-rank tests. 3 educators only answered the first question
and were therefore excluded from all further analyses. 3 other participants
had missing data for single questions. We therefore excluded them from
the respective analyses for those questions but still used their data for all
other questions.

We chose the Wilcoxon signed-rank tests because the dependent varia-
bles did not seem to be normally distributed. The Wilcoxon signed-rank
test assesses whether there is a significant difference between the median
values of the paired observations of a participant without assuming a nor-
mal distribution of measures. Additionally, it is a more conservative and
therefore more reliable test than traditional t-tests.

The retrospective pretest post-tests all showed a significant shift in know-
ledge and awareness regarding all of our variables of interest. In addition
to Table 1, the results can be found in Figure 3, which is a graphical
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Table 1. Retrospective pretest post-test items.

z-value after
Item Before M (SD) After M (SD) vs. before p-value
Please rate your understanding of the 39.75 (34.29) 88.73 (21.71) 6.66 < .001
concept of Educational Displacement.
Please rate how aware you are of your 72.19 (28.69) 84.56 (18.94) 348 < .001
own biases.
Please indicate how much you know 37.66 (35.12) 83.85 (27.85) 541 < .001

about Educational Displacement as a
possible risk factor of radicalization.
Please indicate how much you know 50.66 (35.13) 88.44 (20.49) 5.96 < .001
about diverse storytelling, a sense of
belonging, and social connectedness as
possible protective factors of
radicalization.
Please indicate how confident you are in 40.50 (33.24) 81.95 (18.39) 6.50 < .001
your abilities to engage in prevention
of radicalization and targeted violence
in your classroom.

Note. Before and after values show means and the respective standard deviations. Z-values show the approxi-
mated standardized values for the Wilcoxon rank-signed test, p-values are based on the approximated standar-
dized values.

Results for Retrospective Pre-post Tests

JE——

100%
90%
80%
70%
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40%
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20%

10%

0%

= Before ® After

Figure 3. Results for retrospective pre-post tests. Note. The bars show mean values for the
respective retrospective pre- and post-test items. Error bars show 95%-bootstrap Cls based on
5000 bootstrap samples.

representation including the effect size estimates of the shift in knowledge
and confidence levels of the program’s participants. The error bars show
95%-Bootstrap-Confidence Intervals (Bootstrap-Cls) because Bootstrap-Cls
make no assumptions about the distribution of the data.

These findings provide quantitative evidence that the workshops were
effective in significantly changing participants knowledge and perception of
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Educational Displacement and Educational Displacement as a risk
factor. In addition, educators’ understanding of potentially protective
factors — such as building social belonging, diverse storytelling, and social
connectedness — is vital in helping them build cultures of prevention in
their classrooms. Of note is that completing the program has significantly
improved confidence among educators and education personnel to engage
in the prevention of radicalization and targeted violence, likely in part due
to their increased understanding and knowledge of Educational
Displacement as a risk factor for radicalization, protective factors against
hate-fueled violence, and improvement in their own bias awareness.

It is important to highlight that these shifts of knowledge are relative to
oneself, not absolute or relative to other members of the cohort. One par-
ticipant might have other requirements for rating their knowledge as, for
instance, 90% as another participant. That means that while we cannot
ascertain whether, for instance, 90% on a 100-point scale is “expert knowl-
edge”; the evidence is encouraging and clear - the RR participants have
made large knowledge gains relative to where they were prior to the
training.

An additional limitation of this study is that we only observed educators
who already signed up to be a part of a Reimagine Resilience workshop.
These individuals were likely already motivated to learn about storytelling
and violence prevention in schools. Future studies could look at which fac-
tors come into play to first build such a motivation.

Future studies could furthermore look at long-term and school-level
effects of the Reimagine Resilience program. While our study provides evi-
dence that the Reimagine Resilience workshops were effective in instigating
knowledge and attitudinal shifts in the workshop participants, it would be
interesting to see how educators apply these newly learned concepts in
school afterwards. It would also be interesting to see how these changes
impact their teaching from a student perspective, since decreasing educa-
tional displacement is the overarching goal of our initiative.

Discussion

The school and college campus are sites in which students develop their
identities and worldviews. Biased speech and conduct by educators and
educational personnel, can precipitate isolation, othering, and a lack of
belonging - all of which are risk factors for targeted violence. Educators
and educational personnel, in these contexts, do not have access to profes-
sional development opportunities that are informed by a model of radical-
ization that views radicalization as a pathway constituted by a sequence of
processes. Consequently, educators and educational personnel do not have:
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a) the requisite knowledge and awareness of risk and protective factors to
counter targeted violence; b) access to professional development opportuni-
ties to cultivate capacities that support the promotion of protective factors
against targeted violence in their schools; and c) the ability to facilitate
important dialogues with stakeholders in the larger community, such as
parents, family members, faith-based leaders, and local leaders, that will
fortify the local prevention framework.

To respond to this need, the team of researchers at Teachers College,
Columbia University, built an innovative professional training program for
educators and education personnel - aligned with the Department of
Homeland Security’s Strategic Framework for Countering Terrorism and
Targeted Violence that is aimed at securing the safety and security of places
of gathering such as schools - to support four priorities stated in the
Framework: a) help educators and educational personnel cultivate an
awareness of their own and their students’ biases that can help reduce edu-
cational displacement in schools; b) strengthen the understanding of how
grievances, frustrations, and othering in schools shapes both the pathway
to student radicalization and the relationships between stakeholders, such
as students and educators, who form the two target populations of this pro-
ject, and whose speech and behavior can determine whether a student radi-
calizes or not; c) create a culture of resilience to violence via open
communication and dialogue in schools that protects against biased behav-
ior and speech, thereby preventing targeted violence and terrorism; and d)
counter educational displacement in schools through the application of
educators and educational personnel’s knowledge from the training into
their classrooms, schools, and curriculum, thereby blocking and preventing
the radicalization pathway.

Conclusion

This analysis evinces that the program has produced notable shifts in the
understanding of risk and protective factors against hate-fueled violence.
The training itself has significantly improved the confidence of educators
to actively prevent and interrupt educational displacement as an early risk
factor for and trigger of radicalization. By innovating and diversifying
modalities of learning, teaching, assessment, and evaluation, the study
sought to demonstrate that a comprehensive, evidence-based, and innova-
tive approach to workforce development can lead to significant, meaning-
tul, and positive shifts in attitudes, biases, knowledge gains, and readiness
of educators and educational staff to engage in violence and extremism pre-
vention in their schools and classrooms.
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